
The utilization of individual differences by
the classroom teachers in Arizona schools

Item Type text; Thesis-Reproduction (electronic)

Authors Fenster, Fannie Kate, 1906-

Publisher The University of Arizona.

Rights Copyright © is held by the author. Digital access to this material
is made possible by the University Libraries, University of Arizona.
Further transmission, reproduction or presentation (such as
public display or performance) of protected items is prohibited
except with permission of the author.

Download date 16/05/2023 13:58:32

Link to Item http://hdl.handle.net/10150/553829

http://hdl.handle.net/10150/553829


THE UTILIZATION OF INDIVIDUAL DIFFERENCES 
BY THE CLASSROOM TEACHERS 

IN ARIZONA SCHOOLS

Fannie Hate Fenater

i
iX. A„ Thesis ,3

r j

subnitted to the faculty of the 

Department of Education

in partial fulfillment of the requirements for the degree of

MASTER OF ARTS

in the Graduate College, University of Arizona

1951

Approved: f . R .
Director of Thesis

T - r e  » h i
Date





3 S

TABLE OF CXDUTENTS

;;’,V

LIST OF TABLES. . ... ...,
ACKNOWLEDGMENT . . . . . .
chapter.^’:;:;;;7

. I. INmODUCTIOH . .

II.

i’.

v..' ' ■ X
:

III. METHODS OF HIOCEDURE AND HESENTATIOIT OF FINDINGS
: 'Method's of Conducting this 'Study ' ' ‘ '

Measures being taken by the Guidance Department 
..... In the Tucson.Schools .. •

. Results ifrom Observation. of Teachers 
Analysis of the Questionnaire Returns from 

Teachers ... ... . . . .  .... ..T\ .Oanments Added to the, Questionnaire * 
Professional Preparation for Handling Individ

ual Differences 
Summary

IV. SUMMARY AND RECOMMENDATIONS . .

APPENDIX: ...........................

BIBLIOGRAPHY............ .

219203

Page

-.1 
,v i

ii

Statement of the Problem..  * ’ ‘ ’ * ' * * \
Implications of the. Term Individual Differences" 
Need for this Investigation " : * ' J * 1 *

A REVIEW OF THE LITERATURE; ' THE STATUS OF CLASSROOM 
.TEACHERS' RECOGNITION AND UTILIZATION OF INDIVIDUAL 
DIFFERENCES / V  .' . . . . ...' . . . ’ / .' /.. .' .' .

Recognition of Individual Differences through
Testing *■”...v .......  '..  ....  ' "

Recognition of Individual ̂Differences through .
. -Variation of,Teaching Procedures ‘
""Pre-service Training for Recognition of Indi- 
..... vidual Differences .. , . .......... •
" -Graduate Study for Recognition of Individual

Differences .......  ' .................
In-Service Education for. Recognition of Indi

vidual .Differences ; V \  .•Summary ’"4 ” • • ' .... ....... .

71

80

90



LIST OF TABLES
Table Page

1. Reasons for Referral.......................... 37

2. Number of Students Who Have Dropped from School
During the Fhst Five Years and Reasons . ..........40

3. Percentages of Students Who Have Dropped from
School During the Past Five Ye a r s............... 41

4. Sizes of Classes Reported by Teachers......... . 44

5. Degrees and Graduate Work Reported by Teachers . . .  45

6. Teaching Experience of Respondents...............45

7. Personal Data Furnished by Primary, Elementary,
Junior High and Senior High School Teachers . . . . 4&

8. Questionnaire on Recognizing and Handling Individ
ual Differences in the Classroom................ 48

9. Items Which Helped to Determine Individual Needs
• of Children .......  . . . . . . . . . . .  .......  56

10. Graduate Courses Which Helped in the Recognition
and Handling of Individual Differences...........60

11. Returns on Questionnaire . .......................67

12. Section One, Question One; Grouping of Classes
According to Intelligence................ . . . 68

13. Section Two, Question One; Do You Find It
Possible to Know Each Child in Your Class . . . . .  69

14. Do you Find it Possible to Adapt Your Methods
of Instruction to Meet the Needs of Each Child . . 69

i



ACKNOWLEDGMENT

The writer wishes to make grateful acknowledgment to those who, 

through their generous helpfulness and cooperation, made this study 

possible.

This study could not have been made without the understanding, 

cooperation and helpfulness so generously given by the principals and 

classroom teachers in the public schools of Arizona.

Special thanks go to Mrs. Laura A. Ganoung, clinical psycholo

gist of the Tucson schools. Miss Alice Fulmer, supervisor of the 

primary grades, and Mr. Joe M. Young, co-ordinator of guidance and 
counseling for the Tucson public schools, for granting to the writer 

free access to those records and reports which she felt were pertinent 

to this study, and for generously giving of their time to discuss these 

records and reports. v

Last, but certainly not least, the writer wishes to express her 

gratitude to Dr. J. W. Clarson, Jr., whose direction, sympathy, and 

keen understanding made this study possible, and to Dr. 0. B. Merritt 

who encouraged the writer to conclude this Study after the untimely 

death of Dean Clarson. ; .

11



CHAPTER I

INTRODUCTION 

Statement of the Problan

The matter of recognising, handling, and capitalising on indi

vidual differences was forcibly brought to the attention of the writer 

in a unique situation. She found that, when given a class of five or 
six pupils, certain teachers used the same approach and technique as 

they did with a class of thirty or forty; that they did not take ad
vantage of their unique opportunity to treat each child as an individ

ual. This was due to the fact that these teachers did not know how to 

recognize individual differences, did not know how to handle the needs 

to which these differences gave rise, nor how to capitalize on these 

individual differences so that each child, through his own maximum 

development, could make the greatest contribution to the group.

This situation led the writer to make a study of classroom prac-^ 

tice in the schools of Arizona to see if current practices tended to
ward recognition and utilization of individual differences to promote 

the student's best interests. More specifically, the problem under 

investigation may be stated as follows $ to what extent are the class

room teachers of Arizona attempting to utilize individual differences 
to promote the students' best interests, and to what extent are pros

pective teachers and teachers in service being prepared to recognize, 

handle, and capitalize on individual differences?
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Implications of the Term B Individual Differences*

The term "individual differences” has many connotations* to the 

sociologist it means differences among individuals in so far as they 

affect the individual1s life in the group or his social environment; 

to the psychologist it means differences in behavior, largely mental 

behavior; to the biologist it means the differences in physiological 
behavior among individuals and a study of the laws of heredity. But % 

to the classroom teacher, * individual differences” must signify all of 

these things. All of these factors make the whole child, the child 

whom she must respect as an individual, treat as an individual, and 

teach as an individual.
Educational and current periodical literature abound with refer

ences to individual differences. Educators read that "individuality 

is an affair of individuals, not of 1 superior' and •inferior1 classes"; 

that the democratic ideal "denotes faith in individuality, in uniquely 

distinctive qualities in each normal human being; faith in correspond

ing unique modes of activity that create new ends, with willing accept

ance of the modification of the established order entailed by the re

lease of individualized capacities.”^

Lincoln and Workman^ state that individual differences are "one

John L. Childs, Education and the Philosophy of Bxperiaentalism. 
New York* The Century Company, 1931, p. 136. . , .

2John Dewey, Influence of Darwin on Philosophy. New York* Henry 
Holt and Co., 1910, p. 157. ;

^Edward A. Lincoln and Linwood L. Workman. Testing and the Uses 
of Test Results. New York* Macmillan Company, 1935, p. 2067
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of the most important situations which the modern educator must face; 

that pupils in school vary widely in their abilities and acocoplish- 

meatsj and, furthermore, that teachers and others have been cognizant 

of this fact for a long time." Stevens1 stresses the point that not 

only are there wide divergencies among individuals but, also, that 
there are almost equally wide divergencies among the different abili

ties of each individual. She insists that mass teaching should be
given up and group and individual teaching take its" place.

2In 1949, Overstreet, referring to Binet's work in testing for 

mental age, wrotet

This insight ismiediately placed a new responsibility upon edu
cators. They could no longer indiscriminately lump children to- 

' gather. - : : > -
. . . Unless provision was made for differences of psycholog

ical age, the ‘below age’ child would be driven by despair into 
apathy or antisocial behaviors; the ‘above age* child would ‘go 
nuts' with boredom and would, in all likelihood, emerge from his 
schooling with more contempt than respect for the ordinary human 
race of which he was, in the specific area of mental growth, an 
extraordinary member.

Another writer'' indicates that experience should be so selected 

and guided as to make provision for the individual differences in 

children. He affirms that "research studies indicate that individ

ual differences in the development and readiness of children at first

"̂ Marion P. Stevens, The Activities Program in the Primary 
grades. Boston: D. C. Heath and Co., 1931, p. 30.

^Harry A. Overstreet, The Mature Mind. New York* W. W. Norton 
and Company, 1949, p. 18.

^Murray J. Lee and Dorris M. Lee, The Child and His Curriculum. 
New York* D, Ippleton-Century Co., 1940, p, l6j*
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grade entrance are sufficient to require Indlvldtuilization of the

school program and to provide a basis for an organized, emulative
' " , . . * . . . .  . - - - ' ■ ■

guidance program." A recent article^ In the Elementary School Journal

makes it clear that individual differences in children’s emotional re

actions to school should be given just as careful consideration as is 

given to individual differences in intelligence and experience.
The modern procedure in unit teaching is considered by Burton 

to be the best method of adjusting to individual differences. Most 

teacher’s guidebooks have a section on how to provide for individual 

differences. The experimentalists, of course, have long recognized 

the basic Importance of individual differences, both native and ac

quired, but they also decry the fact that the existence of differing 

individual capacities and interests has too long been disregarded in

our educational procedures.^

Santayana,^" in a recent article, tells us that "real adaptation 

of the school to these children /gifted/ must come through some form 

of individual instruction which recognizes the wide variety of abil- 

ities among the gifted." Landis5 states that "the psychological

^Nellie T. Lyons, "Relating the Reading Program to Individual 
Differences," Jhe Elaaentarv School Journal. XL3X (March, 1949)

william H. Burton, The Guidance of Learning Activities. .
New Yorks D. Appleton-Gentmry Gempany, " 44, p. 5*2.

^Childs, 2B. S^t., p. 1^.
^S. George Santayana, "The Intellectually Gifted Child," The 

Clearing House. XXI (January, 1947), pp. 259-67.
^Paul H. Landis, Man in Environment, New York* Thcmas Y. 

Crowell Company, 1949, p. 30.



equipment of individuals differs greatly. Individual differences in 

psychological equipment are taken for granted by the sociologist. He 
accepts the psychological fact that differences in perception, plas

ticity of mind, and in capacity are universal.”

Need for This Investigation

5

Despite this general recognition and acceptance of the Import

ance of individual differences, however, we find, taking almost as 

much space in current literature, the criticism that ”there are those 

teachers who never become personally acquainted with any of their 
students. They know their students as a class or a group, but they 

never see them as individuals.*^ Me find, furthermore, that "teaching 

is being performed largely in a mechanical way and that growth of 

groups rather than individual pupils is the center of the teacheris 

attention." .
Bacon^ states*

All teachers need, first of all, to acquire a complete knowl
edge of their individual students. This information, if it is 
to be intelligently applied,'must be operated against a broad 
understanding of adolescent psychology. Each teacher needs to 
develop all possible insight into the meaning of student behav
ior and to acquire ingenious methods and devices for helping 
each individual to get the experience he needs. • ‘ '

Dougald S. Arbuckle, "Guidance: Seven Opportunities Neglected
by Classroom Teachers," The Clearing House. XXIII (November. 1948), 
pp. 140-41.

i ^Ward G, Reeder, The Fundamentals of Public School Administration. 
New York: Macmillan Company, 1941, PP* 122-23. '

Francis L. §acon, "What is Expected of the Counselor," The School 
Review. LVII (January, 1949), p. 37.
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Writers on educational matters further agree that "the success
or failure of any unit of the educational system depends ultimately
upon the teacher,""*" that the "total impact upon the student is depend-

2ent greatly upon the kind of individual the teacher is," that "above
all other manifold duties of the teacher perhaps the most difficult
is establishing sincere, close, and friendly personal relationship3
•with his students," that "it is the teacher to whom pupils naturally 
go first with their problems because he is the person with whom they 
are best acquainted,"^- that the "greater part of the guidance which 
will be given in American schools for many years to come, will be 
done, if it is done at all, by teachers,and that "the teachers are 
the principal guidance people in any school."^ And Overstreet? sums 
it up thus;

Few schools have yet recognized that their central function 
is that of helping young life to grow into mental, emotional, 
and social maturity. This recognition must come as our next 
great educational adventure. Everywhere there are signs that 
the new imperative is being heeded. Teachers, administrators, 
and an increasing public begin to catch on to the fact that our 
old concept of adulthood is not good enough; that a new concept 
of maturity must take its place; and that the only adequate edu
cation, therefore, must be one that encourages the immature to 
become mature.

•**Faul R. Mort, The Individual Pupil. New York: American Book 
Company, 1928, p. 22

^R. J. Maaske, "Thesis for General Education of Teachers," Educa
tional Administration and Supervision. XXXV (January, 1949), pp. 19-24.

%. B. Bogoslovsky, The Ideal School. New York: Macmillan
Company, 1936, p. 419.

^Ruth Strang, The Role of the Teacher in Personnel Work. New 
York: Columbia University, Bureau of Publications, 1932, p. 29.

^Arbuckle, op. cit., p. 140,
^Tucson Public Schools, Teacher-Counselor Relationships. Mimeo

graphed Bulletin, Department of Guidance and Counseling.
7Overstreet, pp. cit.. p. 259.
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Therefore, in order to find out to what extent the class

room teachers of Arizona are able to recognize and utilize individ

ual differences, the writer, after a survey of literature pertinent 

to the subject, visited many of the classroom teachers at work in the 
public schools of Tucson, and sent a questionnaire to five hundred 

teachers throughout the State of Arizona.

Furthermore, to determine to what extent prospective teachers 

are being prepared to recognize and utilize individual differences, a 

section of the questionnaire was devoted to this phase of teacher 
training, and.a letter was sent to twelve deans of Colleges of Educa
tion. The following chapters will deal with these surveys.



CmFEER II

A REVIEW OF THE LITERATURE

Recognition of Individual Differences through Testing

The movement to recognize and make seme attempt to handle indi

vidual differences began in 1883 when Sir Francis Galton, an English 

investigator, revealed the fact that individuals showed marked differ

ences in their mental imagery. It gathered impetus "through the efforts 

of Cattell, Professor of Psychology at Columbia, and his brilliant 

student, Thorndike.

In 1905 Binet provided an instrument for the measurement of 

individual differences by devising a scale for the determination of 

the general intelligence of school children. Goddard and Terman brought 

the Binet scale to this country and adapted it to American uses. Ex

tensive application of this scale^ revealed the fact that not only are 

there highly intelligent children, on the one hand, and morons and de

fectives on the other, but there are an infinite number of intermediate 

degrees in between.

Since the advent of the Binet test, many tests of intelligence, 

both group and individual, have been devised and are widely used. In 

1938 Greene and Jorgensen concluded their book with, this statement;

^William S. Gray, Provision for Individuals in College Education. 
Chicago* University of Chicago Press, 1932, p. 13.

