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EVA ROZSA:

Moglichkeiten def Modernisierung des Unterfichts

in der Tagesheimschule






Eine der wichtigaten Bestrebungen unseres Unterrichtswesens
ist, den Unterricht zu modernisieren. Dies ist seit Jahren durch
viele pddagogische Forschungen, Experimente, praktische Versuche
bestitigt worden., Es werden diejenigen didaktischen Methoden,
Verfahren, Hilfsmitiel, durch die der Unterricht zeltgemdsser,
und 3o die Erkenntniserwerbung der Schiiler, ihre selbstdndigen
Studien ergebnisreicher und grdsseren Leistungsgrada sein werden
als bisher, - ausser der Modernisierung des Lehrétoffs und der
Lehrbiicher - sowohl von der pddagogischen Theorie als auch von der
Praxis unaufhdrlich gesucht.

In allen, auf die Modernisierung des Unterrichts gerichteten
Bestrebungen ist der gemeinsame Grundsatz zu finden,Adass die
Schiiler an dem erkenntniserwerbenden Vorgahg aktiv beteiligt wer-
den sollen. Die Lehrstunde soll daher von Pddagogen so organisiert
werden, dass gsie der Selbsttdtigkeit der Schiiler, ihrem selbstdndi-
gen Denken, ihrer selbstdndigen Arbeit soviel Moglichkeit wie mbg-
lich sichert. In der zeitgemissen Auslegung des. erkenntniserwerben-
den Vorgangs bekommt eine immer grdssere Rolle, - ausser der
filhrenden Tédtigkeit des Lehrers -, die selbstlenkende Tdatigkeit
der Schiiler, die sie allerdings auch unter der Filhrung des Lehrers
zu "erlernen" haben. Es ist also eine wesentliche Bestrebung der
Modernisierung des Unterrichts, dass Unterricht und Lernen einen
einheitlichen Vorgang bilden.

In dieser Bestrebung kommt eine spezifische Rolle einer neuen
Organisationsform: der Tagesheimschule zu.

Die Tagesheimschule wiinscht - ihrer Zieisetzung entsprechend -
eine Organisationsform ausgestalten, die viel mehr Moglichkeit als
die konventionelle Schule fiir die Ldsung der Unterrichts- und
Erziehungsaufgaben sichert, die vom gesellschaftlichen Anspruch
unseres Zeitalters von der institutionellen Schulerziehung erfor-
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dert werden.

Die wichtigste Tatigkeitseform der institutionellen Schuler-
ziehung ist de: Unterricht. Wir wollen uns mit dessen Gehalt, mit
der Auswahl des Lehrstoffs nicht beschdftigen. Wir gehen davon
aus, dass die Durchfiihrung der gegeniiber den Kenntnisesen, Fertig-
keiten der Schiller erhobenen Lehrplanerfordernisse widhrend der
Lehrstunden und mit dem selbstédndigen Lerner der SchUlér gtattfin-
det. Die erfclgreiche Planerfilllung hidngt also vom Niveau der
Lehrstunde und vom selbstdéndigen Lernen der Schiiler ab.

Die Lehrstunde und das selbstdndige Lernen gehdren streng Zu-
sammen. Unterricht und Lernen sollen deshalb in einen einheitlichen
Vorgang gestaltet werden, und dies ist die Aufgabe des Schulunter-
richts,

