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CHAPTER I 

INTRODUCTION 

I .  THE PURPOSE OF THE STUDY 

The purpose of this s tudy is to evaluate a type of elementary 

school organization in which students were grouped int o mult iple-grade 

units . For the purpose of this study, multiple-grade units were those 

classrooms in which from two t o  four d ifferent grades were represented 

and were taught by one teacher . The evaluat ion was accomplished through 

a comparat ive analys is of t he  academic ,  personal ity , and social devel op­

ment of students selected from the multiple-grade units and students 

selected from the trad itional graded classroom. Subjective evidence 

was als o included in the evaluat ion to determine the att itudes of 

teachers , administrators , and parents toward the mult iple-grade type 

of organization. Concommitant with this evaluat ion was an attempt t o: 

1 .  Determine the source of the assumpt ions underlying current 

practices of grading organizat ion. 

2 .  Identify advantages of the "one-room school" organizat ion 

within the modern elementary school. 

3. Identify the d ifficulties inherent in and attending multiple­

grade organization. 
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I I .  THE IMPORTANCE OF THE STUDY 

The dis cuss ions and opinions relat ing to groups and grouping are 

ub iquit ous . While it may appear that more heat than l ight is generated 

in such dis cus s ions , the inexorable conc lus ion that grouping must be 

pract iced is bapressed upon the observer . 

It can be argued that it would be imposs ible to organize a school 

without some method of grouping. If by grouping is meant the d ivision 

cf the total student body into smaller units for t he  teaching-learning 

proces s , the argument would be subject t o  w ide acceptance . If , on the 

other hand , the term is used to denote a un ique similar ity or combina­

t ion of s imilar it ie s  as a!B , inte lligence quot ients , social matur ity , 

or sex , hnmediate chal lenge would be f orthcoming . 

Sane type of gr ouping appears , at the present , to be mandatory . 

What is to be scrut inized is the assumpt ion that an across-the-board 

techn ique--school wide group ing on the bas is of one or more factors-­

provides the most eff icient organizat i on for the teaching-learning 

proce s s .  

I t  would appear easier t o  understand t he  assumpt ions behind a 

practice if one is acqua inted with the evolution of that pract ice . Many 

of those t h ings which are assumed t o  be natural are revealed to be nothing 

more than pers istent tradit ions which have out lived the conditions that 

brought them about . 

Grouping children by grades has become an establ ished pract ice . 

Histor ical ly,  such pract ice did not always exist . Currently , such 

pract ice is be ing que st ioned . The p roposal that grades be abandoned , 



3 

however , runs so contrary to many cherished assumpt ions that it will re-

main experbDental f or some t hne .  

The suggest ion that children of several grades may be grouped to-

gather probably arouses an unpleasant connotat ion in the modern mind . 

Mult iple-grading is cons idered synonymous with the "one room school house , "  

and this vestige of the past is cons idered synonymous wit h  inferior educa-

t ion . A re-evaluat ion of these assumpt ions is one of the purposes of this 

study . 

There is some agreement that the last word in grouping within the 

elementary school has not been found . A number of methods have been 

proposed and stout ly de fended by the ir proponent s . In most of these 

plans , arguments can be advanced to indicate the ir value . This value , 

in some instances , appears t o  be lbDited t o  only one of the several 

fact ors which must be c ons idered in a good teaching-learning environment . 

Today's educators are be ing challenged to re-examine their prac-

t icea and the assumptions which underl ie those pract ice s . Such writers 

as Goodlad and Anderson in t he ir book , � Nongraded Elementary S chool , 1 

are chal lenging s chool personne l with dramat ic departures from the 

tradit ional . Administrat ors are confronted w ith the task of rema ining 

both progress ive but not radical , and conservat ive but not complacent . 

They must not discard the sound for the unteste d ,  nor ignore the tested 

for the obsolete . 

1John 1. Goodlad and Robert A .  Anderson , The Nongraded Elementary 
School ( New Yorks Harcourt , Brace and Co. , 1 95 9� 
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The character ist ics of good grouping as opposed to poor grouping 

would be appl icable to any of the var ied plans suggested . It is equal l y  

appl icable t o  mult iple-grade grouping. The assumpt ion is made , h�eve r ,  

that these character ist ics are more adequately manifested i n  a mult iple-

grade clas sroom than in a s ingle-grade classroom. These characterist ics 

include : a group where commonness of interest , concern , and purpose 

exist; a group in which each member has a fee l ing of be longing , and is 

valued and apprec iated; a group in which each ind ividual w il l  rece ive 

the opt hnum stimulat ion; a group that facil itates ind ividual izat ion of 

instruct ion; a group that permits each child the fu llest opportunity for 

growth and development , unhampered by art if ic ial boundaries; a group 

-
that provides for the ind ividual differences of its members; a group 

that contains many talents and abil it ies permit ting var ied contributions 

for the good of the whole group; and , a group that is a mode l of democracy . 

This study was des igned to expl ore the mult iple-grade concept of 

organizati on .  This study is Lmportant because : 

1 .  It explores an area that has been largely ne glected in the 

search for better methods of organization . 

a .  Only two previ ous stud ies have been d iscovered that 

pertain to this met hod of grouping . 2 

2 .  The l imited amount of research data available supports con-

trad ict ory conclus ions . 

2Arthur W.  Foshay , "Interage Grouping in the E lementary School" 
(unpublished Doctor's thes is , Teachers College , Columbia Univers it y ,  
New York,  1948 ) ;  Walter Rehwoldt , "Aspects of Mult igrade Teaching in 
the E lementary School" ( unpubl ished Doctor ' s  thes is ,  Univers ity of 
Southern Cal ifornia , Los Ange les , 1 957 ) . 
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a .  Foshay's study quest ions the de l iberate format ion of 

mu lt iple-grade units . 3 

b .  Rehwoldt's study point s  out s ignif icant gains made by 

4 
stude nts in mult iple-grade unit s .  

3 .  The best methods of organiz ing the teaching-learning process 

may yet be d iscovered . 

a. The ninetee nth and early twentieth century attempt s 

to break the lock step of graded school organizat ion 

sought to modify the arbitrar iness of grade standards 

5 
rather than to elhninate grades . 

b .  More recently , s ince the p lan was first introduced at 

Wester Spr ings , I ll inois , in 1934 , attempts have been 

made t o  e l iminate the graded structure . 6 

4 .  Rural school s , with from one to s ix teachers and hence more 

than one grade per teacher , will remain a part of the Ameri-

can educat ional structure f or some t ime to come . 

a .  Though the number of rural school s has d iminished , as 

recently as 1954 there were 1 05 , 534 such s chools , 

40 , 000 of which were one-teache r school s .
7 

3poshay , �· �· 

4aehwoldt , �·- .=.!!• 
5chester W. Harris (ed . ) .  Encycloped ia of Educat ional Research , 

3rd ed . (New York: The Macmil lan Company , 1960)7 p .  224 . 

�l orence c .  Ke lley , "The Primary School in M ilwaukee ," Ch ildhood 
Educat ion, 24 : 236-38 , March 1948 . 

7Rarris , �· �·· p .  1 167.  
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b .  The fact that rural s chool s d o  and probably will con-

tinue to exist has produced some literature which 

gives attention t o  group plans of instructional 

organization. 8 

s. I t  is p ossible that some "dis carded ideas" were discarded for 

invalid reasons . 

a .  Butterworth and Dawson point out that a good teaching-

learning environment can be achieved in a multiple­

grade organization. 9 

b .  The Applet on ,  Wisconsin experiment wit h  the nongraded 

organization indicates that good learning can be 

accomplished without the rigidity of the traditional 

grade structure . 10 

6. One of the most recent experiments with multiple-grading, in 

Minneapolis , Minnesota was dis continued due t o  the diffic-

culties enc ountered . 

a .  Arthur J .  Lewis , Assistant Superintendent for Elementary 

Education , stated that their " • • •  situation made it 

impossible to continue it . We did not have an oppor-

tunity for any formal evaluation, but an inf ormal re-

action I received would indicate that it was not too 

BJulian E .  Butterworth and Howard A .  Daws on , The M odern Rural 
School (New York: McGraw-Hil l Book Company, Inc . )  1952 . 

9tbid . 

1 0Appleton Public School s, History and Deve lopment of our Continuous 
Progres s  Plan , A Report Prepared by t he  Appleton Schools <Wisconsin: 
Appleton Public School s ,  1 957) . 
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satisfactory . "  

7 

7 .  There is a nostal gic feeling, possessed by some that the rural 

school organization had same qualities which have not been 

duplicated in more recent organizational ventures .  

III . DEFINITIONS OF TERMS USED 

Unless otherwise stated at the point of usage , the foll owing terms 

shall be employed with the definitions as given by Good .
12 

Grade Group 

The pupils enrolled in or belong to one of the grades in an 

elementary school . 

Ungraded Group 

A class so organized al ong lines of individualized instruction as 

to permit each pupil to work at his own rate . 

Multiple-grade Group 

A class in which pupils fran two or more grades are grouped , and 

in which some grade distinction is made in content and experiences. 

Multi-grade Group 

See Multiple-grade Group. 

1 1Quoted f rom personal letter dated April 20, 1960 . 

12carter v. Good, Dictionary of Education (New York : McGraw-Hill 
B ook Company, Inc . , 1 945) . 

--
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Inter-age Group 

A select ion of children from a variety of grade leve l s  and grouped 

in a teaching-learning environment that is structured around common 

social experiences. 

Hanogeneous Group 

A collection of individuals having a much higher degree of sUni­

larity in respect to a given trait than is found in a random sampling. 

Heterogeneous Group 

A random sampling of students in which a sbailarity of a given 

trait within the group will occur at no greater than a chance frequency . 

IV . RELATED STUDIES 

The amount of re search data available that is of significance to 

this study is extremely limited . An extensive survey of related litera­

ture revealed only two studies that have been conducted within the past 

thirteen years , and one abort ive attempt that produced little data. The 

two studies referred to were conducted nearly a de cade apart in time , a 

continent apart in locality , and have resulted in conclusions almost as 

wide ly divergent. These two studies are: 

Horace �-Lincoln School , Columbia University , !!!! York City 

The study conducted at Columbia Univers ity by Arthur Foshayl3 in 

1948, resulted more from accident than from preplanning. An unexpected 

13Foshay , loc . c it .  
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increase in enrol lment created an administrat ive problem much akin to 

that of many schools . In an attempt to keep the class size at a level 

cons istent wit h  sound teaching-learning the or ies, it was sugge sted that 

the overflow from grades four , f ive , and s ix be organized as another 

group . At the time , thi s pl an was somewhat unpopular . Parents were some­

what apprehens ive of the qual ity of educati on the ir children would rece ive . 

The staff member , who somewhat reluctantly accepted the as s ignment , was 

apprehens ive of the dif f icult ie s . The administrat ion was apprehensive of 

the parents and students; but , the students seemed t o  have no apprehens ions . 

Very quickly the teacher had to devise new teaching technique s .  

I n  this task she rece ived extens ive cooperat ion f r an  othe r teachers and 

col le ge f aculty . In a very short time a keen interest had been developed 

by other staff members . Fran time to time t he se staff members would 

vis it the classroom t o observe the deve lopment and progress of "the ir 

experiment ." 

The dec is ion was then made t o  run a control led study with this group. 

Members of the staff had came to recognize that an ideal s ituat ion had been 

created for the measurement of the effects of this type of grouping . 

The school itse lf was unl ike many public schools . One example 

of th is may be seen in the f act that the mean I. Q. of the experimental 

(interage or multiple- graded) group was 123 and the mean I. Q .  of the 

control (graded) group was 129 . 14 Another example can be il lustrated by 

the variety of resource personne l constantly ava ilable to this clas s .  

14poshay, �· .:.!!·, p .  68. 
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The procedures used by the group conduct ing this study included 

the test ing of both groups near the beginning of the school year and 

again at the close . The amount of growth or change in the areas tested 

were then subjected to a stat istical analys is . Those areas tested or 

measured by standard ized instruments or Observation included academic 

achievement , choice of f riends , conceptions of age , verbal behavior , 

and use of t ime .  

The conclus ions of this study may not be cons idered too s ignif i-

cant for other s chool s .  It does , nevertheles s , point up some interest ing 

facts. The control ( graded) groups made s i gnificantly greater gains in 

reading, arithmeti c ,  spe l l ing, and language usage than did the experi-

mental (mult iple-graded) group. The mean 'gain of the expertmental group 

was approxbnately one-half year as measured by the achievement tests . 15 

There was no s ignif icant d ifference in the results of the various 

groups in the areas of choice of friends and verbal behavior . The only 

s ignificant d ifference in social characterist ics of the experUDental 

group was in concept ions of age . The data indicated that children in the 

exper imental group viewed a number of s ocial traits as be ing independent 

of age. The Unplications of this data were that children in inter age or 

multiple-grade groups show a greater tendency t han others to take other 

children as they are , rather than to  cons ider the ir age f irst and set 

the ir social expectat ions accordingly. 

1 5  i �., p .  184. 
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The find ings of this study would seem to ind icate that the del iber-

ate f ormat ion of interage or mult iple-grade groups is a questionable 

pract ice . Whether those matters in which the experimental group d id 

better are of �portance depends upon one ' s  educational goals . The 

researchers , at the t�e this study was completed , felt that any s ocial 

advantages which the exper�ental group had could be dupl icated in any 

graded group by util iz ing interage grouping for certain purposes . 1 6  

Torrance Unified School District , Torrance , Cal if ornia 

The Torrance program was begun in 1955 as a del iberate attempt to 

explore the characterist ics of interage or mult iple-grade organizat ion. 

It has gained wide attention dur ing the last few years through the liter-

ary pers istence of several part ic ipants. 

In 1957 , Rehwoldt reported the results in a doctoral d issertation17 

at the Univers ity of Southern Cal if ornia. The purpose of Rehwoldt ' s  

study was s hnilar t o  that of the above described study at Columbia. The 

Cal if ornia study, however , was somewhat more comprehensive than was that 

conducted at Columbia by Foshay . It was des igned to analyze the effects 

of mult iple-grade grouping in the areas of scholastic achievement , per-

sonal adjustment , s ocial adjustment , s ocial maturity , behavioral charac-

teristics , and attitudes toward school and peers . 

One elementary schol from the unified district was selected as 

the e xperimental unit . All members of the staff part icipated in the 

1 6 i �· · p. 237 . 

1 7Rehwoldt , loc.  cit. 
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program though none of them were given any training in multiple-grade 

teaching. Seven classes of th irty-three each were organized . Eleven 

students from each of the f irst three grades comprised one of the primary 

units ; and , the same number of students from each of the intermediate 

grades compr ised the intermed iate unit . 

Public relations throughout this program were effective . Only 

one parent meeting was required to establ ish a waiting l ist of those who 

wanted the ir children in a multiple-grade . Parent d issat isfaction wit h  

the results of the program were reported to  have been at a minimum, and 

some ind icat ion of the publ ic's acceptance of t his program is the fact 

that , currently , the district has several schools organized into mult iple-

grade units . 

Rehwoldt's conclus ions about mult iple-grade grouping, d rawn from 

his study , are in confl ict with those conclus ions reached by Foshay . 

While this may be explained , it serves t o  point up the fact that ne ither 

study provides suff icient or conclus ive proof . 

The Torrance experbnental data ind icate that multiple-grade group-

ing increases the spread and speed of learning. The results in academic 

achievement , unl ike those in the Columbia experiment , reveal that the 

experbnental group exceeded the control group in read ing, arithmetic , 

and language . 18 Though the d ifference in reading achievement was not 

s ignificant , the experbnental group achieved a higher mean score . 19 

1 83 . H. Hull , "Three-Year Study Shows Value of Mult igrade Teaching , "  
The Nation 's  Schools , LXI I ( J'uly, 1 958) , p .  36.  
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In  the areas of personal ity development , social adjustment , soc ial 

maturity , and behavioral character istics , the exper hnental group exceeded 

the scores of the control group. 20 Subjective reports and observations 

indicate that the exper imental group developed a better att itude toward 

th i h 1 d h i ha h d he • 1 d .1 21 e r s c  oo an toward t e r peers t n a t sLng e-gra e pup1 s. 

An unant icipated result , which was observable , was "a remarkable 

hnprovement in the qual ity of instruction and even in the creative per­

sonal ity of the teacher . "22 

An impl icat ion for this present research from both the Torrance 

and Columbia stud ies is that further research is necessary. The fact 

that both stud ies ind icate that social gains were made suggest an area 

that als o  needs further explorat ion. The dispar ity in the results of 

academic achievement that these two studies reveal point up a signif icant 

factor that require s add it ional test ing. 

The case for interage or multiple-grade grouping has been ne ither 

made nor destroyed by these stud ies; rather , they have but begun the 

turning of s ignif icant ground in the f ie ld of educat ional administrat ion. 

V. DEVElDPING A HYPOTHESIS 

The interest in multiple-grade group ing that prompted this re-

search project is not someth ing that has grown out of the profession ' s  

20Ibid . 

21Ibid . ,  p .  37. 

22Ibid. 



current concern for more effect ive methods of grouping. This interest 

is of long standing, conceived in a t�e when stor ie s  centering about 

the "little red schoolhouse" were common fare . 

14 

Experience as a student in a tw�teacher s chool, from which over 

80 per cent of the students have achieved pos it ions in the various pro­

fes sions added to  several years as a rural�school board member ,  has served 

to he ighten that interest . Compound ing this was seven years teaching ex­

per ience with mult iple-grade units . 

Throughout this period various convict ions were developed relat ive 

t o  multiple-grade grouping. Most of these convict ions ��re developed 

intuitively and lacked author itat ive support . A source of concern was 

the many negat ive convictions held by others , which appeared to  have no 

greater authoritative support . Due to the nature of these convict ions , 

it was desired that a study be undertaken to  re inforce or refute those 

assumptions which had evolved in a relat ively haphazard manner .  Some of 

those assumpti ons were : 

1 .  Multiple-grad ing is not , in itse lf , poor . 

2 .  Multiple-grad ing has advantages if good teaching is provided . 

3. Multiple-grad ing has advantages if good facilities are prov ided . 

4 .  Mult iple-grad ing offers soc ial experiences not duplicated in 

t he  standard graded structu�e . 

s. Multiple-grad ing provides r icher learning experiences than 

the trad itional graded program . 

6 .  Mult iple-grad ing does not create add it ional problems in ad­

m inistrat ion . 



7 .  Some people are illogically prejud iced against mult iple­

grad ing . 

a. Children do not object to multiple-grad ing. 

15 

9. Teaching is not inherently more d ifficult in multiple-grad ing. 

10 . Some of t he better techniques of teaching are pract iced more 

regularly in a mult iple-grade room. 

11 . Children need not rece ive an inferior educat ion because of 

multiple-grad ing. 

12 . Due to the large number of rural schools sti l l  in existence , 

teachers need to learn techniques of teaching in a mult iple­

grade unit . 

13. Different techniques are needed to teach successfully in a 

mult iple-grade school . 

14.  The multiple-grade organization more closely parallels the 

structure of soc iety , thus giving the student a more 

real ist ic environment in which to d eve l op s oc ially. 

No attempt has been made to l ist the se in any s ignificant order .  

A perusal will reveal that they may be clas s if ied into f our areas : admin­

istration, academic achievement , social development , and publ ic opinion. 

As this study was or ganized , more attent ion was focused on the areas of 

academic and social development , and only incidental ly upon the other 

two areas . These assumpt ions have been restated as the hypotheses which 

this study attempts to test . 
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VI. HYPOTHESES 

The hypotheses to be tested by this study are : 

1 .  In a multiple-grade classroom ,  students can make as much 

academic growth as students in a regularly graded classroom. 

2 .  Rather than suffer , the personal ity development of students 

in a multiple-grade classroom will be enhanced . 

3 .  Through daily contact and experiences with children of a wider 

range of age s , the s ocial development of children in a 

multiple-grade classroom will be greater than that of 

children in a graded classroom. 

4 .  Children will devel op better attitudes toward school as  a re­

sult of a multiple-grade experience . 

s. Parents acquainted with the mult iple-grade program recognize 

the advantages such a program offers . 

6. Teachers exper ienced in mult iple-grade teaching prefer this 

type of classroom organizat ion due t o  the greater flexibility 

in meeting individual needs that such organizat ion affords . 

7. School admini strators experienced in mult iple-grade organiza­

t ion find no greater administrat ive problems than those en­

countered in a trad itionally graded school . 

VII. PROCEDURES 

The deve lopment of this study included the f ollowing procedures :  

1. A study of s imilar and related studie s and the available 

l iterature pertaining to multiple-grade grouping. 



17 

2. Correspondence with personnel in systems that have attempted 

or are conducting multiple-grade grouping. 

3 . The deve lopment of adequate e valuative criteria .  

4. Se le ction of appropriate testing instruments to secure the 

desired data. 

s. O rganization of the exper hnental group into three units: one 

with students fran grades three and four ;  one wit h students 

from grades five and six ; and , one with students from grades 

three , f our , five , and six. 

6 . Designation of an adequate area from which to secure a random 

sample control group. 

7. Deve lopment of the criteria regarding the schools ,  teachers ,  

ages , sex, and intel ligence of students to be used in match­

ing the study groups. 

a. Selection of the students from the graded schools. 

9 . Administration of t he  Lorge-Thorndike Intelligence Tests, the 

California !!!! � Personality , and the Stanford Achieve­

ment Tests . 

1 0. Administration of the questionnaires for parents, teac hers, 

and administrators. 

11 . A statistical analysis of the data derived from the California 

� � Personality and the Stanf ord Achievement Tests using 

T-scores at the S per cent level of significance . 

12 . Drawing conc lusions re lative to the outcomes of this study . 

1 3 . Considering tmplications of the conclusions and making recon­

mendations that this study suggests relative to add itional 

research needed. 
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VIII . LIMITATIONS 

While every effort has been made to minbnize its effe ct , bias is 

not completel y  absent fran this study . Eff orts were made to util ize 

standard ized tests for securing data. This was poss ible in only three 

areas of concern . Subject ive data has been included in the study and 

the reader should be aware of the bias that this may poss ibly contain. 

Much of this subject ive data has been se cured fran pers onnel who are 

thoroughly acquainted with the mult iple-grade program . 

As f ar as pos sible,  persons not involved in a mult iple-grade program 

were rel ied upon to administer the various tests . Whereas the rand om 

sampling of the graded group of students involved nearly eighty s chools , 

it was bnposs ible to have the same person supervise the administrat ion of 

all tests .  In t hese schools , each classroom teacher administered the 

necessary tests to the student or students from her room who were part ici­

pants in the study.  

Due t o  the d ifferences in the school-year s ched ules of the school 

from which the multiple-grade groups were selected and the nearly eighty 

school s from which the graded groups were selected , it was not possible 

to secure d at a  of a bef ore-and-after type. While such data are des irable , 

it was pos s ible , under the circumstances ,  t o  secure test dat a  only at the 

close of the school year . This dat a  was subjected to a stat ist ical 

analysis . 

Another l imitat ion which needs to be cons idered , both in this study 

and in t hose reported in the preced ing pages , is the f act that more 

s ignif icant data can be secured from a long term study. It was not 
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poss ible , within the scope of this study, to include data from more than 

one testing. 

There are actually many schools in which a multiple-grade program 

is in operat ion . This study is lhnited in that it does not analyze the 

multiple-program, � !!; but rather , it cons iders the multiple-grade 

program within one school. The extent t o  which the many variables of a 

particular s chool affects a given program will l imit the s ignif icance of 

the results of this study for other schools . 

In sp ite of the limitat ions which have been identified , the study 

does serve to add add it ional data toward the solut ion of a perplexing 

problem and does ident ify addit ional aspects of the problem which need 

further consideration. 

IX. ORGANIZATION OF THE DISSERTATION 

Chapter I has been des igned to ident ify the problem relating to  

multiple-grade group ing and the hypotheses that this study has attempted 

to test . 

Chapter II is des igned to determine the ori gin of the various 

assumptions about grading , and to raise quest ions concerning the val id ity 

of those assumptions . 

Chapter III will des cribe the criteria and the procedures used 

in the select ion of test ins truments and the graded group . The criteria 

used in matching the multiple-grade group wit h  the graded group will also 

be discussed. The select ion and test ing of the groups will be explained. 



Chapter IV will begin the analys is of the test dat a  colle cted , 

and will be limited t o  that data re levant t o  academic achievement . 

20 

Chapter V wil l cont ain an analysis of the test d at a  relevant t o  

personal ity and s ocial devel opment . 

Chapte r VI is des igned to explore the att itude s of parents who 

have children in multiple-grade classes . 

Chapter VII presents the att itudes and opinions of teachers and 

administrators toward mult iple-grade group ing . 

Chapter VIII wil l  list the conclus ions that are drawn from the 

data and their anal yses ,  and will present a d is cuss ion of the impl icat ions 

of this study and recommendat ions f or  add it ional research. 



CHAPTER II 

REVIEW AND SYNTHESIS OF LITERATURE 

I. INTRODUCTION 

The f irst chapter of this study has sought to  establ ish the fact 

that multiple-grade grouping does exist , and exists t o  the extent where 

it is deemed feas ible to analyze its signif icance . This chapter seeks 

to point out why multiple-grade grouping or any of the other plans d if­

fering from the trad itional graded structure warrant cons iderat ion. The 

primary purpose of this chapter,  while presenting a histor ical overview 

of the conce pt of grad ing , is to cause one to challenge the val id ity of 

such practice in grouping children. 

II. ASSUMPTIONS AND PRACTICES 

S ince man is, to a large extent , the creature of the culture­

pattern into which he is born , it appears only natural that he should 

overlook the extent to which his ways of thinking and behaving are de­

termined for hbn. As the evidence of the anthropologist and the soc i­

ologist indicates , the institutions , customs , and sanct ions of any 

socity provide a framework of reference within which the individual ' s  

att itude t o  l ife is largely shaped. Such would seem to  be t he  case re­

gard ing attitudes toward and assumpt ions underlying the tradit ional 

grade grouping. 
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The f orce of culture is one of the most conservat ive and per­

sistent of al l forces. Some writers1 consider it to be the most effec-

tive deterrent to new ideas and progress . Though others may challenge 

this opinion , the present is  a product of the past. Bach society adorns 

the minds of its children after the tradit ional pattern , and in keeping 

with real or supposed needs . 

At the beginning of the nineteenth century , the whole weight of 

the philosophic tradition lay behind a system of school organizat ion 

which was logical , in the formal sense . A school system that separated 

knowl edge into its elements , studied them in the order of the ir logical 

c omplexity,  and postponed synthesis until the students were adults , was 

c ompl etel y consistent with a culture that hel d up as ideal the man who 

was in perfectly logical self-accord. A school with a graded system--a 

system of level s of difficul ty--was in complete agreement with a soc iety 

that had recently awakened to the powers of the Mind , a faculty to be 

exerc ised and cultivated through mental discipl ine . 

The phil osophical structure of soc iety was conduc ive to the develop­

ment of the graded school . 2 A society with many at the bottom and a few 

at the top f ound its educational anal ogy in a school organization that 

admitted many and graduated few ,  that put hurdles at each grade level, 

keeping back the less able and promoting the worthy. 

lc .  Wissler , Man and Cul ture (New York : The Thomas Crowell Co. , 
192 3) , pp . 1 83-1 84; J:-'MUihern , � History .2£. Education ( New York : The 
Ronal d Press Company , 1959) , p .  7ff .  

2R .  M .  Maciver , The Web of Government (New York : Macmillan ,  1947 ) , ---
Chapter s. 
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A graded school was consistent , too , with the idea of progress 

toward the "American ideal . "3 The class  system of Europe had been largely 

transplanted to the new colonies. To many the possibil ity of attaining 

the heights of education appeared to be the only way of realizing the 

American dream that al l men are created equal. 

A school that had students moving through grades of imperfection 

toward an ideal state of complete knowledge was consistent with a value 

system that had mankind climbing the ladder of imperf ect ion to an ideal 

of complete comprehension of the universe.4 Such an organization sue-

ceeded at bringing into itself a system of values that made those in the 

lower grades less worthy than those in the upper grades--a system that 

stratified children within grades according to their mental ability ,  and 

attached moral s ignif icance to the stratif ication. As a student mastered 

more difficult material , he was described as having progressed , having 

passed , having been promoted; he was in a higher grade , the upper school . 

If he was so unfortunate as to have been unable to master the new material , 

he was described as having failed, having been demoted; he was lazy , a 

dunce , a dul lard , a sluggard . 5 It is significant that these are essen-

tially terms of value , but that they are necessary for a.description of 

the graded system. 

3a. F. Butts and L .  A. Cremin , � History � Education £!! American 
Culture ( New York: Henry Holt and Company , 1 953) , p. 2 9ff. 

�. Curti , Growth � American Thought ( New York: Harper Brothers, 
1943) , p .  1 03. 

5A classic description of this is found in Thomas Hughes , Tom 
Brown's School Days (New York : E .  P. Dutton and Company , 1 91 9) . 
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Cubberley presented a comprehensive description of the evolution 

of the graded system within the United States . 6 The inf luence of the 

Prussian organizational system through the efforts of such individual s 

as Neef , Griscom , Woodbridge , Cousin , Stowe , Mann , and Barnard , among 

others , can be easily detected. The actual implementation of "forms" 

or grades began in the Latin schools of New England . The word "form" 

applied to a long bench on which a specific group or class of boys would 

sit . 7 The word soon became applied to a class or grade in school . 

During the nineteenth century , the schools experienced the transi-

tion in organization from years , through forms , to grades .  In the immediate 

post-Revolutionary period , children were taught individual ly , for the most 

part . The monitorial system exposed the apparent wastefulness  of individual 

tutoring and focused attention upon certain merits of large group instruc­

tion and upon the resultant economies of operation .8 Between 1 800 and 

1 850, when the common school became a real ity , the rapid increase in the 

size of school s compelled the teachers to develop some basis  for distribut-

ing the children .  A number of plans were attempted , but by the end of the 

Civil War distribution by grades was in general use . 9 

Another f actor in operation throughout the e ighteenth and nineteenth 

centuries that fostered the establishment of grades was the appearance of 

6E .  P. Cubberley , Public Education in the United States ( New York: 
Houghton Miffl in Company , 1934) , pp. 30o-3TS. ---

7Butts and Cremin , �·�·· p.  213.  