A. Greene and A. Jorgensen, The Use and Interpretation of 
Elementary School Tests. Key York* Longnans, Green and Co., 1938, p. 508.
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"It is very encouraging to observe that teachers thenselves are becom

ing better informed in the techniques of testing and are demanding that 

the corrective and remedial aspects of objective supervision shall 

materialize in the classroom."

The reliability of tests, however, continues to be questioned. 

Davis and Hess write* .

Our present study, indicates that a great deal of potential 
ability has not been identified by tests used to date. The evi
dence that standard tests, now used in schools, are inadequate 
to fully diagnose real mental ability was clear after an inten
sive and cooperative three-year study at the University of Chicago.

On the hypothesis that an intelligence test must be fair to all occu

pational groups, Davis and Hess have carried but the tentative stand

ardization of the Davis-Hess Individual Test of Intelligence.

Overstreet,2 in 1949, stated that,

. . . too often, even where the most conscientious techniques 
• o f  measurement are employed, the full significance of the con

cept of psychological age is hot grasped. It is understood 
that here is a means of more effectively classifying children 
for their school work; it is not always understood that here 
is an insight, that reveals our human nature as possessed of 
hitherto unsuspected dimensions of complexity.

If further evidence is needed that we have hot completely 

grasped the significance of this insight, we have but to realize that 

we still admit people to all the major prerogatives of life on a purely 

chronological basis: schooling, marriage, work, voting, holding

office, etc. Nevertheless, testing has gone far beyond the days when

A. Davis and R. Hess, "What about I. Q’s?" The National Edu
cational Association Journal. XXXVIII (November, 1949), p. 6o4.

1

H. A. Overstreet, The Mature Mind. New York* W. W. Norton and 
Company, 1949, p. 18. , ..
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intelligence testing vas the only kind of testing. •Tests for deter
mining special interests, aptitudes, and personality are given to aid 

the student in adjusting to his new environment and to help him prepare 

for the years after high school graduation.” "̂

Recognition of Individual Differences through 
Variation of Teaching Procedures

Today, a good testing program is considered an indispensable 

adjunct of any program attempting to handle individuals rather than 

classes. But it is only one adjunct. Changes in the curriculum, with 

the tremendous increase in elective courses, cumulative record systems 

covering every phase and aspect of the child's background, guidance 

programs with counselors and psychologists, special classes for spec

ial cases— all these are concomitants of a program designed to avoid 

the emotional conflicts of the individual child which lead to mal
adjustment.

2 ■ ' . :Starbeck gives a report on parent-interview day in the Chicago
Public Schools which provides evidence that all the factors mentioned 
in the preceding paragraphs are being used to better understand and : 

help each child. Parent-interview day was added to the Adjustment 
Service of the Chicago Public Schools about four years ago. On this 
day, the parents have the opportunity to learn the aptitudes and the 

school adjustability of their children, as determined by the class- * 2

"Wrjorie E. Wycoff, "American Classrooms," The Rational Educa
tion Association Journal, XXXVIII (April, 1949), P. 269.

2Catherine Starbeck, "Parent-Interview Day in Chicago Public 
Schools," The Elementary School Journal. LI (November, 1950), pp, 143-45.



11

room teacher, the adjustment teacher, and the principal. The confer

ences are always individual. Serious preparation is made for these 
conferences. The homeroom teacher, the adjustment teacher, and the 

principal study the complete records of each child. All the necessary 
data are found In the cumulative record folder which the teacher has 

kept up to date for each pupil. This folder follows the child from 
grade to grade. In addition to the cumulative record card, the folder 

contains a complete school history of the child. This history includes 

the results of the Kuhlm&nn-Anderson tests, a health sheet, a special- 

talent card, the results of achievement tests on reading, arithmetic, 

and spelling, samples of work, and reports of pupil participation in 

school activities. If an examination has been made by the school psy

chologist or psychiatrist, a report is also included In the folder.

That the teachers not only attain but use the results is clearly shown 

in this article. Starbeck^ states:

The boys and girls of the elementary school are able to enter 
high school with more confidence and a more definite outlook for 
success in their academic work, as well as in their social activi
ties . . . More than ninety-five per cent of the parents attend 
the parent-day interviews, and the result is greater co-operation 
between the school and the home for the betterment of every public 
school pupil in Chicago.

Further evidence that teachers recognise the needs growing out 

of individual differences can be found in a report on a program being 

carried out at Public School 233» Brooklyn, New York. Eighteen pupils 

were selected on the basis of need for special instruction. Need was 

determined by reading retardation and by "the opinion of an official or

1 ' ' '
Starbeck, op. cit., p. 9.



12

of a subjeot-o&tter teacher. In addition to intelllgmce tests, the 

National Reading lest, the Stanford Reading Test and the Stanford 

Achievement Test were used. "Though the pupils met in three groups, 

work was on an individual basis, the teacher using the available in

structional materials according to each child’s discovered needs.

Among the conclusions advanced as a result of this successful program 

were listed the following* Progress depends on psyeholophysieal factors 

and not alone on intelligence, content, and methodology; pupils should 

be grouped as homogeneously as conditions will permit. Instruction, 

however, should be on an individual basis within the group.

Another indication that teachers do obtain and use the results
2

of testing and guidance programs appears in a recent edition of Life.

In a description of New Trier Township High School, near Chicago, the 

author states* "It takes pains to place each individual student prop

erly— offering five freshman English classes, for example, gauged to 

varying degrees of aptitude, and a special 7 (for velocity) group for 

students of extraordinary ability who take an additional course each 

year." ' ' : ' ■ ' ' '

Current literature goes on to stress the Importance of respect 

for individual differences. "Keep each individual busy at hie" highest 

normal level of successful achievement that he may be happy, useful, 

and good," writes ̂Seashore. ̂ In order to do this, however, with any

^Sigmund Fbgler, "Remedial Reading for Selected Retarded Children," 
The Elementary School Journal. LI (September, 1950), pp. 23-30.

2Henry R. Luce, "A Good High School,” Life. (October 16, 1950),
P. 104.

z ^Carl E. Seashore, "The Master’s Key to the Domain of Educational 
Theory and Practice," School and Society, LXX (November, 1949), pp. 337-38.
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degree of success, the teacher mast be familiar with the dominant 

human urges, the psychological drives, and mast be aware that they are 

potent sources of human striving, that they motivate human activity 

and learning. She must understand that biological inheritance accounts 

for certain differences among individuals, and that physiology is an 

important element in personality development; that economic status, 

home conditions, aptitudes and interests, and matters of daily conflict 

affect each child each day. Only with the greatest knowledge and under

standing of these factors can the teacher be convinced of the existence 

of individual differences and learn how to recognize them. In short, 

the teacher must be a student of human nature in her own right.

That teachers do have greater knowledge and understanding of 

each child is indicated among the conclusions tentatively advanced as 

a result of the program previously mentioned which was successfully 

carried out in Brooklyn, New York, Ibgler lists as number two* 

"Progress depends on psycholphysical factors and not alone on intelli

gence, content, and methodology." Surely this would indicate, inasmuch 

as the program described was successful, that teachers do have greater 

knowledge and understanding of each child.

Bnbree, on the other hand, informs us that to guide children 

during the impr essionable years of elementary schooling calls for all 

the wisdom and skill a teacher can gain— not merely mastery of some 

specialized subject, but a thorough understanding of child growth, the * 2

^Fogler, on. cit., on. 22-30. ....  ......

2S4win R. Bnbree, "Should Teachers Be Educated," The Education 
Digest. ETC (October, 1950), pp. 1-4.
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learning parooeee, the psychology of personal development, and the social 

complexities of homan relations, hat, *kt no place yet in America are 
psychology and sociology developed as the base and core of professional 
education for teachers in the way that physiology and pathology are the 

core training for doctors, or mathematics and physios are the core train
ing for engineers.*

Let us assume that most teachers are convinced of the existence 
of individual differences and can recognize these differences in their 

children. Then what? Then each teacher must be able to interpret 

these individual differences to fit individual needs. A herculean 

taskj A task so overwhelming to contemplate that many teachers, too 

many, never make the attempt. Yet many of the plans now in effect 

throughout the country serve to indicate that teachers are attempting. 

to meet individual needs arising out of individual differences.

A number of plans of individualised instruction have been de
veloped and used in American schools. Seme have attracted nation
wide attention, such as the Dalton and Winnetka plans. Others 
have gone virtually unnoticed except locally, tut nonetheless have 
incorporated the essential elements of individualized instruction 
in which each pupil more or less independently pursues his own 
• project1 or works on his own •contract* for at least.part of the 
school day. Without attempting to distinguish among the various 
plans in use, this study shows only the extent to which seme type 
of individualized instruction is used, and whether the cities us
ing it are moving toward or away from individualized teaching.
As tx> extent of use forty per c6nt of the cities report that indi
vidualized instruction is being given in one or more of their schools.^

Furthermore, the study shows that the trend toward more individ

ualized instruction increases somewhat with size of city. It may be

1 i
i ^vision of the National Education'Association,

Association Research Bulletin. XXVII (February, 1949),
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particularly interesting to note that in the Southwest mere: than half 

the cities report that individualized instruction is given in one or 

more of their respective schools. .

0ms we see that it.can be done. It can be done if the teacher 

believes that"teaching is that process whereby the individual teacher, 

through ways and methods characteristic of him, interests, orients, 

stimulates, and inspires the individual student to develop to the maxi

mum his individual potentialities.Every now and then we read of a 

teacher like Miss Lois Winter.^

Lois Winter gets to school at 8*15 every day so she can greet 
each student personally. She whets their imaginations with mental 
image games, draws out the shy with gay finger exercises and gives 
each small individual a feeling of importance by assigning frequent 
responsibilities like note delivering.

Unfortunately, it is only "now and then® that we read of such teachers.

Nevertheless, it can be done if the teacher realizes that the 

children before Mm, presumably a so-called homogeneous group, because 

through testing possibly the very bright and the very dull have been 

removed, present as many variations as there are children, plus varia

tions in each individual. It can be done if the teacher is fully aware 

that he may have before him a "lightning calculator and the child with 

the slow good mind. The expert penman and the child who needs constant 

help with his writing. The no tor-minded child and the child with little 

hand skill. The musical child and the child who cannot carry a tune."

"Clarion P. Stevens, The Activities Program in the Primary Grades. 
Boston* D. C. Heath & Co., 1931, p. 30.

^Henry R. Lace, "The Teacher Carries on With Her Job,® Life. 
(October 16, 1950), pp. 50-52.

^Stevens, o£. c&t., p. 30.
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For example, Brewer"^ states that the "Baphaaia now is placed _ on teaching 

etudMits JJxk Austin High? according to their ? individual capacities. *

The Manhasset Plan, being used in the Manhasset, Hew York high

school, is designed to enable the teachers to do the things they have
2always wanted to do for boys and girls. Collins states: "During the

past two years we have reviewed very carefully the imperative needs of 

youth to determine what needs are now being met, what needs could be 

met better, and what needs are not being met at all.* It was then de
cided that"flexibility within a block of time would help to meet some 

of the needs.. ' " . ... : ' . :
"The answer (to the problem of recognizing and utilizing indi

vidual differences) Is obvious,* states Marion Stevens.3 "Mass teach
ing should be given up and group and individual teaching should take 
its Place." Furthermore, "if the principle is right, techniques must 

and will be found." The National Education Association Research 

Bulletin^ indicates that forty per cent of the cities report that 

individualized instruction is being given in one or more of their 

schools and that the trend toward more individualized instruction in 

these cities-is relatively strong: . . . . . . . .  .

Ability grouping, on the other hand, seems to be on its way out. 

"Fifty-three per cent of schools reporting indicated: that they make.

"Hfeldon Brewer, "Why Did They Quit?" The Education Digest. XVI 
(November, 1950), pp. 54-55,.

^Raymond L. Collins, "Manhasset Plan Frees Teachers to do More 
for Pupils," The Clearing House. XXV (November, 1950), pp. 131-34,

2 ire"ienr "
Stevens, ££. S^t., p. 30.
^Research Division of the National Education Association, op. cit.,pp. 20—21,
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some use of ability grouping, but almost half of this group (twenty-
1

two per cent) report that ability grouping is ’on its way out’."

The same Bulletin^ goes on to report that "groups classified separately 

for remedial instruction, particularly in such foundation subjects as 

reading and arithmetic, but sometimes for other types of remedial in

struction, are widely but by no means universally used." Fifty-eight 

per cent of the cities reporting indicated that their systems have 

remedial classes, and of this group fifty-two per cent report that it 

is on the way in; two per cent, that it is on the way out.

Current literature does not neglect the gifted child. Lee and 

Lee"* state:

It is important that each child’s tasks be suited to his abili
ties. Though the stress has usually been placed on'the less mature 
children of the group, the problem of the other extreme should be 
recognized. In reality it is probably much the more important, 
for if capable, mature children are not stimulated to the extent 
of their ability, real leadership is being lost to the world.

let a recent tabulation^ of special schools shows this classifi

cation:
Type Number

For the physically handicapped ............... . 71
For the mentally retarded . . ............... . 79
For pupils with behavior problems . . .  . . . .  . . . . . 44
For gifted children .  ̂ .  ......... . . 1

LlMd., p. 17.

Research Division, op. cit., pp. 19-20.
^Murray J. Lee and Dorris M. Lee, The Child and His Curriculum. 

New York: D. Ippleton-Century Company, 1940, P- 59o.
^Research Division, gp. cit., p. 27.
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The Research Bulletin^ also has this to say about gifted 
children* t:v- ■. - - : .. . . ■ - ■

A device in school organisation which has been used quite 
largely to provide special opportunities for exceptional children, 
is the ungraded classroom. The great majority of such classes 
have been maintained for slow-learning pupils and often they 
have been known as 'opportunity rooms.* In rare instances 
gifted children also have been classified in ungraded classrooms 
for enriched programs of study adapted to their special interests 
and abilities.

Pre-service Training for Recognition of Individual Differences

"Only to the extent to which teachers were accorded respect 

as individuals in their own college education will they be prepared 

to treat their pupils as individuals." Thus Dr. Rosekrantz of New 

York University expressed his opinion of the extent "to which teachers 

today are recognizing and handling individual differences in their 

classrooms. As far back as 1899, Harper wrote:

This feature of 20th century college education (individualiza
tion) will come to be regarded as of greatest importance, and 
fifty years hence will prevail as widely as it is now lacking.
It is the next step in the evolution of the principle of indi
vidualism, and its application will, in due time, introduce order 
and system Into our educational work, where now only chaos is to 
be found.

:: ' . : ' ■ :. 3
A M  almost twenty-five years later, we find President Burton

saying: "Mass education is ill-adapted to produce the highest type

Ibid *, p. 18.

^William R. Harper, The Trend in Higher Education. Chicago: 
University of Chicago Press, 1905, p. 317.

^William H. Barton, Education in a Democratic World. Chicago: 
University of Chicago Press, 1927, p. 57.
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of personalities. It is better than none, but it is far from being 

good enough. The touch of the individual teacher is the most potent 

educational force.* V

Then, ef course, we come more specifically to the preparation 

of the embryo teacher in our colleges. Gray,'*" in the preface to Pro

ceedings of the Institute for Administrative Officers of Higher Insti

tutions, 1932, states*

T he central theme of the Institute for 1932. was Provision 
for the Individual in College Education. This topic was selected 
because of the wide recognition of individual differences among 
college students and the importance of making adequate, but 
intelligent, provision £br their needs and interests.