Die Sicherung des Unterrichtsniveaus, die Modernisierung
gsowohl des Gehalts als auch der Methodén sind zweifellos eine Auf-
gabe der institutionellen Schulerziehung. Die Organisierung deé
selbstidndigen Lernens der Schiiler, die der Ausarbeitung der Haus-
aufgabe, die Sicherung der dazu ndtigen Bedingungen, ja selbst
eine Kontrolle derer werden nicht flir eine Aufgabe der Schule an-
gesehen, obwohl wir gut wissen, dass das Ergebnis des selbstdndigen
Lernens der einvelnen Schiiler nicht nur vom Niveau der Lehrstunde
abhdngt, nicht nur davon, wieweit die intellektuellen Krifte von
~ der Schulstunde entwickelt, wiewelt der Lehrstoff iiberhaupt verstan-
den wurden. Wir wollen nicht, uns in die Psychologie des Lernens zu
vertiefen, aber wir mochten darauf hinweisen, dass es im Laufe des
selbstdndigen Lernens notwendig und moglich ist. viele psychische
Funktionen systematisch iiben zu lassen. Die Ausgestaltuﬁg und Ent-
wicklung dieser psychischen Funktionen hingen von der eigenartigen
Struktur des Nervensystems eines jeden Schiilers ab. Wiahrend der
Lehrstunde vermag der Pddagog nur die allgemeinen, flir einen jeden
in gleicher Weise gililtigen Grundsdtze den Schiilern zu iibergeben,
aber er sieht seine Schiiler in der Tdtigkeit des Lernens eigentlich
nie. S0 finden nur verhdlinismissig wenige Schiiler die Methode des
erfolgreichen Lernens, man konnte nur in sehr wenigen Schiilern die
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Lust zum Lernen erwecken. Unsere Kinder sollen lernen gelehrt wer-
den, damit sie sich in der mehr und mehr zunehmenden Kenntnis- und
Informetionsmenge auskennen kidnnen. Sie ktnnen aber nur in einer
Tdtigkeit: in der Tdtigkeit des Lernens gelehrt werden. Die Aus-
gestaltung eilner erfolgreichen, tkonomischen Methode des Lernens
ist nicht nur notwendig, damit der Lehrplan so erfolgreich wie mdg-
lich ausgefiihrt wird und die Schiiler so gute Leistungsnoten wie
moglich erhalten, sondern auch weil die Interessenkreise sich
widhrend des in guter Stimmung ausgefilhrten Lernens herausbilden,
die Fahigkeiten sich dann entfalten.

In einer zéitgem&ssen Schule sollen nicht nur der Unterricht
und das Lernen, sondern auch der Unterricht und ausser unterricht--
lichen Tédtigkeiten in einen einheitlichen Prozess umgestaltet wer-
den und dies ist auch eine der Aufgaben der Schulerziehung.

. Die Gestaltung des Interesses des Menschen hdngt mit den ihn
betreffenden Informationen, mit seinen erworbenen Kenntnissen zu-
gsammen. Um das Interesse unserer Kinder sowohl vom Gesichtspunkt
der Gesellschaft als auch des Individuums aus positiv zu gestalten,
miissen wir sie lehren, wie der Lehrstoff eine Quelle weiteren Inte-
resses, anderer Zerstreuungen, eines neuen Hobby werden kann. Wir
gollen unsere Kinder lehren, die Freizeit niitzlich, in kultivierter
Weise verbringen. Dies kann auch nur in einer Tetigkeit gelehrt
werden, deshalb verbringen die Schiiler einen Teil ihrer Freizeit
"frei", aber unter organisierten pddagogischen Wirkungen.

Das Lernenlehren, die Erziehung auf das Verbringen der Freigeit
ist unseres Erachtens - den Erforderungen des Zeitalters entspre-
chend - zundchst eine Aufgabe der Schulerziehung. Diese sind Auf-
gaben, die hauptedchlich in einer Zeit ausser dem Unterricht zu
lésen sind. Dazu sichern wir Mdoglichkeit, wenn wir die organisierte
pddagogische Wirkung der institutionellen Erziehung systematisch
mit drei-vier Studen tédglich erhthen. Ein Kriterium eines ganzti-
gigen Schulerziehung ist - unserer Meinung nach - nicht allein, wie
viel Stunden die Schiiler in der Schule verbringen. Die Sicherung
gewisser sozialen Bedingungen, Speisung, eine allgemeine lberwachung
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konnen noch fiir keine "ganztidgige Ersiehung" angesehen werden. Wie
die "ganztdtige" Erziehung auch verwirklicht werden kann, wenn die
Kinder zufdllig nicht in der Schule speisen.

Man versteht also unter eine ganztdgige Schulerziehung eine,
institutionelle Erziehungsform, bei der die Schiiler systematisch
8-10 Stunden tdglich in der Schule verbringen und das Bestreben
der Schule dahin geht, dass sie in den verschiedenen THtigkeits-
formen die Bildung und die Erziehung in einen einheitlichen Vorgang
gestaltet, im Interesse der gesunden geistigern und kdrperlichen
Entwicklung der Schiiler.

Mit einer seit neun Jahren fortgesetzten Versuchsarbeit haben
wir in allen Klassen der "Sdndor Pet8fi" Grundschule in Hddmezdva-
sarhely, in der unteren Abteilung der "Imre Szoboszlai" Grundschu-
le in Makdé und in zahlreichen Schulen des Komitats Csongrdd eine
eigenartige Organisationsform der in der Schule ausgefiihrten ganz-
tdglichen Erziehung ausgeétaltet.