�ancaster stated the annual pupil cost at $1 . 06 in h i s  school , and 
Bell placed the cost at an even dollar.  See Adolphe E .  Meyer , An Educa­
tional History� !h! American People (New York: McGraw-Hill , 1957), p. 128. 

9Butts and Cremin , �·£!!. ,  p. 275 . 
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spelling,  reading, grammar and geography textbooks . Colburn's ar ithmet ic 

books were introduced in 1821.  Fifteen years later , The McGuffey Eclect ic 

Readers , graded through s ix levels ,  began their f ifty-year domination.10 

Soon, innumerable textbooks poured in upon the schoolmaster. The �pact 

that these books had upon the entrenchment of the grade system �s pointed 

out by Goodlad :  

T he  work considered appropriate for a given grade level 
determined th& content of the textbooks , and the content of the 
textbooks came to  be regarded as  appropriate for the grade .l l  

B y  the turn of the present century, the graded system had become 

universal in the publ ic schools .  Shearer observed that "the pendulum 

had swung from no· system to nothing but system."l2 Elementary schools 

extended f rom grade one through e ight , and high schools from grade nine 

through grades eleven or twelve . The d ivis ion of schools into grades 

appeared t o  be the normal school organizat ion, and half a century or more 

of acceptance in the United States had given it respectability. Each 

school had its specific program composed of selected bodies of knowledge 

and des ignated s ki lls  to be developed . These programs were to be mastered 

grade by grade; any student failing to do  so was not advanced through ,the 

grades .  Not too infrequently, students were retarded as much as three 

years in a grade . 

10see Alice McGuffey Ruggles , The Story of the McGuffeys (New York: - - -
American Book Campany , 1950) . 

1 1Goodlad and Anderson,  �· �., p.  47 . 

1�ill iam 3. Shearer , The Grad ing of Schools (New York: B. P .  
Smith Publ ishing Company , 1899)"," p .  21. -
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Throughout this period of devel opment , certain att itudes cont inued 

to be associated with grade grouping. "Grade" came t o  be associated with 

"grade standards"; students were pranoted or advanced fran grade t o  grade . 

A philosophic trad it ion had created the matrix from which prevail ing 

att itudes issued . 

IV. GRADED GROUPING IN A CHANGING PERSPECTIVE 

The historical period between the Civil War and World War II was 

marked by s ignificant changes and developments in philosphical , pyscho-

logical , and social points of view. 13 Accord ing t o  Reisner , every move-

ment for s chool reform during this period was aimed at the mechanical 

system fostered by the graded school . The impact , which these new con-

cepts had upon graded grouping , however, was one of modif ication rather 

than bas ic change . 

Some educators became vocal in their questioning of graded schools . 

The cluster of years about the turn of the century was marked by a number 

of experimental plans to break down established patterns of organizat ion 

in elementary s chool s . 14 In pract ice , however , none revealed any serious 

intention of restructuring the graded framework; rather , most were con-

earned primarily with improved methods of subject matter learning by 

1�. H .  Reisner , The Evolution of the Common School (New York: 
MaCMillan, 1930) , p. 428:--

------

l4por a descript ion of several of these plans see: George c. 
Kyte, The Princ ipal at Work (New York: Ginn and Company, 1941 ) ,  pp. 147-
153; Wl1Iard S .  Ellsbree and Harold J .  MCNally , Elementary School Admin­
istrat ion and Supervis ion (New York: American Book Company, 1959), pp . 
218-228. 

--- . 
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individual ized projects and with the separat ion of the more intellectually 

capable from the less gifted so that " . • • each group could proceed at 

its own rate ."15 Cons iderable progress has been made in pupil class if ica­

tion s ince the t ime of Boykin' sl6 analys is ; yet , one is aware that the 

majority pract ice has been shaped more by trad ition than by research data.  

Homogeneous Grouping 

One modificat ion of the graded grouping plan came partly as a re-

sult of the emphas is on mental test ing and partly as a result of the 

changes in the school populat ion brought about by the prevailing social 

forces . This plan , known as homogeneous grouping was an attempt to group 

children according to individual ability. Coxe ident ified the prevailing 

assumption when he stated: 

Psychologists and pract ical achoolmen al ike are fairly well  
agreed that the learning characteristics of  bright children and 
of s low children are distinctly d ifferent and that the ir ultimate 
educat ional needs are different , if not radically d ifferent . 17 

Academic Abil ity Grouping . Of the number of concepts which were 

developed about homogeneous grouping , the one most compat ible with the 

organizational plan then in effect was homogene ity of academic ability. 

This plan was given its f irst major trial during 1920 in Detroit , Michigan. 

The superior 20 per cent of the students were organized into X groups . 

l'sutts and Cremin , �· £!!. ,  p. S89 . 

163.  c. Boykin , "Class Intervals  in City Publ ic Schools , "  Report 
of the Commiss ioner of Educati on ,  Vol . 2 (Washington , D .  c., 1890-1891), 
p: 962 . -

17warren W.  Coxe , "The Grouping of Pupils ," The Grouping of Pupils , 
Thirty-fifth Yearbook of the National Society for t�Study of EdUcation , 
Part I (Bloomington , Ill inois: Public School Publ ishing Company, 1936) , 
p. 1 .  



The middle 60 per cent were organized into Y groups . The least able 

20 per cent were organized into z groups . 18 
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By 1938 the movement had becane widespread . Criteria other than 

mental ability had been added . Turney ident ified twenty-three criteria, 

which were be ing utilized singly or in combinat ions , for ass igning 

children into ability groups . 19 Turney presented one of the most 

elaborate just if icat ions of ab ility grouping t�t had been attempted . 

Raup, however , contended that ability grouping was found to be unten-

20 
able . In this same yearbook , Raup was supported by Alberty , Herap , 

and Re isner. 

One of the first major studies that quest ioned the wisdom of 

ability grouping was that of Alice Keliher .21 She ident if ied most of 

the arguments that became matters of widespread concern during the 

ensuing years . One of the most recent analys is of these arguments , with 

18For a detailed descript ion of the Detroit program see: Henry J .  
Baker , "The Psychology of Ability Groups and Impl ications for Instruc­
tional Different iat ion , "  The Grouping of Pupils , Thirty-fifth Yearbook 
of the Nat ional Society tor-the Study Of Education , Part I (Bloomington, 
Ill inois : Publ ic School Publ ishing Company , 1936) , pp . 155-160 . 

19 · Aust in H. Turney , .. The Psychological Bas is of Grouping," The 
Grouping of Pupils , Thirty-fifth Yearbook of the National Society for 
the Study-of Education ,  Part I (Bloomington , I l l inois : Publ ic School 
Publishing Company, 1936) , p .  86. 

20a. Bruce Raup , "Some Philosophical Aspects of Grouping,"  The 
Grouping of Pupils , Thirty-f ifth Yearbook of the National Society far 
the Study-of Education , Part I (B loomington , Illinois1 Publ ic School 
Publishing Company , 1936) , pp. 43-56 .  

21Alice Keliher , A Critical Study of Homogeneous Grouping, 
(Teachers Colle ge Contribution No. 452 , 1931). 
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supporting data , was made by Goodlad and Anderson . 22 

Burr ' s  study , conducted in 1931 , attacked the homogeneity of 

homogeneous groups . 23 Re pointed out that individuals are not t hemselves 

homogeneous in physical and mental traits nor in achievement in school 

subjects . More recently , Olson supported Burr ' s  content ion when he 

stated ,  ·�esearch on individual d ifferences has dispelled the not ion 

that children are alike ."24 Caswell indicated that attempts to maintain 

homogeneity by non-promotion d id not succeed .25 Add itional research in 

this and related areas has demonstrated the futility of achieving any 

significant degree of homogene ity among members of a group . Such re-

search has supported the fact that children grouped homogeneously on a 

criterion of general abil ity or achievement remain heterogeneous in the 

various subcategories of those factors as well as factors other t han 

ability . 

Chronological Age Grouping. The argumentat ive data against homo­

geneous grouping by non-promotion had a corollaryz grade standards were 

therefore bnpos s ible to maintain. This ,  coupled with the argument that 

2�oodlad · and Anderson, �· �. , Chapter 1 .  

2�arvin H. Burr , A Study of Homogeneous Grouping (Teachers College , 
Columbia Univers ity , 1931), pp . 5�56 .  

24willard c .  Olson ,  "Implications of the Dynamics of Instructive 
Groups , "  Dynamics of Instructional Groups , Fifty-ninth Yearbook of the 
Society for the StU4y of Education, Part II (Univers ity of Chicago Press , 
1960) , p .  271 . 

2'noll is L .  Caswell , Non-Promotion in Elementary Schools (Divis ion 
of Surveys and Fie ld Studies , George PeabodY College , Nashville , Tenn. , 
1933) . p .  19 . 
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modern s chools have broader purposes than were characteristic of schools 

in which grade standards were maintained , suggested that some neutral 

plan be developed . Such a plan was found in age grouping . 

Known as the "100 per cent promotion plan" or the "age-grade 

plan ,"  age grouping has achieved wide acceptance and is cons idered good 

practice in many school systems . It is open to the same fundamental 

critic ism that appl ied t o  homogeneous grouping--that hold ing one factor 

constant does not greatly reduce variat ions in other factors . Olson 

points out : 

Instruction cannot make all ch ildren al ike or bring them to the 
same point at a given age . To understand this fully, one must 
appreciate that children, even with the same experiences ,  grow at 
d ifferent rates and have different apt itudes for learning. 26 

Elsbree27 synthes izes the current arguments against age-grouping though 

these arguments contrad ict the support he presented for age-grouping a 

few years ago.28 

S ocial Maturity Grouping. A growing number of educators were 

giving increased attention to the social concept of educat ion. Out of 

this cons ideration came yet another criteria for seeking homogene ity 

in grouping. This was pointed out by Caswell when he stated : 

26willard C .  Olson ,  Child Development (Boston: D .  c. Heath and 
Company, 1949) , p .  1 23 . 

-----

27slsbree and MCNally , �· �. ,  pp . 253-256 .  

2�illard S .  Elsbree , Pupil Progress in the Elementary School , 
Practical Suggestions for Teaching , No. s (Teachers Col le ge ,  Columbia 
Univers ity , 1943) , pp. 32 , 33. 



The best basic unit of organization yet devised is the self­
contained c lassroom in which a group of children of approxhDately 
the same social maturity are grouped under the extended and con­
t inuous guidance of a s ingle teacher. 29 

This c oncept was expanded by Stratemeyer when she stated: 

Study of the concerns of children and youth ind icate that 
learners of approximately the same maturity have s hDilar needs 
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and interests . This suggests bringing t ogether children of about 
the same maturity regardless of exact chronological age , inte ll i­
gence , social , religious , or racial background . Maturity, as used 
here , is best def ined as a complex combination of factors for wh ich 
there is no standard formula except the best judgment of experienced 
persons . 30 

� Grouping. The thought of grouping by sex was a remote thought 

during the early years of American educational history . It was not until 

significant advances had been made in provid ing an educational experience 

for both boys and girls that the question of sex d ifferences was con-

s idered . When such cons ideration was given, it was assumed that girls 

differed in intelligence from boys . Although this assumpt ion was 

apparently supported by research , there is now found to be no well-def ined 

advantage f or e ither sex. Those d ifferences , which were assumed to exist 

by educators in the nineteenth century and which appeared to be supported 

by research , are now accepted as be ing more the results of test bias . 

Reviewing research that has been conducted in sex differences , Preaman31 

point s out : 

29aollis L .  Caswell , Education in the Elementary School (New York: 
American Book Company , 1942) , p .  240. -- ---

30plorence Stratemeyer , Developing a Curr iculum for Modern Living 
(Teachers College , Columbia University , 1947) , p .  370 . ---

31Harris , �· �. , pp. 1206 , 1207 . 
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1 .  There is no pr imary sex d ifference in average intell igence . 

2 .  There is a small d ifference in sub-categor ie s  of intell igence 

and in s chool ach ievement . Boys tend t o  perform better in 

the areas of mat hemat ics , nature study , science , hist ory , 

and l iterature . Girls tend to perform better in read ing , 

language , s pe ll ing,  and handwrit ing . 

3 .  There is s ignificant differences in interest s and att itude s .  

Though research has ind icated sex d ifferences in phys ical charac­

ter ist ics and gros s motor devel opment , 32 it has also ind icated a wide 

maturati on  rate within one sex . 33 Jones and Mus sen d is covered that 

early-maturing girls and late-maturing boys seem to have more problems 

than do late-maturing girls or early-matur ing boys . 34 While arguments 

may be presented f or grouping by sex , this as a s ole criteria appears 

unwise . 

Interest Grouping. While test data and observat ional records re­

veal the existence of sex d ifferences in interests , s uch support is 

rarely used t o  just ify interest grouping. In fact , most interest group­

ing in the e lementary s chool i s  done on a coeducat ional bas is . 

Ever s ince the impact made by John Dewey was first fe lt , atten­

tion has been given to the interest s of children. A review of the 

32Ibid . ,  pp. 685 , 686 . 

33ol s on ,  �· �· · Chapter II . 

34narr is , �· �· · p. 686 . 
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exist ing literature reveals mater ial that is both self-contrad ictory and 

confu s ing. There are writers , supported by research, who clahn that 

interests are s o  f leet ing and unre l iable that they mer it l ittle atten-

tion . Other writers , al so with support ing re search , claim t hat interests 

are stable enough to provide a bas is for educat ion.  Supe r ,  however , 

points out t hat interest-achievement corre lat ions have never been high ly 

s ignif icant . 35 It is important to point out that th is corre lation refers 

to group interest-achievement rather than to ind ividual interest-

achievement . 

Young indi cates that the var iabil ity of intere st s among ind ivid-

uals may be so wide that "group interests" can be ma inta ined only for 

relat ively short periods of time . 36 

While there is no quest ion that children do have interests and 

that these interests may be capital ized upon , some researchers are 

que st i oning the extent to which these intere sts have been formed by the 

soc ial milieu.  Mead37 has amply supported the fact that b oys are brought 

up in the male trad it ion of their culture , girls in the female trad it ion .  

The educati on and the experiences , therefore , of the sexes are unavoid-

ably d iverse . 

35tbid . ,  p.  7 31 . 

36oor is A .  Young, ''Factors Ass ociated With the Expres sed Science 
Interests of a Se lected Group of Intermed iate Grade Children , "  ( unpub­
lished Doctor ' s  thes is , N orthwestern Univers ity,  1956) , p. 1 07 .  

37Margaret Mead , Sex and Tempe rament in Three Primit ive Societ ies 
(New York : Wil l iam Morrow-ana-company , 1935)i Male and Female (New 
York : Will iam Morrow and Company , 1949) . 

---- ---
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From the fore going des cr ipt ions of the se plans , one c ommon plea 

can be noted--a restr ict ion on d ifferences . That restr ict ion may be 

based on mental age , chronol ogical age , soc ial matur ity , sex , interests , 

or any othe r  of a mult itude of factors . The as sumpt ion that cons iderable 

restrict ion is necessary , however, goes unchallenged and with it the 

assumpt ion that graded group ing of some s ort is necessary . 

V .  THE CASE PO R  GRADED GROUPING 

While graded grouping may be quest ioned in terms of twent ieth­

century data and ins ights , it must be remembered that graded grouping 

was a part of its t ime , c once ived in the knowled ge that was then avail­

able . At its incept ion , graded grouping was the means of exped itin g  

t he  best educat ion visual ized at that tbne . Whether i t  is adequate for 

the present century is be ing questioned . 

It must not be f orgotten that graded grouping was not out of 

harmony with t he  concepts prevail ing during its incept i on .  The extent 

t o  which those concepts are st ill val id may be used t o  just ify the con­

tinuati on of this pract ice . Whether those concepts are st ill val id is 

something which needs to be determined . 

VI . NEWER CONCEPTS IN PERSPECTIVE 

Twent ieth- century philosophical and psychological thought , to­

gether w it h  current interest in educational expertmentat ion provides 

the environment for quest ioning educat ional pract ice . Goodlad identi­

f ies f our sweep ing movement s against which any type of organizat ion now 
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needs to be viewed . These are : ( 1 )  Dewey ' s  method of systemat ic inquiry 

and reflect ion ,  which demanded that educat ional objectives be viewed in 

broader perspective ; ( 2) Research in human development which revealed 

that children d iffer not only physically , emotionally, and socially , 

but also intellectually ; ( 3 ) Research into the psychological effects of 

many school pract ices ;  and ( 4) Newer concepts in learning theory. 38 , 

These factors do  not d ictate a specif ic form of school organizat ion ; 

they do , however , force the questioning of prevailing pract ices and the 

examination of alternat ive structures . Multiple-grade grouping is one 

of these structures .  

A cons ideration of mult iple-grade grouping against these criter ia 

makes a plaus ible argument for the experbnental evaluation of this type 

of organizat ion. This is supported by the fol lowing cr iteria. 

Philos ophical Criteria. One of the s ignif icant changes dur ing 

the past twenty-five years , in philos ophical thought relat ing to educa­

tion ,  is the increased attent ion given to children as soc ial be ings . 

Today ' s  education is concerned with social learnings and the resultant 

behavior . If  children are t o  d isplay behavior adequate to a given s itua­

t ion , they need to face that s ituat ion with an adequate percept ion of 

the problem which const itutes that part icular s ituation .  Adequate per­

ception of a problem , in turn , requires a variety of experiences through 

which this perception is developed . 

38c;oodlad and Anderson , �· .£.!!• ,  p. 5 1 ,  52 . 
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Those who are concerned about inadequate behavior , and seek f or 

educat ional experiences that are conduc ive to the devel opment of probl em-

s olving or adequate behavior , d o  not ask f or homogene ity of fact ors to 

be present . 

Dewey ' s  concept of self-real izat ion ident if ies t his criteria . 

He states , "To real ize capac ity • • •  means t o  act at the he ight of 

act ion , t o  real ize it s full mean ing . " 39 If one factor of learning is 

the development of meaning and if , as Dewey postulates ,  mean ing ar ises 

through communicat ion , 40 then the e stabl ishment of a social framework 

for the teaching-learning pro cess appears to pr ovide the maxtmum environ-

ment for development . Mead maintains that knowledge is the recognit ion 

of universal s . 41 If this knowledge is to be pursued , it would appear 

to demand a variety of exper iences as a cond it ion f or the recognit ions 

of those universal s .  

The phil osophers would seem to requ ire , as far as grouping is con-

cerned , that such organization be able to foster a variety of experiences 

which are necess ary to enable the development of general izat ions from 

many particulars . This would tmply a greater fluid ity and flexib ility 

than is now characterist ic of grade grouping. 

39John Dewey, "Se lf-Real izat ion as the Moral Ideal , "  Philosophic 
Review, Vol . 2 ,  No.  6 ,  November 189 3 ,  p. 653 . 

40J ohn Dewey , Experience and Nature (LaSalle , Ill inois : The Open 
Court Publ ishing House , 1929) , p:-139 . 

41George M .  Mead , Mind , � ·  and Society (The Univers ity of 
Chicago Pres s ,  1 934) , p .  � 
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Developmental Criteria . Psychologists re cognize ind ividual d if­

ferences of kind as wel l  as ind ividual d ifferences in degree . Thus , the 

homogene ity of homogene ity undergoes furthe r attack . Educators must 

recognize that children d iffer not only in the ir general abil ity to learn 

but also in the sub-abi lit ie s  which comprise this general abil ity . To 

further compl icate the s ituat ion , educators must recognize that d ifferences 

in t he se sub-abilit ies are associated with d ifferences in c omplexes of 

exper ience . These complexes in interaction produce d ifferences in 

pattern , rather than d ifferences in degree . Add t o  this the understand­

ing that growth is saltat ory rather than uniform , and one come s  t o  the 

conclus ion that a type of organ izat ion which demands that ind ividual 

d ifferences be put on a s ingle s cale is in violat ion of current under­

stand ings . 

Psychological Criter ia .  While much of the psychological criter ia 

is to be cons idered in a d is cussion of the preced ing section ,  the con­

tribut ions of soc ial psychology and sociol ogy are of too great a value 

t o  be d ismissed . Increased attent ion is be ing given to the effect s of 

school pract ices upon personal ity development and academic achievement . 

It has been observed that when compet it ion is des ired , a restric­

ted range of d ifferences is necessary for effect iveness . The s ocial 

purposes of the modern e lement ary school , however , emphas ize the coopera­

t ive aspects of society , t oo .  One of the most important less ons of life 

that a child learns by as s ociating with children quite d if fe rent from 

h�self is that one must be able to get along in a world pe opled by 

persons who are quick or slow, bright or dul l , str ong or weak, wise or 
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stupid , � inf initum. 

Getzels states , "To the extent that the nature of the learning 

pr oces s  is affected by the nature of the soc ial interact ion , the selec­

t ion of pupil s will have an effect on what is learned . "42 Much attent ion 

has been devoted to the int ra-act ion within the group structure . Group 

dynamics is one of the newer concepts that have extens ive ramificat ions 

in the structure of a group. 

Some be l ieve that the present concern f or the group tends to 

lessen c oncern f or the ind ividual . Re isman43 and Whyte , 44 crit ics of 

American culture , have given attent ion to the relationship of the person 

to the group. B oth individual s have expressed concern ove r the patho-

logical impl ications of the level ing out of individuals within a group. 

While these crit ics are not re commending a return t o  ind ividual ism , 

they would suggest a reduct ion in the amount of personal dependency upon 

the group. Soc ial psychol ogists and soc ial philosophe �s are emphas iz ing 

the importance of accept ing and appreciat ing d ifference s .  This emphas is 

sugge sts that ind ividual s need to l ike one another more than they need 

to be l ike one another . 

42J acob W .  Getze ls and Herbert A .  The len , ''The Classroom Group As 
A Unique Social System , "  Dynamics of Instruct ional Groups , Fifty-ninth 
Yearbook of the National Society for the StUdy of Education (Univers ity 
of Chicago Press ,  1 960) , p. 56 . 

43oavid Re isman , The Lonely Crowd (New Haven: Yale Univers ity , 
1 950) . 

44william H .  Whyte , Jr . ,  � Organizat ion � (New York: Double­
day and Company , Inc . , 1 957 ) . 
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Educational Criteria .  The degree of importance ass igned to 

subject-mastery seems to determine the point of view he ld with regard 

to grouping. Those educators , however , who are interested in the 

total ity of learn ing experiences will not be control led by the l imita­

t ions that the subject-matter orientat ion imposes . Contemporary school 

pol icy emphas izes the importance of adjust ing school programs to par­

t icular soc ial and cultural circumstance s .  The interact ion of pe ople 

and groups in a soc ial milieu is a pr imary source of the needs of those 

ind ividual s .  I f  cont emporary education is to meet those needs , it 

appears reas onable t o  as sume that the solut ions will be more effective 

when devel oped in that milieu . 

The twent ieth century is replete wit h  learn ing the ories , many 

exhibit ing wide variat ions in interpretat ion .  Most of these theor ies , 

however , tend t o  converge on the convict ion that educat ion has re spons i­

bilit ies which trans cend the mere impart ing of knowledge . The chief 

respons ibil ity appears to be the deve l opment of the ind ividual . Desperate 

searches are being conducted to d iscover methods that will meet each in­

d ividual where he is and will enable him t o  advance at his own rate to 

the maximum of his potent ial . The fact is , however , that only a meager 

beginning has been made to create the cond itions within the school that 

wil l do this . 

Administrat ive Criteria .  Mu lt iple-grade grouping, othe r  than in 

rural school s , has not been tested in enough s ituat ions t o  state def i­

nitely that it violates sound adm inistrat ive criteria .  Graded grouping 



is supported administrat ively because it appears to meet the cr iter ia 

t hat it be s hnple , object ive , defens ible t o  the public , and cons istent 

wit h  current needs .  Whe re the administrat ion of multiple-grade groups 

is called hnpract ical , the attack must be based more upon a theory of 

learning than upon the necess itie s  for pract ical clas sroom administra­

tion . 
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Multiple-grade grouping is s imple in that it d oe s  not requ ire a 

battery of tests or other devices to determine the select ion . It could 

appear much less s ub ject ive if the bases for grouping were made known 

to the public . Preced ing d iscuss ions would ind icate that it could be 

defended as be ing in harmony with modern educat ional emphases .  

As suming that a teacher spends the bulk of her t hne work ing with 

children as individual s and in small groups , multiple-grade grouping does 

not add s ignif icant ly t o  the var iab il ity of her clas s . Such a class , 

however ,  al l ows f or  greater fluid ity and f lexibility of grouping , and 

is appropriate t o  a class that has many d ifferent purposes .  

No administrat ive change will aut amat ically improve the teaching­

learning proce s s . Administrat ive changes affect administrat ive problems . 

Multiple-grade grouping is , therefore , no ut opian panacea f or problems 

of curriculum and instruct ion.  It does appear t o  of fer a framework 

within which a teacher or a school can m ore effe ct ive ly meet t oday ' s  

educat ional demand s .  A most urgent need is to l ook beyond the conf ines 

of exist ing patterns t o  patterns which might exist . 



CHAPTER III 

PROCEDURES AND SOURCES OF DATA 

I .  INTRODUCTION 

This chapter is des igned to ident ify the criteria and the pro­

cedures used in the select ion of the groups t o  be studied and the in­

struments with which t o  study them. Chapter II d iscussed the need for 

add it ional research in the area of class organization .  Graded grouping 

was challenged on the bases that it no longer meets the cr iter ia for 

organizat ion which the present century has establ ished . Multiple-grade 

grouping is cons idered t o  be more in harmony with those criteria than 

many plans now in operat ion . This chapter will describe the mult iple­

grade group which was used in this study , and the steps which were taken 

to make t he study as s ignificant as poss ib le .  

II . THE SELECTION OF GROUPS 

The manner in which the mult iple-grade group was ident if ied or 

structured will be described on page 44 • The actual select ion of the 

s ingle grade group d id not occur until just pr ior to the time established 

to secure the research data.  None of the students or teachers in e ither 

the multiple-grade group or the single grade group were aware of the 

study until the latest pos sible moment . The dec is ion for this delay 

was t o  limit the psychol ogical and funct ional variables which such 

knowledge tends to create . The data,  which this research s ought to secure , 

were des ired to be as close to a normal s ituat ion as was poss ible . 
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Criter ia used t o  match the mult iple-grade group with the s ingle­

grade group included the grade , sex, age , and I .  Q .  of the student ; the 

profes sional prpearation and teaching experience of the classroom 

teacher , and the socio-economic status of the school . 

A data sheet was prepared in the Spring of 19 60. (See Append ix 

I ) . This sheet identified each member of the mult iple-grade group by a 

code number ,  grade level to which he was assigned , sex, age , I .  Q . ,  and 

the profess ional preparation and teaching experience of his classroom 

teacher . To insure the anon�ity of the students part icipat ing in this 

study , no one person had access to the names of the students in both 

groups . 

The data sheet described in the preced ing paragraph, accompanied 

by a letter to each part icipat ing teacher ( see Appendix II) , and post­

cards ( see Append ix III) to be used for the identif icat ion of the students 

selected were then mailed to the principal of each school selected from 

the Chattanooga and Hamilton County school systems . Dr . John Letson ,  

then Superintendent of the Chattanooga school system, and Mr . Sam 

McConnell , Superintendent of the Hamilton County school system had pre­

viously notif ied the principals of the �pending study and had s ol icited 

their cooperation. A letter to the principal ( see Appendix IV) was in­

cluded with the above described packet , explaining the nature and purpose 

of the study and the extent to which his cooperat ion was des ired . 

According to the plan establ ished , if the pr incipal was willing to 

cooperate in the study , and had a teacher on his staff who could be matched 

with a teacher from the mult iple-grade group, this pr incipal was requested 



to give a packet of materials to such a teacher . Each principal was 

suppl ied with four packets in the eventual ity that four members of his 

staff could be mat ched with the different teachers of the multiple­

grade group. 

In the event that a principal was will ing to cooperate and had 
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one or more teachers who could be matched with teachers from the mul­

tiple-grade group, a letter was prepared for that teacher . At all t hnes 

cooperat ion was a voluntary matter .  No principal was required t o  par­

ticipate . No teacher was required , nor were any students to be selected 

against their wishes . I f ,  however , a teacher were will ing to cooperate , 

and she could secure one or two students who could be matched with 

students from the multiple-grade group , she was to return the pre-pr inted 

postcard after includ ing the necessary data. 

Upon receipt of this pr inted postcard by the researcher, all fur­

ther correspondence occurred between the re searcher and the classroom 

teacher . A packet , identif ied only by the code number ass igned t o  a 

part icular student and containing appropriate achievement and personality 

tests , was returned to the teacher . Complete instructions f or  the admin­

istrat ion of these tests were also  included . ( See Appendix V . )  The 

dates for the administration of the tests provided a degree of lat itude 

for the teacher ' s  own convenience , yet were l �ited so that all tests 

were administered within the span of f ive days . 

When the tests were completed they were returned to the researcher 

for scoring and tabulat ion of data. These data const itute a s ignif icant 

port ion of this study . 
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Very few pr incipals decl ined their cooperat ion in this study . Not 

every pr inc ipal was able to match teachers on his staff with teachers 

from the mult iple-grade group. Even in those cases where such matches 

could be made , not every teacher was able to f ind one or two students 

within their classrooms who could be matched with students from the 

multiple-grade group . 

In a number of instances , ch ildren from the mult iple-grade group 

were matched several t imes with children from the single-grade group. 

This duplicat ion of effort actual ly proved valuable when some teachers 

from the s ingle-grade group failed to return the ir test materials , or 

some test materials were inval idated due to incorrect procedures of ad­

ministrat ion ,  among other factors . 

The analys is of the data thus secured from the evaluat ive instru­

ments will be presented in subsequent chapters in this study . 

II I .  THE GROUPS 

Multiple-grade Group . The establishment of the multiple-grade 

group was , partially , administrat ively arbitrary . The students selected 

for this study were members of the Arthur w .  Spald ing Elementary School 

at Collegedale , Tennessee . This school is the campus laboratory school 

for Southern Miss ionary Col lege and is located in a rural environment 

close to Chattanooga, Tennessee . The enrollment of the school was 

approximately two hundred students in grades one t o  e ight . Grades one 

to s ix were organized into multiple-grade classes , though only grades 

three to s ix  were employed in this stndy. 
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The mult iple-grade group utilized in this study was actually com­

posed of three sub-groups .  One of these unit s  included students from 

grades three and four. A second unit included students from grades f ive 

and s ix.  The third unit included children from grades three to s ix .  