While Gray was referring to college students in general, for our pur

poses we find his statement particularly applicable to those college 

students preparing for the teaching profession. '

In the N. E. A. Journal of February 1950, Engleman and Larson^ 

cite three colleges, Syracuse University, Hew Jersey State Teachers 

College and University of Minnesota, as following selective-admission 

procedures •’designed to admit to the profession only those teacher- 

candidates who give assurance of possessing qualities which will add 

strength to the teaching force,1* and stress individualization through 

complete, continuous records on each applicant, and personal interviews 

by selected members of the faculty, assisted vdten possible by expert 

psychiatrists...............

Gray, op. clt., p. 1.

'T. E. ItagLeman and V. M. larson, •Selective Admission to the 
Teaching Profession,” National Education Association Journal. XXXIX 
(February, 1950), p.'94. ^
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And here too, as In the ease of the public school classroom 

teachers, we are assured that size of class or size of college is not 

the determining factor in the success of handling individual differ

ences; that small classes in the college do not guarantee individual

ization; that "the teacher who has the will to individualize his 

teaching and the resolution to devise and to apply the processes that 

are involved, can individualize his teaching even in a class of con

siderable size; but the teacher who lacks that will and that resolu

tion falls short of individualization even in a seminar."^
2In a recent book written by Benezet, three colleges are cited 

as building their programs on the premise that the first aim of general 

education is the development of the individual and all his powers, and 

that their program is designed to apply the philosophy of respect for 

the individual.

Speyer,^ in the School Review, elucidates further:

Before teachers may be expected to accept their extended role, 
they will need a kind of preparation not provided in most of 
our teacher-training institutions now. One preparatory commis
sion made several reccenmendations for the professional education 
of teachers. It is of the utmost importance that prospective 
teachers have an understanding of human behavior and its sig
nificance in family relationships. It need hardly be repeated 
here that the essential underlying requirement of teacher train
ing is related to the selection of candidates fbr the job. 
Teacher-training institutions should accept only those men and 
women who have the necessary personality qualifications to work 
with young people and who truly like them.

^Burton. Education in a Demooratic World, p..58i ,
2
Louis T. Benezet, General Education in the Progressive College. 

Hew York: Columbia University, Bureau of Publications, 1%3> p. 94*

LVII (A i.196
"Education for Mental Health," The School Review.
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A step in this direction seems to have been taken by the FTA—  

Future Teachers of America. This is an organization for selective re

cruitment and preprofessional experience. It proposes a workable pro

gram and develops many of its own materials relating to the selective 

recruitment of teachers and to preprofessloral experiences desirable 

for those who have definitely decided to teach. The FTA clubs endorse 
almost unanimously the more careful selection of persons admitted to 

teacher-training schools, and they stress the need for both scholarship 
and character. Two hundred seventy one active college or university 

chapters were listed in the Ninth FTA Yearbook, published in February, 
1949. "The membership totaled 13 >455, a gain of more than 4,300 during

1948-49." '
' •{ ' ■ '

Many colleges, as indicated previously, are now making an effort 

to treat their teacher-applicants as individuals, so that the latter, 

in turn, will be able to treat their boys and girls in a similar fashion.

' In addition to those previously mentioned, Drake University and

Marshall College pay particular attention to individual differences.
' ■ - ' ■ :■ 2In an article entitled, "They Practice What They Preach," seme Import

ant concepts are outlined for the carrying out of a program such as 
that with which the College of Education at Drake University is exper

imenting. Briefly, these are the innovations$ Since students learn 
as they experience and what they experience, learning a modern philosophy

^Wilda Freebern Faust, "FTA— A Design for Selective Recruitment 
and Preprofessional Experience," National Education Association Journal, 
m i l l  (September, 1949), p. 424. .........

2F. G. Maccmber, "They Practice What They Preach," The Education 
Digest, IT (April, 1950), pp. 52-54. ;
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and psychology of education will be greatly facilitated if students 

can experience such philosophy and psychology in operation in their 

own college classes— if college professors will practice what they 

preach; an experience curriculum is developed around centers of in

terest which require flexible time allotments; large blocks of time 

and provision for flexibility in beginning and ending the various 

aspects.of the work must be provided; cooperative teacher participation 
and opportunity for teacher-pupil planning are required in developing 
desired learning activities in an experience curriculum; administrative 

help is obviously needed to permit several teachers to work and plan 

together. Laboratory-type classroans need to be developed and equipped. 

The article goes on to explain tbs core program and centers of interest 

which have been evolved. It is worth reading.

But a hundred years ago, too, the difficulty of getting the 

right kind of teacher-preparation was recognized. After Horace Mann 

had taken up his great fight for free public schools, his sister-in- 

law, Elizabeth Peabody, took up the crusade for free kindergartens.
"In the beginning the difficulty was teacher training. Elizabeth 

went everywhere, and wherever she saw a sweet young girl with a look

of sufficiently saintly devotion in her eyes ..... . ‘My dear,1 she
1would say, ’you must take up kindergartoning.

Recently, in the H,. E. A. Journal, a simple title^ attracted 

the writer’s attention. "Are You a Teacher?”— brief, and to the point.’

^Louise Hall Tharp, The Peabody Sisters of Salem. Boston* 
Brown & Co#, 1950* pp*

2Martha B. Raamell, ”Are You A Teacher?” National Education 
Association Journal, XXXIX (February, 1950), p. 143.
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The article was carefully studied, then a letter was sent to the author, 

Mrs. Martha B. Rummell, critic, Laboratory School, Marshall College, 

Huntington, West Virginia. Mrs. Rummell graciously replied. Her clos

ing paragraph reads: MI am glad if my remarks in the Journal led you

to believe that I think individual differences are important because 

that was what I set out to do. Thank you.” A copy of the article,

Mrs. Rummell's letter, and the Study and Observation Worksheet used 

by the Marshall College Laboratory School will be found in the 

appendix to this study. A careful perusal of the worksheet will show 

with what importance the recognition and handling of individual dif

ferences by the classroom teacher is regarded.

Despite the many efforts being made to more adequately prepare 

our teachers along the lines of this thesis, the titles of other 

recent articles clearly express the awareness of educators, today, 

of the general inadequacy of teacher-preparation schools. In current 

professional journals, one finds: "Teacher-training: The Achilles

Heel of Education"; "Rrestnaen Anonymous— Th#*re Individuals, Not 

Freshmen Anonymous"; "The Menace of Mediocrity"; "The Junior High— A 

School Without Teachers*J

Kolodny and Isaacs^ eloquently state: "Although it may seem

like an educational truism, what we still consider basic to the entire 

educational problem is the need for intellectual, scholarly, and peda

gogic competence on the part of the classroom teacher." But they, 

also, point out that "We do not think his present training adequately

' 1 ' ' -Jules Kolodny and William Isaacs, "Teacher-Training: The
Achilles Heel of Education," The Journal of Educational Sociology.
XXIII (September, 1949), pp. £36.
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meets that need. We believe that Dr. Paul Klapper, Presldent-Qnerltus 

of Queaxs College, stressed tills very point In his analysis of the

problem— ’First, Teach the Teacher.’*
, 1 ' ' '' ' - "Gray expresses, as a solution to the problem of individual

differences in the college* HIndividual differences do not imply, in 

my thinking, small classes or highly differentiated courses of study 

but do imply opportunities for self-determination. To make the 
antithesis as strong as possible, I should say that large classes and 

a few general courses are the best devices for producing the kind of 

individual differences which are most to be desired."

Graduate Study for Recognition of Individual Differences

Graduate work eernes in for evaluation too. "Many writers feel 
that. a carefully planned program of graduate study without the compul

sion of earning a degree could reap satisfaction and rewards for most 

teachers, and-«-aore important— eould lead to better t e a c h i n g . I n  

fact, seme educators really feel that graduate study should produce 

master teachers! But, of course, it takes infinitely more than an 

additional hodge-podge of courses to make master teachers. Unfortunately,

graduate work sometimes even has adverse effects;
■ ' 3 : /  -

Jenkins .warns that "College officials should make inquiries of

principals, supervising principals, and superintendents of schools to

1Gray, op. eit., p. 19. .... '
2 1 '■ ; • • ■ : ..Herbert B. Gooden, "Graduate Study* Courses, leeI Degrees,

Maybe," The Clearing House, XX (April, 1948), pp. 456-57.
3 , • . " ■ ■ ' • • ' ■ ■Leo W. Jenkins, "Master Teachers: Program of Graduate Study,"

The Clearing House. XXIII (September, 1948), pp. 9-11.
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determine whether instruction in their schools is suffering as the re
sult of some teachers* pursuing excessive graduate study," and that 
"College officials associated with teacher training should be con
cerned constantly with the chief objective of all graduate study—  

the improvement of instruction for all youth."
No one will deny that properly planned post-graduate education, 

to meet the personal needs of the teacher, offers tremendous opportunity 
for the continued professionalization of the teaching field. Graduate 
colleges should make every effort to ascertain what relationship exists 
between graduate study and better teaching.

Emerging frcm the undergraduate and graduate picture is the feel
ing that general education should give to the prospective teacher com
petence in the subject materials, sound psychological understanding 
of himself, of boys and girls, and of himself in relation to hoys and 
girls, and a broad social understanding of "our present, complex modes 
of living.""*" Towards this end, the N. E. A. Research Bulletin^ pre
dicts that*

Partly as a result of urging by the organized profession, 
nearly all of the states now set "this requirement ̂ college gradua
tion dr its equivalent in four years of college studgy for the 
issuance of regular certificates. Preservice education of a new 
quality, covering five, six, or seven years, will he demanded in
creasingly. Classroom teachers and administrators in service need 
a continuing series of clinical and laboratory experiences for 
the mastery of new professional materials. More and better educa
tion for teachers is needed. New studies in human behavior and 
human relationships, new discoveries in the physical and biological 
sciences, new evaluations in art and the humanities, new mediums 
of communication, a new orientation in geography and political 
science, new insights into processes of teaching and learning- 
all of these recent developments should be reflected in "the serv
ices rendered by teachers. .......

■*Roben J. Maaske, "Theses for the General Education of Teachers," 
Educational Administration and Supervision. XXXV (January, 1949, p. 19#

^Research Division of the National Education Association, National 
Education Association Research Bulletin. XXVII (December, 1949), p. 153.
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But, to date, evidence that education of this type is being offered to 

teachers and prospective teachers is very meager.

In-service Education for Recognition of Individual Differences

Individual differences among his children are a constant chall

enge to the teacher in his everyday work. Training while in service 

should be continuous and should be of such a nature that it helps him 

to better meet the needs of each child. "There is much evidence that 

the teacher’s personal and professional attitudes count tranendously. 

It is fortunate that these attitudes can usually be learned, unlearned 

and re-constituted, if one makes sufficient endeavor," says Dobbs. 

There probably can be no better way of stimulating reading than by 

arousing the teacherf s interest in some specific problem facing him 

in his own group of boys and girls.

"The Miracle of Renewal" is what Brown calls in-service educa

tion.

It will be to books that Ihe teacher will look most easily 
for intellectual stimulation. The suggestion is worth repeat
ing that a teacher should plan to have in easy reach, either by 
her bed, on her desk, or on her living room table fbur volumes: 
a book of verse, ancient or modern, to keep alive her gift of 
imagination; a biography of some man or woman whose life is in
spiration; a book on some subject which has the power to stretch 
the limits of her mind— and whether it be philosophy or science 
or just a strange, unexplored field is a matter of secondary im- - 
portance; and fourth, a book which will make for greater pro
fessional competence. This last ray be a study in pedagogy or 
a work in her teaching field.

■̂ Harrison A. Dobbs, "The Classroom Teacher and Delinquency Preven
tion," The Elementary School Journal. L (March, 1950), pp. 376-83.

^Kenneth I. Brown, "The Miracle of Renewal," M  Lambda Theta 
Journal. XXVIII (March, 1950), p. 177. : .
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A commentary made tigr Carleton just a short time ago, however, 

would seem to Indicate that It certainly Is not to books that teachers 

torn. He says, "Yes, it is sad Indeed, but many teachers when cornered, 

admit that they just haven’t time to read books."
Brown^ continues i

The wise, imaginative teacher, however, will not think of 
all the resources of intellectual stimulation as bound in cloth 
or leather. There are the resources of the lecture platform, 
the concert field, the ever-present radio, and the increasingly- 
present television with the mixture of mediocrity and excellence.
Nor must one emit the sharing of friendly experience and the 
lift of serious conversation.

Strang^ cites four rural communities as having launched a pro

gram of voluntary In-service training to prepare their teachers for 
their guidance responsibilities. "They want their children to realize 

their potentialities and become useful, happy citizens."

Those teachers who work with children today must acquire a new 

set of both psychological principles and satisfactory tools for dally - 

use if they are to recognize each child as a living entity with fears, 

hopes, frustrations, and aspirations; If they are to try to help each 
child to achieve his maximum growth in every desirable way. Towards 

this end, there is a concerted effort to raise the standards of the 

teaching profession. "In forty states commissions on teacher education 

and professional standards are actively engaged in a cooperative attack

^R. E. Carleton, "I Never Read Fiction," The Clearing House.
XXV (December, 1950), p. 221.
. _ ' 2_ . ~ '

Brown, op. cit., p. 177.
Ruth Strang, "Seme Current Developments in Rural Guidance," The 

National Education Association Journal. XXXVIII (September, 1949), p. 428.
3
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upon professional problems.”* These state commissions are studying, 

among other things, ways of improving pre-service and in-service 

teacher-education programs, establishing better certification standards, 

and developing standards for teacher-preparing institutions.

Bit it is well to note that, while in April 1949 ” . . .  only

nineteen states and the District of Combia provide a minimum of four

years of professional preparation for the issuance of teaching certifi-
2cates based on college credentials," in December 1949 "nearly all of 

the states now set this requirement /college education or its quivalent 

in four years of college stud£7 for the Issuance of regular certificates.n

Summary

This survey of the literature, which deals with the importance 

of recognizing and utilizing individual differences, is hit a brief 

sampling of all that has been written on the subject. It is sufficient, 

however, to indicate that classroom teachers are rot only aware of the 

problem, and that they are increasing their knowledge and ability along 

these lines, but it also proves that the classroom teacher has a long 

way to go before it cam be safely said, without qualification, that 

classroom teachers throughout the country recognize and capitalize on 

individual differences among their children.

The volume of material written serves to highlight the fact that

*Waurine Walker, "A Life*s Work," The National Education Associa
tion Journal. XXXIX (October, 1950), pp. 514-15.

^Ralph McDonald and M. Stennett, "The Importance of Standards,"
The National Education Association Journal. XXXvIII (April, 1949), p. 259.

^Research Division of the National Education Association, National 
Education Association Research Bulletin, XXVII (December, 1949), p, 158.
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this problem is very much in the forefront of the educational picture 

today. Furthermore, it continues to be a controversial issue, inasmuch 

as many writers feel that too much emphasis is being placed on the im

portance of individual differences. Biis survey of the literature also 

serves to prove that many educators believe progress is being made in 

the field of individualisation, while as many believe that no progress 

is being made.

