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New Opportunities in Research

THE very existence of the 
school seems to give evidence that a 
child's learning can be guided. Society at 
large as well as teachers and other edu 
cational personnel apparently share in 
this assumption. Instead of letting chil 
dren learn by such incidental experiences 
as their environment happens to provide, 
man long ago found that by the selection 
and planning of experiences, learning can 
be hastened. In this respect, persons who 
have consciously recognized the basic 
reason for the existence of the school 
have been in advance of many investiga 
tors in the field of child development.

Until recently, and to some extent even 
today, some investigators have sought to 
throw light on how the child develops by 
studying children as they, the observers, 
happened to find them. Without inquir 
ing as to the prior experiences of the chil 
dren, these investigators proceeded to 
plot childhood growth by stages and 
ages. A good example of this is the work 
of Piaget on the development of con 
cepts. Piaget studied the growth of lan 
guage, number, physical causality, moral 
judgment and other concepts. An ex 
ample of the type of results he reported 
is furnished by his summary of the data 
from his study of the growth of ideas as 
to why boats float (6: 135-63). He pre 
sented to children of various ages such 
objects as a small boat made of wood,

a stone, a piece of iron, and asked in each 
case whether the object would "lie on the 
water" or "go to the bottom" and why. 
He summarized his data thus:

During the first stage which ends at about 
5 years, floating is explained by animistic 
and moral reasons. During a second stage, 
extending on the average from 5 to 6, the 
child thinks that boats float because they are 
heavy. During a third stage (average age 
6-8), on the contrary, the child says that 
they float because they are light. But this 
explanation is still fraught with reasons of 
a dynamic order. Finally, at about 9 years, 
the child begins to understand the true rela 
tion between the weight of the boat and 
that of the liquid element.

Moreover, the earlier the explanations are, 
the less simple we shall find them. There is 
an over-determination of factors which is 
very interesting to observe. In addition, it 
should be noted at once, that, in spite of 
appearances, these experiments on floating 
are subject to a scheme of evolution com 
pletely analogous to that which we found 
in our investigation of explanations relative 
to the suspension of clouds and the heavenly 
bodies, and to the fall of heavy objects to 
the ground (6: 135-36).

Piaget makes such a summary without 
inquiring as to what kinds of experiences 
his subjects had had. There is mounting 
evidence which suggests that planned ex 
periences can alter significantly the 
course of development of concepts of 
physical causality (1; 7; 9). Moreover,
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considerable activity is presently going 
on to devise increasingly more effective 
planned experiences for learning physical 
causality (2). In fact, there is some evi 
dence, for example, that teaching ma 
chine programs can be developed for use 
at early age levels for fostering an under 
standing of such a phenomenon as con 
densation.

There is also increasing evidence that 
the growth of concepts of social causality 
can be significantily altered through the 
use of planned experiences even at the 
elementary school ages (3).

Furthermore, evidence suggests that 
planned experiences can work in two di 
rections. They can help a child develop 
a logical approach to the daily situations 
in his environment, such as when he 
learns the role of air or oxygen in sustain 
ing a fire. Experiences can also be used 
to develop an illogical approach. In the 
investigations of the writer and his as 
sociates in the development of ideas of 
social causality, it has been pointed out 
(4; 8) that a number of influences in the 
present-day school tend to teach children 
an arbitrary judgmental approach to in 
terpersonal situations. Evidence obtained 
from control groups tends to substantiate 
this. For example in a study of the effect 
of some planned experiences in social 
causality at grades 4, 5, and 6 (5) the 
control groups in which no changes were 
made evidenced a trend toward a higher 
arbitrary judgmental score at the end of 
the experiment than at the beginning. 
The pretests were given in the fall and 
the post-text six and one-half months 
later.

One of the tests used, known as the 
Problem Situations Test, presented to 
the subjects behavior situations with 
which they were required to deal. There 
were six possible responses, three imme 
diately punitive and three non-punitive.
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Only limited information about the 
development of the behavior in the situa 
tion was given. The score was the num 
ber of situations in which the subject 
chose a punitive response. The total 
experimental groups showed a significant 
reduction in their willingness to be 
immediately punitive while the total con 
trol group showed a tendency toward a 
higher score at the close of the experi 
ment. The difference between the experi 
mental and control groups was highly 
significant but that is not the point of 
emphasis here. The point of emphasis is 
the trend in the control group itself, that 
is, the difference between the pre- and 
post-test scores of the control group. 
This trend, while not significantly differ 
ent from zero, leans in the direction of 
higher arbitrary judgmental scores on 
the post-test.