This type of organizat ion was not des igned for t he  purposes of 

this study. Such organizat ion has existed in this particular school for 

more than twenty-f ive ye ars . A number of ind ividuals taking their pro­

fess ional training at Southern Miss ionary College would be teaching in 

rural schools , or in mult iple-grade schools within urban areas . To 

serve the needs of these individuals in the ir practice teaching , the 

Arthur w .  Spalding School has operated a continuous multiple-grade pro­

gram . Only within the last three years have single-grade unit s become 

a part of this school ' s  organization . 

Students within the two units made up of grades three and four , 

and grades f ive and s ix were there by administrat ive ass ignment . Most 

of the students within these two units had had previous experience in a 

mult iple-grade unit or class . Only those students with such experience 

were included in th is study. 

Students attending a multiple-grade class for the f irst time were 

not included in this study. If it had been poss ible to administer the 

evaluative instruments both at the beginning and at the end of the 

school year , these students would have been included . A much more 

significant analys is could have been made of the total effect of mul­

tiple-grade grouping under such conditions . Whereas , such optimum 

testing cond itions were not available , only those students were selected 
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who could be tested for a cumulat ive effect of mult iple-grade grouping.� 

Two years of mult iple-grade experience were cons idered minhnal for the 

purposes of the study. Many students had as much as s ix years ' experi­

ence in multiple-grade classes . 

The members of the third unit , grades three to s ix ,  were members 

of this group pr imarily through parental request . Only in a few instances 

were children ass igned t o  this roan by the administrat ion. Such ass ign­

ments were made in an effort to maintain a balance between grade levels 

and sexes represented in this unit . These three units , described above , 

comprise the mu lt iple-grade group used in this study . 

This multiple-grade group is not a normal population sampling. 

Due to the proximity of Southern Miss ionary College , a large number of 

students come from the homes of college faculty members , staff and 

students . The mean I .  Q .  for the group included in this study was 

112 . 3 .  By matching these student s in the mult iple-grade group with 

students from a number of s ingle grades throughout the two school 

systems mentioned , it was felt that the I .  Q . ' s  of the two groups could 

be more sat isfactorily equated . As a result , the mean I .  Q .  of the 

s ingle-grade group was 1 12 . 6 .  The difference of three-tenths of one 

point between these two means is not cons idered significant . 

One of the strengths in us ing this multiple-grade group rather 

than one organized exper imental ly for this study lies in the fact that 

the students were already accustomed to this type of grouping, and the 

teachers were experienced in working with such groups . In other studies 

conducted , ne ither the students nor the teachers knew what to expect . 
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It must be pointed out , however , that this multiple-grade group 

was not organized on an experimental bas is . Neither the students nor 

the teachers in th is mult iple-grade group were aware of the data to be 

collected for this study. No  instructions were given at the beginning 

of the school year , or at any later date , regard ing spec ial teaching 

techniques to be employed in the multiple-grade clas ses . 

The fact that this mult iple-grade group was not organized in such 

a way to consciously exp loit the potentials of this type grouping has 

already been recognized as a weakness . By the same token , it is a 

strength in that the study reveals what is being accomplished in a rela­

t ively normal s ituat ion. 

Classrooms in which these multiple-grade classes operated were 

equipped with  a wide range of instructional materials . Each room had , 

at a minimum , materials and aids comparable to two s ingle-grade classe s .  

All furniture was movable enabl ing the teacher to arrange any type of 

sub-grouping d ictated by the experience in which the students would be 

engaged . Sufficient flexibil ity existed so that materials which were 

not a part of the regular clas sroom inventory could be secured in a 

matter of moments . 

Teachers were encouraged by the administrat ion to d isregard 

grade l imitat ions in favor of individual development . Organization 

within the school was such that the entire faculty was made acquainted , 

periodically, with the progress of each child . Children pos ing problems 

for a part icular teacher were cons idered by the ent ire school staff . 
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A number of children were transcend ing grade levels in the work 

they were doing . A given student might be working with materials from 

three d ifferent grade levels . These accommodations to the needs of in­

d ividuals were not made without res istance , though. Res istance came 

largely from the s chool board in its attempts to �plement policies of 

the school system. 

Though a teacher might have two or more grades represented tn her 

room and she was respons ible to sat isfy the demands of the school system 

by teaching specif ied content , she was encouraged to combine c las ses 

wherever possible . An example of this may be seen in a teacher having 

four grade levels represented in her c lassroom. It had been suggested 

that she d isregard the grade level to which a part icular student was 

assigned , and that she regroup children on the bas is of the ir proficiencies 

and needs . She might , in one instance , combine all four grades int o one 

group; in another, she might subdivide the grades int o  more than four 

groups . 

Such a procedure necess itated a departure fran tbe traditional 

method of utilizing textbook facilit ies . It meant suff ic ient preplanning 

to s chedule act ivities in such a manner that more efficient correlat ion 

ensued . It  meant such radical departures from custom as t o  proceed 

from front t o  back in one book while proceed ing from back to front in 

another . In most instances , however, it meant an eclect ic approach to 

teaching materials .  

When presenting new material to one group, the teacher of the 

mult iple-grade class could eas ily use that occas ion f or reviewing that 
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able ass istance in presenting new concepts to members of the group. 
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In the multiple-grade class , students were encouraged to work 

with each other , especially the older and the younger . Many t imes this 

was not as effect ive as it might have been due to insufficient teacher­

pupil planning. Teachers were also somewhat apprehensive of parental 

criticism when students reported that they had not recited t o  the 

teacher but had worked with a peer most of the day.  Nevertheless , 

teachers of multiple-grade classes do have a greater potential of student 

ass istance than teachers of s ingle-grades . 

The abil ity to work independently is of greater premium in the 

multiple-grade class than in the s ingle-grade clas s .  The fact that 

several grade levels are represented l imits the number of occas ions when 

the teacher can work with the class as a s ingle unit . The very nature 

of the classroom organization forces her to abandon the sense of security 

to be found in the tradit ional method of all students performing the same 

task at the same time . 

Sometimes teachers expressed concern about the variety of s imul­

taneous activity occurring in the classroom. Even to those experienced 

in mult iple-grade teaching, moments of bewilderment were apparently 

confronted as these teachers res isted the democrat ic processes in favor 

of the security which autocrat ic teaching seemed to afford . 

Due to the fact that relat ively extens ive sub-grouping was neces­

sary in the multiple-grade class , students were required t o  govern their 

own course of act ion while the teacher was busy elsewhere . Work could 
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be done independently or in small groups . Another alternative was that 

a student could l isten t o  and observe the performances of others in the 

classroom ,  even though these performances were not at his part icular 

grade leve l .  At ttmes , teachers permitted students to join any group 

in the pursuit of an act ivity that was of interest to them. Such oppor­

tunities are sharply limited in a s in�le-grade class . 

All too frequently , though, these teachers missed the opportunities 

by which they could have met the crite�ia of good grouping presented in 

Chapter 1 .  ln some instances these opportunit ies were pr obably sacrif iced 

to allay the pressures which they felt would emanate , or because no 

def inite philosophy of multiple-grade teaching has yet been art iculated . 

To be remembered throughout this study is the fact that the mul­

tiple-grade group ut ilized does not represent the ideal . As yet , the 

ideal in multiple-grade grouping awaits def inition.  What is represented , 

however , i s  a relatively normal performance of mult iple-grade teaching 

in an environment where the prices of inadequate materials and poor 

qual ity teaching are not exacted . It is this type exper ience that is 

be ing tested . 

S ingle-grade group . Students in the s ingle-grade group approxi­

mate a random sampling of the population , within the limits described . 

earlier in this study. Tests were administered to more than one hundred 

students from the more than eighty schools in the Chattanooga and 

Hamilton County, Tennessee , school systems . These students had been 

matched with students from the multiple-grade group as described in 
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Chapter I .  O f  the tests returned , only sixty-eight were used in the 

study. Some were elbninated due to improper administration of tests , 

insuff icient data returned, transfer of the multiple-grade student with 

whom the s ingle-grade student was matched , or duplicated test returns 

when more than one student from the single-grade group was matched with 

a student from the multiple-grade group. In those instances where more 

than one s ingle-grade student was matched with a multiple-grade student , 

the test results bearing the earl iest post mark were used for the study. 

The purpose in se lect ing students from many s chools rather than 

the selection of a specific s ingle-grade class was to produce as close to 

a random sampling as poss ible and yet maintain a homogene ity o� I .  Q . ' s  

between the two groups . In securing a random sample , it was bel ieved 

that such undes irable var iables as teacher strengths and weaknesses , 

socio-economic factors , and cultural factors would have negl igible 

effects upon the overall results . 

Other controls which were effected in match ing students in the 

mult iple-grade group with those in the s ingle-grade group included : 

1 .  Teacher exper ience . To minimize the bnpact of the strengths 

and weaknesses of part icular teachers on the results of 

this study , students for the s ingle-grade group were 

selected from clas srooms ma intained by teachers who were 

comparable in professional preparation and years of 

teaching experience to that of the teachers of the multi­

ple-grade group . In each instance the teacher of the 

s ingle-grade group had to possess the same or comparable 
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profess ional degree , and to have had no greater than three 

years difference in teaching experience from that of the 

teacher in the multiple-grade group with wham she was being 

matched . This lbnitat ion increased the d ifficulty of 

securing matched pairs , but it minimized the influence 

which teacher education and experience would have had upon 

d ifferences in the results . The test returns of s ix  stu-

dents from the single-grade group were d isqualified through 

failure of the school principal or the classroom teacher to 

meet the above criteria. Fifty-seven d ifferent teachers 

from the single-grade group were matched with the three 

teachers of the multiple-grade group. 

Another control of this variable was in the arbi-

trary l imitat ion of the number of students from any partie-

ular s ingle-grade class to two. It was poss ible that one 

teacher could have matched a larger number of students from 

the multiple-grade group with students in her classroom. 

This , it was bel ieved , would have s ignif icantly influenced 

the test results of that particular grade level in terms of 

that teacher's  specific strengths and weaknesses . 

2 .  Socio-economic Factors . To lbnit the influence of extreme 

differences between the socio-economic levels of the school 

from which the multiple-grade group was selected and those 

from which the s ingle-grade group was selected , a number of 
-

schools from Chattanooga and Hamilton County were el hninated 
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from the study . The criteria for this el imination was sub-

jective , but included the counse l of E .  S .  Chace , Director 

of the Arthur W .  Spalding School , and individuals acquainted 

with the various schools of the above named school systems . 

3 .  Sex .  Research conducted by Olson ,  Terman , Goodenough,  and 

others1 has established the fact that there is a d ifference 

in the rate of maturat ion between boys and girls . In 

Chapter II of this study, Freeman' s  f indings that such dif-

ferences do have some effect upon school achievement were 

cited . 2 To l imit this variable , as far as poss ible , students 

from the multiple-grade group were matched with  students in 

the single-grade group by sex. Table I presents a break-

down of the sexes by grades .  There were 33 girls and 35 

boys in grades three to s ix used as subjects in this study. 

Another determinant affecting this dec is ion was the 

sociological data presented by such researchers as Benne­

d ict3 and Dollard4 ind icating that some academic achievement 

was cultural ly influenced accord ing to sex . 

1For a review of the results of many invest igat ions , see s Anne 
Anastas ia , "The Nature of Psychological Traits , "  Psychological Review, 
LXX ( 1948) , 127-138 . 

2aarris , �· cit . , 1206 , 1207 . 

3auth Benned ict , Patterns of Culture (Boston: Hought on Mifflin 
Company , 1934) . 

4John Dollard , Criter ia for the L ife Hist ory (New London: Yale 
Univers ity Press ,  1935) . 

--- --- ----
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4 .  Age . While it is generally agreed that there is wide varia­

t ions among individuals of the same chronological age , it 

was bel ieved that such variat ions could be minUnized if 

students fran tbe two groups could be matched by age . A 

t olerance of s ix months was allowed between tbe ages of 

students from tbe multiple-grade group and the ages of those 

matching students fran the s ingle-grade group. The mean age 

for the multiple-grade group was 10  years and 7 months . The 

mean age f or  the s ingle-grade group was 10 years and 3 months . 

The correl at ion between the se ages and ach ievement appears 

higher as a result of age be ing used as a criteria f or  

matching. Table II present s a comparison of the ages f or  

each pair of matched students . 

TABLE I 

SEX OF SUBJECTS FROM MULTIPLE-GRADE AND SINGLE-GRADE GROUPS 

MULTIPLE-GRADE SINGLE-GRADE 

Girls Boys Grade Girls Boys 

3 ,  4 8 14 3 8 13 

5 ,  6 15  12  4 4 6 

3 - 6  10  9 5 11 7 

Totals 

6 10  9 

33 35 33 35 

5 .  Intelli�nce Quotient . Recogniz ing that a child may have 

more than one I .  Q. , it was , nevertheless , deemed bnportant 

that the children in the two groups be matched in terms �. 
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AGE OF SUBJECTS FROM MULTIPLE-GRADE AND SINGLE GRADE GROUPS 
EXPRESSED IN YEARS AND MONTHS 
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Code Mult iple- Single- Code Multiple- S ingle-
Number Grade Grade Number Grade Grade 

1 01-201 8- 1 0  9-1 144-244 10-10 11-4 
102-202 9-8 9-5 145-245 1 1-10 12-2 
103-203 10-5 9-11 146-246 12-5 12-3 
104-204 9-5 9-5 147-247 12-5 12-0 
1 05-205 9-1 8-7 149-249 11-5 12-0 

106-206 9-5 9-7 150-250 11-7 11-9 
107-207 9-7 9-2 151-251 11-5 11-7 
108-208 9-6 9-8 152-252 12-0 11-10 
11 1-211 9-3 8-9 153-253 11-6 12-1 
112-212 1 0-9 10-3 154-254 1 1- 3  11-6 

113-21 3  9-9 9-5 155-255 12-9 12-6 
11 4-214 9-5 9-6 156-256 11-4 11-8 
116-21 6 8-8 B-11 157-257 tl-8 11-7 
117-217 9-3 9- 1 158-258 11- 3 12-0 
118-2 18 1 0- 3  9-9 159-259 . 11-5 12-3 

119-219 1 0-0 9- 6 160-260 1 0-0 9-8 
121-221 1 0-8 10-2 161-261 9-9 9-6 
123-223 1 0-8 10-4 162-262 8-7 9-0 
124-224 10-11 11-3 162-263 9-11 9-7 
125-225 1 0-6 10-6 164-264 8-4 8-9 

126-226 1 0-8 10-2 165-265 9-5 9-11 
127-227 10-4 10-1 166-266 9-9 10-0 
130-230 1 1-3 1 1-4 167-267 9-8 9-6 
131-231 · 1 1-5 11-2 169-269 9-9 9-6 
132-232 11-6 11-1 170-270 10-9 10-7 

133-233 1 1-3 11-5 171-271 12-0 11-7 
1 34-234 1 1-8 11-6 172-272 10-10 1 1-2 
137-237 10-3 10-7 173-273 11-9 11-6 
138-238 1 1-1 10-8 174-274 1 1-7 11-10 
1 39-239 11-10 11-8 175-275 11-8 11-7 

140-240 12-0 1 1-7 176-276 12-3 12-6 
141-241 11-6 11-10 177-277 12- 1  12-6 
142-242 11-5 11-1 178-278 11-5 11-0 
1 43-243 1 1-8 12-2 179-279 11-11 11-11 
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general intell igence . Be cause it is pract ically imposs ible 

to d iscrbninate performance differences between I .  Q . ' s  of 

less  than f ive points spread , a f ive-point degree of t olerance 

was permitted when matching the students for this study. 

The I .  Q . ' s of each matched pair of students ,  as measured 

by the Large-Thornd ike Intell igence Tests , are presented in 

Table III . The mean I .  Q .  of the multiple-grade group was 

1 12 . 3 ; that of the single-grade group was 112 . 5 .  

6 .  · Grade Placement . One add it ional l imit ing factor was employed 

in the mat ching of the students from the two groups . While 

the multiple-grade group was organized on a d ifferent bas is 

than the s ingle-grade group , the grade structure was not 

entirely limited . Many of the teaching-learning experiences 

transcended grade l ine barr iers ; yet , the major port ion of 

the student ' s  work was performed within the limit ing bound­

aries of grade placement . Much of the academic materials 

which was used by the students in these multiple-grade units 

was determined by grade level . Though the mult iple-grade 

organizat ion afforded many opportunit ie s  for students to 

cross grade boundaries , those boundaries ,  nevertheless , were 

there . The subjects of this study were , therefore , matched 

according to grade placement in add it ion to the other factors 

al ready ident if ied . 
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TABLE III 

INTELLIGENCE QUOTIENTS OF SUBJECTS IN MULTIPLE-GRADE 
AND SINGLE-GRADE GROUPS 

Code Multiple- Single Code Multiple- Single-
Number Grade Grade Number Grade Grade 

101-201 98 101 144-244 123 120 
102-202 110 108 14.5-245 112 112 
103-203 94 96 146-246 104 101 
104-204 100 100 147-247 92 96 
105-205 115 115 149-249 91 91 

106-206 99 101 150-250 110 107 
107-207 116  119 151-251 97 99 
1 08-208 110 111 1 52-252 110  108 
111-211 115 112 153-253 1 04 106 
112-212 118 11 3 154-254 110 114 

113-213 130 131 155-255 1 14 111 
114-214 107 110 1 56-256 99 103 
116-216 101 104 157-257 131 136 
117-217 130 125 158-258 102 101 
1 18-218 122 120 159-259 130 130 

119-219 120 116 160-260 100 103 
121-221 131 1 31 1 61-261 1 01 106 
123-223 126 125 162-262 103 109 
124-224 1 15 118 163-263 1 33 130 
125-225 89 86 164-264 lOS 110 

126-226 120 122 165-265 119  118 
127-227 116  11 3 1 66-266 108 106 
130-230 131 1 30 1 67-267 82 86 
131-231 116  111 169-269 142 138 
1 32-232 107 106 170-270 lOB 109 

133-233 125 128 171-271 1 07 110  
134-234 104 104 172-272 119 121 
137-237 122 123 173-273 1 09 109 
1 38-238 127 132 174-274 113 115 
139-239 125 123 175-275 121 119 

140-240 103 106 176-276 116  120 
141-241 98 95 177-277 133 132 
142-242 108 104 178-278 151 146 
143-243 81 81 179-279 108 113 
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IV . EVALUATIVE INSTRUMENTS 

The criteria established for the se lect ion of the evaluat ive in-

strument s included val id ity ,  e ase of administ rat ion ,  ease of interpreta-

t ion ,  e c onomy , and ob je ctivity . It was hnpos s ible t o  s ecure pure ly 

obje ct ive dat a  in a l l  the areas from which dat a  were de s ired . Sub ject ive 

evaluat ive dat a were , therefore , included in t he  s tudy . Such subjective 

data are cons idered s ignif icant in t hose areas in which att itudes and 

op ini ons are be ing measured . 

F ive instruments were used to secure the data for this stud y .  

Three o f  these instruments were commerc ial ly prepared standard ized tests 

that seemed best ab le t o  provide the dat a  des ired . The othe r two instru-

menta were de s igned f or the purpose of this study . A des cr ipt i on of 

these inst ruments and the administrat ion of such i s  given bel ow. 

Inte l l igence !!!!· The Lorge-Thornd ike Inte l l igence Test s , 1 95 7  

ed it ion , 5 were used to match the students i n  the s ingle-grade group w ith 

those in t he multiple-grade group . The fact that the se tests were in 

current use throughout the two school systems from which the s ingle-grade 

group was to be se lected met the criteria of economy. The d ata f r om  

these tests were immed iately available f or the study , t hus s olving the 

problem of adm inistrat ion .  The ava ilabil ity of t his data exped ited 

the matching of t he st udents from the mult iple-grade and s ingle-grade 

groups . Whereas two other ser ies of inte ll igence te sts were used by 

5I rving Lorge and Robert L .  Thornd ike , The Lorge -Thornd ike Inte l-
l igence Test s (B oston: Houghton Mif f l in Campa� 1 957) . 

-----
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the Arthur W.  Spald ing Elementary School , from which the multiple-grade 

group was selected , it was necessary to administer the Large-Thornd ike 

Intelligence Tests to this group for the study. 

Form A of this test was used for all students ;  Level 2 ,  a non-

verbal battery was used for students  in grade three ; Level. 3 ,  a verbal 

battery, was used f or students in grades four through s ix.  The items 

in these tests , f or the most part , deal with relat ionships . In answering 

them, a pupil is required to f ind a principle and then apply it . The 

tests are des igned to measure reasoning ability. 

The val id ity of an inte lli19nce test is more d iff icult to evaluate 

than its rel iabil ity. The Examiner ' s  Manual6 presents a very l bnited 

number of stat istics on validity , recording the correlat ions wit h  three 

other well-known group tests of intelligence as . 77 ,  .79,  and . 84 .  The 

three other tests are not identif ied . A more extens ive d iscus s ion is pre-

sented on the "rat ional" val id ity of tba test , drawing attent ion to the 

fact that the test contains what the authors cons ider a good test should 

contain .  While the pred ictive value of a student ' s  achievement by these 

tests may be quest ioned , it is believed that the Large-Thornd ike Intelli-

gence Tests perform an adequate funct ion in evaluat ing verbal and non­

verbal reasoning.' Freeman ident if ies this intel ligence test as one of 

the best for group test ing. 8 

6Examiner ' s  Manual : The Large-Thorndike Intel ligence Tests (Boston: 
Houghton Miff lin Company , 1957) , p .  1 4 .  

7Frank Freeman , "The Large-Thornd ike Intelligen.ce Tests , "  Fifth 
Mental Measurements Yearbook, Oscar K. Buros (ed . )  (Highland Park, New 
Jersey: The Gryphon Press , 1959) , p .  353. 

8 �- · p .  350 . 
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After the tests were administered to the students in the multiple-

grade group , the I .  Q .  scores were compared with the scores in the 

students ' permanent records .  In those instances where there was a varia-

t ion of more than f ive points between the I .  Q .  s core obtained from the 

Large-Thorndike Intelligence !!!! and the I .  Q .  scores recorded in the 

student ' s  permanent record , that student was not included in the study . 

The data for the other children were compiled and included with the 

other information on the data sheet described above . 

Achievement Test . The Stanford Achievement Test9 was selected to 

measure the des ired areas of academic achievement . This test was regularly 

used in the systems from which both the multiple-grade and the s ingle-grade 

groups were chosen . The many ind ividuals who were needed t o  assist in the 

administration of the test were already famil iar with the instrument . The 

students , also,  were accustomed to the f ormat of this instrument . For 

reasons of e conomy and ease of administrat ion , therefore , the selection 

of the Stanford Test was a l ogical one . 

·The l imitat ion of any nationally standard ized test was cons idered 

before such an instrument was chosen. One of the general weaknesses of 

the dat a  in this test is brought into focus when an examinat ion is made 

of the contents of the test as compared with the curriculum of the par-

t icular grades and groups involved in the study. It was hnposs ible , for 

the purposes of this study, to construct an instrument of any reasonable 

9Truman L. Kelley,  et al . ,  Stanford Achievement Test (Yonkers-on-
Hudson ,  New York: World BookiCompany, 1953) . 

----
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degree of val id ity to meet the var ied curricula of the systems--rural 

and urban, traditional and progre ss ive--from which the groups used in 

this study emanated . 

The authors of the Stanford Test , while c it ing no statist ics on 

the validity of the instrument , present an extens ive d iscuss ion regard ing 

the standard izat ion and construction of the test . Emphas is is given the 

fact that the content " • • •  was selected on the bas is of a thorough 

analys is of the most widely used series of elementary textbooks in the 

var ious subjects ,  of a wide variety of courses of study , and of the re-

search l iterature pertaining to children ' s  concepts , experiences ,  and 

vocabulary at successive ages or grades . "10 All content had been subjected 

to rigorous pre-publicat ion exper imentat ion in scores of schools through-

out the country. The tests also give cons iderat ion to the trend toward 

the teaching of meanings and understand ings , rather than mere factual 

knowledge . Buros clas s if ies the Stanford aer ies as a conservat ive , middle­

of-the-road , instrument . 11 Such an instrument was felt to be the best for 

this study. 

Form M ,  published in 1955 , was d istributed to all students who 

were part icipat ing in e ither the mult iple-grade or single-grade groups . 

The Elementary Battery was utilized for students in grades three and 

four , the Intermed iate Battery for students in grades f ive and s ix. 

10rruman L. Kelley , et al . ,  Stanford Achievement Test : Directions 
for Administering (Yonkers-on-HUdson , New York: World B�Company, l953) , 
p:-"16 .  

1 � . L .  Gage , "The Stanford Achievement Test , "  Fifth Mental Measure­
ments Yearbook , Oscar K .  Buros (ed . )  (Highland Park , New Jersey: The 
Gryphon Press , 1959) , p .  26.  
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Personal ity !!!!• After cons iderat ion was given to a number of 

personal ity tests , the Cal ifornia !!!! � Personal ity12 was selected as 

the instrument t o  be used in this study. Unlike many of the other per-

sonal ity tests cons idered , this test d id not necessitate the subject ive 

evaluat ion of a third party . While the test was des igned so that stu-

dents could mark a Yes-No answer in response to quest ions , the quest ions 

are so constructed as t o  reduce to a minimum any suggest ion that they be 

answered a certain way. As with most personal ity inventories , the "right" 

answer is probably obvious to all except the very naive . 

One ser ious l imitation of this part icular test is the dispropor-

tionate number of ''No 's" among the correct answers . In sane sub-testfJ , 

all the correct responses are "No" , rather than the SO per cent to be 

expected . For the ent ire battery ,  the rat io of "No ' s" is between 60 and 

70 per cent . It would appear that the student answer ing the quest ions on 

the bas is of chance would show up to be ser iously malad justed . 

The sub-tests , however , dealt with specif ic areas with which this 

study was interested . S ome of the sub-tests were omitted after an item 

analys is ind icated that the questions were more applicable t o  the home 

environment than that of the school . These sub-tests included Personal 

Freedom,  Social Standards ,  Family Relations , and Community Relat ions . 

The teachers in the school systems from which s ingle-grade groups 

were sele cted had had no previous experience with the Cal ifornia � of 

12Louis P .  Thorpe , Will is w .  Clark , and Ernest w .  Tie gs , Cal ifornia 
� � Personality (Los Angeles & Cal ifornia Test Bureau , 1953) . 
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Personality. Whereas the test and manual are made up in such a manner as 

to facilitate ease and accuracy in administering the test , t his instrument 

was deemed acceptable .  In spite of the crit icism relevant t o  personal ity 

tests , S ims states , "The Cal ifornia test would appear to be among the 

better ones available . .. 13 

The Prhnary Battery was used for students in grade three , the 

Elementary Battery for students in grades four through s ix.  

Quest ionnaire � Parents . To secure the att itudes and opinions 

of parents regarding multiple-grade grouping, it was necessary to devise 

a special evaluat ive instrument . A number of att itudes and assumptions 

were l isted , concerning multiple-grade grouping. These were combined and 

ref ined until an instrument with seventeen questions was developed . This 

was printed on a s ingle sheet of paper with roan f or add it ional comments 

provided . Quest ions were des igned to elicit a Yes-No answer . 

The quest ionnaire was presented t o  the patrons of the Arthur w .  

Spalding School on t he  f irst day of the school year . At this t fme most 

parents vis ited the school to register the ir children. over one hundred 

questionnaires were returned , but only ninety of these were used for this 

study . Those e l bninated were only part ially canpleted . Persons complet ing 

this quest ionnaire included individuals whose children had been in mult iple-

grade groups before , as wel l  as individuals whose children were entering 

a mult iple-grade unit for the f irst t hne .  Of this latter group , some were 

13verner M.  S ims , "The Cal ifornia Test of Personality , "  Fifth Mental 
Measurements Yearbook , Oscar K .  Buros (ed . )  (Highland Park , New Jersey: 
The Gryphon Press , 1959) , p .  39.  
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parents of children transferring fran single-grade school s ;  others were 

parents of children entering school for the f irst t �e .  A copy of the 

quest ionnaire prepared for the parents can be seen in Append ix VI . 

Que st ionnaire for Teachers and Administrators . It was also neces­

sary to construct an evaluat ive instrument to probe the att itudes and 

opinions of teachers and administrators . This instrument was three pages 

in length and included thirty-two assumpt ions regard ing multiple-grade 

grouping to which the respondee was to express his react ions on a f ive­

point rating scale . Whereas many of the respondees would be teaching­

administrators , it was believed that a combined quest ionnaire would be 

satisfactory . A copy of this quest ionnaire may be found in Append ix VII . 

The respondees were asked to class ify themselves as t o  whether they 

had taught only in s ingle-grade groups or mult iple-grade groups , they had 

taught in both s ingle-grade and multiple-grade groups , they had been prin­

cipals of s chools with only s ingle-grade or mult iple-grades ,  or t hey had 

been pr incipals of s chool s with both s ingle-grade and mult iple-grade groups . 

From this data it was pos s ible to c lass ify them int o  four groups for compar­

ative purposes in this study . A detailed descript ion of these groups will 

be given in Chapter VI . 

The analys is of the data thus secured from the evaluat ive instru­

ments described above will be presented and interpreted in the fol lowing 

chapters . 



CHAPTER IV 

ANALYSIS OF ACADEMIC ACHIEVEMENT 

I .  INTRODUCTION 

One of the hypotheses to be tested in this study was that students 

in multiple-grade classes would achieve more academically than students 

grouped in s ingle-grade classes . To test this hypothes is ,  it was neces­

sary t o  secure data from which an evaluat ion of academic  growth could 

be effected . It has been pointed out previously that a before-after 

test ing of academic achievement would have produced more s ignificant 

data than it was actually poss ible to secure . The l imitations of time 

made it necessary to secure only one set of data from which to make the 

analys is . To make this as signif icant as pos s ible , only those students 

having more than one year 's  experience in a multiple-grade class were 

included in this study as members of the multiple-grade group . 