Organisationsform der 8-Klassigen

Tagesheimschule

In der Unterstufe /Klass 1-4./:

Die Schiiler sind von 8 bis 17 Uhr, bzw. am Samstag von 8 bis
14 Uhr in der Schule. Als bei allen Tagesheimklassen, gehoren auch
hier zwei Pddagogen zu einer Klasse, es sind aber hier keine beson-
dere Lehrer und Tagesheimerzieher. Die zwei Piddagogen unterrichten
mit gleichen Stundenzahlen und leiten die verschiedenen Tagesheim-
tatigkeitsformen. Die Lehrer verteilen untereinander den Unterricht
der Lehrstoffe so, dass sie auch Lehrstoffe von allgemeinen Kennt-
nissen und Fertigkeit unterrichten. Dieser Lage entsprechend, weicht
auch die Beschdafitigungsordnung der Schule von der traditionellen
Ordnung /vormittags Lehrstunden, nachmittags Tagesheimtdtigkeit/ ab
und es ist selbstdndig auch die Ordnung der Lehrstunden verschieden.
Sowohl die Lehrstunden als auch die der Tagesheimtdtigkeit ent-
sprechende Zeit-Lernen, Anfertigung der Aufgaben, Zirkeiarbeit,
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Spiel, kulturelle und freie Tdtigkeit -~ wechseln zweckmdssig im
Laufe der ganzen verfiigbaren Zeit. Die.Schiiler bekommen iiberhaupt
keine Hausaufgaben, die zu Haus gemacht werden sollten. Ja, sie
bringen auch ihre Lehrmittel nur samstiglich nach Haus, um ihre
Hefte,. Arbeiten ihren Eltern zu zeigen. Aus den einzelnen Lehrge-
genstdnden bekommen sle aber am Ende der Lehrstunde - in der tra-
ditionellen Weise - Aufgaben, die die Schiiler in -der im.Stunden;
plan bestimmten Zeit, unter der Aufsicht des den'Gegenstand unter~
richtenden Lehrers verrichten, und zwar am Anfang der érsten Klas- "~
ge unter der Leitung des Lehrers, spdter aber mehr und mehr vollig
gelbstdndig.

Der Stundenplan wird mit einem zweiwdchentlichen Wechsel ver-
fertigt, weil die in einer Klasse unterrichtenden zwei Piédagogen
mit einem wichentlichen Wechsel vormittags, bzw. nachmittags lehren.
S0 wird jeder zwelte Samstag eines jeden Pddagogen frei aein.

In der Oberstufe /Klasse 5-8./3.

Bei der Zusammenstellung der Tages-, bzw. Wochenordnung sind
wir davon susgegangen, dass wir ausser den im Lehrplan vorgeschrie-
benen obligatorischen 45-min. Lehrstunden jeden Tag eine in der im
Lehrplan bestimmten Zeit unter der Aufsicht des Fachlehrers statt-
findende selbstdndige Vorbereitung sichern. Diese Zeit wurde in
25, bazw. 20 Minuten bestimmt. Diese Zeit ist einerseits genug fiir
die unter der aufsicht des PFachlehreres ausgefilhrten Vorbereitung
- da wir ja auch fiir das vdllig selbstindige, ungebundene Vorberei-
~ tung Zeit zu sichern haben - andererseits gelten die 20 und 25-min.
Fachlehreraufsichten vom Gesichtspunkt der Verrechnung aus fiir eine
45-min. Lehrstuhde, d.h. eine obligatorische oder Nachhilfestunde.

Der Tagesheimerzieher ist der Klassenleiter geworden. Dies
betrachten wif fiir begriindet, in pddagogischer Hinsicht, denn er
verbringt die meiste Zeit mit den Kindern auch in der neuen Organi-
sationsform. Der Tagesheimklassenleiter gibt die Klassenleiter-
sstunden, ausserdem lehrt er einen der Fachstoffe in der Klasse.
Die fir die administrativen Tdtigkeiten gesicherte "theoretische"
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Klassenleiter-Stunde wird von einem der Vormittagslehrer gegeben,
o. hat jede Klasse eigentlich zwei Klassenleiter.-