The next step is to find out to what extent the classroom teachers 

of Arizona are succeeding along these lines. The writer felt that a 

survey of what is being done by the classroom teachers in Arizona would 

indicate whether, in Arizona at least, progress is being made in the 

field or recognizing and handling individual differences among children.



CHAPTER III

METHOD OF PROCEDURE AMD 
OF FINDINGS

HtESENTATION

Methods of Conducting this Study

After a survey of the literature dealing with the recognition 

and utilization of individual differences, the writer decided on the 

following methods of procedure to determine, as far as she possibly 

could, what is actually being done in the schools of Arizona along 

these lines.

First of all, the writer obtained permission to study the work

ings of the Guidance Department of the public school system of Tucson. 

This study, was made through a careful analysis of the testing program 

being administered, as outlined in the Guidance Department Manual of 

1949-1950, through studying the files of those children who had been 
referred to the Guidance Department for special testing, by interviews 

with the co-ordinator of guidance and counseling for the Tucson public 

schools and the co-ordinator of elementary school testing. The referral 

sheets for 177 children were examined to find the reason given by the 

classroom teacher for referral to the Guidance Department. The writer 

chose this item as an index of the teacher’s awareness of the individual 

needs of her children. The findings will be found in a later table. 

Inasmuch as the information obtained deals with only one school system, 

and since much of it was obtained through discussions with only one or

30
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two persons, its statistical value is naturally very limited.

Some of the recommendations made by the psychologist were then 

reviewed to show that there is an awareness of the individual needs 

of children— educational, emotional, social, and that the classroom 

teacher is expected to do the follow-up work. Some samples of these 

recommendations will be given. . \

To supplement these findings, the writer felt that it would be 

advisable to visit the classroom teachers in the Tucson schools to 

ebseohre, at first hand, the extent to which the teachers were able to 

recognize and handle individual differences within their classrooms. 

Sixteen classrooms were visited. A check list, was prepared to guide 

the writer in her observations, thus: . .

Rapport between teacher and individuals
Individual "conferences" before bell
IMlvldual "conferences" after bell .
Time spent with individual students during period

• Individualizing of instruction through:
Re-wording of question
Difference in approach
Method of accepting answers
Variations in assignments made \
Specific aid to individuals in preparation for assignment

Testing for ' :
Minimum essentials 
Minimum requirements 
Diagnostic purposes 
Individual remedial attacks

• Measuring
Arbitrary standards 
Individual achievement

Brief interviews were held with each of the teachers observed. 

Unfortunately, the observer found that the time spent in each class

room, approximately one hour, was wholly inadequate to give her the 

information she sought. Furthermore, the classes observed were all in
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the elementary school, grades one through six. Brier to this investi

gation, however, the writer bad had occasion to observe many of the 

high school teachers at work. : ;

The third method of research used was perhaps the most valuable. 

This was the formulation of a questionnaire entitled, "Recognising and 

Handling Individual Differences in the Classroom." The questionnaire 

was divided into five sections. Section one, "Your Class,n was 

designed to obtain information on the degree of grouping being done 

in the Arizona schools as an aid t© individualization. The second 

section, "The Child," was to show to what degree teachers knew their : 

children and could recognize the differences among them. Section three, 

"Your School and Curriculum," sought to discover whether the teachers* 

school and curriculum requirements in any way hampered the teachers * 

efforts to do the best for each child. Section four, "Education," 

dealt with the under-graduate and graduate training of the teachers, 

and section five, "In-service Education," was used to determine to what 

extent in-service education is being practiced by the schools of Arizona 

to help the teachers better meet the needs of their children.

-- The questionnaire was sent to five hundred teachers in the pub

lic schools of Arizona in 1950. The names were taken from the Arizona 

Teachers Directory of 1949-1950,. There were approximately five< thousand 

names in the directory, listed according to school districts, and with 

grades and subjects designated. Great care was taken to make sure 

that every district, every grade, and every subject was represented in 

the listing finally chosen, so that the sampling would be as reliable 

as possible under the circumstances.
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Replies were received from 160 teachers. This rqjresentwi a 

thirty-two per cent return. As is usually the case, certain items were 

emitted t̂ y the respondents. The writer wishes to outline here some of 

the limitations of the type of research done. The percentage of re

turn is perhaps tod small to give great reliability to the findings, 

Furtheimore, the writer feels that her thesis should have been farther 

delimited inasmuch as, the way it now stands, it covers too wide a 

spread of grades and phases to give a fair picture of the situation 

in Arizona. Should the writer study the field of individualization 

further, she would concentrate on one phase of teacher preparation only, 

and handle only one level of the educational system, such as the second

ary school level.

However, a breakdown of the results received according to the 

four divisions used in Arizona— primary, elementary, junior, and senior 

high school levels— has been included in the section on the analysis 

of the questionnaire. Comparison of the returns on the different levels 

might be of some value. It is interesting to note that the percentage 

of replies to each question did not vary appreciably on the four levels. 

In deriving the percentage value, each number over one half was carried 

to the next higher number; e. g., if the result was .186, .19 was used.

The significance of the findings of the questionnaire lies pri

marily in the expression of the opinions of 160 teachers in the schools 
of Arizona, regardless of grade, location, or subject taught. A glance 

through the National Education Association Research Bulletin of February 

1949 will show many findings based on returns of about fifty per emit. 
Therefore, the replies available for summary in this study seem to be 

not too inadequate*



Following the section devoted to the analysis of the question

naire, are given seme comments which were added by the respondents to 

the questionnaire. The fact that they took the trouble to add these 

opinions made the writer feel that they warranted a place in this thesis.

The fourth method of procedure used in the attempt to determine 

what is being done to help teachers recognize and handle individual 

differences was through the medium of twelve letters sent to various 

colleges of education throughout the country to get direct professional 

opinion. The object of this was to find out that is being done now 

throughout the country to meet this problem. Inasmuch as teachers do 

not necessarily get their education in the state in which, they teach, 

a countrywide sampling was deemed advisable.

The replies to those letters were analyzed, and the methods for 

individualization listed, while copies of those letters which give 

greater detail on the subject of individualization have been added to 

the Appendix. Replies were received from ten of the colleges addressed. 

Although this is a very meager number, the percentage is high— eighty- 

three per cent.

The four methods of procedure used in conducting this study 

may be summarized as: (1) a study of the measures being taken by the
Guidance Department in Tucson schools to help classroom teachers to 

recognize and handle individual differences; (2) observation of sixteen 
classroom teachers at work; (3) analysis of the questionnaire to de
termine to what extent teachers of Arizona public schools are able to 

recognize and capitalize on individual differences, and to what extent

their education prepared them for this work; and (4) A brief survey of 
colleges of education.
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The Measures Being Taken by the Guidance Department In Tucson

The public school system of Tucson has launched a program which 

should help its teachers to learn to recognize and handle individual 

differences so that the emotional conflicts in childhood can be re

solved. A guidance program has been set up which is designed, first 

of all, to give its teachers such aid as will enable them to better 

understand and help each child. A testing program has been developed 

which is used in the upper grades fort :

a. Selecting pupils for placement in grades, groups, and 
subject-matter classes.

b. Discovering the specific instructional needs of individual 
pupils and classes.

e. Providing a means of comparing pupil achievement with mental 
ability to see if pupils are working up to capacity.

d. Measuring the progress made by a pupil or group over a 
period of time.

e. Planning and selecting materials for remedial teaching or 
enriched curricula for individual pupils.

f. Guiding pupils in evaluating their own cbaractertistics and 
plannning for future education or employment.

g. Providing information for,interpreting pupils1 potentiali
ties and limitations to parents.

and in the elementary grades to:

1 a. Determine the educational needs of the individual pupil— to 
discover the nature of his abilities, his stremgth and weak
ness— in order that he may be assisted in making the necessary 
adjustments for more effective work.

b. More accurately estimate the achievement of each pupil in re
lation to his ability and age so that more adequate instruc
tion may be provided for him at the level of his ability to 
understand.
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c. Provide teachers an estimate of the relative achievement 
status of the class in certain fundamentals at the beginning 
of the school year to assist in organizing the work ahead.

d. Facilitate instruction within the class group by determining 
individual differences and necessary remedial measures.

The testing program consists of the,Monroe Reading Aptitude Test 

and the Pintner-GunnIngham Primary Test,: Fora A for grade one; the 

Stanford Achievement Test-for grades four and six; the California Test 

of Mental Maturity (Primary Series) Short Form,for grade three; the 

Ingraham-Clark Diagnostic Reading Test, for. grade three; and the Durrell- 

Sullivan Reading Achievement Test for grade five.

In the upper grades, the basic testing program includes the Otis 

Quick-Scoring Mental Ability Test, Beta Test, for grades seven, eight, 

and nine, and the Gamma Test for grade ten. Additional tests used are 

the Kuder Interest Inventory in grade nine, the Stanford Achievement 

Test in grade eight, and the Cooperative Reading Test for all ninth 

grade students.

This basic testing program is supplemented by a series of indi

vidual tests administered by the psychologist for the public school 

system at the request of the teacher. This individual testing is very 

comprehensive. It is interesting to note that since the inception of 

the guidance program in 1947 to 1950, 416 children have been referred 
to the Guidance Department for this individual testing and diagnosis.

It is also enlightening to note the reasons given by the classroom 

teachers for referral. The referral sheets were analyzed and the reasons 

tabulated under the.following headings, which have been listed below in 

the order in which they ranked in frequency in Table 1,
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mBIE 3.
REASDNS FOR REFERRAL

Reason Frequency

Lack of achievement . . . . . . . 52
Baotlonal adjustment ...........31
Reading difficulty . . . . . . .  29
Social adjustment............   26
Speech defects . . . . . . . . .  11
Lack of effort or Interest . . .  8
Lack of comprehension........... 6
Health . . . . . . . . . . . . .  5
Mother asks help . . . . . . . .  5
Attendance . . . . . . . . . . .  2
Mannerisms . . . . . . . . . . .  2

It seems evident from the above table that teachers In the 

Tucson system are becoming aware of the many factors which give rise 

to individual differences and of the importance of learning how to cope 

with the needs which emerge from these differences. It is also interest

ing to note an example of the clinical psychologist's report^ in a par

ticular case:

Low normal mental ability. With understanding and insight 
into her motional needs, she should Aow improvement in her 
educational development.

' ......... O 'and in another;

With encouragement and praise, F should respond, be more inter
ested and increase academic effort. Should finish sixth grade and, 
be placed on special promotion in a seventh grade remedial group 
next September,

It will be noted that the classroom teacher ie expected to do the follow

up work indicated.

"TLaura A. Ganoung, from records in the files of the Guidance 
Department of the Tucson Public School System.

2I M d . ' -■ ■.. ' : . ' •
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A large phase of the Guidance Department* s work concerns the 

In-service education of the teachers In the system. This education 

takes the form of faculty discussion groups, visual aid materials, 

guidance book shelves, workshops, and Individual conferences with 

teachers. The writer saw a teacher In the psychologist’s office one 

morning before 8:00 a. m. The teacher was there for help concerning 

a child. ^

A cumulative record system is being used in the Tucson Public 

Schools which should help each teacher to a deeper understanding of 

each child In her room. In the cumulative record folder can be found 

Information on the history of the individual, background of the family, 

health of the child, the child’s attitudes, habits, and motions, 

scholastic achievement, standardized tests administered, anecdotal 

reports, Interviews held, extra-curricular activities engaged in, and 

(in the upper grades) employment and future plans. The teachers, of 

course, have access to these cumulative record folders.'

The Guidance Department in Tucson works in close cooperation 

with the curriculum coordinators and supervisors to the mid that the 

curriculum may more nearly meet the needs of students as groups and 

as individuals. All test results are made available for use in planning 

and revision of the curriculum. ■

But curriculum revision, which is an important phase in the

individualisation program, the welfare and progress of the individual,

and the realization that different intellects require different amounts

and kinds of fbod, has led to a tremendous development of the elective
system from about the seventh grade on up. The Tucson schools have 
followed this trend too*
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Special classes are another important facet of tiie program 

which attempt to recognize and handle individual differences. If the 

classroom teacher is to have any success in treating her youngsters as 

individuals, she must be able to send to special classes extreme cases 

which are definitely beyond her ability to handle. The Tucson school 

system makes some provision for such classes but not nearly enough.

The gifted child is perhaps the most sorely neglected. Although 

the best arrangement would be to have such children work with the normally 

distributed group, with full opportunity given them to assume leadership 

roles and to do extensive and intensive work along the lines of their 

greatest aptitude, this is too often neglected and it becomes advisable 

to have special classes fbr these gifted children. Many teachers have 

very apologetically confided to the writer that they know they should 

be doing more with their bright youngsters, but that they just can’t 

manage it. Tucson has no special place for these gifted children.

Tucson has made provision to care for the physically handicapped 

(three classes), the mentally retarded (fbur classes), for remedial 

groups in the elementary and junior high schools for those who have 

not kept pace scholastically (eight classes), and, in the ninth grade 

and senior high school, remedial courses in English, Biology, and the 

Social Studies. In these classes the same name is used as for the 

regular groups} the only one who realizes they are different from 

those in college entrance courses is the teacher. These courses are 

especially designed to meet the needs of those children who are below 

the standard of reading; i. e. , below the seventh grade reading level. 

Grouping within the classroom is being practiced by teachers from the



first grade all the way through the senior high school. The Guidance 

Department continues with its surveys and studies so that it will be 

prepared to meet any of the local needs which become apparent.

How successful has been the attempt of the Tucson schools to 

meet the needs of the S individual children? Mr. Joe M. Young, co

ordinator of the testing program in the Tucson schools, cites these
i i

figures: failures in the junior high schools have been reduced forty

per cent since the inception of the Guidance Program. Drop-outs, not 

counting moving away, have dropped forty-four per cent. In the senior 

high school, both failures and drop-outs dropped exactly thirty per 

cent. This would seem to indicate that to the extent to which students 

can be helped to achieve individual success, to that extent they will 

continue to remain in school.

As further evidence, the writer wishes to present one more 

concrete example. Die following tables present data on drop-outs 

from the Safford Junior High School in Tucson.

; TAHT.Tg 2
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NUMBER OF STUDENTS WHO HAVE DROPPED FROM SCBOOIi 
DURING PAST FIVE YEARS, AND REASONS

Reason 1945-4-6 1946-47 1947-48 1948-49 1949-50

16 years or 
9th grade 35 52 : 34 24 6

Work 10 7 3 4 3
Illness 7 8 2 1 • —

Service 8 2 — 1 —

Marriage 2 2 ■ • 2 - «* 2
Suspension 3 1 - 2 -

Detention 7 6 3 2
Runaway 1 - -
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TARTF. 3

PERCENT OF STUDENTS WHO HAVE DROPPED FROM SCHOOL 
DURING PAST FIVE YEARS

Year Students
Dropped

Percent
Dropped

Total
Enrollment

1945-46 73 8.5 852
1946-47 78 9.5 830
1947-48 34 4.5 786*
1948-49 22 3.75 571
1949-50 13 2.25 584**

* Counseling and guidance service began. 
** These figures to 2/14/50.