The data for this analys is were secured fran the Stanford Achieve­

� �. Elementary and Intermediate Batteries . These tests were ad­

ministered to all students participat ing in the study, within a t hne 

limit of f ive days . Reasons for the select ion of this test have been 

d iscussed in the preced ing chapter.  It  was cons idered the best test 

available to secure a type of data from which a comparison could be made . 

An analys is was made to determine the s ignif icance of the d ifference be­

tween the mean scores in selected areas of academic achievement . 
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II . STATISTICAL PROCEDURE 

Fisher ' s  T test for the d ifference between the means was employed 

in the analys is of the data secured from the Stanford Achievement tests . 1 

The formula used was : 

where the Standard Error of the Means was computed by: 

The t-value s resulting from the above calculat ions were evaluated 

for s ignif icance at the 1 per cent and S per cent levels ,  with twenty 

degrees of freedom f or grade three , nine df for grade four , seventeen df 

for grade f ive , and eighteen df for grade s ix .  

T-values for the d ifference between the means in s cores of Paragraph 

Meaning, Word Meaning, Spelling, Language , Arithmetic Reasoning , and 

Arithmetic Computat ion are presented in tables on the fol low ing pages .  

Each table identifies the mean of the score achieved by each grade level 

in both the multiple-grade and s ingle-grade groups . The t-value will 

be marked if the level of conf idence is at e ither S per cent or 1 per cent . 

A short d iscuss ion will accompany each table . Conc lus ions which 

the data appear to support will be presented in this d iscuss ion . More 

comprehens ive conclus ions will be presented in the summary. 

1Allen L .  Edwards , Statist ical Methods for the Behavioral Sciences , 
(New York: Rinehart and Company, Inc . ,  1 9S4) ,-pp.�3 , 254 . 
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III . PARAGRAPH MEANING 

Sub-grouping within the classroom has been evident in no other 

area more than that of reading. Most teachers of pr imary grades in the 

elementary school are thoroughly acquainted with "reading groups" .  To 

a large de gree , these groups are flexible with trans itions from one group 

to another occurring whenever cond itions warrant . Most ch ildren appear 

to accept such grouping as a natural experience . 

The purpose of such grouping is , apparently , to enable children 

to work at the ir own level with others who share a s imilar leve l .  Ex­

perience indicates ,  however , that even groups have the ir levels within 

the groups , t hough the range is somewhat reduced over that of the entire 

class . Enough instances of children d iffering by two or more grade levels 

in reading, or other academic abilities , exist to make such conditions a 

general ly accepted fact . 

At the outset of this study, it was believed that mult iple-grade 

grouping offers a teacher a wider range of grouping pos s ibil ities . This , 

in turn , would enable the faster or slower student to work with others 

of l ike ability , when des irable , disregarding the actual grade level at 

which the student was placed . With a wider range of ab ilit ies  and skills 

manifested in the classroom , most students should be able to prof it from 

th is enriched environment and make consequent development . 

If  the hypothes is that students in mult iple-grade groups make 

greater devel opment in read ing skills is val id , data secured from the 

Stanford Achievement test should ind icate a s ignif icant d ifference in the 



achievement of those in mult iple-grade groups compared with those in . 
s ingle-grade groups . The Paragraph Meaning sub-test uses a technique 

s omewhat d ifferent from most multiple-choice tests . The pupil chooses 
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among four alternat ives for each of the one t o  three words miss ing from 

a given paragraph. The student must have a comprehens ion of the para-

graph as he reads to correctly ident ify the miss ing word . The word must 

f it into the context of the paragraph. This process d iffers from that 

of many tests in which the student must select multiple-choice answers 

to quest ions about the paragraph. The mean scores achieved by each grade 

level are presented in Table IV. 

Grade 
Level 

3 

4 

5 

6 

tween 

TABLE IV 

MEAN SCORES IN PARAGRAPH MEANING OF MULTIPLE-GRADE AND 
SINGLE-GRADE GROUPS , BY GRADE PLACEMENT 

Mult iple-grade Single-grade 
Group Group 

38 . 38 36 . 1 0  

42 . 40 41 . 40 

39 . 78 37 . 22 

40 . 53 38 . 84 

Though there is no signif icant d ifference in t he  d ifference 

the means of any of the f our grade levels , at the S per cent 

of confidence , it should be noted that the multiple-grade group has 

t 
Value 

. 739 

. 1 09 

1 . 070 

. 717 

be-

level 

achieved cons istently higher achievement scores in each grade level . Is 

this d ifference due to the nature of the multiple-grade organizat ion or 
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to the nature of the group itself? Data presented in Chapter VII would 

ind icate that teachers of multiple-grade units do not take advantage 

of the opportunities to transcend grade barriers in the var ious content 

areas . Many such teachers would appear to be sub-grouping only within 

the conf ines of each grade level . It is probable that the multiple­

grade group in question has done l ittle d ifferent . 

· If the teachers of this multiple-grade group had fully exploited 

the pos s ibilitie s  of grouping inherent within the multiple-grade organ i­

zat ion , it would appear l ogical to f ind a cumulat ive d ifference between 

mean scores . Such a d if ference is not revealed by the data presented . 

It would appear , theref ore , that the d ifference which does exist between 

the mean scores of the two groups is due to the exposure to a wider range 

of curriculum experiences of the students in the multiple-grade group. 

The above data support neither the f ind ings of Foshay or Rehwoldt , 

reported in Chapter I .  Foshay indicated that the graded groups d id s ig­

nificantly better in read ing while Rehwoldt reported that the multiple­

grade group exceeded the s ingle-grade group in read ing. What is probably 

indicated is that in those multiple-grade units not consc iously engaged 

in experimentat ion , l ittle d ifference in read ing achievement results . 

IV. WORD MEANING 

Closely related to paragraph meaning is word meaning. In fact , a 

large degree of the success in the paragraph meaning test depends upon 

one ' s  knowledge of word meaning. Unless a planned program in vocabulary 

build ing were in operation in e ither the mult iple-grade or single-grade 
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groups used in this study , the results on the Stanford Achievement test 

should closely parallel those in the Paragraph Meaning sub-test . 

Some people raise the quest ion as to whether vocabulary test items 

actually belong in an ach ievement test . Such items are almost universally 

included in tests of intell igence . The val id ity of includ ing such data 

in this study l ies  in the fact that the mean I. Q . ' s  of the multiple-

grade and s ingle-grade groups are so close . If vocabulary test items are 

best suited for intell igence tests , then the results found in Table V 

should be very close . If they are suitable for achievement test purposes ,  

then, in the l ight of the preced ing test , the results should again be 

relatively close . The actual results are presented in Table V .  

Grade 
Level 

3 

4 

5 

6 

TABLE V 

MEAN SCORES IN WORD MEANING OF MULTIPLE-GRADE AND 
SINGLE-GRADE GROUPS , BY GRADE PLACEMENT 

Mult iple-grade S ingle-grade 
Group Group 

29 . 9.5 29 . 1 4  

33 . 90 33. 30 

39 . 11 38 .72 

41 . 74 39 . 47 

t 
Value 

. 739 

. 102 

.140 

1 . 308 

As in the results of the Paragraph Meaning sub-test , there is no 

s ignif icant difference in the mean scores of the Word Meaning sub-test 

at any of the four grade levels .  Again , however , the mult iple-grade group 

achieves higher mean scores than does the s ingle-grade group . This may 
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be expla ined on the same bas is as the d ifference in the scores of the 

Paragraph Meaning sub-test . In the data presented in Table V ,  however , 

it will be noticed that there is a gradual increase in the d ifferences 

between the means . Is it possible that as sociation with older children 

in the multiple-grade group , with the resultant exposure to a wider range 

of vocabulary usage , tends to enrich the vocabulary of members within 

this group? Such , appears to be the case . 

Why, then, was there not a parallel increase in the d ifferences 

between the means in the Paragraph Meaning sub-test? It has been pointed 

out that success in that sub-test depends largely upon one ' s  vocabulary. 

The d ifference would appear to l ie in the nature of the two tests . The 

Paragraph Meaning sub-test requires the student to select a correct answer 

before proceed ing to the next blank . In the event that a preced ing blank 

is incorrectly f illed , the context , in many instances , is changed to the 

e'xtent that subsequent select ions are more diff icult . In the Word Meaning 

sub-test , each test item is independent . All context clues to the selec­

t ion of the c orrect word are given in the part ial sentence . No context 

clue is dependent upon the student ' s  selection . 

Data presented in Chapter VII indicates that many teachers of 

multiple-grade groups are reluctant to cross grade barriers . This reluc­

tance not only adds to the teacher ' s  problems of meet ing the various needs 

within a multiple-grade group , but also robs most students of invaluable 

opportunit ies t o  be f ound in wider grouping pract ices . 

Unt il more teachers and administrators are willing to ignore the 

art ificial boundar ies that grades impose , multiple-grade grouping will 

have l ittle , if anything , to offer in the solut ion of class organizat ions . 



V .  SPELLING 

Close ly re lated t o  the deve lopment of vocabulary are skills in 

spe l l ing . To furt he r  te st the hypothes is that students in a multiple-

grade group will ach ieve more academically than student s  in a s in gle-

grade group , the s cores in the Spe l l ing sub-test were compared . The 

dat a  from this test are presented in Table VI . 

Grade 

TABLE VI 

MEAN SCORES IN SPELLING OF MULTIPLE-GRADE AND 
SINGLE-GRADE GROUPS ,  BY GRADE PLACEMENT 

Mult iple-grade Single-grade t 
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Level Group Group Value 

3 

4 

5 

6 

40. 00 36 . 00 1 . 078 

44 . 00 40. 50 . 240 

52 . 78 49 . 1 9  1 . 092 

56 . 16  52 . 89 . 827 

The s pe l l ing tests were of two types . The Primary Battery re-

quired students to wr ite a l ist of words d ictated by the test adminis-

trator . The Elementary Battery required the student to sele ct t he corre ct 

spe l l ing f rom mul t iple-choice items . As t o  which of the se types is better 

depends , probab l y ,  upon whether student s should write the ir own words 

corre ctly or s hould recognize mis spell ings in the works of others . Both 

skill s are important . For the purpose of t his �tudy , t he answer to this 

que st ion was bnportant only to the extent that e it�r t he mult iple-grade 

group or the s ingle- grade gr oup pursued the development of one of these 
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skills exclus ively. No evidence of such pract ice was apparent . 

No  s ignif icant d ifferences at the 1 per cent or 5 per cent levels 

of conf idence were determined between the means in the Spell ing sub-test . 

The pattern establ ished in the results of the Paragraph Mean ing sub-test 

also  appears in this test . This pattern is the cons istent difference in 

means which appears throughout the four grade levels . In each instance , 

the multiple-grade group is fran three t o  four points above the s ingle­

grade group . This d ifference interpreted in terms of grade level ind i­

cates the multiple-grade group to be approximately one-half year ahead 

of the s ingle-grade group in grade placement . Foshay ' s  study, reported 

in Chapter I ,  revealed that mult iple-grade group to be one-half year be­

hind in grade placement . 

It has been pointed out previously that t he  multiple-grade group 

part icipat ing in this study was operat ing largely within the limitat ions 

imposed on s ingle-grade groups . Limited effort was exerted by the 

teachers t o  transcend grade barriers in grouping students . In spite of 

this , students were exposed to a wider range of academic act ivit ies and 

mater ials than would have been true in a s ingle-grade clas sroom. Through 

such exposure , it was bel ieved that students would f ind the ir own learning 

enriched . Though this may occur to  a limited degree , the absence of en­

couragement or planning for such by the teacher , sharply limits the re­

sults of such an experience . 
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VI . LANGUAGE 

The development of language occurs both in the c lassroom and out-

s ide . That phase of language development measured by the Stanford Achieve-

ment Test , however ,  is largely limited to the classroom. Composed of two-- -

choice items , the Language sub-test measures skills in the mechanics of 

grammar . The R-W f ormula is applied to correct for guess ing though no 

instruct ions against guessing were given ; nor were such instructions in-

eluded in the test manual . The data from this sub-test are presented in 

Table VII . 

Grade 
Level 

3 

4 

5 

6 

TABLE VII 

MEAN SCORES IN LANGUAGE OF MULTIPLE-GRADE AND 
SINGLE-GRADE GROUPS , BY GRADE PLACEMENT 

Multiple-grade Single-grade 
Grade Grade 

50. 67 46 . 76 

53 . 30 51 . 80 

44. 33 38 . 89 

39 . 95 41 . 11  

t 
Value 

. 865 

. 002 

1 . 560 

. 281 

More incons istenc ies appear in these data than in any heretofore . 

For the f irst t hne the s ingle-grade group has achieved a higher mean 

score ( s ixth-grade level) than the multiple-grade group , t hough the d if­

ference is not stat ist ically signif icant . No stat ist ical s ignificance 

marks the d ifference in means at the other grade levels , though the mul­

t iple-grade group cont inues to maintain a slightly higher mean score . 
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The deviation in the mean score of the s ixth-grade level in the 

multiple-grade group may be a reflect ion of curriculum pract ice within 

one or both of the multiple-grade classes . Chapter III pointed out 

that the majority of the students in the Arthur W .  Spald ing Schol from 

which the multiple-grade group was selected , were in classes made up of 

only two grade levels . Data presented in Table VII ind icate that there 

was less gain between grades three and f our and grades f ive and s ix in 

the multiple-grade classes than in the s ingle-grade groups . It is poss ible 

that the teachers of these mult iple-grade classes were giving relat ively 

les s attent ion to the mechanics of grammar at the grade levels indicated . 

Data would refute any conclusion that the children in the mult iple-grade 

clas ses  were not learning the mechanics of grammar . 

Capitalization ,  punctuat ion, sentence structure , and similar aspects 

of language are quite generally allocated to specific grade levels in the 

major ity of language textbooks . The extent to which the teachers of 

multiple-grade classes are operat ing those classes within the limitations 

of grade placement in terms of student experiences and content , would de­

termine the degree to which the results of scores achieved by mult iple­

grade groups would parallel results achieved by s ingle-grade groups . 

Poshay ' s  study reported in Chapter I ,  ind icated that the graded group 

was superior in language usage while Rehwoldt ' s  study , also reported in 

Chapter I ,  ind icated that the multiple-grade group d id significantly 

better.  Further research in this area is apparently necessary . 
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VI I. ARITHMETIC REASONING 

Arithmetic is , in some respects , culture bound . What a student 

learns in the area of ar ithmet ic sk ill s and content is dependent largely 

upon the curriculum of the specif ic school and the spec if ic classroom 

within that school . Students are able to pick up much mater ial in the 

other content areas and learning skills from experiences outside of the 

school . Experiences in arithmetic learning have , in the past , been 

l imited largely to those determined by the classroom program. Though 

this is undergoing change , test scores in arithmet ic probably reflect 

the curr iculum as much as any other given area . 

If the total experiences within the mult iple-grade classroom 

enhance a child ' s  opportunity to become acquainted with a wider range of 

knowledge and skills  than is poss ible in a s ingle-graded classroom , it 

appears l ogical to assume that achievement scores in this area will reflect 

that tendency. The mean scores of the two groups in ar ithmet ic reasoning 

are presented in Table VIII . 

Grade 
Level 

3 

4 

5 

6 

TABLE VIII 

MEAN SCORES IN ARITHMETIC REASONING OF MULTIPLE-GRADE AND 
SINGLE-GRADE GROUPS , BY GRADE PLACEMENT 

Multiple-grade Single-grade 
Group Group 

31 . 00 32 . 33 

37 . 60 37 . 90 

3 3 . 78 31 . 00 

38 . 1 1  35 . 84 

t 
Value 

. 409 

.251 

1 . 233 

1 . 197 
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The data in Table VII has proved to be no except ion by provid ing 

any s ignificant d ifference between the means of the two groups , at any 

grade leve l .  Data for the prbnary grades d o  indicate a s l ightly greater 

achievement by the s ingle-grade group. It was ass umed as the bas is f or 

one of the hypotheses be ing tested by this study that children would 

increase in the ir reasoning ability as they interacted with other children 

who had already developed reasoning skills .  This c ontention may appear 

to be s upported by data fran the intermed iate grades ,  rather than the 

data from the primary grades .  The mean gain , however,  between the f ifth 

and s ixth grades in both groups is pract ically the same . Associat ion 

with s ixth grade students . apparently he lped l ittle in developing the 

reasoning ability of f ifth grade students in the multiple-grade group. 

The mean gain between the third and fourth grade groups s lightly favors 

the students in the multiple-grade group . The d ifference is too sl ight 

to have any s ignificance . 

The only gain ind icated by the data in Table VIII which might be 

indicative of organizational advantage in favor of one type group above 

the other is the gain achieved by students in the f ifth grade . The fact 

that this gain is made during the f ifth grade and maintained during the 

s ixth might indicate a sl ight learning advantage through associat ion with 

older students .  In the study referred t o  above ,  Foshay ind icated that 

the single-grade group made signif icantly better gains in arithmetic . 

Again , Rehwoldt ' s  study indicates the reversal in the groups which he 

measured . It would appear that the internal organizat ion of the mult iple­

grade group is an bnportant factor in the achievement of students within 

such gr oups . 
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VIII . ARITHMETIC COMPUl'ATION 

The same assumpt ions he ld relative to arithmet ic reas oning were 

held relat ive to arithmetic computation.  If children were constantly 

listening to  and interact ing with other children who had developed 

greater  competencies in computational skill s ,  it appeared logical to 
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assume that the younger children would more quickly develop those skill s 

than they would in a s ingle-grade class where such skills were largely 

excluded by grade barriers • 

The Stanford Achievement Test contained a sub-test des igned to 

measure the computat ional skills acquired by children.  The data secured 

from this sub-test are presented in Table IX .  

Grade 
Level 

3 

4 

5 

t5 

TABLE IX 

MEAN SCORES IN ARITHMETIC COMPUTATION OF MULTIPLE-GRADE AND 
SINGLE-GRADE GROUPS , BY GRADE PLACEMENT 

Mult iple-grade S ingle-grade • 
Group Group 

28 . 29 27 . 05 

33 . 7 0  33 . 90 

28 . 61 27 . 00 

37 . 05 33. 05 

t 
Value 

. 524 

. 033 

. 719 

1 . 659 

In this f inal sub-test of academic achievement , no support is 

found for e ither Foshay ' s  data,  referred to above , ind icat ing t hat the 

s ingle-grade group d id superior in ar ithmetic ,  or for Rehwoldt ' s  dat a ,  

als o referred to  above , that the mu ltiple-grade group d id better in 



arithmetic . Though the multiple-grade group d id achieve higher mean 

scores , except for a very sl ight loss on the fourth grade level , none 
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of these scores were s ignif icant at the 1 or S per cent levels of con­

f idence .  Other than be ing a reflection of individual curriculum pract ice , 

there is insuff icient data to indicate the cause of the exist ing differences . 

IX. SUMMARY 

At the outset of this study it was assumed that children in multiple­

grade groups would achieve more academically than children in s ingle-grade 

groups . Assumptions upon which this hypothes is was based included that 

children , in multiple-grade groups , associate with a wider age range than 

children in s ingle-grade groups ;  that children in multiple-grade groups 

are exposed to a wider range of curriculum materials and exper iences ;  

that children in multiple-grade groups are grouped according to the ir needs 

and abilit ies , irrespect ive of their grade placement ; and , that children 

in multiple-grade groups are both challenged and st bnulated in the pursuit 

of excel lence . 

To test this hypothesis , data were secured from the Stanford 

Achievement Tests . These data were subjected to Fisher ' s  t-test for 

s ignif icance of difference between the means . Both the 1 per cent and 

the S per cent levels of conf idence were used . 

The data were presented in s ix tables on the preced ing pages . Each 

table presented data relevant to a specific area of academic achievement . 

Data were grouped in order to  determine the s ignif icance of d if ference 

between the means at each of the four grade levels included in this study. 
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In none of the academic areas analyzed were there any s ignif icant 

d ifferences between the means . Almost cons istently , though, the mult iple­

grade groaps achieved higher mean scores . Nowhere was there ident ifiable 

evidence indicative that these gains were the results of multiple-grade 

grouping. It was imposs ible , from the data presented , to draw conclus ions 

in support of e ither Poshay ' s  study or Rehwoldt ' s  study , both reported 

in Chapter I .  

Prom the data presented in the preced ing pages , it appears possible 

to draw the f ollowing conclus ions : 

1 .  Multiple-grade grouping, as it is pract iced by the part ici­

pants in this study , offers no s ignif icant academic advantage 

over s ingle-grade grouping. 

2 .  On the other hand , multiple-grade grouping can be expected 

to produce academic achievement commensurate with single­

grade grouping. Where it appears more feasible to . operate 

a multiple-grade unit , it can apparently be d one with no 

loss  in academic achievement . 

3 .  If multiple-grade grouping does contain a potential for 

greater academic achievement , mitigat ing factors such as 

rigidly imposed grade l hnitat ions in the teaching-learning 

process not revealed by the Stanford Achievement Tests were 

null ifying that potent ial . 

4 .  Additional research of an experimental nature in which multiple­

grade groups are organ ized to exploit the ir fullest potential 

need s to be carried on over a longer period of time to de­

termine the effects of mult iple-grade grouping. 



CHAPTER V 

ANALYSIS OF PERSONALITY AND SOCIAL DEVELOPMENT 

I .  INTRODUCTION 

Children become involved in interpersonal s ituat ions with other 

children , older and younger , or adults that have varying degrees of 

emot ional impact . Some of these situat ions are casual and relat ively 

inexpress ive ;  others are highly charged with emotion and s ignificant 

communicat ion . The latter are probably much less  numerous than the 

former in school life but are more important in personal ity format ion. 

The emotional intens ity with which a classroom teacher ,  or a 

student ' s  peers , encourages maturat ion carries over into att itudes to­

ward achievement . A teacher,  or society , which values individual 

achievement and initiat ive will begin to inculcate these goals early 

in life . Maturat ion phenomena like read ing skills and curs ive hand­

writing may be invested with strong emotional s ignificance ; or , students 

may be compared with each other for progress in such skill s .  

The satisfact ion which a child real izes  through increas ing 

capacities and ab ilities promotes feel ings of self-conf idence and ade­

quacy . These feel ings may be achieved apart from any del iberate en­

couragement he may rece ive or they may be emot ionally enmeshed . The 

total hnpact of these interpersonal relat ions helps to  shape the in­

dividual ' s  att itude toward himse lf ; the ind ividual ' s  self-concept helps 

to shape his behavior . 



Today ' s  society has changed the teacher ' s  role in the teaching-

learning process . The requirement is no longer s imply to inst ill con-

tent into the child ' s  mind but to develop his social skills . Society 

requires that the child leave school ful ly equipped to respond to the 
. 

s ignals of the group in which he finds h is membership . 

One of the hypotheses of this study was that the multiple-grade 

82 

environment more closely approximated the real-l ife environment in which 

the student moved and would move . In the family environment , most 

chi ldren have interrelat ions with adults and s ibl ings . For most children 

this is a dynamic experience cast ing them in a variety of roles . The 

interact ions with others older and younger than themselves demands a 

personal ity integrat ion that cannot be achieved when the interact ion is 

constant in character.  Cont inuity between family-child relat ionships and 

peer group relationships is assumed to be more effectively achieved in the 

multiple-grade class . The learning in the one s ituat ion is therefore re-

peated and re inforced in the second . 

The degree to which this continuity exists would determine , to a 

large degree , the personal ity development of the individual . The role 

which the school plays in this drama should not be underestbnated . 

To test the hypothes is that the multiple-grade c lass more effec­

t ively maintains this continuity and ehances the personal ity and social 

development of the student , it was necessary to procure evaluative data. 

A number of instruments were examined ; the one best fitting the needs 

of this study was the Cal ifornia Test � Personal ity described in Chapter 

III . 
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This test produced scores which could be subjected to an analys is 

of the s ignif icances between the means . Only selected sub-tests were used 

in gathering data for the analysis .  Those areas which largely reflected 

othe r factors shap ing personal ity and social devel opment were el iminated . 

I I .  STATISTICAL PROCEDURE 

The same procedure was used for these data as was used with the 

data in Chapter IV . This procedure was Fisher ' s  T test for the d ifference 

between the means . 1 The formula employed was : 

t = 

where the Standard Error of the Means was computed by: 

xl2 + x22 

Nl + N2 - 2 

The t-values resulting from the above calculat ions were evaluated 

for s ignif icance at the 1 per cent and S per cent levels of conf idence , 

with twenty degrees of freedom for grade three , nine df for grade four , 

seventeen df for grade f ive , and eighteen df for grade s ix .  

T-values for the d ifference between the means in scores of Self­

Rel iance , Sense of Pers onal Worth , Feel ing of Belonging,  Withdrawing 

Tendenc ies ( freedom from) , Nervous Symptoms ( freedom from) , Social 

Skills , Ant i-Social Tendenc ies (freedom from) , and School Re lat ions are 

presented in tables on the foll owing pages . Each table identif ies the 

mean score achieved by each grade level in both the multiple-grade and 

1Edwards , loc . cit . 
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s ingle-grade groups . The t-value will be marked if the level  of conf i­

dence is at e ither the 1 or 5 per cent leve l .  

A short discuss ion will accompany each table . Conclus ions which 

the data appear to support will be presented in this d iscuss ion.  More 

comprehens ive conclus ions will be presented in the summary . 

II I .  SELF -RELIANCE 

The social complex which c onfronts the elementary school student 

today is oriented towards other-d irection rather than self-d irect ion.  

The standards of  the crowd assume predominant value . Self-rel iance is 

overwhelmed by dependence upon the group , and the pressure for con­

formity threatens to ext inguish ind ividual ity . 

In the multiple-grade class the student experienced re latively 

l ittle pressure to conf orm f or there was l ittle to which he could con­

f orm. In group activities ,  the student was encouraged to part icipate to 

the degree which his part icular abilit ies and interests permitted . If 

he were interested in an act ivity be ing pursued by an older student , 

he was encouraged to part icipate in such act ivity knowing his achieve­

ment would not be measured in terms of the older student ' s  performance . 

A student in the multiple-grade class d id not need to experience the 

frustrat ion which often result s when his peers perform better than he . 

In many instances the student could recognize that better performance 

was the result of increased age or wider experience . In other exper iences 

the student could evidence the performance of those less skilled than he , 

and could rec ognize that , here too, d ifferences in maturity and exper ience 
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were in operation. In such a milieu, where d ifferences in performance 

were the rule rather than the except ion , a student could more eas ily 

develop conf idence in his own abilit ies and apprec iat ion for the abilit ies 

of others . The mult iple-grade class thus offered an environmental sanctuary 

where the ind ividual could be accepted and respected for what he was , 

where the individual could interact with others without conf orming or de-

mand ing conformity, and where the ind ividual could develop his ind ividual 

abi lities to the l imit of his capac ity. 

To test this hypothesis , the Self-Reliance sub-test of the Cali­

fornia !!!! � Personal ity was administered to the students in the 

mult iple-grade and s ingle-grade groups . This test was des igned to ind i-

cate the ind ividual who could do things independently of others , depend 

upon himself in various s ituat ions , and d irect his own act ivities . Such 

an individual would be relatively stable in his emotions , and respons ible 

in his behavior . The data from this test are presented in Table X. 

Grade 
Level 

3 

4 

s 

6 

TABLE X 

MEAN SCORES IN SELF-RELIANCE OF MULTIPLE-GRADE AND 
SINGLE-GRADE GROUPS , BY GRADE PLACEMENT 

Multiple-grade Single-grade 
Group Group 

6 . 29 5 . 76 

8 . 00 6 . 30 

8 . 67 8 . 28 

8 . 47 7 . 95 

t 
Value 

1 . 362 

1 . 471 

. 624 

. 929 
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None of the above t-values are s ignificant at e ither the 1 per 

cent or the 5 per cent levels of conf idence . The mean scores . however . 

paral lel those reported in Chapter IV . in which the mult iple-grade 

group achieved generally cons istently higher means . This sl ight advan­

tage in mean scores may be due to the nature of the school program or 

due to the youth program spons ored by the church which nearly all the 

children in the multiple-grade group attend . This church program places 

great stress on youth part icipat ion at all levels . 

The data for grade s ix ind icates a regress ion in self-re l iance by 

members of both the multiple-grade and single-grade groups . This is con­

commitant with the increas ing social awareness of the demands of the 

group . }t appears that the multiple-grade environment was unable to 

compete with this pressure ; the des ire to conform and depend upon the 

group affected its members to a de gree only s l ight ly le ss than that in 

the s ingle-grade group . 

It may be ind icated by the data in Table X that children in the 

primary grades develop relatively greater self-rel iance . in the mult i­

ple-grade classes . �his may be due to the ir acceptance by older students 

in var ious social exper iences conducted in the classroom. 

From the specif ic data presented above . however . the multiple­

grade clas s  does not enhance the development of se lf-rel iance suff iciently 

greater than the s ingle-grade class to warrant its adopt ion where it is 

not already in operat ion . 
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Self-reliance is nurtured by experience but is conceived in one ' s  

concept of self . An integral aspect of one ' s  self-concept i s  the sense 

of personal worth .  An ind ividual possesses this sense of personal worth 

when he feels he is well regarded by others , when he feels that others 

have faith in his future success , and when he be l ieves he has average 

or better than average ability. This personality construct is close ly 

related to that of se lf-rel iance in that an ind ividual possessing a sense 

of be ing worthy feels capable and reasonably attract ive . An underlying 

assumpt ion on which the hypothesis to be tested in this chapter was based 

was that a child ' s  sense of personal worth would be increased as he moved 

in an environment where differences were the normal ity, where students 

were accepted for what they were rather than what they could became , and 

where they could pursue the fulf illment of the ir individual needs and 

interest s .  

Most of the test items in the sub-test of the Cal ifornia Test of 

Personal ity reflect the sense of a student ' s  personal _ worth in terms of 

that student ' s  reaction to interact ion with his peers . The data derived 

from this test are presented in Table XI . 

The data indicate that the multiple-grade group achieved a higher 

mean score in each of the four grade levels , with the d ifference between 

the mean s at the s ixth grade level signif icant at the 5 per cent level of 

conf idence . It would appear from this data that children at each grade 

leve l are developing a more adequate concept of the ir personal growth . 



It is poss ible that the d ifference achieved by students at the s ixth 

grade level in the multiple-grade group was due in part to  the extent 

to which teache rs of multiple-grade groups depend upon older students 

to ass ist them with younger students . That these teachers do utilize 

student resources is supported by data presented in Chapter VII . 