A similar result was noted when 
changes in daily behavior scores ob 

tained by trained observers were in 
vestigated (5). The 'observers used a 
specially prepared observation form. 
They were not members of the teaching 
team and the data were obtained with 
out the child's knowledge of the purpose 
of the observations. There were four 
experimental-control group "pairs" with 
106 subjects in the experimental groups 
and 100 in the control groups at the 
fourth grade level. There were also four 
experimental-control fifth grade groups 
totaling 99 in the experimental groups 
and 113 in the control groups. Again the 
differences between the experimental 
and control groups were significant. The 
important point to note is that the trend 
in the control groups in three of the four 
fourth grade groups and in all four of the 
fifth grade groups was in the direction of 
higher arbitrary judgmental scores at the 
end of the experiment than at the be 
ginning.
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Such trends increase the importance of 
the study of planned experiences. It 
appears that significant changes can be 
made in the growth of concepts of phys 
ical and social causality. But it also 
appears that merely setting up a school 
with its planned experiences is not suffi 
cient. The experiences that are planned 
must be carefully tested.

Furthermore, there is need to develop 
a theory of how guided experiences 
work. What happens in the central 
mental processes when verbal, auditory, 
and other types of experiences are 
applied according to some plan? Why 
are some sequences more effective than 
others? What theories can be developed 
to conceptualize these phenomena and 
what are the agreements and disagree 
ments among the theories? Those areas 
of agreement based on tested knowledge 
can be used to develop criteria for 
constructing guided experiences. The 
disagreements can be used to generate 
hypotheses which are to be tested experi 
mentally.

The evidence already available indi 
cates that extensive changes can be made 
in the course of human development 
through the use of planned experiences. 
The kinds of experiences which can be 
devised are limited only by the imagina 
tion of man. This resource is only now 
beginning to be tapped under the stimu 
lation provided by the current interest 
in programed learning.

But it is not sufficient to design a pro 
gram and put it into operation. The 
design must be examined in the light of 
what is known about the way in which 
guided experiences operate and must 
also be tested with careful controls. The 
field is wide open for the development 
of theoretical frameworks which lead to 
hypotheses and to experimental tests of 
these hypotheses. Such basic work can
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be most rewarding for, as we have seen, 
there is already evidence that planned 
experiences can produce significant 
changes in the course of human develop 
ment.
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Knowledge and Competence
(Continued from page 452) 

in the organization. He should be able 
to see clearly his role in relation to 
those of other persons and to understand 
that the role he is expected to perform 
changes as the roles of others change. 
Leaders should develop insight into the 
informal, as well as the formal structure 
of the organization. Both kinds of organi 
zation influence communication and de 
cision making in the institutions.

Knowledge of educational research and 
research methodology. It is implied in 
the other areas of knowledge and com 
petence that the instructional leader 
should be well informed about research 
in education and related fields and its 
application to the problems and needs 
of his job situation.

However, expression of more than 
"knowledge about" research is required 
from the competent leader. He must in 

creasingly demonstrate that he values re- 
sea>ch as a means of improving instruc 
tion, that he is able to identify areas in 
which research is needed, that he can 
and does use research in studying prob 
lems confronting the school and com 
munity, and that he is able to help others 
use research techniques. Inasmuch as 
classroom teachers are increasingly seek 
ing research techniques for studying and 
improving their teaching, it becomes 
more and more important that leaders in 
the school increase competence in this 
area.

Leaders develop areas of competence 
unevenly. The five areas of competence 
described are deemed significant be 
cause many of the causes of problems 
confronting instructional leaders are im 
bedded in them.

The areas are not considered to lie 
exclusive; in fact, overlapping and in- 
terrelatedness characterize the group. 
The achievement of growth and develop 
ment in one area will enhance develop 
ment in other areas. The same levels of 
maturity in all areas, by all leaders, 
would not be expected, either. Both 
situational factors and personal factors 
will regulate th« extent of growth in 
each. Certain areas of growth gain im 
portance in specific situations; therefore, 
individuals will develop competencies 
unevenly, depending upon their abilities 
and the demands of the situation.

One factor governing the level of com 
petence needed in a given area, for ex 
ample, will be the level of competence 
of other people in the situation. While 
the degree of breadth and depth of 
knowledge and competence in each area 
will be differentiated for each person, by 
job, situation and personality, a mini 
mum command of all fields is essential 
and is directly related to job effective-
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