It seems, then, if these tables are any indication, that the 

guidance program in Tucson is beginning to develop among its classroom 

teachers an awakening consciousness of the needs of the individual 

pupils and of the means of handling these needs.

Experience has shown that a system of in-service education 

(whether voluntary or prescribed) is of great value to the teaching 

profession. Of course, a voluntary system is unquestionably the more 

desirable, but in view of the fact that those who probably need addi

tional education will be least apt to seek it, some other system must 

be devised. The guidance department of the Tucson public schools is 

trying to follow through with such a system. So far, its work has been 

most effective on the elementary school level. Through conferences, 

reading programs, demonstrations, inter-class and inter-school visita

tion, lectures, workshops, film, and particularly conferences with 
individual teachers, the department hopes to achieve a growing alertness
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to the needs of each child. Since the classroom teacher generally 

must do the follow-up work outlined hy the guidance counselor or 
psychologist, the individual needs of the child are brought sharply 

to the teacher's consciousness and, of necessity, she must learn how 

to meet them.

Results from Observation of Teachers in 
Tucson Public Schools .....

. To find out whether the teachers are conscious of the individual 

needs of the children and are making an effort to meet them, the writer 

went into the public schools of Tucson and observed sixteen classroom 

teacherp at work. Particular note was taken of the handling of the 

children as individuals, the rapport which seemed to exist between 

teacher and child, the way in which instruction was individualized, 

the individualization of assignments made, etc.

The writer is aware that the time she spent in each classroom 

(approximately one hour) does not warrant tite forming of sound con

clusions as to the teacher’s ability to successfully handle individual 

differences; however, certain facts did emerge. Host obvious of these 

was the fact that individual differences among teachers in talent, 

capacities and effort are just as prevalent as they are among children.

Observation showed some teachers who were keenly aware of each 

child in the room; a rapport between teacher and pupil that was a de

light to behold; a classroom climate that was obviously conducive to

the mental and emotional health of each child.
On the other hand, it exposed teachers who seemed completely



oblivious to the fact that they had individuals in front of them, A 

hush-hush atmosphere prevailed; the raised hand was disregarded; the 

mentally retarded child was completely ignored.

Interviews netted such results as the following: one teacher

not only believed that each child should and could be handled as an 

individual, but she kept a running, daily anecdotal report on each 

child to prove that she practiced what she preached. A particular 

course, under a particular professor at seme college, was occasionally 

mentioned as having been of inestimable help in the sphere of individ

ualization.

One teacher confided that she liked her present class much 

better than last year's. When asked "Why?*, she gave the astonishing 

retort that last year's class had been too small— only twenty students—  

and they had asked too many questionsI

A most encouraging fact did emerge from, the writer's observation 

of the sixteen classes in the Tucson public schools (and from her many 

years of experience in the public schools of New York City)— the fact 

that some teachers, despite size of class, lack of equipment, and 

inadequate facilities were employing every means to handle their child

ren as individuals.

In order to get a broader picture of the work being done in 

Arizona by the classroom teachers along the lines of individualization 

of instruction, a questionnaire was sent to five hundred teachers in 

the state. The following pages are devoted to an analysis of the re

turns on the questionnaire and an interpretation of the findings.

43
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Analysis of the Questionnaire Returns from Teachers

In an attempt to determine to what extent the teachers in the 

Arizona public school system are able to recognize and capitalize on 

individual differences, and to what extent they were and are being 

prepared to recognize and handle individual differences, a question

naire was prepared and sent to five hundred classroom teachers. Replies 

were received from one hundred sixty teachers-— thirty-two per cent of 

those to whom the inquiry had been sent. The names were selected from 

the Arizona Teachers Directory of 1949-1950.

As is usually the case, certain itaas were omitted by some re

spondents. The percentages shown on the following pages are based on 

the number of replies to each question. Some general information was 

obtained from the Personal Data Sheet which preceded the questionnaire 

proper.

The size of classes handled by the respondents varied from ten 

to forty-nine, as indicated in Table 4.

TABLE 4

SIZES OF CLASSES REPORTED BY TEACHERS

Range Frequency

10-14........................ 4
15-19 .........................8
20-24 ......................  14
25-29 ......................  30
30-34 ......................  49
35-39 ......................  29
40—44 • • • • • • • • » • « • •  6
45-49......... 2
50-54 ........................ 0
55-60 ........................ 1



45

This table serves to show that there was a fairly normal distribution 

of class size, with the mean being thirty-two pupils.

The degrees held were apportioned as indicated in Table 5.

TACT.m 5
DEGREES HELD BY RESPOITOENTS .

Degree Status Ho. of Teachers

No degree . , . . . . . .  6 - '
B. A. dr B. S........ 150
M. A.................50

One hundred nineteen respondents reported taking graduate work. These 

facts would certainly seen to indicate not only that at least a 

Bachelor's degree is required, but that graduate work is followed by a 

very large percentage of teachers, with or without the Master's degree.

The years of teaching experience ranged from one to thirty-nine, 

and were distributed as shown in Table 6.

' : - : T m . s "  ...r  ...

TEACHING EXPERIENCE

Tears Teachers

0- 4 . • . . 25
; 5- 9 . # . . 27

: 10-14 . . . 27
15-19 . . . 20
20-24 . ". .33
25-29 . . . 15

: 30-34 . . . 10
: 35-39 . . . 1

This represents a mean of fourteen and a half years of teaching ex

perience.
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For the sake of comparison, Table 7 Slows a breakdown of some 

of the personal data according to grade level of teaching. Many inter

esting facts may be derived from such a comparison.

The junior high school teachers have the lowest mean number of 

years of teaching experience; the mean size of class does not vary to 

any appreciable extent on the various grade levels; graduate work is 

followed by teachers on all levels without regard to earning a master’s 

degree. .

...............  TABLE 7-A . ......

PERSONAL DATA FURNISHED BY PRIMARY, ELEMENTARY, JUNIOR HIGH 
AND SENIOR HIGH SCHOOL TEACHERS

■ . v  ■ .

Size 
of .

No. of Tead 
Grade

hers o: 
Level

n Each
Years
of

Teach.

No. of Teachers on 
Grade Level

Each

Class
1-3 4-6 7-9 10-12 1-3 4—6 7-9 10-12

0-24 1 3 1 0 0- 4 6 7 6 6
15-19 5 1 1 2 5- 9 8 9 3 7
20-24 4 5 2 3 10-34 7 5 6 9
25-29 9 7 6 8 15-19 1 9 2 8
30—34 16 16 6 11 20-24 11 9 5 8
35-39 5 8 5 11 25-29 5 4 1 5
40-44 1 3 1 . 1 30-34 2 2 «■» 6
45-49 1 1 — 35-39 1 1 - •

Totals 42 44 22 36 41 46 23 49
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TABLE 7-B
P5ES0HAX DATA FURNISHED BY PRIMARY, ELEMENTARY, JUNIOR HIGH 

AND SENIOR HIGH SCHDOL TEACHERS

Degrees Held

No. -of Teachers bn Each 
Grade Level

1-3 , 4^6 7-9 10-12

None . . . . . . .  ............ 4 2 0 0 i
A. B. or B. S. . . . . . . . ..... 37 42 22 49 ;
M. A. . . . ........... . . . 3 7 6 34 ;
Graduate work . . . .  . . . . . 25 28 22 ! 44

The following pages are a copy of the questionnaire, with the 

results, in percentage form, added. The reader will note that the 

questionnaire is divided into five sections: (1) Your Class, (2) The

Child, (3) Your School and Curriculum, (4) Education, and (5) In- 

service Education. ' . i
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TABLE 8

TEACHERS RESPONSES TO QUESTIONNAIRE ON RECOGNIZING AND HANDLING 
' INDIVIDUAL DIFFHtiBNCES IN THE CLASSROOM

Yes Seme No

1. Had your class been grouped according to Intel- ‘
ligence quotient? . . ........... . . . . . 7 10 832. Had your class been grouped according to a- :
chievement level? .............. 16 : 17 67

3. Had your class been grouped according to ages
of pupils? . • . . . . .  . . . . . .  . . . . 10 17 73

4e Have you found it necessary to group within
your class? ......................... . . 49 23 28

5. Have you found it necessary to organize dif
ferent groups for different subject natter? 50 16 34

6. Do you have a ”superior” class? . . . . .  . . . 14 13 73
7. Do you have a ••retarded* class? . . . . . . . . 20 13 67
8. Is your class representative of the normal dis

tribution according to intelligence? . . . . 77 9 14
9. Is there a wide range of intelligence levels in

your class? ............................. 80 7 1310. Is your class representative of the normal dis
69tribution according to achievement levels? 14 17

11. Is there a wide range of achievement levels in
your class? . . . . . . . . . . . . . . . . . 78 9 13

12. Is your class representative of the normal dis ■
tribution according to age? . . . . . . . . . 73 6 21

13. Is there a wide range of ages in your class? 33 12 55

The Child

1. Do you find it possible to KIKM each child in
•

your class? . . . . . . . . . . . . . . . . . 51 29 20
2. Do you find it possible to know the family.

background of each child in your class? . . . 28 39 33
3. Does your school have cumulative records for .

each child? . . . .  ............. . . . . . 75 14 n
4. Do you have access to the cumulative records? 88 4 8
5. Have you had occasion to refer to the cumula

tive records this school year? . . . . . . 71 ;12 17

Percentage
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TABLE S— Continued

Percentage

6.
7.
8.

9.

10.
11.
12.

The Child
Yes Sam No

Do you have the time to study the record of 
each child BEFORE he enters your class? . .

Do you have the time to study the record of 
each child soon AFTER he has entered class?

Do you believe that each child differs, in 
some respect, from every other child in the 
class? ...........................

Do you find it possible, with the size of 
your class, to recognize individual dif
ferences that exist among your children?

Do you find time to study these differences 
in terms of individual needs? . . . . . .

Do you find it possible to take care of the 
individual needs of each child? . . . . .

Check the items below which have helped you 
to determine the individual needs of 
your children*

20
46

13 67
22 32

98 2

64 

35 

9

27 9

45 20
57 34

13.

Your college preparation . . . . . . .  68 
Your graduate college work . . . . . .  57
Your in-service education.......... 74
Cumulative records ............. . . 64
Intelligence tests . . ...............59
Achievement tests . . . . ........... 71
Personality inventories . . . . . . .42
Aptitude tests......... 24
Teacher-made tests .................. 60
Teacher observation . . . . . . . . .  94
Cbnferences with parents . ... . . . . 77
Home visitation . .............   43
Any others*
Conferences with pupils . . . . . .  4
Counselor conferences ...........  4
Diagnostic tests....... . . . .  . 1
Playground behavior . . . . . . . . 1
Clu£ work .......................  1
Common sense ...........   1

Do you find it possible to make diagnosis on 
the basis of the items you checked above? 42 55 3
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T&RT.y. 8— Continued

The Child

14. Does your school have a guidance counsellor
on whom yoa may call for help in ' 
diagnosis?

15. Does your school have a psychologist on
whom you may call for help in 
diagnosis? ~

16. Can you work out your own remedial procedure?
17. Can you call on some member of the guidance

personnel to help you work out remedial 
procedures?

18. Does the sixe of your class make it too dif
ficult for you to carry out individual 
remedial procedures?

19. Does ihe time element interfere with your
carrying out your remedial procedures to 
the extent that you would wish?

20. Can you recognize the psychological drives
which account for unsocial behavior?

Your School and Curriculum

1. Do you have to measure the success of each
child in terms of arbitrary standards set 
up by the school system?

2. Can you measure the success of the child by
the degree of adjustment to the group 
which he achieves?

3. Can you measure the success of the child by
the degree of his own growth and de
velopment?.

4. Do you find it possible in your classroom
situation to adjust the difficulty of 
the curriculum to the educational matur
ity of each child?

5. Do,you find it possible in your classroom
situation to adjust the difficulty of 
the curriculum to the mental maturity 
of each child?

Percentage

Yes Some No

55 04 41

28 01 71
42 : 55 03

47 j 14 39

38 . 31 31

76 16 08

38 57 05

25 19 ■ 56

42 48 10

55 41 04

35 39 26

27 49 24
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T&BLS 8— GoBtlnu@&

Percentage
Tour School and Curriculum

6. Do you find it possible to utilize each child’s
particular interests to give him the great
est motivation?

7. Do you find it possible to adapt the curriculum
to each child’s aptitudes?

8. Do the courses of study of your school make
provision for the handling of individual 
differences?

9. Do the textbooks you use (or the Teachers’
Guides which accompany them) make provision 
for the handling of individual differences?

10. Do you find it possible to adapt your methods
of instruction to meet the needs of each 
child?

11. Do you find time for individual coaching or
tutoring?

12. Do you find time for,individual personal con
ferences or talks with your children?

Education

1. As an undergraduate student were you treated
as an individual, with attention to your 
individual needs and potentialities?

2. Did your undergraduate work give you any
■ preparation for recognising individual 

differences among children?
3. Did your undergraduate work give you any

preparation for handling individual 
differences?

4. Was your college work interrupted by actual
work experience?

Yes Some No

13 58 29
10 52 38

27 38 35

18 51 31

26 58 16

23 57 20

41 50 09

16 31 53

36 44 20

. 28 47 25

60 06 34
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TtBLE,8— Continued

Percentage

5.'

6.

7.

8.
9.

10.

11.

Education
Yes

Check below those courses which you had in 
your college education by indicating U 
for undergraduate work and G for Gradu
ate works

J L _G_
Elementary psychology .94 ..01
Child psychology .68 .11
Abnormal psychology .24 .14
Psych, of the adolescent ♦ 26 .12
Mental hygiene .31 .22
Principles of counselling .05 .18
Principles of guidance .06 .31
Educational diagnosis .14 .08
Tests and measurements .71 .21
Individual differences .12 .10
Statistical methods .18 .25
List any others which

• touched on individual
differencest
Psychology .06 .03
Curriculum .02 .02
Remedial procedures .03
Methods, etc. .02

. Some No

I

Did any of your "methods courses” include the 
handling of individual differences in re
lation to your subject matter?

Did any of your "methods courses" include the 
handling of individual differences from 
any other viewpoint?

Have you had any graduate work?
Did this come after one or more years of 

teaching experience?
Did this cone after one or more years of 

other experience?
Do you feel that one or more years of teach

ing experience should be required between 
the Bachelor’s degree and the Master’s?

32
80

85

59

80

32
04

05 

04

36 16
10
37
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TABLE 8— (Continued

Percentage

12.

13.

14.

15.

Education
Yes Seme No

Indicate below those courses you took in your • 
graduate work which you feel were of help ; 
to yoh in recognizing and handling Individ- . 
ual differences$ :
None ... , .28 Philosophy .05
Psychology ". ,28 Statistics .06
Guidance .18 Language Arts .03
Remedial Tech. .09 Supervision .04
Tests and Meas. .09 Methods .08
Curriculum - .09 Counseling .04
Mental hygiene .11 Administration .03
Ind. Differences .06 Speech .03
Character Ed. .02 Personality .02
lactic e Teach. .01 
Recent far ends

Visual aids .01

in Ed. .01
Ed. Diag. .01

Seminar .01

Have any of your graduate courses specifically 
. given you a greater insight into individual 
differences!? .

Do you feel that most of the courses you have 
taken in your graduate work are too gener
al in nature?