Grade 

TABLE XI 

MEAN SCORES IN SENSE OF PERSONAL WORTH OF MULTIPLE-GRADE AND 
SINGLE-GRADE GROUPS , BY GRADE PLACEMENT 

Multiple-grade Single-grade 
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t 
Level Group Group Value 

3 6 . 29 5 . 95 . 865 

4 8 . 90 7 . 90 . 850 

5 9 . 00 8 . 94 . 079 

6 9 . 58 8 . 21 2 . 425* 

* Signif icant at the 5 per cent level of conf idence . 

A tendency on the part of older students to take advantage of 

younger student s within the same group , or to keep attent ion focused on 

the ir own increased matur ity may be reflected in the data in Table XI . 

Recal l ing the f act that the major ity of the multiple-grade students are 

in units made up of two grade levels , it appears that students in the 

fourth and s ixth grades--the "older" students of each group--have a higher 

sense of personal worth than do  the younger students . 

This tends to corroborate the find ings of Rehwoldt with his 

multiple-grade group . The data available from Rehwoldt ' s  study , however , 

supports only the fact that the multiple-grade group d id better than the 



single-grade group . The degree of s ignificance was not identified . 

Foshay's  study , reported in Chapter I ,  d id not test for these items of 

personal ity devel opment . 
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One of the soc ial values of mult iple-grade grouping would appear 

to  be the experiences which afford the students opportunit ies t o  develop 

self-respect . The many d if ferences which exist due to the nature of the 

group enable the student to accept his own d ifferences as wel l  as those 

of others . The social exper iences which occur , in which d if ferences are 

regarded as assets rather than liabilit ies , tend t o  enhance the student 's  

acceptance of the f act that l ife requires an  adjustment to and an accept­

ance of d ifferences within hfmself and within others . 

V.  FEELING OF BELONGING 

Closely all ied to the sense of personal worth devel oped by a 

student is the degree to which that student feels  himself to be an accepted 

part of his group . It was assumed that in those groups where d ifferences 

are minimized and compet it ion is increased , individuals not able to meet 

the demands of the group are relegated to a pos ition of non-acceptance 

or , at best , are regarded with a l imited degree of tolerance . 

By nature , the multiple-grade group can expl oit its d ifferences . 

It can group the older with the younger ,  the mature with the immature , 

the strong with the weak , the f ast with the slow,  the talented with the 

untalented . Such experiences provide unusual opportunities for those 

students possessing the advantage in the s ituat ion to develop qual it ies 

of leadership while , at the same t hne ,  provid ing those students not 
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possess ing such advantage to benefit from t he guidance and ass istance of 

others . The fact that individuals possess both strong and weak points 

causes this interrelat ionship to be a dynamic one . In one experience 

an ind ividual may be the one upon wham the mantle of leadership fall s ;  

in another,  this same ind ividual may be seeking and rece iving the support 

of others more gifted than he . 

For some purposes , a minimizing of d ifferences d oes occur ; but , 

these occasions are temporary one s .  Social izat ion occurs within a wider 

range of interrelat ionships than is ord inarily poss ible in the single­

grade class . It was bel ieved that students in a mult iple-grade unit 

would feel  more close ly knit to the ir group than d id those in s ingle­

grade units . 

Threewfourths of the test items used to evaluate the degree to 

which students had devel oped a sense of belonging deal primarily with 

school or closely related s ituat ions . The remainder probe the area of 

family and community re lations . The attitudes developed within the school 

are not separate and d istinct from those developed without the school . 

The qual ity of early childhood exper ience is often maintained through the 

years of later childhood . If the school environment is t o  foster the con­

tinuity of the home environment , then the inclus ion of those items relat­

ing to f amily and commun ity do not inval idate the results .  An ind ividual 

with such a concept of his relat ionship to his world will as a rule get 

along well with his ass ociates , and usually feels proud of his school . 

This individual enjoys not only the love of his family but als o  the 

well-wishes of his friends , and a cordial relationship with people in 
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general . Table XII presents the data from the sub-test evaluating these 

qual itie s .  

Grade 
Level 

3 

4 

5 

6 

TABLE XII 

MEAN SCORES IN FEELING OF BELONGING OF MULTIPLE-GRADE AND 
SINGLE-GRADE GROUPS , BY GRADE PLACEMENT 

Multiple-grade Single-grade 
Group Group 

6 . 86 6 . 43 

9 . 70 9 . 20 

10 . 17 10 . 00 

11 . 11 10. 1 6  

* Signif icant at the 5 per cent leve l of conf idence . 

t 
Value 

. 885 

. 551 

. 294 

2 . 230* 

The data above closely parallels the data presented in Table XI . 

The multiple-grade group achieved sl ight ly higher means at the various 

grade levels ; the d ifference between the means at the s ixth grade level 

being s ignif icant at the S per cent level of conf idence . It would appear 

that the older students , act ing as appointed or chosen leaders within 

the group or ass isting the teacher of the multiple-grade c lass in the 

guidance and instruct ion of younger students ,  develop a keener sense of 

belonging to that group than d o  the others . 

The data in Tables XI and XII may also negate one of the assump­

tions made at the outset of this study . That as sumpt ion was that mult i-

ple-grade groups , by removing t� artificial grade barriers , tend to 

minim ize the prest ige which is associated with "higher" grade placement . 

In practice , as revealed by data presented in Chapter VII , grade barriers 
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are not largely removed in the multiple-grade groups . The extent to 

which t hese grade l ines support the development of a status system within 

the multipleograde class may be reflected in the degree to which older 

students within the multiple-grade group have a stronger fee l ing of be­

longing to the group and a higher evaluat ion of ind ividual worth to the 

group . 

That the multiple-grade group does hel p  the older students in de­

vel op ing a feel ing of be longing , or ident if icat ion w ith the group , appears 

to be suppOf'ted by the data presented . That the bases for the devel op­

ment of this feel ing are good or bad is something which warrants further 

invest igat 10ft o 

Vt .. FREEDOM FRO�f WI'mDRAWING TENDENCIES 

The degree to which early exper iences in the l ife of an ind ividual 

are reinf�reed rather than counteracted by those in later l ife , will de­

termine , to a great extent , the degree to which a s ound pers onal ity is 

developed . De spite the many mod ifying fact ors , those early experiences 

which produ� def inite self- and other- concepts tend to be re inforced 

as l ong as the ind ividual ' s  mil ieu remains relat ively constant . 

The se lf·�egutatory nature of the pers onal ity structure , l ike any 

regenerat ive system, tends t o  maintain itself . When d iscont inuity of 

exper ience beeomes the rule rather than the except ion ,  internal confl icts 

are engendered which are often met by the ind ividual through attempts to 

withdraw from t hat environmental s ituation produc ing those c onf licts . 

What may appear to the observer t o  be d is cont inuity may not be that but 
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rather subtle preparations f or  later l ife , or a form of continuity. 

Specif ic experiential s ituat ions have to be seen in context with all 

other experiences ;  only then can they be evaluated as items of continuity 

or d iscontinuity . 

One of the as sumptions bas ic to multiple-grade grouping is that 

this type �f organizat ion tends toward cont inuity more s o  than does 

s ingle-grade grouping.  Highly heterogeneous , as is the family group and 

most of the community groups within which children part icipate , the mul­

t iple-grade group appears to be more l ife-l ike . 

To test this assumpt ion , the sub-test of the Cal ifornia !!!! � 

Personal ity relat ing t o  withdrawing tendenc ies was administered . The 

ind ividual who withdraws is one who subst itutes the joys of a fantasy 

world for actual successes in l ife . Such an ind ividual is usually sensi­

t ive ,  l one ly ,  and given to self-concern . Assuming that lack cf success 

in school , lack of acceptance by an individual ' s  peers , or a variety of 

other factors operat ing within the school experience might develop these 

withdrawal tendencies ; and , as suming also that most of these students had 

had a good home experience , it was hypothecated that if the multiple-grade 

group were actually fostering a greater degree of cont inuity between 

early and later childhood experiences ,  this fact should be evidenced by 

a greater freedom from withdrawing tendenc ies on the part of students 

within multiple-grade groups . The data secured is presented in Table 

XIII . 

The data presented in Table XIII do not appear to support the as­

sumpt ion that the multiple-grade classroom more effect ive ly fosters con-
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closer t o  fact . S omething apparently happens to  a child between the 
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third and s ixth grade levels in the mult iple-grade group . It is pos s i-

ble that the demands of grade structure are more keenly felt in the 

intermediate grades than in the primary grades .  The resultant status 

structure , as seems to be implied by data in Tables XI and XII , may 

operate as acutely within the multiple-grade group as sub-groups operate 

within a s ingle-grade group. 

TABLE XIII 

MEAN SCORES IN FREEDOM FROM WITHDRAWING TENDENCIES OF MULTIPLE-GRADE AND 
SINGLE-GRADE GROUPS , BY GRADE PLACEMENT 

Grade Mult iple-grade Single-grade t 
Level Group Group Value 

3 6 . 48 s . s1 .2 . 087* 

4 7 . 70 8 . 8.2 . 336 

s 8 .7.2 8 . so • .27.2 

6 8 . 68 8 . oo . 810  

*significant at the 5 per cent level of confidence . 

The d ifference between the means of the scores achieved at the 

third grade level is statist ically s ignificant at the S per cent level . 

The d ifferences at the other grade levels are not s ignificant at this 

level of conf idence . At the fourth grade leve l ,  the s ingle-grade group 

shows a sl ight gain , though with the l imited number of degrees of free-

dom in this group the d ifference is very l ike ly the result of chance . 
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From the data presented in the preced ing table , it would appear 

that ne ithe r  the multiple-grade group nor the s ingle-grade group intro­

duces suff icient d iscont inuity of personal ity devel opment to  foster 

ser ious withdrawing tendenc ies . In both groups , factors do  operate 

toward this end more intensely at the higher grade levels  than at the 

l �er grade levels . Mult iple-grade grouping , however , appears to offer 

no d ist inct advantage in this facet of personal ity deve l opment . 

VII .  FREEDOM FROM NERVOUS SYMPTOMS 

One of the f irst obvious ind ications of malad justment in personal ity 

deve lopment is the manifestat ion of nervous symptoms among which are l oss 

of appet ite , frequent eye strain , inability to s leep , or a tendency to 

to chronically t ired . Ind ividual s manifest ing such symptoms may be ex­

hib iting phys ical express ions of emotional confl icts . It was assumed , 

in this study , that the total personal ity patterns of students in multiple­

grade groups would exh ibit less nervous sympt oms than those of students 

in s ingle-grade groups . This assumption was in harmony with othe r assump­

tions underlying the bas ic hypothes is that students in multiple-grade 

units would devel op more wholesome personal it ie s  than s hni lar students 

in single-grade groups . 

The test items deal pr imar ily with nervous symptoms that are 

physical in nature . In a more complete evaluat ion , emot ional symptoms 

should als o  be cons idered . S ome of these emot ional symptoms are actually 

all uded to in previous sub-tests , though l ittle attent ion is given them 

as such. 
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The data se cured from the California !!!! � Personal ity is pre­

sented in Table XIV. It will be observed that the d ifference between 

the means is only s l ight , and in no instance is the d ifference of sta-

tist ical s ignif icance within the s per cent leve l of conf idence . 

TABLE XIV 

MEAN SCORES IN FREEDOM PROM NERVOUS SYMPTOMS OF MULTIPLE-GRADE AND 
SINGLE-GRADE GROUPS , BY GRADE PLACEMENT 

Grade Mult iple-grade 
Leve l Group 

3 6 . 19 

4 8 . 20 

5 8 . 94 

15 9 . 68 

Single-grade 
Group 

5 . 10  

8 . 20 

8 . 72 

9 . 00 

t 
Value 

2 . 060 

. 285 

1 . 056 

The results of this test are highly comparable t o  the results 

presented in Table XI II . Primary children in the mult iple-grade group 

appear to deve lop , to a s l ight degree , s ane of the nervous symptoms 

ident if ied in this sub-test . Whether these symptoms are man ifested by 

the s ame ind ividuals develop ing withdrawal tendenc ies is not known. 

Some factor , in the multiple-grade group , is apparent ly m it igat ing 

wholes ome personal ity deve lopment ; though the extent to which this is 

being effected is stat istically ins ignif icant . The assumption that 

mult iple-grade grouping more adequately f osters the deve lopment of a 

whole some personal ity appears to be chal lenged by this data as wel l  as 

that presented in preced ing tables . 
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VIII . SOCIAL SKILLS 

If personal ity is def ined as the ind ividual ' s  concept ion of hUn­

sel f  in rel at ion to his environment , the well-balanced personal ity would 

be one in which those concepts bear a realistic relat ion to phys ical 

and s ocial facts . If an individual ' s  self-concept is normal , that in­

d ividual perce ives real ist ical ly his own strong and weak points , his 

abilit ies and handicaps . Such an ind ividual ' s  orientat ion to society 

will remain bal anced as he correct ly perce ives the pos itive and negat ive 

valences .  

Personal ity and s ociety are virtually mirror images of each other . 

An individual ' s  concept of and adaptation to  his s oc iety is determined 

large ly by his concept of himself , and th is self-concept is , in the main, 

a mirror of his culture . 

The extent to which the school shapes an ind ividual ' s  self-concept 

will determine to a proportionate degree the adaptat ion which that in­

d ividual makes t o  the s chool . Further , the extent to which the school 

is an agency and a model of s ociety will determine to a proport ionate 

degree the adaptat ion which that ind ividual make s to his s oc iety. 

An as sumption , bas ic to the hypothe s is be ing tested , was that the 

multiple-grade group more adequately reflects the society which it serves . 

This mil ieu would , in turn , provide the most ideal s ituat ions through 

which the necessary soc ial skills could be learned and devel oped . 

To test this hypothe s is ,  it was deemed necessary to evaluate not 

only the social skil l s  requ ired by soc iety , but al so the degree to which 
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the personalities in quest ion were free from ant i-social tendencies . A 

s ocially skillful individual is one who shows a liking for people ; who 

will inconvenience hUnse lf to be of ass istance to  others ;  who is d iplo-

matic in his deal ings with both friends and strangers ; and , who sub-

ord inates his egoist ic tendenc ies in favor of interest in the problems 

and act ivities of his associates .  Such an individual will be free from 

those personality constructs which manifest themselves through bullying, 

frequent quarrell ing, d isobed ience , vandal ism , and the attempt to achieve 

satisfactions in ways that are damaging and unfair to  others . A third 

phase of social development was related to the ind ividual ' s  att itude 

toward his immediate community--the school . Data f or the analysis of 

these three phases were secured from the Cal if ornia !!!! of Personal ity. 

Data relevant to s oc ial skills are presented in Table XV . 

Grade 
Level 

3 

4 

s 

6 

TABLE X'1 

MEAN SCORES IN SOCIAL SKILLS OF MULTIPLE-GRADE AND 
. SINGLE-GRADE GROUPS 1 BY GRADE PLACEMENT 

Multiple-grade S ingle-grade 
Group Group 

6 . 57 S . 38 

9 . 70 8 . 80 

9 . 72 9 . 83 

10 . 84 9 . 89 

*s i gnificant at the 2 per cent leve l . of confidence . 

t 
Value 

2 . 668* 

1 . 197 

. 214 

1 . 987 

The d ifference between the means in social skills development at 

the third g�ade leve l is stat ist ically s ignificant at the 2 per cent level 
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of conf idence . The impl icat ion wou ld be that students in the multiple­

grade group have developed further in s oc ial skills than comparable 

students in the s ingle-grade group . Such an �pl icat ion would be in 

harmony with the conclusions reached by Foshay and Rehwoldt in their 

respect ive stud ies , reported in Chapter I .  

A careful study of the data presented in Table XV would lead to a 

quest ioning of this �pl icat ion . While the multiple-grade group tends 

to show a larger mean score in s ocial sk il l development , the total gain 

achieved by both groups is practically the same . The data might suggest 

that students in the multiple-grade group , e ither by virtue of their 

membership in such a group or by virtue of other factors , had developed 

a higher degree of social prof iciency before enter ing school , or at least 

by the third grade level . It is cons idered a l hnitat ion , at this point , 

that this study d id not include ch ildren in the f irst and second grades .  

For some undetermined reason , the children in the mult iple-grade 

class do have a sl ight ly greater de gree of prof ic iency in s ocial skills . 

This degree , however , is ma intained rather than increased . It would 

appear l ogical to assume that if the multiple-grade organizat ion were 

actual ly enhancing the deve lopment of these skil ls , the d ifference between 

the means would increase as the student progressed through school . Such 

a fact is not ind icated by the data . 

The susp ic ion that the mult iple-grade groups used f or this study 

are actual ly be ing conducted as several d ist inct grade levels within 

one room seems to be increas ingly supported by the data presented in 

these pages . 
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A the oret ical or funct ional knowledge of social skills doe s  not , 

in itself , imply an absence of ant i-soc ial tendenc ie s . Fully versed in 

the mores of his culture , an ind ividual ' s  pers onal ity structure might be 

so organized as to e l ic it anti-social responses despite a knowledge of 

what that soc iety expects and demands . 

Common manifestat ions of these tendenc ies are seen in acts of 

aggress iveness , bullying, retal iation , quarrel ing, temper tantrums , 

and cont inued acts of annoyance . An ind ividual manifest ing these charac-

ter ist ics may be cons idered lacking in social skills . The nature of the 

test items in the Cal ifornia !!!! � Personal ity are not s o  constructed 

that a negative response in the Social Skill s  sub-test parallels  an 

oppos ite response in the Ant i-Social Tendenc ies sub-test . Data from the 

Anti-Social Tendencies sub-test are presented in Table XVI . 

TABLE XVI 

MEAN SCORES IN FREEDOM FROM ANTI-SOCIAL TENDENCIES OF MULTIPLE-GRADE AND 
SINGLE-GRADE GROUPS , � GRADE PLACEMENT 

Grade Mult iple-grade S ingle-grade t 
Level Group Group Value 

3 6 . 62 6 . 00 1 . 140 

4 1 0 . 01 8 . 40 2. 146 

5 9 . 94 9 . 44 . 689 

6 1 0 . 58 9 . 05 3 . 262* 

*s ignificant at the 1 per cent level of conf idence . 
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In this area of freedom from anti-soc ial tendenc ies is found the 

highest level of s ignificance of d ifference between the means achieved 

in any sub-test used in this study. More dramat ic changes between grade 

levels  are also apparent in this area . The multiple-grade group has a 

s l ightly higher mean score at the third grade level . A sharp r ise is 

evident in the multiple-grade group between the third and fourth grade 

levels with res pect ive means of 6 . 62 and 1 0 . 01 as compared with the 

respect ive means of the s ingle-grade group of 6 . 05 and 8 .40.  This r ise 

continues throughout the four grade levels in the multiple-grade group 

but regresses s lightly at the s ixth grade level in the s ingle-grade group . 

This regress ion may be due in part to the increased factors which generate 

competit ion and r ivalry at the s ixth grade leve l . Such factors would 

operate within the mult iple-grade als o ;  but , these are poss ibly mitigated 

by a var iable which was unable to be controlled in this test . 

The members of the mult iple-grade group belonged , largely, to  the 

same rel igious group . This group gives considerable attention to the re­

press ion of ant i-soc ial act ions . This cultural determinant may be the 

greatest s ingle contributing factor to the de gree to which anti-social 

act ions are absent from the multiple-grade group. 

X .  SCHOOL RELATIONS 

The s oc iety which confronts an individual is made up of several 

communities .  Each of the se communities possesses its own d ist inctive 

characte r ist ics . The amount of cons istency or incons istency which exists 

between these communities governs , to a rel at ive degree , the wholesome-
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ness or lack of wholesomeness of the developing personal ity of an in-

d ividual . This is one of the underlying principles upon which the 

organization of the Arthur W .  Spald ing School was founded . 

Rehwoldt , in the study reported in Chapter I ,  pointed out that 

subject ive reports and observations indicated the mult iple-grade group 

deve loped a better attitude toward the ir school--one of these communi-

t ies . If the multiple-grade group being evaluated in this study were 

actually foster ing a greater degree of cont inuity in the personal ity 

development of the individual , than the s ingle-grade group were doing , 

the fact should be supported by data . Such data were secured fran one 

of the sub-tests in the Cal ifornia !!!! � Persona l ity. The data is 

presented in Table XVII .  

Grade 
Level 

3 

4 

5 

6 

TABLE XVII 

MEAN SCORES IN SCHOOL RELATIONS OF MULTIPLE-GRADE AND 
SINGLE-GRADE GROUPS , BY GRADE PLACEMENT 

Mul tip1e-grade S ingle-grade 
Group Group 

6 . 81 6 . 0S 

9 . 80 e . oo 

9 . 89 9 . 89 

10 . 1 6  9 . 37 

t 
Value 

1 . 487 

1 . 891 

1 . 100 

The data above indicates a fairly uniform degree in att itudes held 

by students in both the mult iple-grade and s ingle-grade groups toward 

the ir schools . As has been the pattern in previous sub-teste , the 

mult iple-grade group tends to have a s l ight ly better attitude toward 
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school , though the d ifference lacks stat ist ical s ignificance within the 

5 per cent level bnposed in this study. 

A s ignificant fact may be seen in the point that regardless of the 

criticisms t o  be f ound about e ither multiple-grade or s ingle-grade group­

ing, the students , in general , enjoy their school exper ience . A number 

of theorie s  could be presented to suggest that children do  not l ike and 

will not adapt to multiple-grade grouping. Data presented in this chapter 

as well  as those in Chapters VI and VII , indicate otherwise . 

XI . SUMMARY 

Three of the hypotheses made at the outset of this study have been 

tested and evaluated in this chapter .  These hypotheses stated that the 

personal ity development of children in mult iple-grade groups would be 

enhanced , that their soc ial development would be greater ,  and that they 

would develop better att itudes toward school . 

To test these hypotheses , the Cal ifornia !!!! � Personal ity was 

employed . Those sub-tests bearing most directly upon the hypotheses were 

selected and administered . T-values on the d ifference between the mean 

scores in the various areas were calculated . These score s  with the t­

values were presented in tables throughout the chapter .  

The data presented in these tables would indicate that the hypotheses , 

as related to the spec if ic multiple-grade g�oup util ized in this study, 

need to be modif ied . 

The personal ity devel opment of children within the multiple-grade 

group d id not exceed to the point of a stat ist ical s ignificance of 
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d ifference from that of children in the single-grade group . Support f or 

multiple-grade grouping on this bas is is lacking. 

The same mod if ication is necessary regard ing the s ocial develop-

ment of children within the multiple-grade group . Though theoretically 

poss ible , such devel opment within the mult iple-grade group used in this 

study d id not reach a point of s ignif icant d ifference from that achieved 

by students in single-grade groups . 

The third hypothe s is :  that children in multiple-grade groups will 

develop better att itudes toward school , was not supported by the data 

presented in this study. Arguments for the adopt ion of mult iple-grade 

grouping based upon any of these hypotheses are unwarranted from the 

data presented in the preced ing pages . 

Not to be overlooked , however , is the f act that almost without 

exception the mult iple-grade group achieved higher mean s cores than did 

the s ingle-grade group . While few of these d ifferences were stat ist ically 

Cwil 
s ignificant , the fact that ther� cons istently higher mean scores does 

suggest that mult iple-grade grouping may have unrealized potential . The 

reasons why those potent ials were not real ized in this mult iple-grade 

group are probably revealed in the data presented in the f ol lowing chapters . 

Another fact to be cons idered . in the l ight of the preced ing data 

is the unwarranted crit icisms of mult iple-grade grouping. While the data 

do not support the content ion that multiple-grade grouping is superior 

to s ingle-grade grouping , they do support the fact that it is at least 

equal , This conclus ion may not induce s chool administrators to  change 

from s ingle-grade to  mult iple-grade grouping ,  but it might cause admin-
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istrators contemplating the oppos ite to recons ider . Unless the change 

from multiple-grade grouping to single-grade grouping is effected to 

meet criter ia other than that referred to in this chapter , the wisdom 

of such convers ion may be quest ioned . 



CHAPTER VI 

PARENTAL A'ITITUDES AND OPINIONS 

I. INTRODUCTION 

Educators and consc ientious parents are alarmed by community 

confl icts over today • s  educational programs . It is clear to some that 

oneness of thinking about children and about the education those 

children need is lacking . Many : ·factors in an increas ingly complex society 

have tended to pul l homes and schoo ls away from each other , and this 

is a time when the new demands on education have made cooperation 

extremely vital . 

To the extent that the school is an agency of society , it must 

work with that society in developing its program. Some schools have 

been at fault in developing their curriculum in isolation. The many 

media for communication between the school and the soc iety it serves 

makes such isolation untenable. 

The multiple-grade program of the Arthur w. Spalding School has 

been in operation for more than twenty-five years . Effect ive relations : 

have existed between the school and its patrons through its parent-teacher 

organization, and the c lose contact maintained with the parents by the 

school staf f . A minimum amount of criticism of the mult iple-grade program0 

per !!r is rendered. 

It is possible that the scarc ity of this crit ic ism was due as 

much to the reticence of parents t-o criticize and the lack of opportunity 
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to critic ize as to the degree with which the multiple-grade program was 

accepted . Another factor for consideration i s  the lack of any alternative 

to such a program in the community in which the Arthur W. Spalding School 

is located . 

To test this hypothesis , an evaluative instrument was prepared to 

give the patrons of the school an opportunity to express their opinions 

and yet retain anonimity . The data secured from this instrument is re­

ported below.  

II . THB EVALUATIVE INSTRUMENT 

Five parents , active in the P .  T. A .  of the Arthur w .  Spalding 

School , were invited to form a group for the purpose of submitting 

opinions which they bel ieved patrons would hold  regarding the multiple­

grade program. The statement� which they submitted were combined with 

those from several other sources . The statements were then refined into 

a two-page questionna ire. A further refinement at the Univers ity of 

Tennessee reduced these items to seventeen in number , and the s ize of 

the questionnaire to one page ( see Appendix VI. ).  

When the parents came to register their children in the Arthur 

W .  Spalding School , those with children entering multiple-grade classes 

were g iven the invitation to complete the questionnaire. More than one 

hundred parents returned the questionnaires ; only n inety, however , were 

used in the data reported on the fol lowing pages . A number of question­

naires were only partially completed . The high incidence of no opinion 

of these questionna ires made them unsuitable for this study. 
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All parents with children in the multiple-grade group were requested 

to complete this questionnaire . It would have been more s ignificant , 

probably, had the opinions of parents from both groups been ascertained . 

Due to the extreme difficulties in getting questionnaires into the hands 

of the parents of the children from the single-grade groups , it was 

decided to l imit the evaluation to parents of children in the multiple­

grade school . 

The s ignificance of repl ies from parents of children in the single­

grade group may be questioned , It was bel ieved that had a questionnaire 

been submitted to this group , it would have had to have been necessary 

to give an extensive explanation of the nature of the multiple-grade 

group . Most of the patrons of the mult iple-grade school , however ,  were 

acquainted with the nature and operation of multiple-grade groups . 

That some s ignificance could have been attached to the opinions 

of parents of children in single-grade groups cannot be denied . In the 

l ight of arguments presented in Chapter II of this s tudy,  regarding the 

false assumptions which many people have made regarding multiple-grade 

grouping , it would have been of some s ignificance to determine to what 

degree these assumptions are held by individuals  not familiar with 'such 

grouping , 

Of the individuals  completing the quest ionnaire , one-third had 

not had children in multiple-grade groups previously. This number in­

cluded those new to the community , whose children were transferring 

from s ingle-grade schools , and those whose children were entering school 

for the first time , 
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Parente in both groups represent a cross section o f  the total 

population . Respondees inc luded college faculty , bus inessmen , profes­

s iona l  people , college students , salesmen , farmers , skilled and unskilled 

laborers , housewives ,  and retired individuals . One factor setting this 

sampling of parents apart from the total population is that approximately 

two-thirds of these parents have had some col l ege training . This is 

higher than the nationa l average . 

The �ata presented in the following pages are based on a compari­

son between those parents whose children had been in multiple-grade 

groups before and those parents whose children had never experienced a 

mult iple-grade group . 

111 . THE OPINIONS 

The questionnaire consisted of seventeen questions which elic ited 

a Yea-No answer . Each question was constructed in an effort to mintmize 

the suggestion of any "r ight" answer . No attempt was made to inform 

parents that their answers would be compared with those of others , or 

that they would be grouped for comparison. The grouping was accompl ished 

. by the first question in the instrument & "Is this the f irst time your 

children have ever been in a multiple-grade class?" To this question , 

thirty parents signified "Yes•• ; sixty s ignif ied "No . "  The remaining 

quest ions are listed below with an accompanying analys is . An overal l  

view of the results may be obtained from Table XVIII . 

Question � . Do you prefer multiple-grade clas ses for your 

- child? 



Respondees 
Answering 

Yes 

30 

23 

79 

31 

51  

24 

84 

84 

75 

78 

110 

TABLE XVIII  

OPINIONS ABOUT MULTIPLE-GRADE GROUPING 
EXPRESSED BY NINETY PARENTS 

Respondees 
Answering 

No 

60 

67 

1 1  

59 

39 

66 

6 

6 

15 

12 

Questions 

1 .  I s  this the f irst t ime your children 
have ever been in a mul t iple-grade 
class? 

2 .  Do you prefer multiple-grade clas ses 
for your children? 

3 .  Do you think it is a good idea to have 
children continue with the same teacher 
more than one year? 

4.  Do you think that having several grades 
in one room gives the s lower learner a 
better chance to develop? 

5 .  Do you think that having several grades 
in one room gives the faster learner a 
better chance to develop? 

6.  Do you think it is good to have older 
and younger students in the same room? 

7 .  Do you think that the pupils with whom 
your child is grouped at school have any 
s ignificant effect upon his learning? 

8 .  Do you think it is a good idea to teach 
skills to children in as small  groups as 
poss ible? 

9 . Do you think your c�ild will make as much 
progress in this multiple-grade organiza­
t ion as is possible? 

1 0 .  Do you think that pupils in a classroom 
should be about the same age? 
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TABLE XVI I I  ( CONTINUED ) 

Respondees Respondees 
Answering Answering Questions 

Yes No 

87 3 11 . Do your children l ike to go to school? 