Es gibt vier Lehrstunden an jedem Vormittag der Woche. Eine
von diesen ist jm allgemeinen eine wenigére Geiéﬁestétigkeit er-
fordernde Stunde. Am Samstag gibt.es sechs Lehrstunden, mdoglichst
mit zwei Zeichen- oder zwei politechnischen Stunden. Zwischen den
Lehrstunden gitt es Pausen von zehn, nach der vierten Lehrstunde
von zwanzig Miquten. Nach dieser Pause folgen: eine selbstdndige
Tatigkeit von finfundzwanzig und zwei von zwanzig Minuten unter
der Aufsicht eines Fachlehrers. Diege sind keine "Ergdnzungs-3Stun-
den", sondern organische Teile des Bildungs-Erziehungsvorgangs.
Wihrend dieser Zeit arbeiten die Schiiler gselbstdndig. Zundchst
setzen sie die neuen Kenninisse aus dem Lehrbuch und aus der im
Laufe der Lehrstunde geschriebenen Skizze..Der Lehrer.fiihrt die
Aufsicht iiber sie, er spaziert unter ihnen, iliberwacht, wer wie
arbeitet, wieweit er den Stoff der Lehrétunde, die erhaltene Auf-
gabe verstanden hat, Er sieht, bei. wem cnd in welcher Form eine
Hilfe notwendig ist. Der. Schiiler kann erst beginnen, die schrift-
liche Aufgabe zu ldsen, wenn er vorher die notigen Stellen im
Lenrbuch, Heft sorgfdltig durchstudiert hatte. Dje Schiiler schrei-
ten im selbstdndiwen Lernen nicht in gleichem Tempo fort. In jeder
Klasgse waren vielc Schiiler, die wahrend dieser Zeit mit ihren Auf—
gaben ganz fertig wurden und sie .spdter nur zu wiederholen hatten.
Selbet der schwidchste Schiiler hat die Tdtigkeit so beendigt, dass
er seine Aufgabe Yerﬂtanden hatte.

Um 13h05 iibernimmt der tagesheimleitende Klassenlehrer die
Klasse. Bis 15 Uhr gibt es eine. Ruhepause, freie Tdatigkeit, Kul-
turtdtigkeit, Mittagessen,nusw. Wahrend dieser Zeit diirfen die
Schiiler, gepgen deren Betragen kein.Einwurf erhoben wurde, eine
Erlaubnis erhalten, die Schule zu verlassen, einzukaufen, Familien-
auftrdge auszufiihren.

Zwischen 15h—15h45 gibt es eine Lehrplanstunde. Die Nachmit-
tagsstunden werden von den tagesheimleitenden Klassenlehrern gehal-
ten. Die vormittags arbeitenden Lehrer haben keine Nachmittagsarbeit,
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nur eine freiwillige Aufsicht oder Korrepetiérung.'Nach der Stunde
folgen Ruhepause und dann Lernanrbeiten /selbsténdiges Lernen un-
ter der Aufsicht des Klassenlehrers/. Wihrend dieser Zeit lernt
jederman das und in der Reihe, was und wie er es individuell not-
wendig fithlt. Hat er vofmittags in der selbstdndigen Tdatigkeit
geine schriftliche Aufgabe nicht beendizt, so setzt er sie natlir-
lich auch in dieser Zeit fort. Die in der Nachmittagslehrzeit mit
ihren Aufgaben friiher fertig wurden, als das Ende der Arbeitszeit,
bekommen eine Moglichkeit, gich im Turnsaal und in der Werkstatt,
ihren Interessen und Anspriichen entsprechend, zu zerstreuen oder

_ruhen.

j=s]

Rolle der Tagegheimschule_in der Modernisierung des
Vorgangs des Unterrichts und Lernens

Die Organisationsform der Tagesheimschule und ihre schon
bisher ausgestaltete Versuchsarbeitsordrnung selber sichern mehrere
Moglichkeiten fiir die Erhdhung der Wirksamkeit des zeitgemissen
Unterrichts un& Lernens, als die traditionelle Schule.

Unseren Erfahrungen nach kinnen Unterricht and Lernen nur dann
einen wirklich einheitlichen Vorgang bilden, wenn der Pddagog sich
selbst ausser den Lehrstunden davon ilberzelgen kann, wie seine
Schiiler individuell die neuen Kenntnisse, sowie die davon gegebe-
nén Aufgaben bearbeitet und verstanden hatten, wenn er ihre indi-
viduellen Gegebenheiten erkennt und dementsprechend: in der Ausge-
staltung der tkonomischen individuellen Lernmethode, des richtigen
selvstleitenden Systems zu helfen vermag. Hat der Piddagog dazu kei-
ne Moglichkeit, oder ist er nicht umhin, diese Mﬁgiichkeit einem
anderen - wenn auch einem anderen Fachpidagogen - zu ilbergeben
/traditionelle Schule, Hort/ so ist die Umbildung des Unterrichts

‘und des Lernens in einen 81nh€tl110h9n Vorgang iiberaus schw1er1g
und ihre Wirksamkeit ist sehr zweifelhaft.