Do you believe that the teacher-training in
stitutions are doing a good job along the 
lines indicated in this questionnaire?

56 17 27

54 16 30

25: 39

In-service Education

1. Does your school have a system, of in-service 
education? 29 38
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TATflVR 8— Continued

Percentage
In-service Education

Yes Some No

2. Does this education take the fora of
(cheek below)t
Conferences .84 
Reading .46 
Demonstrations t .56 
Inter-class visitations .26 
Inter-school visitation .30 
Personal conference .56 
Lectures .62 
Teacher workshops .53

3. Does your in-service education give you
the help you need to better under
stand and guide each child?

4. Have you had any preparation in recognis
ing the symptoms of maladjustment?

5. Have you had any education in handling
specific problems of maladjustment?

6. Place an R after those periodicals you
read regularly, and an 0 after those
you read occasionally* 
N.E.&. Journal * 715
Elementary School Journ, .13 .21
School Review .03 .21
Instructor .27 .21
Grade Teacher .26 .18
Hispania .03 .04
English Journal .08 .12
Mathematics Teacher .05 .03
Journ.of Applied Psych. .01 .14
High School Journal .01 .09
Science Teacher .03 .11
Social Studies .07 .12
A. E. A. Journal .04 .03
A.P.T. & N.P.T.A. .10 .03
Elementary Engl. Rev. .03 .00
Journ. of Bus. Ed. .03 -
Reader!s Digest .03
(Dozens of others were 

mentioned once.)
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Section one of the questionnaire was entitled ”Xonr Class.N 
The questions In this section were designed to discover to what degree 

and on what basis grouping is being done. A check of these figures 

shows that very little grouping is done on the basis of intelligence, 

achievement level, or ages in the formation of classes, and that the 

range of intelligence and achievement is rather large. It naturally 

follows, then, that it becomes necessary for the classroom teacher to 

group within her classroom. This is borne out by the answers to ques

tions four and five. Seventy-two per cent indicated that they found it 

necessary to group within their classes, at least to some extent, while 

sixty-six per cent indicated that they found it necessary to organize 

different groups for different subject matter. These findings seem to 

be in line with the trends discovered by the National Education Associa

tion investigation which showed that grouping by complete classes is on 

its way out.

In response to the section on RThe Child,H the Arizona Teachers 

indicated ninety-eight per cent strong that they believed that each 

child differed, in some respect, from every other child in the class, 

but only sixty-four per cent indicated, with an unqualified "Yes,® 

that they could recognize the individual differences that existed among 

their children, while only nine per cent stated, without qualification, 

that they found it possible to take care of the individual needs of 

each child.

In this section, also, is indicated the importance of compre

hensive, well kept records. Eighty-three per cent of the teachers re

ferred to the cumulative records at seme time during the school year—
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thirty-three per cent studied them before a new class came to them 

and sixty-eight per cent soon after. It is interesting to note that 

teachers have more faith in thesiselves than in any scientific approach. 

This is evidenced by the fact that in checking the items which help 

them to determine the needs of their children, ninety-four per cent 

gave "teacher observation." "Conferences with parents" (seventy- 

seven per cent) j "in-service education" (seventy-four per cent), and 

"achievement tests" (seventy-one per cent) followed each other rather 

closely. It seems worthwhile to rearrange the answers to question 

twelve according to the percentage of votes received by each item, thus:

TA.HLE 9
TECHNIQUES WHICH HELPED TO DETERMINE 
THE INDIVIDUAL NEEDS OF CHUDREN

Percentage Using
Technique Each Technique

Teacher observation .........  . . . . .  94
Conference with parents . . . . . . . . .  77
Your in-service education .............  74
iohievement tests . . . . .  . . . .  . . . 71
Your college preparation.............. 68
Cumulative records . . . . . . . . . . . 64
Teacher-made tests .........  . . . . . 6 0
Intelligence tests . . . . . . . . . . .  59
Your graduate college work ...........  57
Home visitation . . .  . . . . . . . . .  43
Personality inventories ............... 42
Aptitude tests .................  24
Any others:

Conference with pupils . . . . . . .  4
Counselor conferences .............  4
Diagnostic tests . . ............... 1
Playground behavior ............... 1
Club work , . . . . .  . . . .  . . 1

Common sense ........................  1
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Table 9 indicates the items, in order of importance, which 

teachers consider of help to them in determining the needs of children. 

These facts are worthy of consideration should an attempt be made to 

reorganize any phase of teacher preparation.

While a large proportion of the teachers indicated that they 

could work out their own remedial procedures (question 16), many of 

then felt that the size of their class and the time element made it too 

difficult for them to carry out individual remedial procedures (ques

tions 18 and 19). Forty-one per cent of the teachers responded that 

their school did not have a guidance counselor on whom they might call 

for help in diagnosis, and seventy-one per cent that their school did 

not have a psychologist on whom they might call for such help. But, 

on the other hand, if ninety-seven per cent could work out their own 

remedial procedures, it would hardly seem necessary to have a school 

guidance counselor or school psychologist. However, we must not over

look the fact that of the ninety-seven per cent who replied that they 

could work out their own remedial procedures, fifty-five per cent indi

cated that they could do so only to some extent.

The section on "Your School and Curriculum" brought forth some 

interesting results. A careful scrutiny of each question reveals these 

findings: fifty-six per cent of the teachers replying stated that they

did not have to measure the success of each child in terms of arbitrary 

standards set up by the school system (question 1) and, by the same 

token, fifty-five per cent indicated that they could measure the suc

cess of the child by the degree of his own growth and development, while
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forty-one per cent indicated that they could also do this to some ex

tent, Only four per cent answered in the negative. This is most en

couraging, because teachers have long complained of being hampered by 

arbitrary standards which they must meet.

Adjustment of the child to the group also has taken its proper 

place of importance if we are to aceept the responses made to question 

two in this section. Only ten per emit of the respondents indicated 

that they could not measure the success of the child tqr the degree of 

adjustment to the group which he achieved.

The answers to questions five, six, seven, ten, and eleven 

raise a doubt as to the adequacy of teacher education to help teachers 

adapt their instruction to the needs of each child. Forty-nine per 

cent, fifty-eight per cent, fifty-two per cent, fifty-eight per cent, 

and fifty-seven per cent respectively replied "Somewhat* in answer to 

these questions. This would seem to indicate that these teachers can

not do these things to the extent that they would wish. Die writer 

was greatly encouraged, however, to find that the percentage of those 

replying *Nb# to these questions of adapting curriculum, methods, etc., 

to the needs of each child was not too large; e. g., sixteen per cent 

to question ten, twenty per cent to question eleven, and only nine per 

cent to question twelve. v .

Although the responses to this section, "Your School and Cur

riculum" , are rather encouraging, the fact remains that & certain pro

portion of teachers are still finding it impossible to meet the needs 

of their children in' curriculum matters.
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The next phase of the questionnaire took up the educational back

ground of the teacher, with a view to discovering the extent to which 

teachers were being prepared to recognise and capitalize on individual 

differences among their children.

If it is true that teachers will recognize their children as in

dividuals only to the extent to which they theaselves were treated as 

individuals in their college training, then the apportionment of the 

replies to question one speaks for itself. Fifty-three per cent stated 

that as undergraduate students they were not treated as individuals with 

attention given to their Individual needs and potentialities. Thirty- 

one per cent replied "To some extent," and only sixteen per cent replied 

"Yes."

On the other hand, the replies to question two would seem to 

indicate that greater success was had on the undergraduate level in 

actually preparing teachers to recognise individual differences among 

their children. Thirty-six per cent replied in the affirmative to this 

question, forty-four per cent indicated "To some extent," while only 

twenty per cent said that their tmdergraduate work gave them no prepara

tion to hhlp them recognize individual differences. And even fewer 

teachers indicated that they had been prepared to handle individual dif

ferences: 'twenty-eight per cent stating "Yes," forty-seven per cent 

"Somewhat,* and twenty-five per cent "No."

A comparison of question five with question twelve in this sec

tion brings to light some interesting information on what courses teach

ers take in their undergraduate and graduate work, and which courses
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they believe are of help to them in recognizing and handling individual 

differences. Those graduate courses indicated as having been of seme 

help in the field of individualization are listed below in the order 

of percentage of votes given them. It may be of particular interest to 

note that at the top of the list is "Hone.tt It may be of some value to 

Schools of Education to study this list of graduate courses which 

proved to be of some help in the field of individualization, as set 

forth in Table 10.

TABLE 10

GRADUATE COURSES WHICH HELPED IN THE RECOGNIZING AND 
HANDLING OF INDIVIDUAL DIFFERENCES

Percentage
Type of Course Helped

None . . . . . .  . .  ................... 28
Psychology ................................ 28
Guidance.................................. 18
Mental Hygiene ........................... . 1 1
Remedial Techniques..........   9
Tests and Measurements . ...............  9
Curriculum................................. 9
Methods courses . . . . .  ................. 8
Individual Differences............  6
Statistics. .................  6
Philosophy................................. 5
Counseling................................. 4
Supervision . . . . .  ....................  4
Language Arts . . . . . .  .........  . . . .  3
Administration........  3
Speech ........................     3
Character Education .................  2
Personality ................................. 2
Practice Teaching ........................  1
Recent trends in Education ................. 1
Educational Diagnosis ..................  . 1
Visual Aids . ................ 1
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.The answers to question eleven indicate an overwhelming feel

ing that one or more years of teaching should be required between the 

Bachelor's degree and the Master's. The writer is fully in accord with 

this contention because only through actual teaching experience do the 

problems and needs of children become alive and meaningful; only then 

does the teacher know what further help she needs in her work. With no 

teaching experience between the Bachelor's and the Master's degree, 

graduate work too often becomes only a matter of so many more courses.

Are the teacher-training institutions doing a good job along 

the lines indicated in the questionnaire? Twenty-five per cent said 

"Yes," thirty-six per cent, "Somewhat," and thirty-nine per cent "No." 

Once again, then, we must go back to the source of the difficulty— the 

teacher-training institutions.

"In-service Education" was the title given to the last section 

of the questionnaire. It seems that schools do not maintain many pro

grams for in-service training, inasmuch as thirty-eight per cent of the 

teachers replied that their school had no system of in-service education, 

thirty-three per cent admitted some in-service education, and only 

twenty-nine per eent indicated that their school had a system of in- 

service education. Of th6 sixty-two par cent replying in the affirma

tive (twenty-nine and thirty-three), twenty per cent felt that their in- 

service education did not give them the help they needed to better 

understand and guide each child.

Most teachers read seme professional material, but here the 

distribution would naturally be very wide, inasmuch as each teacher

will generally look for a publication that is particularly related to 
her field of work.
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Comments Added to the Questionnaire

Some of the personal comments added to the questionnaire by the 

respondents were revealing. A few of these are quoted below:

Best psychology course I ever had was while teaching at 
Rochester, Michigan, It was given for all teachers on school 
time (came a little early) by. Dr, J. Clark Maloney and Dr.
Marie I. Raaey. I did, not take it for credit although some 
did.

Degrees do not make teachers, the only teacher fired 
from a staff of fifty-four (where I taught in Michigan) was 
the only one with two masters* degrees— (Education and Art).
My best course I did not accept the credit for, yet it has 
helped me more than any other single thing (including all 
credit psychology courses) to improve my teaching.

Need many more books.

Have you taken the 1936 version of Elementary Curricu- 
" v lum? I did, in 1949.

/In reference to cumulative records^ These help some 
but our system.is inadequate. Teachers don’t know how to 
keep them.

/guidance counselor/̂  She is overworked but very help
ful.

My undergraduate study was taken before 1936. Individ
ual differences is a more recent philosophy.

/Referring to experience between degrees*/ Definitely.
Now, after experience, I know what points I am weak in.

My knowledge of child behavior comes entirely through 
my own reading, study, and experience. I have always had 
a great interest in the subject. None of my required edu
cational courses has helped in the least in understanding 
individual differences. I think it a tragic situation 
that it is left to chance for teachers to learn child psy
chology.
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I changed from hl^i school teaching (science) to 
elementary teaching because I like the principles and 
aims of elementary schools (teaching the whole child) 
better than those of most secondary schools.

Remedial Reading— very good.

With my small group I can take care of individual 
needs that would be impossible in large classes. Also,
I have lived in this community for several years and 
know the families and backgrounds of all my children 
which is a great help.

A psychologist who works for all Pima County Schools 
can be consulted but she is very busy and can handle 
only a few cases.

Like many teachers, I feel at times that I have not 
provided a child with his rightful share of educational 
experience. I believe this is due to inadequate facil
ities, lack of knowledge and training, large classes, 
transient school population, etc.

you find it possible to take care of the indi- 
vidual needs of each child?/ Decidedly notI

Several teachers in our system have for sane time 
wished "to take a course in right down to earth work—  
but we do not want rehashed work. We want something 
with life and sparkle— aAd with a teacher with a good 
sense of humor and not too many grandchildren to brag 
about. What we should like is a course that would take 
the materials we actually use in the classroom, and 
plan a whole year’s work for our grade (chiefly 1-2-3) 
even planned by .weeks. A class where we could ask 
questions, get down to specific cases, and plan for a 
room of children such as we generally have in this 
district. Tried to get them to see it— but not so far. 
/in reference to In-service Education/?

I do not recall a single course in my graduate work 
that was of specific help in stressing the handling of 
individual differences. Content, not children, was 
stressed.

guidance counselor/ excellent one.
I don’t believe in nteacher-training." I believe 

in a full rich background of general knowledge then 
specialization. Teacher-training alone is too shallow.
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Personally, I feel a more vital problem of the School 
of Education would be concerning itself with the matter 

- of providing time for classroom teaching, time for
preparation and planning, and time for dealing with in
dividuals and consultations with counselors and already 
existing records. We can all talk fairly intelligently 
about individual differences, but to execute what we 
already know, requires a provision of time, which to me 
is a greater problem than the one you are attacking.
I could much more heartily respond to a questionnaire 
approaching a solution of time to do the above-mentioned 
items.

I'm afraid I can give little credit to school courses—  
not nearly as much as to observation, talking with other 
slow group teachers and general reading.

The questionnaire as a whole points up the fact that far more 

teachers are able to recognize and handle individual differences than 

the writer supposed, but it also serves to show that much more wrk 

can be done along these lines, beginning with the preparation the 

teacher receives as an undergraduate student.

Professional Preparation for Handling Individual 
Differences

In Chapter II, various colleges were cited as attempting 

better prepare their teachers to recognize and handle individual dif 

ferences among their children. Syracuse University, Hew Jersey State 

Teachers College and the University of Minnesota were following 

selective-admission procedures so that only those teacher candidat 

would be admitted who gave assurance of possessing qualities which 

would add strength to the teaching force, llso, they were stressing 

individualization through complete, continuous records on each teacher 

applicant, and personal interviews by particular members of the faculty, 

assisted, when possible, by expert psychiatrists.
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The Connecticut State Plan asks six members of the faculty,. 

representing four different departments, to rate the student applicant 

on his qualifications for teaching. . : .

Sarah Lawrence College, Bennington College, and Bard College 

have built their programs on the premise that the first aim of general 

education is the development of the individual and all M s  powers; 

their program is designed to apply, the philosophy of respect for the 

individual. .