8 6  4 12 . Do you think your child gets along wel l  
with the other children in h i s  room? 

48 42 13 . Do you think your child (will  show) (has 
shown) more progress in the 3 R' s than 
he would have in a s ingle-grade program? 

55- 35 14. Do you think your child (wil l show) (has 
shown) more progress in social develop-
ment than he would have in a s ingle-grade 
program? 

14 76 1 5 .  Do you think it is better for children 
to have a different teacher each year? 

74 16 1 6 .  Do you think the s chool i s  providing 
adequately for the differences of in-
dividual children? 

45 45 17 . Do you feel that teachers in mult iple-
grade classrooms are so busy with the 
"extra" grades that they are unable to 
help children as much as is needed? 
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The responses to . this quest ion were nearly a complete reversal 

of those to Question 1 ,  with more than two-thirds of the respondees 

s ignifying that they do not prefer multiple-grade grouping . This must 
. ' 

be evaluated in the light that approximately half of these respondees were 

individual s  whose children had not been in multiple-grade groups composed 

of more than two grades . It is not to be presumed that these negative 

responses came entirely from parents whose children had been in multiple-

grade groups previously . Experience has shown that parents unfamil iar 

with the program are initially apprehensive of such grouping . The 

following quest ions may reveal the bases for the disl ike of the program 

by those who are famil iar with its nature. 

Question �· Do you think it is a good idea to have children con-

tinue with the same teacher more than one year? 

S eventy-nine parents indicated that they believed it was better 

for children to have the same teacher more than one year . Compared with 

the s ixty-seven who ind icated that they did not prefer multiple-grade 

c lasses for their children , this might suggest that they would prefer to 

have the teacher progres s from grade to grade with their children , or to 

have their children not progress .  The latter appears highly illogical . 

Here is posed a dilemna which parents would not l ike to . see solved 

by multiple-grade grouping . Recognizing , pos s ibly , that the better ae-

quainted a teacher is with a student , the greater degree to which that 

teacher can meet the needs of a particular child , these parents prefer 

that the association between a particular teacher and child be maintained 

longer than is done under the traditional grade placement system. It 
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i s  possible that the non-graded type of organization could sat isfy both 

desires as expressed in this quest ionna ire .  

question !!· Do you think that having several grades in one room 

gives the slower learner a better chance to develop? 

Approximately two-thirds of the respondees ind icated that they be­

lieved the s lower learner was paying a penalty in the multiple-grade 

clas s .  Only thirty-one indicated that they bel ieved a s lower learner 

would profit from the mult iple-grade grouping. The responses to Question 

17 of the questionnaire would suggest that many of the respondees were 

not consistent in their op inions . In that question a larger number in­

d icated that they felt the multiple-grade units were providing adequately 

for the differences of individual children . A study of Question 13 and 

14, however ,  would ind icate that this opinion is held more in terms of 

social needs than academic needs . 

Question !!· Do you think that having several grades in one 

room gives the faster learner a better chance to develop? 

The responses to this quest ion are nearly a direct reversal to 

those o f  the preceding question , indicating that a majority of the 

parents bel ieve that the intellectually gifted child can profit from ' 

the experience which a mult iple-grade group offers , while the s lower 

child is penal ized by such an experience . There appears to be , through­

out the responses to this questionnaire , a prevail ing attitude that 

academic development is the major factor in the education of children. 

Question !!· Do you think that it is good to have o lder and 

younger children in the same room? 
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An inherent weakness in this question is the fact that no 

spec ific l �its are ascribed to the age spread referred to . It is 

impos s ible to determine how much spread each respondee had in mind when 

stat ing his opinion . It is eas ily recognized that any given classroom 

is made up of older and younger children . It is pos s ible that the s ixty­

s ix individual s  responding ''No" to this question are thinking in terms 

of one or more years ' difference from the ages of their own children . 

This possibil ity is conf irmed by the responses to Question 10 when an 

even larger number of individuals indicated they bel ieved children in a 

given classroom should be about the same age . 

Some of the reasons for this opinion may be found in a few of 

the comments which tend to generalize about the concept of a lack of 

rapport between older and younger students . Such comments as : 

"Younger children are afraid of older children, " "Older children are 

not patient with smaller students ," "Smaller children get pushed aside 

by older ones , "  "Older children teach bad habits to younger children" 

indicate a concern about the social relationships which exist between 

children of d ifferent ages . 

One respondee who s ignif ied approva l for older and younger 

children being grouped together touched upon a s ignificant aspect in 

her comment ; "Everywhere else in life they assoc iate with others of 

different ages , I think it ' s  good . "  One of the arguments favoring the 

multiple-grade organization is that it does more favorably compare with 

real-l ife soc ial s ituations . 
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It is pos sible that parental reaction against the grouping of 

children of various ages together comes as a result of the complaints 

of the children. Children are not always the most accurate reporters 

of a classroom or playground situation. It is pos sible, justly or 

unjustly, that sufficient reports of poor social relations have colored 

the parent s • attitude toward such grouping. It is equally pos s ible 

that these expressed opinions are the results of parental bias 

unsubstantiated by any such reports .  The opinions expressed in answer 

to Question 1 1  would indicate the latter . 

Question !!· Do you think that the pupils with whom your child 

is grouped at school have any significant effect upon his learning? 

Eighty-four respondees acknowledged agreement with this concept . 

No discrimination was made as to positive or negative effects . The 

point establ ished is that parents generally agree that the social inter­

action which occurs within a classroom has an effect upon a child ' s  

learning. It is assumed that these parents believe a good social rapport 

will  enhance the learning of a child while a poor social rapport will 

negate such learning .  This suggests parental acceptance o f  a generally 

establ ished psychological concept that the happy child will learn better 

than the unhappy child • . . If the parents genuinely subscribe to this 

principle , and their responses to subsequent questions are valid, it 

raises serious objections as to the val id ity. of other answers . 

Question !!· Do you think it is a good idea to teach skills to 

children in as small groups as pos s ible? 



116 

The responses to thU ;quest ion would indicate widespread acceptance 

among parents of a sound educational princ iple . The comment made by one 

of the eighty-four answering "Yes" to this quest ion would chal lenge such 

an assertion . This comment was , s imply , �What do you mean by skills?" 

It is possible that parents entertain the notion tha t anything done in 

school is done best in a small sroup . While this may apply to the 

teaching of certain skil ls , it would not necessarily apply to every 

experience in the curriculum. If many parents are not cognizant of what 

is meant by "skills" , the responses to this question lose much s ignificance . 

It is nevertheless , an express ion of opinion which molds parental support 

or nonsupport of a school program, whether that op inion is based on fact 

or fancy. 

Quest ion !!· Do you think your child wil l make as much progress 

in this mult iple-grade organization as is poss ible? 

From the seventy-five "Yes" responses to this question , compared 

to the answers to Quest ions 4 and 5 ,  it may be that most parents assume 

their children to be faster rather than slower . Answers to the earlier 

ques tions indicated fairly unifJU"'n conviction that the faster children 

are at an advantage while the slower children are at a disadvantage in 

a multiple-grade classroom. Responses to this question , at the s-me time ,  

ind icate that parents assume their own child will make a s  much progress 

as is pos sible , even in the multiple-grade class . This , in light . of the 

fact that many of these parents have had children in mult iple-grade 

cla sses previous ly,  would seem to indicate approval of the fact of 

mult iple-grade group ing while ind icating d isapproval of the theory of 

such grouping . 
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Question �· Do you think that pupils in a c lassroom should be 

about the same age? 

The results of this question have a lready been referred to in the 

discussion under Quest ion 6 .  Seventy-eight of the ninety parents from 

whom data were secureq , indicated their conviction that children should 

be homogeneous in their ages , within a given classroom. It was not pos­

sible to ascertain the extent to which cultural bias molded the responses 

to this quest ion ; but , these responses coupled with those to Quest ion #2 

would indicate that most of the patrons of the Arthur W .  Spalding School 

would prefer a single-grade experience for their children . 

Question !!!· Do your children l ike to go to school ?  

I n  the l ight of the responses to this quest ion , it i s  cons idered 

a weaknes s  o f  this study that the op inions of students from multiple-grade 

classes were not pol led .  The larges t percentage o f  ·�es" responses were 

received in reply to this question. Regardless of the opinions expressed 

by parents ; regardless of their fears and qualms ; regardless of their 

prejudices and biases ; their children , apparently,  are enjoying the 

experiences of a multiple-grade group .  It must be admitted , though , 

that for some students no other types of experience are known . For · 

many , both types of grouping have been experienced , It is considered 

signif icant that most of the parents ind icated their children enjoyed 

school . 

Many factors are involved in a child ' s  happiness or lack of 

happiness in school . Classroom organization is one of these . In 

no parental comment , however , was there indication that the child was 
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d ispleased with the multiple-grade organizat ion . In one of the three 

instances of negat ive responses , the parent d id refer to the fact that 

the child "would prefer another teacher . "  This , however , has happened 

in single-grade organizations . 

Question �· Do you think your child gets a long wel l  with the 

other children in his room? 

Could it be pos s ible that each parent interpreted this as re­

ferring specifical l y  to his own child ' s  attitude toward his peers 

rather than in terms of interact ion between his child and others .  

When one considers the attitude of the parents a s  expressed about a 

wide range of ages within a given clas sroom , and ponders the reasons 

for those object ions as identif ied in added comments ,  one questions 

the val idity of the statements made by eight-six of the respondees 

that their children do get along wel l  with the other children in the 

classroom. The opinions expressed here would seem to reinforce the 

observat ion made under Question 9 :  parents accept the fact that their 

children do wel l  in the multiple-grade group but do not prefer the 

idea of such grouping . 

Question !!!· Do you think your child (wil l show) ( ha s  shown) 

more progress in the 3 R ! s  than he would have in a s ingle-grade 

program? 

Opinions come somewhat c loser to being evenly d ivided on this 

po int with forty-eight s ignifying "Yes" and forty-two s ignifying "No" . 

So few el iminated the word ing that d id not apply to them, that it was 

imposs ible to interpret whether the bul k of the responses s ignif ied 
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f a ith in the potent ia l of the mul t ip le-grade group o r  satisfact ion w ith 

past accomp l ishment s .  This discriminat ion would have enhanced the 

s ignif icance of the question . 

The extent to which the students in the mult ip le-grade and the 

s ingl e-grade groups did differ in academic achievement , a s  measured 

by the Stanford tests , ha s a l ready been discussed . The fact that 

parents are of the op inion that their children have achieved sat is­

factori l y  in academic areas is due in part to the parent-teacher con­

ferences conduc�ed regularly in the Arthur w .  Spa ld ing Schoo l . Parents 

are given a continuous appra isal of their children ' s  progress in terms 

of both standard ized and teacher eva luationsA 

Question !!!· Do you think your child (wil l s how) ( has shown) 

more progress in soc ia l development than he would have in a 

s ingle-grade program? 

Opinions are somewhat more dec ided in terms of social progress 

than academic progress as represented in responses to the two previous 

quest ions . Fifty-five respondees ind icated their bel ief that mul t ip le­

grade grouping enhanced the chil d ' s  social progres s .  The lack o f  dis­

crimination which characteri zed the answers to Quest ion #13 , exists in 

the answers to this quest ion . 

The extent to which the evaluative data used in this study support 

the opinions of parents expressed in this question have a lready been 

d iscussed in Chapter V .  

Question #15 . Do you think it is better for children to have a 

d if ferent teacher ? 
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This question was inserted as a deliberate check question. It 

will be recognized as the antithesis to Question #3 . Three respondees , 

apparently, d id not make this recognition for s eventy-s ix indicated they 

thought it was not better for children to have a different teacher each 

year while seventy-nine , in response to Question #3 , indicated they thought 

it was better to have children continue with the same teacher more than 

one year .  

The percentage o f  error may not be considered large enough to 

invalidate the bulk of the responses to the questionna ire . Basically, 

the response is cons istent with that of the antithetical statement . 

Question �· Do you think the school is providing adequately 

for the d ifference of individual children? 

There was rather strong convictions , expressed earl ier , that 

the multiple-grade organization does not provide enough allowance for 

the s low learner . This is , pos s ibly , reflected in the s ixteen negative 

responses to this question. While the term "school" is used in this 

question rather than ••mult iple-grade class" , it should be remembered 

that the entire s chool from grades one through s ix is organized on a ' 
multiple-grade basis . Any suggestion that the school is no� meeting 

the needs of the child is , at th� same time , an evaluation of the multiple-

grade c lasses . 

question !!!• Do you feel that teachers in multiple-grade 

class rooms are so busy with the "extra" grades that they 

are unable to help children as much as needed? 
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In response to this quest ion , the respondees are evenly d ivided in 

their opinion . This may be one way of stating that there is  "no opinion . "  

So great in the mind of the public is the picture of the overburdened 

teacher in the overcrowded classroom, that few parents bel ieve anything 

else exists .  

In none of the mu1tiple-grade classrooms were there more than 

thirty students . In that clas sroom where the organization entailed four 

grade levels rather than two , the enrollment was held at twenty. Such 

conditions are not true of every multiple-grade clas sroom in other 

schools , however . 

IV. SUMMARY 

This chapter was des igned to present data testing the hypothesis 

that parents who are acqua inted with the mult iple-grade program recog­

nize the advantages such 8 program of fers . This hypothesis is  stated 

with the as sumption that those parents who recognize the advantages of 

multiple-grade group ing will des ire such advantages for their own ' 

children. 

To secure the des ired data , it was necessary to construct an 

evaluative instrument . This instrument cons isted of seventeen questions 

relative to mutl iple-grade grouping.  Each question was designed to 

elicit a "Yes" or "No" response.  These responses were tabulated and 

have been presented in Table XVIII .  

The data presented on the preceding pages would indicate that 

those parents pol led do not care for the multiple-grade type of . or­

ganization. This would nul lify the hypothesis being tested . While the 
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parents polled indicate agreement with some of the principles on which 

multiple-grade grouping is founded , and they indicate that they are 

pleased with the results of their children ' s  experiences , they remain 

apprehensive . The extent to which this is a reflection of biases 

based on unfounded assumptions is not known . The fact that such preju­

d ice  exists , even among those who have been acquainted with the program 

from some t ime , cannot be ignored . It forms a foundation upon which a 

more successful public relations program must be built by mult iple-grade 

organizations . 



CHAPTER VII 

OPINIONS ABOUT MULTIPLE-GRADE GROUPING EXPRESSED 

BY ONE HUNDRED TEACHERS AND AIMINISTRATORS 

I .  INTRODUCtiON 

Key personnel in the system that soc iety has des igned for its own 

propagation as wel l  as its continual devel opment , are the teachers who 

work d irectly with the resources of that system and the administrators 

who guide the deve lopment and ref inement of that system . Chapter VI 

explored the opinions and att itudes of parent s t oward t he  type of school 

organizat ion known as mult iple-grade group ing . From these opinions and 

att itudes stem the act ions that parent s take in support ing or wit hhold­

ing support from mult iple�grade grouping or any other phase of the total 

educat ional program . 

This chapter seeks to expl ore the op inions and att itudes held by 

teachers and administrators who have been involved in the mult iple-grade 

type of organization .  An analys is of the opinions he ld by those who 

l ive and work in this system day by day , some f or  many ye ars , may pro­

vide a s ignif icant ins ight into the real potent ial of mult iple-grade 

group ing. S ame of the persons whose opinions are reported in this chapter 

have been trained t o  work with children in mult iple- grade groups . Others 

have entered into this exper ience without formal preparat ion . S ome have 

had no experience other than mult iple-grade teaching ; others a balanced 

proport ion of this type of experience with that in the trad itional 

graded classroom. 
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Same of the administrators pol led have been teaching-princ ipals ; 

others , only ful l-time administrators . One group of administrators has 

had admin-istrat ive exper ience only in small  schools wit h  multiple-grade 

classes . All the personne l ,  however , had had sane exper ience with the 

multiple-grade type of class organization.  Their opinions are op inions 

based on exper ience . To secure these opinions , an instrument was de­

s igned for that specif ic purpose . 

I I .  THE EVALUATIVE INSTRUMENT 

A number of statements were prepared relat ive to multiple-grade 

grouping. All  statement s were phrased pos it ively about the multiple­

grade program , though an attempt was made to construct them in such a 

manner that they d id  not e l icit a "right" react ion . A five-point rat ing 

scale was included whereby the respondee could indicate his react ion fran 

"strongly agree" to "strongly d isagree" . 

After �ref inement of the or iginal statements ,  the instrument con­

t
.
ained thirty-two evaluat ions of the multiple-grade program. Due to the 

fact tha� many ind ividuals to be polled would be teaching-administrators , 

it was. dec ided . to use a combined quest ionnaire . Provis ion was made on 

the rat'ing scale for "no opinion" where necessary. 

The questionnaire was submitted to teachers and adm inistrators in 

the states of Alabama , Florida , Georgia , M is s is s ippi ,  and Tennessee . These 

states comprise the geographical area served by Southern Mis sionary College .  

It was from the laboratory s chool of this college that the multiple-grade 

group was selected . The fact that the teachers and administrators from 
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mult iple-grade schools in these states convened near Atl anta , Georgia 

for professional meetings facilitated the d istribution and col lection 

of the quest ionnaires .  Those questionnaires that were returned were 

grouped acc ording to four clas s if icat ions . The purpose f or this sub­

grouping was t o  compare differences in attitude which might be manifested 

by ind ividuals with d ifferences in exper ience . These clas s if icat ions 

are used throughout subsequent pages of t his study in t he  presentat ion 

of the data. The c lass if ications were : 

1 .  Class A .  These were ind ividuals who had taught in mult iple­

grade groups only. Twenty-five of these ind ividuals re­

turned the quest ionnaire ; these twenty-f ive had had an 

average of nine yea'rs'' teaching experience . 

2 .  Clas s B .  This group was made up of individuals who had had 

teaching experience in both mu lt iple-grade and s ingle-grade 

groups . Sixty-two ind ividuals in this category returned the 

quest ionnaires ;  only twenty-five , however , were used for 

this study. This l bnitat ion was effected f or  two reasons : 

( 1) An attempt was made to equal ize the s ize of each of 

the four groups to make canparisons eas ier to  canprehend , 

and ( 2) Many of the ind ividuals in t his group were teaching­

administrators . This group was des igned to include only 

those who were teaching exclus ive ly .  The twenty-five teachers 

included in this group had had an average of s ix years • ex­

perience in s ingle-grade groups and e leven years ' experience 

with mu ltiple-grade groups . 
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3 .  Class C .  Thi s was the group of administrators who had been 
' 

pr incipals in multiple-grade schools only . Very few full-

t hne principal s in this category returned quest ionnaires . 

To make a full complement of twenty-f ive , it was necessary 

to use questionnaires submitted by teaching-principals 

already mentioned in Class B ..  However, only those who had 

been teaching-pr incipals in mult iple-grade schools exclus ively 

were · included . The ind ividuals in this group had had an 

average of e leven years administrat ive experience . 

4 . Class D .  The f inal group was those administrat ors who had 

had administrat ive exper ience with both single-grade and 

mult iple-grade group . To reach a full canplement in this 

category , it was necessary � o send quest ionnaires outside 

the areas ment ioned above . The dat a  presented below contain 

responses fran ind ividuals in Massachusetts ,  Connecticut , New 

York , Michigan , Cal ifornia , and Texas . Administrat ors in 

this category had had an average of fourteen years experience . 

In adcU.ttcn t o  the thirty-two statements which were designed to 

e l icit t he  individuals ' react ions , space was provided f or teachers to state 

what , in t he ir opinion was t he  greatest problem in work ing with multiple­

grade groups , and what were the greatest benef its of working with such 

groups . Administrat ors were asked to ident ify what they thought to be 

the greatest prOblem of operat ing a school in which mult iple-grade group­

ing was pract iced , and t he  greatest advantage which multiple-grade group­

ing had over s ingle-grade grouping. The results of t his questionnaire are 



127 

presented bel ow .  The complete questi onnaire is presented in Append ix 

VII . 

III . THE OPINIONS 

Each of the thirty-two evaluat ive statement s are l isted be l ow ,  

accompanied b y  a percentage breakdown of responses by classe s . These 

classes have been ident if ied above . The f ive-point scale range s from 

SA ( strongly agree ) through A ( agree ) ,  0 (no opinion ) and D ( d isagree ) 

to SD ( strongly d isagree ) .  

1 .  Administrat ive problems are no greater with multi ple-grade 

clas ses than with regular classe s . 

Percentage of Re spondees Ind icat ing 

SA A 0 D SD 

Class A 4 32 36 28 0 

Class B 24 32 12 28 4 

Class c 12 60 12 12 4 

Class D 12 44 20 20 4 

The administrators whose exper ience has been l tm ited to mult iple­

grade groups only are a l itt le more will ing to concede that the ir ad­

ministrat ive l oads are just as great , or no greater than those whose 

roles are administrators of s ingle-grade groups . The teachers and the 

administrators , however , who have had exper ience w it h  both groups in­

d icate the ir bel ief that it is somewhat more dif f icult to administrate 

a multiple-grade or ganization. Few ind ividuals bothered to comment on 

the prob lems they felt were pecul iar to mult iple-grade grouping ; but , 
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one administrator stated his problem most succinct ly: "PARENTS . "  

2 .  Students give no evidence of hes itancy about becoming members 

of mult iple-grade classes .  

Percentage of Respondees Ind icat ing 

SA A 0 D SD 

Clas s  A 8 76 8 8 0 

Clas s B 

Clas s C 

Clas s  D 

4 

4 

8 

56 

64 

64 

16 

8 

12  

24  

24 

1 6  

0 

0 

0 

Agreement with this s tatement is fairly uniform among the four 

groups represented . This would appear to lend profess ional support to 

the opinions of the parents that the children , themse lve s , do not mind 

be ing grouped in a mult iple-grade s ituat ion .  More concern over the 

child ' s  acceptance or lack of acceptance of himself or others seems to 

be felt by the parents t han by the students . The degree t o  which this 

concern is reflected by the s tudent at different stages of his s ocial 

devel opment might be worthy of invest igat ion . It may be safe t o  assume 

that there are few d is c iplinary pr oblems aris ing from a child ' s  d is sat is­

faction with a multiple-grade environment .  

3 .  Most parents are reluctant about their children being placed 

in a multiple-grade clas s . 
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Percentage of Respondees Indicat ing 

SA A 0 D SD 

Class A 0 24 1 2  60 4 

Class B 0 .52 12  32 4 

Class c 0 40 0 .52 8 

Class D 0 40 8 48 4 

Data compiled in Chapter VI ind icated that parents pol led in this 

study d id not des ire a multiple-grade experience for the ir children . 

Though the opinions of the teachers and administrat ors expressed above 

are about evenly d ivided between agreement and d isagreement , the extent 

to  which these profess ional people are not aware of parental fee l ings 

might serve to give d irection to administrat ive procedure . Evidently, 

the majority of parents have been conditioned to accept what the schools 

serve . While profes sional leadership is to be respected , the day when 

the countercheck of parental opinion ceases to operate will  mark the 

apogee of educat ional pr ogress . 

4 .  Parents identify this type of grouping with the popular con-

cept ion of inferior rural educat ion . 

Percentage of Respondees Ind icat ing 

SA A 0 D SD 

Class A 4 32 12 48 4 

Class B 0 40 12  44 4 

Class c 4 36 4 48 8 

Class D 4 36 8 48 4 
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This conception is apparently not as wide ly accepted as the 

authors of the questionnaire assumed . It is poss ible that the parents 

referred t o  by the respondees above were those parents already acquainted 

with the nature and objectives of such a type of organizat ion .  I t  is 

also poss ible that this c oncept ion is not the barrier to public accept­

ance of the mult iple-grade program in most place s .  

s .  Once parents understand t he  advantage s  of multiple-grade 

grouping ,  they are quite willing for the ir children to be 

placed in such classes . 

Percentage of Respondees Indicat ing 

SA A 0 D SD 

Class A 4 80 16  0 0 

Class B 0 72 .24 4 0 

Clas s  c· 4 80 12 4 0 

Class D 4 76 1 6  4 0 

The responses to this statement comb ined with the responses of 

the preced ing question should fairly adequately d ispel  any fears of 

negat ive publ ic reaction to  the multiple-grade program. The opinions 

expressed above might serve to challenge the opinions of tha parents 

expressed earl ier , or might serve to quest ion whether those parents had 

ever been adequately appraised of the purposes and program in the mul­

tiple-grade classes . 

6 .  Most parents are pleased with their children ' s  experiences 

and development in a multiple-grade clas s . 
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Percentage of Respondees Ind icat ing 

SA A 0 D SD 

Class A 4 72 12  12 0 

Class B 4 56 24 1 6  0 

Class c 4 68 8 20 0 

Class  D 4 68 12 16 0 

The data above would indicate professional awareness of parental 

sat isfaction with the overal l development of the ir children in the 

multiple-grade environment . Such awareness  is e ither the result of gross 

presumption on the part of school pers onne l or an effect ive home-school 

relat ionship . It is too easy , though, to  interpret the lack of critic ism 

as the sound of approbat ion .  Thi s ,  unf ortunately , is not always the case . 

Parental responses as tabulated in Chapter VI ind icated that there was 

greater sat isfact ion with the soc ial development of the children than 

with the academic development . Lack of d iscr imination in this quest'ton 

makes it · imposs ible to evaluate this factor in the responses above . 

7 .  Ass ignment of students to classes is much eas ier in a multiple-

grade school s ince no special d ist inct ion need be made as to 

proper grade leve l ;  students can be placed in a room accord-

ing to their abilities . 

Percentage of Respondees Ind icating 

SA A 0 D SD 

Class A 0 48 20 16 16 

Class B 4 36 4 44 12 

Class c 4 40 4 52 0 

Class D 4 36 16 36 8 
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The responses of the latter three clas ses tend t o  ind icate this 

as one of the administrat ive problems relat ing t o  multiple-grade group­

ing .  The fairly even d istribution of answers may refle ct a d ifference 

of cond it i ons in various schools . In those small schools where only 

one or two rooms are ava ilable , the problem of ass igning students be-

comes rel at ively rout ine . In larger s chool s , where a number of similar 

mult iple-grade units are in operat ion,  the pr oblem becanes a l ittle more 

d iff icult and greater se lect ivity must be exerc ised . In those schools 

where both mult iple-grade and s ingle-grade un it s  are ope rat ing concurrently , 

the problem is compounded . It i s  not d ifficult to make a choice when there 

is only one select ion . 

8 .  Multiple-grade teaching is not more d iff icult than s ingle-

grade teaching s ince both types of organizat i on require 

further group ing. 

Percentage of Respondee s  Ind icating 

SA A 0 D SD 

Clas s A 4 32 1 6  24 24 

Clas s B 4 36 4 44 12 

Class C 4 40 4 52 0 

Class D 4 36 1 6  36 8 

Opinions in thi s  area appear t o  be s lanted t oward d is agreement . 

Good teaching in any are a require s sub-grouping for certain act ivit ies . 

It is poss ible t hat the respondee s above feel overwhelmed at t imes be­

cause much more of the ir sub-grouping is done within the confines of 

grade boundarie s .  This factor is probed in an ensuing statement . 
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9. After teachers have became accustomed to multiple-grade 

classes , they prefer this type of class organizat ion above 

s ingle-grade classes . 

Percentage of Respondees Indicating 

SA A 0 D SD 

Class A 4 16 32 44 4 

Class B 0 24 20 40 16 

Class  c 4 16 20 52 8 

Class D 4 20 24 44 8 

There seems to be little quest ion about the unpalat ibility of this 

statement . Most of these teachers have e ither failed to learn to appreci­

ate the poss ibilit ies of multiple-grade grouping or e lse , poss ibly , there 

is not much to appreciate . Administrators , apparently , have d iff iculty 

in etaffing multiple-grade classes . In many instances ,  these classes are 

probably staffed because there is no other choice . 

10. Multiple-grade teaching becomes d if ficult only when a teacher 

tries to maintain rigid grade dist inctions and does not 

permit an interrelat ion of activities among student s .  

Percentage of Respandees Indicat ing 

SA A 0 D SD 

Class A 4 44 1 6  28 8 

Class B 0 S6 1 6  24 4 

Class C 4 56 12 24 4 

Clas s  D 4 52 12 24 8 
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Agreement wit h  this statement is fairly cons istent in the responses .  

One administrator suggested that the statement would have been worded 

better if the term "only" had been el iminated . His convict ion was that 

this is but one of many factors which makes mult iple-grade teaching d if­

f icult . It may be inferred that the concensus of opinion is that d iffi­

culties do arise when a teacher tries to operate a r igidly graded program 

within a multiple-grade framework . 

1 1 .  In a mult iple-grade clas s ,  the teachin g load is l ightened 

somewhat by the fact that students can often ass ist the 

teacher by working with other student s .  

Percentage of Respondees Ind icat ing 

SA A 0 D SD 

Class A 0 72 4 8 16 

Class B 12  84 4 0 0 

Clas s  c 8 72 4 4 12  

Clas s D 8 16 4 4 8 

There appears to be l ittle doubt that the ass istance provided by 

students is a demonstrable asset in the multiple-grade classroom. It 

would be �ore s ignif icant if it could have been determined t o  what extent 

and in what specif ic capac ities such student ass istance is rendered . 

Mult iple-grade group ing actually has no corner on the ut i lizat ion of 

student resources . Many teachers allow and e ncourage students to work 

with each other toward the solut ion of common problems . In other in­

stanops , the interact ion of faster and slower students ass ists those 

slower students in making the progress they would normally miss from 
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inattention and lack of guidance . That which was commented by one 

teacher may actually be the sentbnent of many , "If it weren 't for the 

ass istance of the students ,  I just couldn 't handle it . " 

1 2 .  Provid ing for ind ividual d ifferences is much eas ier in a 

multiple-grade class s ince a wider range of mater ials for 

the several grade levels is already available . 

Percentage of Respond�es Ind icating 

SA A 0 D SD 

Class A 8 68 0 1 6  8 

Class B 12 44 28 lCS 0 

Class C 12 68 4 8 8 

Class D 1 2  CSO 8 l CS  4 

The extent to  which a wide range of teaching materials sat isf ied 

the demand to meet ind ividual needs is probably more adequately met in 

a multiple-grade classroom than in a s ingle-grade classroom. The extent 

to which such materials are ut ilized , however , is not determined by 

this statement presented above . To thrust a second-grade reader into 

the hands of a child having reading d iff icult ies with a third-grade 

reader is not , necessar ily , meet ing individual needs . Wise , sele ct ive 

ut ilizat ion of materials in any type classroom organizat ion is para­

mount to effectively meet the needs of ind ividual children.  The fact 

established by the responses to this question would appear to be that 

mult iple- grade classrooms are , by nature , more adequately endowed wit h  

a wide range of materials at t he  teacher 's  instant command . 
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13. In multiple- grade classes , grade barriers are removed so 

that the teacher does not feel he has to cover a given 

amount of materials ,  but can devote his attent ion to the 

progress of the individual student . 

Percentage of Respondees Ind icat ing 

SA A 0 D SD 

Clas s A 4 12 16 56 12 

Clas s  B 0 32 12 44 12 

Clas s  c 4 24 20 36 16 

Class  D 4 24 1 6  48 8 

Pronounced d isagreement with this is evident from the data above . 

Several ind ividuals commented upon this statement ; sane of those comments 

be ing, "If grade barriers were removed , he could , "  "I can see no absence 

of grade demarcat ion , "  "I wish the super intendant would all ow us to re­

move grade barriers , "  and "Rave you heard about the nongraded program?" 

This latter comment is in reference to the type of school organizat ion 

championed by John Goodlad . It would appear that most of these teachers 

and administrators look upon the multiple-grade group as a collect ion of 

grades t hat must be taught as grades with l ittle departure from grade 

standards . If this be the case , in actual practice , t he  multiple-grade 

program l oses much of its value . Of s ignificance is the fact that the 

greatest d isagreement to this statement is expressed by Group A .  This 

may be due to the fact t hat this is the most inexper ienced group or to 

the fact that this group has taught in multiple-grade groups only . To 

be cons idered , however , is the addit ional fact that the se , more than 
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any other group , represent teachers who have had tra ining in mult iple­

grade teaching. Is it poss ible that these teachers have actually been 

prepared to teach a trad it ionally graded program in a mult iple-grade 

organ ization? To the extent that this is s o  sugge sts that the teacher 

education programs designed to prepare teachers for mult iple-grade 

s chools be re-evaluated . 

14. Mult iple-grade grouping results in greater cooperation and 

working together of teachers . These teachers have s bnilar 

problems ; hence , there is greater cooperat ive planning.  

Percenta� of Respondees Ind icating 

SA A 0 D SD 

Class  A 4 52 32 12 0 

Class B 0 40 40 16 4 

Class  C 4 44 32 16  4 

Class D 4 44 32 16  4 

Those teachers teaching only in mult iple-grade groups appear to 

cooperate more close ly than others . This may be due to a number of 

factors . Most of these teachers are in small school s--two or three 

teachers--where comradeship is more keenly sensed than in larger s chools .  

These teachers also  lack a comparat ive bas is upon which t o  establ ish 

the ir opinion . Class B ,  represent ing teachers with experience in both 

s ingle-grade and multiple-grade groups , h�ever , are not too far removed 

in the ir opinions . These teachers , and administrators , would seem to  

suggest that grade barriers operate as  wal ls not only about children but 

also about teachers . This is a s ignificant point for cons iderat ion in 

school personnel relations . 
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15 .  S ince a teacher of a mu lt iple-grade c las s has t he s ame students 

for more than one year , he knows these students better than 

a s ingle-grade teacher could , and he can meet the needs of 

these s tudent s  more effective ly .  

Percentage of Re spondees Ind icat ing 

SA A 0 D SD 

Clas s  A 24 68 4 4 0 

Clas s  B 16 72 8 0 4 

Clas s  c 8 76 8 4 4 

Class D 1 6  7 2  4 4 4 

If the above statement is anal yzed , it w i l l  be d is covered that 

the f irst port ion expre s se s  a c oncept s o  universal in its acceptance 

that it may be s afe to assume the ab ove re sponses in re lat i on t o  the 

latter part of t he statement . O ne of the re spondee s ,  now teach ing a 

s ingle grade , c ommented , "Just as I get to re ally know a ch ild , I 1 ose 

him . u  It is poss ible t hat this teacher is unduly s l ow  in gett ing t o  

know her student s . The above responses , though ,  would ind icate nearly 

unanimous agreement t hat the l onger a te acher can work with a ch i ld , the 

more successful s he should be in meet ing his need s . 

1 6 .  Mu lt iple-grade groups are more l ike a real-l ife s ituat ion 

s ince students , outs id e  of s chool , often c hoose younger 

or older student s  with whom t o  work or play .  
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Percentage of Respondees Ind icat ing 

SA A 0 D SD 

Clas s  A 4 68 24 4 0 

Class B 4 84 8 4 0 

Class c 8 72 12 8 0 

Class  D 4 76 12 4 4 

One of tM arguments most cons istently presented against homo-

geneous grouping, on most any bas is , is that such grouping is not l ife-

l ike .  Occas ionally we d o  encounter a group organized on the bas is of a 

particular characterist ic . The Rockettes in New York City 's  Music Hall , 

a snappy drill team , a p icturesque water ballet , require such grouping. 

This , though ,  is not l ife . These are spectaculars--groups that many 

ind ividuals never encounter in a complete l ife-time . In add it ion, these 

are highly select ive .  It must be admitted that a child wil l  d iscover 

restrictions Unposed upon him by what he is or what he has . To a great 

extent , however , opportunity is given to most pe ople to r ise above such 

restrictions . 

Society does not demand that children associate with , in work and 

play,  othe r  children of the same age .  Communit ies do  not re legate 

families  with one-year-olds to one section,  famil ies with f ive-year-olds 

to another.  Children learn to adapt to  others older and younger than 

they. Through this experience children develop maturity on the one hand 

and cons iderati on  for others on the other hand . A school environment 

which continues and fosters this devel opment would appear t o  be more ad­

vantageous than one which does not . 
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17. A wider range of age brings a wider range of experiences and 

capac it ies to the group , thus enriching the opportunity for 

each ind ividual to  learn and to  be valued rather than envied 

or patronized . 

Percentage of Respondees Ind icat ing 

SA A 0 D SD 

Class A 24 60 12 4 0 

Class B 20 64 4 12 0 

Class  c 12 76 8 4 0 

Class D 20 64 12 4 0 

It is poss ible that the small amount of d isagreement registered 

the data above represents reaction to  the latter part of the statement 

rather t han the former . One of the s ix individuals d isagree ing stated , 

"Sometimes the older children do patronize or take advantage of the 

smaller one s . "  The majority of ind ividuals in the teaching profess ion 

have probably witnessed such incidents . In the mult iple-grade group , 

h�ever , such incidents ought to be at a minimum . The d iver s ity of in­

d ividuals ,  the range of ab ilities , the variety of ass ociat ions should 

tend to minimize the bases for envy and patronizat ion.  Apparently, it 

does . 

1 8 .  In :mult iple-grade classes , ,  greater respect . .  ii developed for 

individuals in all  grades s ince the prestige of be ing in a 

higher grade is largely removed . 

in 
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Percentage of Respondees Ind icat ing 

SA A 0 D SD 

Clas s  A 12 48 32 8 0 

Clas s  B 0 40 28 32 0 

Clas s C 8 52 16 24 0 

Class D 8 48 24 20 0 

Reaction to this statement is provocat ive . General agreement is 

expressed with this statement by all groups except those who have taught 

in both types of grade organization .  This c ould be explained by the 

fact that no great d ifference exists in the attitudes of children in 

e ither type of class organizat ion.  In response t o  an earlier quest ion, 

all four groups were in marked agreement in establ ishing the fact the 

grade barriers continue to exist in the multiple-grade organizati on .  Is 

it poss ible that the teachers and administrators are much more aware of 

the l fmitations which grade barriers �pose than children are? This 

might explain the incons istency between the responses to the statements 

in quest ion. 

19 . In multiple-grade classes , grade barriers st ill operate to 

make d ist inct sub-groups within the clas s . 

Class A 

Class B 

Clas s C 

Class D 

Percentage of Respondee s Ind icat ing 

SA 

4 

4 

4 

4 

A 

60 

68 

68 

64 

0 

1 6  

16 

12 

16 

D 

12 

12 

12 

12 

SD 

8 

0 

4 

4 
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The data suppl ied in response to the above statement would seem 

to support the observation made in the preceding section. It  would 

appear , from a comparison of this data with that in response to other 

statements ,  that those grade barriers which exist do so by virtue of 

administrative decree or infl uence . To satisfy the demands of records , 

report cards , tradition , and publ ic opinion , among other things , school s 

appear reluctant to operate outside the restrictions  of grade barriers . 

The sub-groups referred to above evidently are instructional 

units rather than social groups . Data presented elsewhere suggests that 

children cross over the grade l ines in forming assoc iations . Those in­

dividual s disagree ing with the statement have , poss ibly , taken advantage 

of the greater flexibil ity inherent within the mul tiple-grade organiza­

tion .  

20.  I n  mul t iple-grade classes , greater emphasis i s  placed upon 

individual and small group instruction than in regular 

single grades .  

Percentage of Respondees I ndicating 

SA A 0 D SD 

Class A 12 60 0 24 4 

Class B 12 56 4 16 12 

Class c 16 72 0 a 4 

Class D 12 16 56 20 4 

Persons acquainted with mul tiple-grade c lasses will recognize that 

this statement l oses much of its signif icance in the l ight of responses 

to previous quest ions . A casual glance at the data above woul d seem to 
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indicate quite general agreement that individual and small group instruc­

tion is the vogue in multiple-grade groups . Such is the case . A mitigat­

ing f actor , however , to what nearly approaches a platitude , is the fact 

that in a multipl �-grade class wherein rigid grade boundaries are main­

tained , the teacher can operate in nothing but small groups .  In the ideal 

situation , small groups are formed , irrespective of the grade-pl acement 

of its members . Whether the ideal is expressed above is unknown . 

21 . Children in multiple-grade classes learn to read better 

than children in single-grade classes . 

Cl ass A 

Class B 

Percentage of Re spondees Indicating 

SA 

4 

0 

A 

1 6  

1 6  

0 

60 

52 

D 

16 

28 

SD 

4 

4 

Cl ass c 4 16 56 16 8 

Class D 4 16 56 20 4 

This statement is apparently very poorly worded , as evidenced by 

the large proportion of "no opinions" . Approx�mately 2 0  per cent agree 

and 2 5  per cent disagree . The statement was constructed on the as sump­

tion that if grade barriers were minimized in a multiple-grade c l as s , a 

wealth of material was available ,  and individual and small group instruc­

tion were common practice , children should learn to read better in these 

c lasses . P revious data would indicate that grade barriers are not removed ; 

that , though a wider range of material s is available it may be limited in 

use by those grade barriers ; and , smal l groups probably operate only with­

in the conf ines of grade limitations. If thi s  i s  so,  l ittle difference 

is to be expected . 



144 

22 . In multiple-grades a wider range of reading groups is or-

ganized . 

Percentage of Respondees Ind icat ing 

SA A 0 D SD 

Clas s A 4 56 24 1 6  0 

Class B 0 80 4 16 0 

Clas s C 4 72 12 12 0 

Class D 4 68 12 1 6  0 

If the observations to Statement 20 are accurate , then the re-

sults indicated above are greatly tempered . Though the responses are 

highly favorable , parti cularly from those teachers w ith exper ience in 

both multiple-grade and s ingle-grade groups , it could well  be a reference 

to the multipl icity of sub-groups within the several grade levels rather 

than a wide range of groups irrespect ive of grade levels . The latter , 

though, is poss ible within this type organizat ion . 

23 . Greater social growth for all ages takes place in multiple-

grade groups where pupils are of a wider age range . 

Percentage of Respondee s  Indicat ing 

SA A 0 D SD 

Clas s A 16 64 1 2  8 0 

Class B 12 72 12 4 0 

Class C 16 64 16 4 0 

Class  D 12 68 12 8 0 

Theories of child growth and development would suggest that 

childre n ' s  soc ial devel opment would be enhanced in the multiple-grade 
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environment . The respondees concur with this . It is s ignificant to 

note that respondees from Classes B and D quite generally agree that such 

development is better in this type of environment . The respondees in 

these classes are teachers and administrat ors who have had experience 

with both types of organization.  

24.  Younger children profit from the st imul at ion of working with 

older children and learn much from them. 

Percentage of Respondees Ind icat ing 

SA A 0 D SD 

Clas s  A 24 68 4 4 0 

Class B 24 76 0 0 0 

Class  c 12 80 4 4 0 

Class D 20 7 6  0 4 0 

Little doubt seems to exist among those pol led that there is con­

stant interact ion within a classroom. A mult iple-grade clas s offers a 

wider range of background experiences fran which these children can draw. 

Younger children are challenged by the accomplishments of older students 

and exert added eff ort to make comparable achievements .  

25 . Multiple-grade grouping provides more effect ive learning; 

pupils  learn more from those who are d if ferent than from 

those t-7ho are l ike themse lves . 
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Percent a� of Respondees Ind icat ing 

SA A 0 D SD 

Class A 8 52 12 24 4 

Class B 0 60 1 2  2 8  0 

Class C 8 52 4 32 4 

Clas s D 4 56 8 28 4 

This statement is so constructed that it invites a subscript ion 

to  the principle that ind ividuals learn more from those who are d if­

ferent than from those who are l ike t hemselves .  While strong opinions 

are relative ly limited , nearly one-third d isagree with the principle . 

No comments were made in connection with this statement , so it has been 

Lmposs ible t o  ascertain what those in d isagreement feel is learned from 

s imilar ind ividuals .  It is poss ible that incons istency with the pre­

ced ing statement is being expressed . If this is so ,  then these in­

d ividuals are stat ing that they bel ieve the st hnulat ion to  learn comes 

more fran those who const itute a compet it ive bas is than from those who 

const itute a non-competit ive challenge . Mult iple-grade grouping, how­

ever , is characterized by the d ifferences which it f osters , and t hose 

d ifferences const itute a bas is for learning . 

26.  Discipl ine is better in multiple-grade groups as older students 

act as a quiet ing influence in the groups . 
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Percentage of Respondees Ind icating 

SA A 0 D SD 

Class A 0 32 8 44 1 6  

Class B 0 32 1 6  S2 0 

Class  c 0 12 8 80 0 

Class D 0 12 36 44 8 

Administrators are a little greater in the ir d is agreement t o  this 

statement than are teachers , though there is a fairly marked d isagreement 

among all  groups . The statement itself is somewhat ambiguous and suggests 

cond itions which s ome educators would challenge as be ing unsound . In 

the statement , d isc ipline is equated with quiet orderl iness . This does 

not necessarily have to be so.  In fact , some classrooms with the poorest 

d iscipline are the quietest . Another weakness in the statement is the 

assumpt ion that the younger students are the most restless and , conse­

quently, the nois iest . Intermediate students are fully capable of creat­

ing d isturbing conditions within a classroom. How the respondees inter­

preted this question is tmposs ible to ascertain .  The point which seems 

to be established is a warning that teachers of multiple-grade classes 

should not look to the older students for the solut ion of the ir d iscip­

l inary problems . 

�7 . Older ch ildren learn a great deal in mult iple-grade groups 

by helping younger children. 
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Percentage of Respondees Ind icating 

SA A 0 D SD 

Class A 20 44 20 16 0 

Class B 4 72 12 8 4 

Class c 8 64 20 4 0 

Class D 12 60 16 12 0 

Though no ind icat ion is made as t o  what is learned , it appears 

that the respondees bel ieve the older students learn a great deal of 

something. One person commented , ·�ore social learning than academi c . "  

Another , however , said , '�hese experiences he lp to re inforce what the 

older children have already learned . "  As t o  what the others were con­

s ider ing when they responded remains a moot quest ion . 

28.  Older children deve lop a will ingness and abi l ity to assume 

respons ibil ity in a multiple-grade group . 

Percentage of Respondees Ind icating 

SA A 0 D SD 

Class A 16 76 4 4 0 

Clas s B 4 96 0 0 0 

Class C 8 84 4 4 0 

Class D 12 84 4 0 0 

The ability to ass ume responsibil ity is , apparently , one of the 

things which older children learn in a mult iple-grade group. The large 

percent age of agreement with t he  statement would suggest that such learn­

ing is quite obvious and , poss ibly, des irable .  Many of the learnings of 

students in a mult iple-grade group will be concomittant t o  t he  experiences 
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which are provided . The richness of experiences poss ible in a multiple­

grade organizat ion should never be minimized . 

2 9 .  Cooperation of pupils is greater in mult iple-grade groups 

s ince the bas is f or content ion ,  r ivalry , and compet ition 

with the re st of the group is largely removed . 

Class A 

Class B 

Class C 

Class D 

SA 

8 

4 

12 

8 

Percentage of Respondees Ind icat ing 

A 

40 

52 

40 

44 

0 

1 6  

12  

8 

12  

D 

36 

28 

40 

32 

SD 

0 

4 

0 

4 

The greatest express ion of agreement with this statement is made 

by those who have taught in both multiple-grade and s ingle-grade units . 

While the multiple-grade type of organization may tend to reduce the 

number of fact ors which foster competit ion and r ivalry, no system can 

rel ieve it as effective ly as the classroom teache r .  In any type of 

classroom organization ,  competition can become the compell ing mot iva­

t i on ,  if the teacher s hould so des ign. While one system may reduce 

the incidences for r ivalry more than another ,  only the teacher can effec­

tively allay the s pirit of r ivalry . 

30. Children develop more effective study skills  in mult iple­

grade clas ses ,  partly because they associate with older 

childre n  who have developed these skills . 
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Percentage of Respondees Ind icat ing 

SA A 0 D SD 

Class A 8 32 20 40 0 

Class B 4 52 1 6 24 4 

Class c 8 40 20 32 0 

Class D 8 40 24 28 0 

E ither the fact that children develop more effect ive study skills 

in a multiple-grade class or the fact that they develop such skills as a 

result of ass ociat ion with older children in that environment is quest ioned 

by nearly one-third of the respondees . Where a� skills are t aught , then 

developed through usage , s ane respondees may have objected t o  the impl ica­

t ion that skill s might be learned through ass ociat ion with those already 

possessing such skil l s .  The statement , however, qual ifies such an impl i­

cation with the term "partly."  If the statement were not t hus tempered , 

it would remain educationally s ound . Is it pos s ible that some teachers 

be l ieve children can learn only from the teacher rather than from each 

other. When the sum total of all that children learn is cons idered , the 

amount f or  which a parti cular teacher is respons ible is extremely small .  

31 . Group morale is better in multiple-grade groups s ince many of 

those factors causing tens ions , jealous ies , and compet ition 

are largely removed . 
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Percentage of Respondees Ind icating 

SA A 0 D SD 

Clas s  A 0 48 16 32 4 

Class  B 0 32 40 28 0 

Class c 0 44 24 28 4 

Class D 0 48 24 24 4 

The presence of group morale is eas ier to detect than the degree 

of such is t o  measure . From the data above , one might conclude that there 

is moderate agreement that a mult iple-grade s ituat ion produces a better 

group spir it than does that of the s ingle-grade organizat ion. This  is 

cons istent with the opinions expressed by parents that the children were 

happy in a multiple-grade s ituat ion. The fact , however ,  that no compar­

able measure was made of the att itudes of children , tends to negate any 

great s ignif icance which may be attached to  the statement . 

32. In multiple-grade classes children are more willing to  accept 

individual d ifferences among themselves ; the d ifferences are 

more obvious , hence pupils are more inclinced to accept 

those who are different from themselves . 

Percentage of Respondees Ind icat ing 

SA A 0 D SD 

Clas s A 8 64 4 24 0 

Class B 0 68 20 12 0 

Class c 8 68 0 24 0 

Clas s  D 4 68 8 20 0 
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The data above cont inues to establish the fact that children in 

a multiple-grade class read ily accept the d ifferences among themselves . 

S o  many obvious d ifferences confront the student s  from day to day ,  that 

seldom d oe s  one part icular trait appear deviate enough to warrant the 

rid icule or s corn which ch ildren are capable of heap ing upon one of the ir 

peers . The atmosphere within the multiple-grade clas sroom is marked less 

by the drive f or conformity. Conformity , in many respects , is absolutely 

hnposs ible t o  achieve . Children are apparently , more willing to settle 

down to the task at hand , accept ing themselves and others for what they 

actually are . 

IV. TEACHERS ' COMMENTS 

At the end of each questionnaire , space was provided f or comments 

in reply to the foll�ing two request s :  what is the greatest problem of 

working with mult iple-grade groups ; and what are the greatest benef its ?  

A rather l tmited number of ind ividual s took the time to complete this 

sect ion of the questionnaire . Of those comments submitted , most of them 

may be grouped about a concern for teaching all the sub ject s required in 

the various grades represented . Some of these c omments are : 

t hne . "  

"The greatest problem i s  covering all work of the d if ferent grades . "  

''Finding t ime t o  get everything in. •• 

"Too many grades to do everything required . "  

"The greatest problem is t o  get in all the classes in the allotted 

"If there are too many grades ,  it requ ires too much planning. "  
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"Teacher does not have t ime to cover mater ial adequately in all 

grades ."  

"Time t o  get all required classes in . " 

"To get taverything in that should be taught . "  

''Too l ittle t ime t o  cover and teach the subjects ." 

"Getting all the classes in . " 

''The number of subjects  to  get in in such a smal l amount of t ime . "  

A review of these comments will ind icate that most of the ind ividuals 

are concerned about meet ing subject-matter requirements of a particu lar 

class , s chool , or s chool system. Such comments are a s ignif icant ind ica­

t ion that these teachers , at least , conce ive of the mult iple-grade class­

room only as several single-grade classes thrust upon one unf ortunate 

teacher.  

The second category most often ment ioned , one pos s ibly related to 

that above , was t ime .  Comments inc luded : 

"Time . "  

''Not enough t ime . "  

"The t ime element . "  

"Find ing t ime t o  do  all that should b e  done . "  

"Finding ample t ime t o  prepare chal lenging work f or the many d if-

ferent needs . "  

''Not enough t ime in a day t o  teach all the grades . "  

''Not enough t ime f or ind ividual instructi on and help. "  

"Problem of t ime . "  

"Time t o  get all the classes in. '" 

'j 
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"The lack of suff icient time for each grade ' s  clas s  d iscuss ion . "  

''No t ime to  help students . "  

"If groups are too large , the t ime f actor . "  

''Not enough time t o  spend with each grade . "  

The concern over insuff icient t ime is related not only to  the hours 

� actual school , but to  the add it ional hours which are needed for prepa­

rat ion and evaluat ion . Comments indicat ive of t his include : 

"Time to prepare materials to keep all grades interested and 

prof itably occup ied at the same t ime . "  

"Teacher pre par at ion . "  

''Not enough time in a day t o  prepare teacher ' s  materials . "  

One individual stated his problem very concise ly in these words : 

"TOO MUCH WORK FOR THE TEACHER . We need tranquil izers ! "  

Another z  "The added class  load i s  too much."  

The additional comments ranged over a variety of items from play­

ground problems to insuff icient teacher preparat ion . The major ity of the 

comment s , however,  were devoted to the problem of meet ing the add it ional 

demands which the mult iple-grade organizat ion demands .  It must be stated 

that multiple-grade teaching is not easy . This , however ,  is true of 

s ingle-grade teaching. Good teaching demands energy . Few teachers would 

have the energy to teach several grades in the course of one day. The 

point of frustrat ion in mult iple-grade teaching appears t o  be that too 

many teachers are trying to  do just that--teach several separate and d is­

t inct grades in the t ime usually allotted f or one . It is l ittle wonder 

that one teacher calls for tranquil izers . 
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There is a pos it ive s ide to the ledger , though .  Burdened as they 

may be by multiple-grade teach ing , these teachers recognize the benef its 

which such a program offers . The comments are most eas ily grouped under 

the three categor ies : social benef its to student , academic benef its to 

student s , benef its to teachers . Typical comments under these included : 

ment . " 

class . "  

"Learn ing to  l ive and work t ogether . " 

"Social benef its for children." 

"Children are exposed to a wider range of academic mater ials . '' 

"Learning from each other .  n 

·�earning respect for different age groups . "  

"Children learn t o  work independently . "  

"Children learn t o  accept help from other children without resent-

"Younger children mature more rapidly . "  

"Gifted children in lower grades f ind added interests . 11 

"Children learn to accept ind ividual d ifferences . .. 

"Learning cons ideration for others . "  

"Children learn to share ." 

"Greater social growth. 11 

"Younger children st imulated by older one s . n 

"Older children are able to  review as they help younger children . "  

"Wider range of children' s ages brings greater enrichment t o  the 

"Older children learn to accept respons ibility ."  

"Younger children learn to apprec iate the older students . "  
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"Environment is most l ike a family s ituat ion. "  

·�earning to  get along with all types of pe ople . "  

"Older pupils can ass ist the teacher in routine matters . " 

"The .teacher has a chance to learn from a wider range of children. 

She is able to appreciate the developmental stages through which each 

child progresses . This keeps a teacher al ive . "  

V .  ADMINISTRATORS ' COMMENTS 

Administrators were provided the same opportunity extended to the 

teachers to react to s imilar questions . In this case , however , the 

quest ions pertained to administrat ive problems and benef its . The re­

sponses were much more l imited than those rece ived from the teachers . 

Administrators , as d id the teachers , commented l arge ly about the problem 

of time . It is poss ible that this is the greatest source of pressure 

under which the teachers work. Typical comments included : 

"Single-grade schools have more t ime . "  

"Time t o  cover all necessary work daily. " 

'�ack of t ime ;  teachers can't  cover work required ." 

"Not t o  overlook what is required of any one part icular grade ."  

Other comments submitted by administrators covered a variety of 

subject s . Most are self explanatory . The se included : 

"Convincing the parents of the advantages of the multiple-grade 

room . "  It is of interest to note that this administrator strongly d is­

agreed w it h  a statement in the questionnaire which stated that parents are 

reluctant to have the ir children in multiple-grade clas srooms . 

\ 
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"Getting;_ qual ified teachers · willing to assUme the extra work en-

tailed in a multiple-grade class ." 

"Trying to equal ize class loads within a given school . "  

"Securing adequate f inanc ial support . "  

"Discipl ine . " 

·�eing able t o  run a good school program unhampered by grade 

barriers . "  

One administrator gives insight into his philosophy with the 

comment , "It is d ifficult , if not imposs ible , to actually fail a student 

in a grade . Half the t ime he ' s  in more than one grade . "  

Administrat ors , though, recognized advantages in the multiple-grade 

organizati on .  Most of the comments were s imilar to those rendered by the 

teachers regard ing academic and s ocial development . S ome ,  on the other 

hand , afford a momentary glimpse into the administrat ive thinking of a 

few school personnel . These include : 

"We can get the work done f or half the cost . "  

"It gives me less teachers t o  worry about . "  

"I · am able to  know the students better because t he teachers know 

them better . "  

I n  the final analys is , one administrat or stated , " I  can really see 

no great d ifference in terms of advantages or d isadvantages between the 

multiple-grade and the s ingle-grade groups . "  Data presented in Chapters 

IV and V tend to corroborate this observation. 
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VI . S�Y 

This chapter has attempted to  present data in evaluat ion of two 

of the hypotheses included in this study. These hypotheses were that 

teachers e xperienced in mult iple-grade teaching prefer this type of 

organization ,  and administrators experienced in t his type of organiza­

t ion f ind no greater administrat ive problems than those encountered in 

a trad itionally graded s chool . 

To secure the data for the purposes of evaluati on ,  it was neces­

sary to construct a spec ial instrument . This instrument included thirty­

two statements about mult iple-grade grouping to which the respondee was 

to react along a f ive-point scale . The data secured from this instru­

ment have been presented in the preced ing pages . A complete copy of 

the questionnaire may be seen in Appendix VII . 

The data presented throughout this chapter were submitted by one 

hundred teachers and administrators . Each of these individual s  had had 

some previous exper ience with a multiple-grade group . In s ome  instances , 

such exper ience was attained in a small rural school ; in others , in a 

moderate-s ized urban school . Also included are the responses of a l imited 

number of teachers and administrators from campus laboratory schools 

where a port ion of the teacher education program is devoted to the tech­

niques of teaching in multiple-grade clas srooms . From the data presented , 

is ind icated the f act t hat these individuals bel ieve def inite advantages 

are to be found in multiple-grade grouping . At the same t ime ,  however , 

there is an ind icat ion that the phys ical and emotional burden placed 
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upon the teacher , in an effort to accrue these advantages , is more than 

most of them care to bear . 

The data presented in Chapters IV and V m ight indicate that the 

opinions expressed in this chapter are largely the result of b ias or 

unfounded assumpt ions . The fact that these observations are made by in­

d ividuals experienced in both single- and mult iple-grade teaching might 

suggest that the data presented in Chapters 'IV and V are pecul iar to 

the one s chool stud ied , rather than to mult iple-grade grouping in general . 

This conclus ion is supported by the f ind ings of Rehwoldt , reported in 

Chapter I .  

What is the largest factor mitigating against the achievement of 

those advantages which these teachers and administrators are conf ident 

exist in the multiple-grade program? An analys is of the data in this 

chapter ,  supported by the data fran Chapters IV and V ,  would suggest that 

this factor , probably more than any other s ingle cause , is the degree to 

which teachers and administrators maintain the graded structure within 

the mult iple-grade organizat ion. Teachers ind icate that these barriers 

remain due to the administrat ive pressure to operate within such a system. 

Teachers , however , appear re luctant to  transcend t hose boundar ies even 

when such action seems to  be the most logical course to  f ollow. Both 

teachers and administrators express undue concern for t he content of the 

curriculum. It would appear that the actions of both administrators and 

teachers are determined largely by the perspective with which they view 

content . That perspect ive does not appear to be too unlike that viewed 

in the maj or ity of s ingle-grade classes . Until a philosophy of multiple-
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grade grouping can be articulated and accepted , mult iple-grade grouping 

will probably continue to d bninish from the Amer ican educational scene . 



CHAPTER VIII 

SUMMARY AND CONCLUSIONS 

I .  INTRODUCTION 

This study was conducted to evaluate a type of elementary school 

organization in which students were grouped into multiple-grade units . 

These units were classrooms in which from two to four d ifferent grade 

levels were represented and were taught by one teacher . The s tudy 

was considered important for very l imited research had been conducted 

in this area during the preceding fifteen years and the data presented 

in these studies support contradictory conclusions . 