Drake University,and Marshall College also pay particular at

tention to individual differences. It Drake an experience curriculum 

is developed, around centers of interest which require flexible time 

allotments. The Marshall College Laboratory school stresses individual

ization through study and observation worksheets which are used by the 

student teachers. A copy of the worksheet is appended.. In addition, 

many informal contacts make it possible for the student to give full. 

attention to individual differences.

The writer bad hoped to personally visit many teacher training 

institutions throughout the country to determine to what extent teach

ers are now being prepared to recognize and handle individual differ

ences, but .succeeded in visiting only one, New York University, and had 

to depend on a brief survey through the medium of letters written to a 

few representative colleges. This is, by no means, an adequate sampling 

but it will serve to give some first hand information on what is actually 

being done in certain schools of education throughout the country.

Twelve colleges were addressed, and replies were received from ten.
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There is no doubt that the handling of individual differences 

among children is considered of great importance by these colleges. 

Their methods of preparing teachers to recognize and handle individual 

differences among their pupils may be summarized thus:

1. Specific courses
2. Sequence of courses . . .
3. Discovering and using the significant differences

found in the students thaaselves
4. Research projects undertaken by the prospective

teachers
5. Careful selection of teacher applicants to teacher

' ' colleges . ■ ; . ... : ■ ;
6. Participatory experiences in laboratory schools
7. Practice teaching
8. Clinical work in the public schools of the community
9. Invited guest speakers ...
10. Use of visual aids

Replies were received from the Schools of Education of the 

University of Chicago, the University of Minnesota, The Ohio State 

University, Arizona State College, Boston University, Lindenvood 

College, the University of California at Los Angeles, Rutgers Univer

sity, the University of California at Berkeley, the University of 

Southern California, and Marshall College.

Copies of those letters which gave detailed information will 

be found in the Appendix.

There undoubtedly are many more colleges of education trying to 

meet the problem of giving their students better preparation along the 

lines of individualization.
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Summary

The facts reported in this chapter not only give an overview of 

present practices in the public schools of Arizona concerning the recog

nition and handling of individual differences, but also expose those 

phases of the problem which need further study. This is especially 

indicated by the comments added to the questionnaire, as shown in the 

section of this chapter by that title. . . .

The findings of each method of procedure were interpreted at the 

end of each section, or within each section.

The writer wishes to take up here a limitation of the present 

study which was mentioned at the beginning of this chapter; namely, 

the varied grade levels investigated. It would take far too much space 

to tabulate here the results in each of the four categories— primary, 

elementary, junior high, and senior high school— despite the fact that 

the writer did so tabulate the responses. In order to give some insight 

into the comparative returns according to the four levels mentioned, 

however, a few key questions are tabulated below.

First of all, a grade level breakdown of the 160 replies re

ceived is presented in Table 11.

TABLE 11

RETURNS ON QUESTIONNAIRE

Grade Level Number

Primary . . . . . . .  42
Elementary . . . . .  45 
Jr. High. . . . . . .  23
Sr. High. . . . . . .  50 •

• Total . .' . . .  . 160
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These replies were in proportion to the number of Inquiries sent 

to each of the divisions named.

In a previous section, mention was made that there was not enough 

difference in the returns at the different levels to seriously affect 

the composite results shown in Table 10, except for a few items. In 

the personal data information shown in Table 7, for example, thirty- 

four teachers in the senior high school level had received a Master’s 

degree, while only sixteen teachers in the other three categories had 

this degree. This is easily explained by the fact that a Master’s de

gree is one of .the requirements for teaching in the secondary schools 

of Arizona. But graduate work was engaged in by forty-four senior 

high school teachers as compared to seventy-five in the other three 

divisions. This would seem to indicate that teachers engage in gradu

ate work voluntarily, without the imposed necessity of earning a 

Master’s degree.

Several more specific breakdowns are shown in Table 12, Table 13, 

and Table 14.

T6.BLE 12

SECTION ONE, QUESTION ONE: GROUPING OP 
... CLASS ACCORDING TO INTELLIGENCE . :

90
. Elementary



In section three, the comparative results of question ten (Tabl 

14.) seemed particularly significant. ...

. These few examples of comparative results are probably soffic-, 

lent to show how important or unimportant a breakdown of the results

b*' ........  ,
. ■ • : v . 24BLE13 V.

SECTION TWO, QUESTION ONE* DO YOU FIND IT 
POSSIBLE TO KNOW EACH CHILD IN YOtB CLASS?

No

Primary .

TART.R 14
DO YOU FIND IT POSSIBLE TO ADAPT YOUR METHODS OF 
INSTRUCTION TO MEET THE NEEDS OF EACH CHILD?

Composite . . 
Primary . . 
Elementary . .

For example, they show that the junior high school teachers 

find it most difficult to know their children and to adapt their
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methods of instruction to meet the needs of each child. If further 

investigation were undertaken, it would seen advisable to try to dis

cover why this particular level of teaching should find it more diffi

cult. Certainly it is not due to size of class. A study of Table 7 

will show that the mean for the junior high school level is 30.8 as 

compared with 30.6 for the primary level, 31.87 for the elementary, 
and 32.27 for the senior high school level. Years of experience may, 

however, be a contributing factor. The mean for the junior high school 

teachers was 11.67 years, for the primary teachers 13.67# for the ele

mentary 16.11, and for the high school teachers 16.87. Thus, a break

down of the various teaching levels would be of value for more detailed 

study tut, for the purposes of this questionnaire, the composite re

sults are sufficient.
V



CHAPTER 17

SUMMARY AND REtXWENDATIOHS

Summary of Findiags Based on the Various Methods of Study

A study of the questionnaire findings brings to light certain 

practices. Grouping of children into specific classes on the basis of 

intelligence, achievement, and ages is being done to a very small de

gree. There are wide ranges of intelligence and achievement in each 

class. The age range tends to be narrow. These facts may mean that 

children are being kept together in Arizona schools largely on the 

basis of chronological age in order to maintain better socialization 

and emotional stability.

The findings of the questionnaire further show that the class

room teachers of Arizona have found it necessary to do considerable 

grouping within their own classes. Seventy-two per cent of the re

spondents to the questionnaire found it necessary to group within the 

class to a greater or lesser degree, while sixty-six per cent found it 

necessary to organize different groups for different subject matter.

Cumulative records are used in the study of individual differ

ences. Eighty-nine per cent of the respondents indicated that their 

schools have cumulative records, ninety-two per cent of these that 

they have access to these records, and eighty-three per cent that they 

do have occasion, through the school year, to refer to the cumulative 

records.
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While most teachers feel that they can recognize individual dif

ferences among their children (ninety-one per cent), and that they can 

find time to study these differences in terms of individual needs 

(eighty per cent), they do not find it possible to take care of the 

individual needs to the degree to which they would like.

A study of the items checked as being of help to the teacher in 

determining the individual needs of her children shows that teachers 

have greatest confidence in their own methods of observation. Con

ferences with parents comes next and, then, in-service education.

It is interesting to note that in-service education ranked above 

college preparation. This would seem to verify the contention that 

only after some teaching experience do the problems of individualiza

tion come alive— hence the Importance of in-service education.

Little more than half of the teachers sampled can call on a 

guidance counselor to help them diagnose their children* s needs, tut 

only three per cent stated that they could not work out their own 

remedial procedures. Time, of course, continues to be the greatest 

barrier to adequate remedial procedures on the part of the teacher.

Psychology courses were cited as being of help in the individ

ualization program, and these courses evidently succeed in giving 

the teachers a good psychological background since only five per 

cent of the respondents stated that they could not recognize the 

psychological drives which account for unsocial behavior. Most of 

the work done to help potential teachers recognize and handle indi

vidual differences was through specific courses and, as previously 

stated, psychology courses rank high.
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Graduate work, which was pursued by eighty-four per cent of 

the respondents, was found helpful by fifty-six per cent of the re

spondents. Here, too, psychology courses were found to be of the 

greatest benefit. Thirty-nine per cent of the teachers replying 

stated that they did not believe that the teacher-training institutions 

were doing a good job in preparing teachers to recognize and handle 

Individual differences among their children.

More than half of the teachers responding got some kind of 

in-service education, but only about three-fourths of these found 

that the type of ih-service education they were getting gave them 

the help they needed to better understand and guide each child.

In observing the classroom teachers at work in the Tucson 

schools, a check list, as previously outlined, was used. The number 

of classes observed, however, and the time spent in each class were 

wholly inadequate to give a fair picture of the situation. But a few 

facts did emerge from this observation. Grouping within the class

room was practiced by almost all the teachers visited. Individualiza

tion was being carried on, to some degree, in every classroom. There 

was, however, greater attention paid to individualization of instruc

tion than to individualization for Improvement in emotional stability.

The letters received from the various colleges of education 

verified the findings of the questionnaire that most colleges still 

depend on particular courses to give teachers an insight into indi

vidual differences.
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. Reconmendations

As previously stated, individual differences among teachers in 

talent, capacities and effort are just as prevalent as they are 

among children. Such being the case, it naturally follows that one 

must go back to the beginning of things in teacher-education— the 

selection of applicants for the colleges of education— if any ultimate 

success is to be achieved in the greater professionalization of the 

teaching field. Generally speaking, selection of candidates has been 

indifferent. Applicants should be more carefully selected on the 

basis of those qualities which will add strength to the teaching force; 

furthermore, each one* s progress should be carefully followed through 

the period of general education, professional education, professional 

practice, graduate study, and in-service growth.

Teacher-candidates themselves should be treated as individuals 

in the college classroom, and an effort made to develop their special 

interests and potentialities. Colleges, teachers* colleges, and 

universities should apply sound and adequate selection techniques to 

candidates seeking admission to the teaching profession. A compre

hensive guidance program which is continous throughout the four years 

should make a consistent and continuous effort to plan a student pro

gram which will not only provide for personal satisfaction and adequacy 

in every day living, but which will provide a clear concept of indi

vidualized instruction for better mental, social and emotional health.

Graduate work should be entered upon only after an interval of 

actual teaching. Thus the graduate work should become more meaningful",
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especially in those colleges where graduate work can be centered 

around interest areas. In-service education can and should be the 

most vital and dynamic phase of the entire educational life of the 

teacher. Not only should there be more in-service education, but 

more of it should be directed to the specific area of recognizing 

and capitalizing on individual differences among children. Although 

counselors should be available as recourse specialists, the class

room teacher should continue to be the key person in any guidance 

program, and in-service education should never lose sight of this 

fact. More basic knowledge in psychology, guidance and mental 

hygiene is needed by the classroom teachers for individualization 

of education. In fact, courses in psychology, mental hygiene, and 

guidance should form the base and core of professional education 

for teachers in the way that physiology and pathology are the core 

training for doctors.

Intensive research to discover the best curriculums for 

developing children1s basic mental activities— such activities, 

that is, as the analysis ami organization of observed experiences, 

the drawing of inferences, the development of inventiveness— is the 

basic need of education. Research to gather data about children's 

social and psychological problems should be undertaken by all open- 

minded teachers; conclusions from such research studies should then 

be used intelligently. This should naturally be followed by experi

mentation carried on alone or with other members of the profession.

The writer will now, with due humility in the face of the
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tremendous amount of literature that has been written on the subject, 

venture to make other suggestions which may help the classroom teachers 
of Arizona to better utilise the Individual differences which exist 

among their children.
Promising new methods should be studied by classroom teachers 

who want added insight into techniques for handling individual differ

ences. Through small groups, the teacher can try to meet the individual 
needs within the group, and through her familiarity with many methods . 

she can find the technique best suited to each child.

More careful study of textbooks and guidebooks is recommended 

as a means of helping in "the individualisation program. Most of these 

make some provision for individual differences. The writer was sur

prised to find that in answer to the query on this point in the ques

tionnaire, only eighteen per cent of the teachers replied that their 

textbooks (or guidebooks) did make provision for the handling of indi

vidual differences. Yet each of the Guidebooks for the Curriculum 

Foundation Series of the Gray and Gray Basic readers (one of the basic 
reading series used in the Tucson public schools) has a section devoted 
to providing for individual differences.

The Dalton Plan and Winnetka System should be studied by any 

teacher who wishes to experiment with greater individualization in 

her own group. The proj ect method also should be studied if the teacher 
is trying to work out a method particularly suited to the needs of her 

children. Teachers should have creative ability sufficient to answer 

the needs of each individual.
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In order to select the system best suited to her needs, the . 

teacher should have or should obtain a sound background of psychology. 

Many contemporary practices in American education are definitely the 

consequence of principles developed in certain areas of general and 

educational psychology. The development of the psychology of person

ality and" mental hygiene has changed our concepts of what is good 

classroom control.: It has made teachers sensitive to the personal, 

social and emotional problems and needs of children.

In addition to obtaining a sound background of psychological 

practice, the teacher should be or should become thoroughly familiar 

with the principles of guidance. We have already seen that the chief 

person in the guidance movement is the classroom teacher, and that it 

is,probably better to have no counselor service at all than to have 

the classroom teacher feel that individualization is no concern of 

hers. Too often the appointment of a separate guidance staff gives 

the teaching faculty a feeling of being.exempted from any phase of 

the life which the student lives outside of the classroom, and even 

outside of the particular subject-matter.

Fire and brimstone will probably be heaped upon the writer’s 

head at the following recommendation but, inevitably, the teaching 

profession must move in that direction— a nine-to-five day, and a 

ten-month minimum working period for teachersJ This should answer 

the constant cry of "time, time, time— we do not have the time.11 

A nine-to-five day will allow for rest periods, extra-curricular 

activities, and office hours— all of which are essential if teachers 

are to dedicate themselves to respect for the individual child.
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The ten-month period will allow for a week or two before school of

ficially opens for the teacher to. study /the cumulative records, visit

the families, etc.—-to more nearly approach, at least in one respect,
. . . . .  - 1  4 -

Bogoslovsky* s Ideal Schoolt ■

. . . the teacher learns everything he can concerning the habit
ual environment of the student, the type of his family life, the 
people with whom he associates, and his interests, likes and 
dislikes, habits, manners, health, and idiosyncracies. At the 
same time, guided by detailed questionnaires, the teacher also 
learns about the student’s past, heredity, previous education, 
and special experiences. Besides collecting all this informa
tion, another purpose of the visit is to establish personal re
lations with parents of the students and to learn their wishes, 
ideas, and ideals concerning their child’s education, career, 
or general future.

And in the fight for equal salary schedules for all teachers, 

let teachers remember that such a provision does not take into con

sideration recognition of individual differences among teachers in 

talent, capacities and effort.

It has been said that many of our children succeed despite

poor teaching and neglect of their individual potentialities. A cur-
2rent novel. The Mudlark, vividly presents such a case in the speech 

made by Disraeli in the House of Commons in 1876. Presumably getting 

up to defend Wheeler, a seven-year-old boy who broke into Windsor 

Castle, looked at the queen (Victoria) and sat on the throne, Disraeli 

eloquently proceeds thus*

B. Bogoslovsky, The Ideal School. New York* Macmillan 
Co., 1936, p. 419.

Theodore Bonnet, The Mudlark. New York* Doubleday and Co., 
1949, p. 280.