The hypotheses tested in this study were that students in 

multiple-grade groups would achieve greater academic , personality , 

and social development than comparable students in s ingle-grade groups a 

that parents acquainted with the nature of multipl�-grade units prefer 

this type of grouping experience for their children; and ,  teachers and 

administrators with experience in this type of grouping recognize its 

advantages and prefer it above single-grade grouping . 

II.  LIMITATIONS 

The s ignificance of the results of this study for schools ,  in 

general ,  should be considered within the l imitations imposed by condi­

t ions exisiting during the study. These limitations include: 

1 .  The population sample was too small to make sweeeping genera­

l izations regarding the effect of multiple-grade grouping 

upon children . This sample numbered s ixty-eight . 
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2 .  The mult iple-grade group sampl ing was taken from only one . school ; 

· the results may be more pecul iar to this school than to others 

with multiple-grade units . 

3 .  The "large number o f  individua l s  needed to administer the various 

tests increased the chances for error in such administration . 

The extent of this error is not known . 

4 .  The Stanford Achievement !!!!r ut il ized to secure data on 

academic achievement , does not adequately measure the full 

extent of academic achievement by either the multiple-grade 

or the s ingle-grade group . 

s. The Ca lifornia � £! Persona lity, util ized to secure data on 

personal ity and social development , despite the efforts of 

the authors ,  is suggestive of the "right" answer . The 

extent to which the results are evidence of the students ' 

abil ity to recognize the acceptable norm of their society 

rather than an ind icat ion of their actual development is 

not known . 

6 .  The fact that a before-and-after s ituation could not be ar­

ranged for this test limits the s ignificance of the data 

presented . It is not pos s ible to accurately evaluate the 

amount of growth that occurred in a year of multiple-grade 

group experience .  

7 .  The fact that the data presented represents only a single 

sampling rather than the results of a longitudinal study , 

l imit s  the extent to which generalizations can be made . 
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a. The extent to which bias operates , both in the subjective 

data �ubmitted for this study and in the inte�pretation of 

all data presented , limits the significance of the conclu­

sions drawn from that data. 

9 .  The fact that the multiple-grade group was not organized as 

an experimental group has produced data more indicative of 

what teachers were actually accomplishing in multiple-grade 

groups rather than what teachers could accomplish under such 

an organizational set-up . 

1 0 .  More significance could be attached to the results of  the 

evaluation of parental attitudes towards multiple-grade 

grouping if the sampling had included the opinions of the 

paren�s of the students constituting the single-grade group. 

Despite these limitations , the data presented does serve to indi­

cate what is being accomplished in one multiple-grade group as well  as 

identifying aspects of the problem of this type grouping which require 

additional research. 

III. SUMMARY 

The data secured through the administration of the Stanford Achieve­

ment Teats indicate that the multiple-grade group , at each grade level , 

achieved higher mean scores , with very few exceptions , than did the single­

grade group . In none of the academic areas , however ,  were there any 

significant differences between the means . !There was some. evidence in 

the data presented that the slightly higher means achieved by the multiple-
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grade groups were the result of multiple-grade grouping . This evidence 

is the consistency of these higher means . 

The data secured through the administration of the California Teat 

of Personality closely parallel the data secured in the evaluation of 

academic achievement . The multiple-grade group , with very few exceptions , 

achieved consistently higher scores in personality and social development 

than did the single-grade group. In five of the eight areas measured , 

there were statistically significant differences between the means in 

favor of the multiple-grade group . These areas were : sense of personal 

worth , feeling of belonging , freedom from withdrawing tendencies , social 

skills , and freedom from anti-social tendencies . In each of these areas , 

however , the significance appl ied to only one grade level ; in three areas 

the sixth grade achieved significant differences ; the other two were 

both achieved by the third grade . 

Data from the responses of ninety parents were presented in 

Chapter VI .  Of this number sixty had had their children enrolled .  in 

multiple-grade units previously. All of these parents had children in 

the multiple-grade group referred to in this study . Their responses are , 

largely, an evaluation of that particular group. Data presented suggests 

that the parents are pleased with the results of the multiple-grade 

program, that the children are happy with the school program, that the 

parents agree with the policy of having a student remain with a given 

teacher more than one year , that they are concerned about the slower 

student in the multiple-grade unit , and that they would prefer the 

advantages of the multiple-grade class within a single-grade class.  



Nearly 75 per cent of the respondees indicated that they did not 

prefer multiple-grade classes for their children. 
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Responses to thirty-two statements about multiple-grade students 

were presented in Chapter VII . These responses were submitted by one 

hundred teachers and administrators who had had an average of more than 

twelve years '  experience with multiple-grade grouping , A number of the 

administrators had had teaching experience in multiple-grade classes . 

Half of  thts group of one hundred had also had experience with single-grade 

classes . The high consistency of the responses to these statements tends 

to validate the questionnaire which was designed for this purpose . 

The responses of the teachers and administrators tend to confirm 

the implications of the responses made by parents . All groups are con­

fident that multiple-grade grouping , at least in theory , is good . Both 

teachers and administrators indicate their belief that students make 

better academic , social , and personality development in the multiple-grade 

environment . This professional group appears to be unaware of parental 

objections regarding their children being placed in multiple-grade units. 

MOst of the positive opinions expressed about multiple-grade group­

ing refer to the benefits for the student . Negative attitudes appear 

when the teacher or administrator gives attention to the impl ications 

of such organization for professional personnel . Re�ponses seem to 

indicate that the increased problems attending multiple-grade grouping 

make this type of organization unpalatible to most of the respondees . 

The two previous studies conducted in the area of multiple-grade 

grouping have been reported in Chapter I and referred to throughout this 
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study. The data presented in this study , rel ative to academic and social 

development , tend sl ightly to support the f indings of Rehwoldt that students 

in mult iple-grade groups do better. The data presented , relative to 

parental , teache r ,  and administrator attitudes ,  would appear to support 

Foshay' s conclusions that any advantage which the mult iple-grade type of 

organizat ion has to offer can be dupl icated in the s ingle-grade c lassroom 

through the uti l ization of more flexible grouping than commonly exists. 

IV. CONCLUSIONS 

The data presented in this study , modified by the l imitations 

stated in this chapte r ,  would appear to warrant the foll owing conclu-

sions : 

1 .  Mul t iple-grade grouping offers no signif icant academic 

advantage over s ingle-grade grouping . 

2 .  Mult iple-grade grouping does not , on the other hand , create 

signif icant liabilit ies to academic development . 

3. Mul tiple-grade grouping sl ightly enhances the s tudent ' s  

opportunity for personal ity and soc ial development . 

4.  Mul tiple-grade grouping , where necessarily employed , can 

compare favorably with single-grade grouping. 

s .  A philosophy of multiple-grade grouping needs t o  be art iculated 

f or the publ ic and for the profession. 

6 .  The success of multiple-grade grouping appears to be curtailed 

to the extent that tradit ional grading p ractices are main­

tained within the multiple-grade clas s .  
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7 .  Teacher-education courses ,  where practical , should give greater 

attention to the pecul iarities of multiple-grade grouping . 

V .  IMPLICATIONS 

The f oregoing conclusions would imply that the arguments presented 

in Chapter II f or multiple-grade grouping need to be modif ied . Though 

there appear to be some advantages to multiple-grade grouping, these 

advantages are not sharply defined . While it is possible to argue that 

these advantages would have been more apparent had different techniques 

and practices been empl oyed in the multiple-grade classes , thi s remains 

to be demonstrated . 

The equivocal nature of the f indings of this study makes the 

del iberate f ormation of multiple-grade classes , where c ircumstance s  do 

not warrant , a questionable practice . Considerable research needs to 

be done in the area of multiple-grade grouping before sweeping general i­

zations can be made . Research in the closely related areas of interage 

and nongraded grouping i s  also necessary. 

An implication of this study , which should not be overlooked , is 

that bases other than academic , personal ity , and soc ial development , 

should be cons idered before the many multiple-grade schools in rural areas 

of America are completely el iminated . Data suggest that these schools 

can perform satisfactorily in the education of children f rom rural areas . 

A further implication is that multiple-grade schools ,  where in 

operation , should be staffed by qualified personnel . While practical 

f actors make the procurement of such teachers a d ifficult task , 
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multiple-grade grouping will be successful only when qualified personnel 

are administering it . 

The chief impl ication of this study is that multiple-grade group-

ing demands a different perspective than single-grade grouping. As l ong 

as s ingle-grade standards and patterns of operation are dupl icated in the 

multiple-grade class , personnel wil l be most reluctant to work in the 

multiple-grade situation , and the resul ts of multiple-grade grouping 

will be l ittle d ifferent f rom those already achieved in s ingle-grade 

grouping. When the l imitations imposed by grade barriers are removed , 

when teachers are wil l ing to cut across all types of " l ines" in meeting 

children 's  needs , and when interest in the total development of children 

transcends al l other considerations1 multiple-grade grouping , or a modi­

f ication of such , wil l be ready for significant testing. 

VI .  RECOMMENDATIONS FOR ADDITIONAL RESEARCH 

Before mul tiple-grade grouping is widely adopted or condemned , 

some questions require further examination . Some of these are : 

1 .  What steps can be taken to remove the pressure of "grade 

barriers" in the multiple-grade group? Is it better to 

modify multipl e-grade grouping to the extent that a non-

graded organization has been effected? Can grade l evels 

be maintained for certain classif ication purposes without 

l imiting the learning experiences of the children involved? 

Can instructional materials , now in use , be uti l ized for 

learning in a variety of grade levels? Are instructional 
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feasible ? 
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2 .  What preparation is needed by teachers serving in a multiple­

grade organization? Are specific skill s  employed in this 

type of grouping that are not utilized in single-grade 

grouping? Should teachers be left to adapt to the multiple­

grade requirements or prepared for them before meeting such? 

3 .  What are the administrative problems pecul iar to mul tiple-grade 

grouping? Is it possible to keep track of a chil d 0 s  progress 

when he is working at several different l evel s  at once? Does 

multiple-grade grouping suggest a different concept of school 

f ac il ities ? Does multiple-grade grouping necessitate the 

services of only one teacher within each group? Would a 

difference in school design be suggested by mul tiple-grade 

grouping? What are the impl ications f or flexibil ity in 

schedul ing the school day? How much can older students be 

util ized ? 

4 .  What are the impl ications in curriculum experiences for children 

in multiple-grade s? How much greater is the student 0 s  enrich­

ment in the arts as a resul t of the multiple-grade experience? 

How much greater insight does a student in the multiple-grade 

group achieve as he is exposed to a larger content pattern? 

How much stimulation does a student receive to make advances 

in academic knowledge and skills through association with 

those possessing such knowledge and skil l s ?  
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s .  What is the ful l nature of the effects of multiple-grade 

grouping on personal ity and social development ?  Is the 

psychological impact greater on the younger or the older 

child? Are there too many subtle pressures upon the child 

to mature too rapidly? Do children prefer some t ime with 

other children of the same age? Do older children resent 

l imitations imposed by their association with younger 

children? Do younger chi ldren feel f rustration in always 

being outdone by older children? Are children satisfied 

with their recreational pursuits when a wide range of ages 

must be cons idered ? Do status groups form more eas ily in 

multiple-grade classes than in single-grade classes ? Are 

associations terminated quickly at the close of the school 

day by students in multiple-grade groups? How does a 

mul tiple-grade group accept the differences of an anti­

soc ial student? Do children with anti-social tendencies 

devel op normal behavior more rapidly in mul tiple-grade 

groups ? 

The impl icat ions of this study f or additional research are legion . 

The data presented in this study are far f rom conclusive . Add itional 

data , secured from extensive research in the dynamic area of grouping , 

is  demanded by the large number of multiple-grade groups which exist 

throughout the country . Research holds the key to the future . 
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SHEET #1 

GRADE 3 Age 
Code Grade Sex Yrs . Mos . lo2o -

Teacher : B. S .  Degree 
37 Years • experience 162 3 M 8 7 103 

163 3 M 9 11  133 
Age 

Code Grade Sex Yrs .  Mos . I . Q. 1 64 3 F 8 4 105 

101 3 M 8 10 98 Grade ! 

102 3 M 8 8 110 Teacher : B . S .  Degree 
37 Years 0 experience 

103 3 M 10  5 94 
121 4 M 10  8 131 

104 3 M 9 5 100 
122 4 F 10  8 98 

105 3 M 9 1 115  
123 4 M 10 e 126 

106 3 M 9 5 99 
124 4 F 10  11  1 15 

107 3 F 9 7 1 16 
12S 4 M 10  6 89 

108 3 M 9 6 1 10 
126 4 F 10 8 120 

1 1 1  3 F 9 3 us 
127 4 M 10 4 116 

1 12 3 F 10 9 1 18 
Teacher : M. Ed .  Degree 

1 13 3 F 9 9 130 34 Years • experience 

1 14 3 M 9 s 107 165 4 M 9 5 1 19 

us 3 M 10 1 104 166 4 M 9 9 108 

1 1 6  3 M 8 8 101 167 4 F 9 8 82 

1 17 3 F 9 3 130 168 4 M 1 1  7 134 

118  3 M 10 3 122 169 4 F 9 9 142 

1 19 3 F 10  0 120 

Teacher z M. Ed .  Degree 
34 Years ' experience 

160 3 M 10 0 100 

161 3 F 9 9 101 
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SHEET #1a GRADE 6 

GRADE S Teacher : B . S . Degree 
S Years 9 experience 

Teacher : B.S .  Degree 
Age S Years '  experience 

Xge 
Code Grade Sex �rs . Mo s .  I �Q. 

Code Grade Sex Yrs .  Mos . I.g. 14.5 6 F 1 1  1 0  1 12 

130 s F 11  3 131 146 6 M 12 s 104 

131 s F 1 1  s 116 147 6 F 12 s 92 

132 s F 1 1  6 107 148 6 M 12 6 79 

133 s F 1 1  3 12.5 149 6 M 1 1  5 91 

134 s M 1 1  8 104 1.50 6 M 1 1  7 1 10 

137 s F 10 3 122 1.51  6 F 1 1  5 97 

138 s M 1 1  1 127 1 .52 6 M 12 0 110 

139 s F 1 1  10 125 1.53 6 F 1 1  6 104 

140 s F 12 0 103 154 6 F 1 1  3 110 

141 s M 1 1  6 98 1.5.5 6 M 12 9 1 14 

142 s M 1 1  .5 108 1.56 6 F 1 1  4 99 

143 .5 F 1 1  8 81 1.57 6 M 1 1  8 131 

144 s M 10 10 123 1.58 6 M 11  3 102 

1.59 6 F 1 1  5 130 
Teacher : M.Bd .  Degree 

34 Years0  experience 
Teacher : M. Ed . Degree 

170 s F 10 9 108 34 Years0 expe rience 

171 s F 12 0 1 07 175 6 F 1 1  8 116  

172 .5 M 10 10 119 176 6 M 12 3 1 1 6  

173 .5 F 1 1  9 109 177 6 F 12 1 133 

174 .5 M 1 1  7 113 178 6 M 1 1  5 1 51 

179 6 F 1 1  1 1  108 
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Dear Teacher : 

Your Principal has handed you this letter because he feels you might be 
interested in assisting us in a proposed study. Our Laboratory School 
has been cooperating with the College of Education at the Univers ity 
of Tennessee in a study to determine the effects upon the academic and 
social development of elementary students grouped in multiple-grade 
c lasses . 

It is our des ire to match the students of the experimental group with 
students in Chattanooga and Hamilton County. You have been contacted 
because you have approximately the same professional qualifications as 
a teacher working With the experimental group . If you are wil l ing to 
invest the amount of time which it takes to administer two tests , we 
would appreciate your looking over the enc losed list o f  students . You 
will note that each student is identified by a code number .  

If you have a student in your room who is the same sex, within s ix months 
of the same age , and within five ( 5)  points of the same I . Q .  (Lorge­
Thorndike Test) ,  we would like to have you mark the code number of the 
student on the l ist whom you are matching , and the data which applies 
to the student from your room , on the enclosed postcard . The student( s)  
which you match from your room must come from the section under the 
teacher whom you best match . 

When we receive this card in our office , we will assign a code number 
to your student . A copy of the Stanford Achievement Test and a copy of 
the California Test of Personality, identified with your-student' s  code 
number , will be-sent-ro you.  We will suggest an approximate date near 
the end of May when we would l ike to have the tests administered , A 
stamped , addressed envelope will be supplied with the tests for their 
return. All scoring will be done at the Univers ity of Tennessee. 

I am very appreciative of the demands which are made upon your time , 
especially as school draws to a close . 1 believe , however , the satis­
faction which you wil l receive from your cooperation , in addition to 
the contribution which this study wil l make , will provide a measure of 
reward for your effort . 

Sincerely , 

( s igned ) 

E .  Stanley Chace , Director 
Arthur W. Spalding School 
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Dear S ir :  

I will cooperate with your school and the Univers ity o f  Tennes see in the 
proposed study . I am will ing to administer the two test s :  Stanford 
Achievement Test and Cal ifornia Test of Personality to the following 
student( a) : 

yrs .  mos. 
No . Grade Sex Age I .Q.  

yrs .  mos . 
No . Grade Sex Age I . Q. 

NAME 

SCHOOL 

Address  
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Dear S ir t  

Within the last few days you have received word from the Superintendent 
of School s  concerning a study to be conducted in this area . Your cooper­
ation in secur ing the data for this study would be appreciated . 

Much attent ion has been given to the problem of school organization .  This 
is espec ially true of the organization of classes within · the school . 
Systematic study has been neglected , however ,  in one area--mul tiple�grade 
group ing . 

The Laboratory School of Southern Missionary College has operated multi­
ple-grade classes for a number of years . Many of your colleagues are 
acquainted with this program. Whether this program has any merit for 
schoo ls in general is something that needs to be tested . 

We would l ike to match the students in grades 3 through 6 with students 
from schools in Chattanooga and Hamilton County. We would l ike to match 
these students v however , within the limits of several controls.  

Accompanying this letter are four packets of materials . We would appre­
c iate your giving one packet to each teacher on your staff who meets the 
fol lowing qual if icat ions : ( 1 )  she must have the same degree (or equiva­
lent ) as l isted below ;  and , (2)  she must have no greater than three (3)  
years '  d ifference in teaching experience than that l isted . 

Grade 3 -- Bachelor of Sc ience 
37 years • exper . 

Master of Education 
34 years ' exper . 

Grade 4 - - Bachelor of Sc ience 
37 years ' exper . 

Ma ster of Educat ion . . 
34 years ' exper . 

Grade 5 -- Bachelor of Science 
5 years • exper . 

Master of Education 
34 years • exper . 

Grade 6 - - Bachelor of Science 
5 years '  exper . 

Master of Education 
34 years ' exper . 

Complete instructions are inc luded in each packet for the classroom 
teacher . I f  she is w il l ing to assist in admin istering two tests , and 
returns the postcard provided , we shall conduct further correspondence 
with her , rel ieving you of any additiona l inconvenience . 

Data wil l be gathered relative to the academic and social progres s  of 
students in multiple-grade cla sses as compared with that of s imilar 
students in s ingle-grade classes . The results of this data shall be 
ava ilable to you ,  if you so request . 
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Letter to Princ ipal -- page 2 

Your participation in this study is voluntary. Your school will not be 
identified , nor wil l the participating students . If you do not wish to 
partic ipate , or are unable to f ind any member of your staff meet ing the 
above qualif icat ions , feel free to d ispose of the accompanying materials . 
They do not have to be returned . 

Your cooperation in this matter is greatly apprec iated . 

S incerely , 

( s igned ) 

E. Stanley Chace , Director 
Arthur W .  Spa lding School 



APPENDIX V 

Dear Teacher : 

Enclosed are the tests which have been coded for the student( s)  in your 
room. All you need to do is to administer the tests and to return them 
at your earliest convenience . 

We would l ike to have both testa administered sometime between May 16 
and May 24 inclusive. They � !!2!, .!!!!,! � !?,! administered !!!!, .!.!!! day. 

The following information about the teats may be of help to you: 

All  Grades : This teat is to be administered in one sitting . The child 
--rs to answer each question by drawing a circle around the "yes" or 

"no" , depending on how he feels about the statement. There are no 
"rights" or "wrongs� --

---

STANFORD ACHIEVEMENT TEST 

1 .  Elementary Battery (Grades 3 & 4 )  
The complete battery should not b e  given at one sitting. Divisions 
may be made according to your-convenience. The time for each 
separate teat is given below. It is imperative that we adhere to 
these strictly. 

1 .  Paragraph Meaning 25 min . 
2 .  Word Meaning 8 min. 
3 .  Spelling 20 min . (approximately) 
4 .  Language 25 min , 
5 .  Arith. Reasoning 30 min, 
6 .  Arith . Computation -- 2 5  min . 

�: The l ist of  words for the Spelling Test (Test 3 )  is enclosed 
with the test.  

2. Intermediate Battery (Grades 5 & 6) 
The complete battery should not be given at one s itting. Divisions 
may be made according to your-convenience . The time for each 
separate test is given below. It is imperative that we adhere to 
these strictly. 

1 .  
2 .  
3 .  
4 .  

Paragraph Meaning 
Word Meaning 
Spelling 
Langua$e 

-- 25 min. 
12 min . 
15 min. 
16 min. 



Letter of Instruction -- page 2 

s .  Arith. Reasoning -- 3S min. 
6. Arith. Computation-- 3S min. 
7. Social Studies -- 20 min. 
B .  Science -- lS min. 
9 .  Study Skills -- 40 min. 
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If more than one test is administered at one s itting , allow 2 minutes 
relaxation between tests . If you should have any questions relative to 
the administration of these tests , feel free to call me COLLECT , at 
EXport 6-3225. 

Again , may I express  my appreciation for your cooperation in this study . 

Sincerely , 

( signed) 

E .  Stanley Chace , Director 
Arthur W .  Spalding School 



APPENDIX VI 

PARENTS ' EVALUATION OF MULTIPLE-GRADE CLASSES 

Your child is enrolled in a school in which he will be placed with a 
group made up of more than one grade . Your child will be working daily 
with children of a wider age �ange than he would in a regular s ingle­
grade plan of organization. Your child wil l  a lso be spending more than 
one year with the same teacher . We would appreciate your frank re­
sponses to the following questions . No s ignature is necessary. Pl ease 
respond to each quest ion , even though you are not quite certain how you 
feel . 

Yes No 1 .  I s  this the f irst time your children have ever been in a 
multiple-grade class? 

Yes No 2 . Do you prefer multiple-grade clas ses for your child? 

Yes No 3 .  Do you think it is a good idea to have children cont inue 
with the same teacher more than one year? 

Yes No 4 .  Do you think that having several grades in one room gives 
the slower learner a better chance to develop? 

Yes No s .  Do you think that having several grades in one room gives 
the faster learner a better chance to develop? 

Yes No 6 .  Do you think it is good to have older and younger stu­
dents in the same room? 

Yes No 7 .  Do you think that the pupils with whom your child is 
grouped at school have any s ignif icant effect upon his 
learning? 

Yes No 8 .  Do you think it is a good idea to teach skil l s  to children 
in as sma ll groups as poss ible? 

Yes No 9 . Do you think your child will make as much progres s in 
this multiple-grade organization as is poss ible? 

Yes No .  10 .  Do you think that pupils in a classroom should be about 
the same age? 

Yes No 1 1 .  Do your children l ike to go to school ?  

Yes No 12 . Do you th ink your child gets along wel l with the other 
children in his room? 
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Yes No 13 . Do you think your child (will show) (has shown) more 
progress in the 3 R ' s  than he would have in a s ingle­
grade program? 

Yes No 14.  Do you think your child (will show) (has shown) more 
progress  in social development than he would have in a 
single-grade program? 

Yes No 1 5 .  Do you think it is better for children to have a dif-
ferent teacher each year? 

Yes No 16.  Do you think the school is  providing adequately for the 
differences of individual children? 

Yes No 17 .  Do you feel that teachers in multiple-grade classrooms 
are so busy with the "extra" grades that they are unable 
to help children a& much as is needed? 

Any additional comments about multiple-grade classes as compared with 
s ingle-grade classes which you might care to make on the back of this 
sheet would be greatly appreciated. 



APPENDIX VII 

ADMINISTRATOR � TEACHER EVALUATION 

OF 1-lULnPLE-GRADE GROUPING 

The following statements identify common assumptions made about grouping 
children of a wide grade and age range in the same clas s.  In  the l ight 
of your experience w ith such groups , will you please react to the degree 
that you have found them to be true. No s ignature is necessary; please 

be frank. 

Please f il l  in the appropriate blanks . RATING SCALE 

Have taught multiple-grades only. __ years . SA - Strongly Agree 

Have taught both s ingle and multip le-grades A - Agree 
__ years ,  s ingle ; __ years ,  multiple . 

0 - No Opinion 
Rave been principal of school with multiple-
grades only. __ years . D - Disagree 

Have been principal of school with both 
s ingle and multiple-grades . __ years . SD - Strongly Disagree 

Feel free to write in supplementary comments after any item, or on re­
verse s ide. 

SA A 0 D SD 1 .  Administrative problems are no greater with 
multiple-grade c lasses than with regular classes . 

SA A 0 D SD 2 .  Students g ive no evidence of hesitancy about be-
coming members of mult iple-grade classes . 

SA A 0 D SD 3 . Most parents are reluctant about their children 
being placed in a multiple-grade class . 

SA A 0 D SD 4 , Parents identify this type of grouping with the 
popular concept of inferior rural education . 

SA A 0 D SD s .  Once parents understand the advantages of 
multiple-grade group ing , they are quite wil l ing 
for their children to be placed in such classes . 
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SA A 0 D SD 6. MOst parents are pleased with their children' s  
experiences and development in a multiple-grade 
clas s .  

SA A 0 0 SD 7. Ass ignment of students to classes is much eas ier 
in a multiple-grade s chool s ince no spec ial dis­
tinction need be made as to proper grade leve l ;  
students can b e  placed in a room according to 
their abil ities . 

SA A 0 D SD 8 .  Multiple-grade teaching is not more difficult 
than s ingle-grade teaching s ince both types of 
organizat ion require further grouping . 

SA A 0 D SO 9 .  After teachers have become accustomed to multiple­
grade classes , they prefer this type of class or­
ganizat ion above s ingle-grade classes . 

SA A 0 0 SD 1 0 .  Multipl e-grade teaching becomes d iff icult only 
when a teacher tries to maintain rigid grade 
distinctions and does not permit an interrelat ion 
of activit ies among students .  

SA A 0 D SD 11 . In a mult iple-grade cla s s ,  the teaching load is 
lightened somewhat by the fact that students can 
often assist the teacher by working with other 
students .  

SA A 0 D SO 12 .  Provid ing for individual d ifferences is much 
eas ier in a multiple-grade class s ince a wider 
range of material s  for the several grade level 
is already available.  

SA A 0 D SD 13 . In multiple-grade classes , grade barriers are 
removed so that the teacher does not feel he has 
to cover a g iven amount of mater ial , but can de­
vote his attention to the progres s of the 
individual student .  

SA A 0 0 SD 14 . Mult iple-grade grouping results in greater co­
operat ion and working together of teacher s . These 
teachers have s imilar problems ; hence , there is 
greater cooperat ive planning. 
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SA A 0 D SD 1 5 .  Since a teacher o f  a multiple-grade class has 
the same students for more than one year , he 
knows these students better than a s ingle-grade 
teacher could , and he can meet the needs of 
these students more effect ively. 

SA A 0 D SD 1 6 .  Mult iple-grade groups are more l ike a real-l ife 
situation since students ,  outs ide of school , often 
choose . younger or oldet students with whom to 

work or play. 

SA A 0 D SD 17.  A wider range of age br ings a wider range of 
experiences and capacities to the group , thus 
enriching the opportunity for each individual 
to learn, and to be valued rather than envied 
or patronized . 

SA A 0 D SD 18 .  In mUltiple-grade classes , greater respect is 
developed for individuals in all groups s ince 
the prestige of being in a higher grade is 
largely removed . 

SA A 0 D SD 19 . In multiple-grade classes , grade barriers still 
operate to make d istinct sub-groups within the 
clas s .  

SA A 0 D SD 20. In multiple-grade clas ses , greater emphas is is 
placed upon ind ividual and small group instruc-
tion than in Iegular s ingle grades .  

SA A 0 D SD 2 1 . Children in multiple-grade classes learn to read 
better than children in single-grade classes . 

SA A 0 D SD 22 . In multiple-grade classes , a wider ro� d 
reading groups are organized . 

SA A 0 D SD 23 . Greater soc ial growth for all ages takes place 
in multiple-grade groups where pupils are of a 
wider age range . 

SA A 0 D SD 24 . Younger children profit from the stimulation of 
working with older children and learn much from 
them. 
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� A 0 D SD 25.  Multiple-grade grouping provides more effective 
learning ; pupils learn more from those who are 
d ifferent than from those who are l ike themselves . 

SA A 0 D SD 26.  Disc ipline is better in multiple-grade groups as 
older students act as a quieting influence in 
the groups .  

& A 0 D SD 27 . Older children learn a great deal in multiple-
grade groups by help ing younger children . 

& A 0 D SD 28 . Older children develop a wil l ingness and abil ity 
to assume respons ibil ity in a multiple-grade 
group . 

� A 0 D SD 29 .  Cooperation of pupils is greater in multiple-
grade groups s ince the bases for contention , 
r ivalry, and compet it ion with the rest of the 
group are largely removed . 

& A 0 D SD 30 . Children develop more effective study skil ls in 
mult iple-grade classes partly because they associ-
ate with older children who have developed these 
skills . 

& A 0 D SD 3 1 .  Group morale is better in multiple-grade groups 
s ince many of those factors caus ing tens ions , 
jealous ies , and competition are l argely removed . 

SA A 0 D SD 32 . In multiple-grade classes children are more 
will ing to accept individual d if ferences among 
themselves ; the differences are more obvious , 
hence pupils are more incl ined to accept those 
who are d ifferent from themselves . 

� Teachers Please state what you think to be the greatest problem 
of working with multiple-grade groups ; 

the greatest benef its . 



For 
Administrators 
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Please state what you think to be the greatest 
problem of operating a school in which multiple­
grade grouping is practiced ; 

the greatest advantage � s ingle-grade grouping. 
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