2
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We live now by laisses faire— or die of it; and the 'pure 
reason* of survival of the fittest has superseded that quaint 
. injunction— noblesse oblige . .. . and what of the disuse of 
parts? Do you suppose that in a large percentage of our popu
lation we are not atrophying intellect? Stunting imagination? 
Murdering morality? Breaking pride on the wheel and smother
ing gusto in the cradle? Mr. Darwin, it is true, tells us 
that nature takes ages to effect any narked changes in species. 
But he also tells us that man, by his power of selection, can 
do it in a few generations, and we know this to be a fact, 
for it bears out our own experiments with animals.

We are told in The Origin pg Speeles that the greatest 
anomaly in nature is a bird that cannot fly. . I should have 
thought it was a human spirit that could not soar. . . .
But I will cite you an English mudlark, and say it is a 

; . greater anomaly, not because it cannot raise itself above 
the mud, but because it did— because from the mud of Thames 
. it climbed into the highest air of the Kingdom; for not by 
any physical laws did it do this, but in spite of them.

. But the Bouse must not suppose tiiat 1 rose here to defend 
Wheeler. I have said that the true wealth of Britain is 
British character, and by drawing attention to one facet of 
that character which seems to shine, through the deed that 
Wheeler has done, I have only sought to advance the case of 
British children, among whom he is but a hd*penny bit. of, our 
great capital investment in the future. .

Thus the writer, too, pleads for the cause of each child, for 

each child who is our **ha*penny bit** in our great investment in the 

future of our United States.
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ARTICLE APPEARING IN THE NATIONAL EDUCATION ASSOCIATION JOURNAL

APPENDIX A

"Are Ion a Teacher?"

Chubby-faced Robert, a beginner, asked, "Are you a teacher?"

That is a "$64 question" and deserves a thoughtful answer.
Do I see each child I meet in my room as a distinct individ

ual— a growing, developing, social organism— growing each at M s  
own rate and sometimes hitting plateaus when no apparent growth is 
taking place? Do I try always to remember that a bad time at home 
this morning before school may be the reason Eloise cries over her 
milk-money? Do I try always to think of each boy and girl not as 
just another child but as the most precious thing in the world in the 
eyes of his mother and father?

Do I manage so that Sammy knows more arithmetic when he leaves 
my group than when he joined us, so that Hiram's interest in bugs is 
kindled, not squelched? Do I find time to laugh with the children?

If I do all of these things plus keeping enough records of 
each child's attitudes, reactions, and progress to make a meaningful 
report to parents, if I read some professional material regularly and 
attend seme professional meetings, then I can answer Robert's query 
honestly and say. "I am a teacher."

— Martha B, Rummell, critic, 
Laboratory School, Marshall College, Huntington, W. Va.
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LETTER RECEIVED FROM MRS. RUMMELL

:: March 8, 1950
Huntington, ¥. Va.

APPENDIX B

Mrs. Fannie Fenster 
The Fenster Ranch School 
Tucson, Arizona

My dear Mrs. Fenster:

In reply to your letter of March 1, I should like to 
say that at our college I feel that we make a sincere 
effort to so plan the work of prospective teachers that 
they are conscious first of boys and girls. Many informal 
contacts are made possible at which time the student’s 
entire attention can be given to individual differences.
I am sure that in a great many lecture courses of seme of 
the professors of the "old school" that little attention 
is given this matter or opportunity provided for the pros
pective teacher to see individual differences in relation 
to the subjoct matter at band. I think this would depend 
largely on the view-point and the philosophy of the par
ticular professor.

I am enclosing a mimeographed sheet we hand our student 
teachers at the beginning of their student teaching ex
perience. It will give you some idea with what importance 
we regard this topic.

I am glad if my remarks in the Journal led you to 
believe that I think individual differences are Important 
because that was what I set out to do. Thank you.

Sincerely yours,

(Mrs.) Martha B. Rummell
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COPY OF WORKSHEET USED BY MARSHALL COLLEGE
Name____________________

APPENDIX G

MARSHALL COLLEGE LABORATORY SCHOOL 

STUDY AND OBSERVATION WORKSHEETS 

. I. , STUDYING THE PUPIL

1. Note the physical reactions of the pupils to their environment. 
Do they see well; i.e., how do they hold their books? Do they 
appear to hear well? Well nourished? Evaluate observations.

2. Observe emotional behavior. Are any of these in evidencei 
(1) superaggresiveness, (2) overtimidity, (3) attention- 
getting devices, (4) lack of participation in group activity.

3. Observe children during free play. What signs of social 
adjustment did you observe? What signs of maladjustment?

4. What pupils first attracted your attention in the room? For 
what reasons?

5. Are there any pupils not well adjusted to the class routine? 
How does the teacher handle such problems?

6. Are there any pupils who tend to monopolise class discussions? 
What treatment is accorded such pupils? What is done about 
those who are reluctant to take part?

7. Prepare and give an informal reading survey test to one pupil. 
Evaluate the results.

8. Interview a typical boy and.a typical girl. Use the following 
as a guide in seeking to determine the general ability level 
and interests of the pupilt (l) home interests, (2) home 
duties, (3) school interests, (4) school difficulties,
(5) reading interests, (6) favorite games or hobbies. Pre
pare your questions in advance of the interview. Write the 
results.

9. Make a case study of a ” problem child10 11, keeping in mind such
negative reactions as fear, anger, jealousy, indifference, 
etc. •

10. Select an atypical child and keep an anecdotal record for 
a two-week period. Write an interpretation of your record
here.
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APPENDIX D

LETTERS FROM COLLEGES OF EDUCATION

THE U N i m s i T T O F  CHICAGO 
Chicago 37, Illinois

The Department of Education

April 16, 1951

Mrs. Kitty Fenster, Principal 
The Fenster Ranch School • • •
3362 E. Alvin Road 
Tucson, Arizona

Dear Mrs. Fenster:

Your letter addressed to Dr. Ralph W. Tyler has 
finally been rerouted to my desk. I regret the delay 
in replying to it.

It is virtually impossible to indicate completely 
what is being done in this institution to give prospec
tive teachers an understanding of individual differences. 
That is a topic which is emphasized in virtually every 
course in Education. All of our courses give seme at
tention to this aspect, for it would be impossible to 
give a course in educational psychology, or curriculum 
and instruction, or a special methods course without 
emphasizing individual differences. We also attempt to 
treat students as individuals in their education courses. 
They are encouraged to read collateral readings along 
lines of their own interest and to undertake research 
projects relating to their interests. I fear that I 
cannot give any more specific answer to your inquiry 
than this.

Cordially yours,

Harold A. Anderson
Assistant Professor of Education
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LINDENWOOD COLLEGE 
St. (2m-les, Missouri 
.. November 7, 1950

Mrs. F. Kitty Fenster
The Fenster Ranch School ; :
Tucson, Arizona -

Dear Mrs. Fensteri

Dr. Roberts who succeeded Dr. Gipson as Dean of this college, 
forwarded your letter to my office, and I am happy to comply 
with your request for information regarding the utilization of 
individual differences.

It is only logical that in a small college like Lindenwood, 
with a student-faculty ratio of eight to one, that we try to 
implement in all aspects of our work the latest theories with 
respect to individual differences. We know our students inti
mately, their weaknesses, their special talents, their vocation
al interests and their social attributes. More specifically, 
in the program of teacher training, the following aspects of 
the program bear upon this subjects

1. The courses in general and special methods of teach
ing incorporate a unit of study focused upon the import
ance of individual differences; including recognition of 
such differences and their utilization in such a way as 
to achieve optimum results in the classroom.

2. Special research problems are offered as elective 
courses, and may be designed to handle one or more students 
who are interested in specific areas of intensive study 
such ass kindergarten education, problems of the pre
school child, education of exceptional children, the . 
atypical child and his needs, and so on.

3. The course in Methods of Teaching. Reading is set up 
in such a way that, through the cooperation of the public

; schools of the community, the girls enrolled in the course 
may ha.ve actual experience in helping retarded readers in the 
public schools. Two periods per week are spent in this 
clinical work, with a third period each week for bringing 
in problems, conducting research or constructing visual aids 
for use in the classroom. Ordinarily each reading tech
nician will be assigned one to four "problem eases". Such 
work is, of course, highly individualized,

4. In the practice teaching.program our students meet at 
the home of the instructor in an informal seminar or coffee
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hour. It is at this time that much attention is 
centered upon the problem of individual differences.
The college owns the McGraw Hill slidefilms which 
accompany the Shorling text on Student Teaching.
As you probably know, these filmstrips deal with 
"The Case of Ada". These are shown at the seminar 
and discussed freely. Invited guest speakers also 
bring in the problem of individual differences 
with great frequency, including gifted, average, 
and retarded children alike.

5. A topical file of educational materials is 
kept in the Department Office and is available at 
all times to students in the college. In it one 
finds material filed under such headings as "Indi
vidual Differences in Children," "Education of Exception
al Children," "Ability Differentiation in Students"
and a considerable amount of bibliographical material.

6. In both the general library and the smaller de
partment library there are numerous books and pamph
lets on the subject tAich may be checked out by the 
students. .

7. Courses are offered by the departments of psychol
ogy and education in which tests and test administration 
are studied. The various types of tests which can be 
employed on several age levels to indicate individual 
differences are discussed and demonstrated.

In summary, I might say that our philosophy in teacher train
ing is that there is really no such thing as mass education, so- 
called; mass exposure, perhaps, but not education. Through the 
numerous field trips which our classes make to the public schools, 
and through our actual teaching experience in those schools, 
we feel we have seen effective work in handling problems of 
individual differences in a group of twenty-five or thirty stud
ents as well as in classes of ten or a dozen. The success or 
failure in teaching largely depends upon the attitude of the 
prospective teacher, her breadth of training and her depth of 
training.

If I can be of further assistance to you, please call upon 
me. A copy of the Lindenwood College Catalog may be obtained 
by addressing a request to the Director of Admissions.

Tours very sincerely,
Bonn W. Hayes, Head 
Department of Education
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THE OHIO SHTE. UNIVStSITT 
Goltanbus, 10.

March 7, 1951

Mrs. Kitty Fenster, Principal 
The Fenster Ranch School 
3362 E. Alvin Road 
Tucson, Arizona

Dear Mrs. Fensteri

Dean Cottrell has asked me to answer your letter of 
February 23 for him.

The Department of Education at the Ohio State Univer
sity is operating on the assumption that beginning teachers 
tend to duplicate the kinds of experiences they themselves 
have found valuable. Consequently we, at Ohio State, 
place particular stress in our professional courses on 
discovering and using the significant differences found 
in our students. This is done through an emphasis on 
group work. Panel discussions, skits, dramatizations, 
role playing, community surveys, and the like are methods 
frequently used.

You might be interested in a book coming out in May 
which deals in some detail with this problem. I am en
closing a circular for your information. This entire doc
ument employs a mental health and guidance point of view.
It presents principles and suggested practices for teachers 
who believe the curriculum should be an instrument of 
guidance and who believe further that important individual 
differences should be fostered and used to enrich group 
experience.

Sincerely yours,

C. 6. Mendenhall 
Associate Professor
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U I T i m s m  OF MINKESOm 
Duluth 8

March 9, 1951
Mrs. Kitty Fenster, Principal 
The Fenster Ranch School 
3362 E. Alvin Road 
Tucson, Arizona

Dear Mrs. Fenster:

Dr. Valworth Plumb has asked me to correspond with you to 
indicate some of the ways by which we attempt to make our 
prospective elementary school teachers conscious of individual 
differences among children.

One of the approaches is through the professional sequence 
of courses which these students take. In the first course 
called Orientation to Teaching, we discuss and study individ
ual differences among university students who are planning 
on teaching as a career. Various types of tests are given 
and information is made available on such matter as supply 
and demand, as well as qualities desired in students who are 
contemplating teaching in various areas or subject fields.
In this and in succeeding courses students are required to 
gain experience in recreational leadership activities. This 
implies a direct contact of rather extensive nature with 
children in out-of-school experiences such as Sunday School 
teaching, camping, playground activities, scouting, to 
mention only a few. One of the objectives of this experience 
is to place them in a practical situation where they will 
observe individual differences and where they will have 
opportunity to study interests and reactions of children.

In the course just prior to their practice teaching, which 
deals with the curriculum and methods of teaching, our ele
mentary majors are given participatory experiences in our 
elementary laboratory school. Among other things, they are 
guided in the observation of children and make particular 
study of variabilities that exist among them with respect to 
learning difficulties as well as discipline, interests, 
aptitudes, and other intellectual and personality factors.

Obviously much more careful attention is given to the matter 
of individual differences in the practice teaching experiences 
where frequently the students are provided opportunities 
to work with exceptional students at both extreme levels of 
the range of ability.
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In most special methods courses which are offered prior to 
and concurrently with practice teaching^ & great deal of 
emphasis is placed on this whole problem. This is done by 
introducing units. We stress such procedures as unit methods 
of teaching providing for visual approach to learning, 
recognition of the factor of maturation in placements of 
topics, adapting instruction to individual needs, and a 
recognition of the factor of readiness in all learning 
experiences. Emphasis is placed on the need for provid
ing varieties of motivation and approaches to learning.
Stress is made on the fact that materials of instruction, 
including textual and other printed materials, must be 
chosen for groups and individuals with their respective 
needs in mind.

In the basic psychology courses which precede the professional 
sequence, and which deel rather specifically with the psychology 
of human development, the basic needs of human beings are . 
discussed and again the factor of differences among individuals 
is thoroughly pointed out.

I trust that.these paragraphs describing seme of the things 
that we are attempting to do will be of help to you. If there 
are any further questions that you would like to refer to 
us, I shall be pleased to hear from you again.

. Very sincerely yours,
Harry C. Johnson
Associate Professor of Education

■ " ■
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UNIVERSITY OF SOUTHERN CALIFORNIA 
3518 University Avenue 

Los Angeles 7

.Mrs. Kitty Fenster, A-inclpal 
The Fenster Ranch School 
3362 E. Alvin Road
Tucson > Arizona " r - '

Dear 1-trs. Fens ter $

Dean Hull has referred your request for information about 
our handling of training in individual differences to me.

In our teacher training programs we do not have a separate 
course on individual differences, either as elective or as a 
requirement. Differences among children are constantly im
pressed as a factor every teacher will meet and which must be 
of prime importance in curriculum. I enclose a copy of our 
program for the professional courses required in training 
for the elementary credential. In each of these, differences 
will be treated as befits the course. For example, in my own 
child development course,we treat them in reference to bio
logical factors, physique, time of puberty, intellectual de
velopment, speech, social behavior, adjustment, etc., etc.

Similar treatments are given in other courses. In methods 
courses, in working out units for directed teaching, etc., 
the student will of course include coverage of the expected 
range of talents in the kind or level of class for which the 
materials are prepared. He will show how M s  slow learners 
will receive their due, how the gifted will be kept fruitfully 
busy, how the special projects will have meaning for each 
variety of child in the hypothetical situation or the real 
one for wMch he prepares in directed teaching.

I should like to add that our philosophy in teacher prepa
ration is more in terms of fully respecting the individuality 
of each child, rather than on differences per se: such an ap
proach, rather than presenting differences as a worry and a 
bother, is based on an attitude that each child is unique, 
and that educational program can be adequate only,* in providing 
for uniqueness, rather than in stretching an average out 
toward the extremes.

Sincerely yours,
Charles E. Meyers
Professor of Education

219203
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