Im organisatorischen Rahmen der Tagesheimschule besteht die
Miglichkeit, den Unterricht und das Lernen in einea einheitlichen
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Vorgané zu gestalten. Unter diesen Umstdnden stellt sich die Frage,
ob es iiberhaupt notig ist, die den traditionellen Hausaufgaben
entsprechenden Aufgaben, die die Schiller ausser der Lehrstunde zu
16sen oder zu erlernen haben, vorgeschrieben werden sollen; ob es
im Leufe der Modernisierung der Lehrstunde nicht zweckmdssiger sei,
mit der Steigerung der Moglichkeit der Schilleraktivitdt, der selb-
sténdigeﬁ Arbeit, auch die selbstd@ndige Aufgabenldsung der Schiiler,
die Pestmachung, Ubung und Anwendung der Kenntnisse in die Lehr-
stunde v6llig einzubauen.

Wir sind der Meinung, dass wir nebst allen Modernisierungsten-
denzen der Lehrstunde auch die die didaktischen Funktionen der tra-
ditionellen Hausaufgaben {ibernehmenden Aufgaben, das selbstdndige
Lernen brauchen, wozu wir ausser den gegenwdrtig zur Verfiigung ste-
. henden 45-minutigen Lehrplansstunden auch gewisse Zeit und pddagog-
ische Leitung 2zu sichern haben.

Wir begriinden unseren Standpunkt mit den Folgenden:

1. Neben der gegenwdrtig gilltigen Unterrichtsordnung /45 min.
Lehrstunden, Lehrplansstoff, Lehrblicher, Schiilerzahl in den Klassen;
obligatorische Stundenzahi der Pidagogen, usw./ sichert die Moder-
nisierung der Lehrstunde - miteinbegriffen selbst die sich heute
noch in Versuchszustand befindenden Verfahren, die Anwendung der
technischen Mittel - keine geniigende Moglichkeit dezu, dass alle
Schiiler die ihran Fahigkeiten entsprechenden maximalen Leistungen
ausgfithren konnen. Es gibt auch dazu keine Moglichkeit, dass die
Pddagogen die Fdhigkeiten ihrer Schiiler vielseitig kennenlernen
und in jedem Fall eine entsprechende individuelle Hilfe, Leitung
zZu geben vermdgen. '

2. In der auf die Aktivitdt, selbstdndige Arbeit der Schiiler
aufgebauten zeitgemdissen Lehrstunde analysieren und synthetisieren
die Schiiler mit Hilfe verschiedener Verfahren und Mittel /Gruppen-
arbeit, individuelle Aufgaben, Test, Progrémm, Schulfernsehen,
usw./ und auf Grund ihrer bestehenden Kenntnisse den neuen Stoff,
wenden die neuen Kenntnisse an. Die Ubung der notwendigen Psych-
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_ischen Punktionen, die dazu nttige Zeit hdngen aber in grossem
Masse nicht nur von den Fdhigkeiten der Schiiler, sondern auch von
ihrer ganzen Personlichkeit, ihrem Interesse, ihrenInformations-
und Erlebnisstoffen und noch ven vielen anderen Faktoren ab, Die
Bewertung der Leistungen der Schiiler, ihre Klassifikation ist nur
gerecht, wenn ihnen die'Mdglichkeit gesichert ist, dass die Schii-~
ler, die in irgendeiner Hinsicht in einer nachteiligen Lage sind,
mit Fleiss, Willen, -individueller Arbeit ihre Mdngel ersetzen,
soviel Zeit fiir das Lernen verwenden, wie sie brauchen um ihre
Gegebenheiten m’t einer gesunden Lebensweise entfalten zu lassen. .

3. Die in den Vorgang der Leﬂrstunde eingeschalten, mit Indi-
vidual~ oder Grhppenarbeit losbaren Aufgaben sind von vielen
Gesichtspunkten aus ausserordentlich nlitzlich, sie geben aber in
sich selbst keine Moglichkeit dazu, dass die Schiiler die ihren in-
dividuellen Fihigkeiten entsprechenden Skonomischsten individuel-
len Lernmethoden ausgestalten.

4, Die selbstdndige Lernzeit ist auch notwendig, weil die
Schuier gewigge Zeit auch fiilr Memorisierung, lexikalisches Lernen
brauchen und es ist allgemein bekannt, dass dazu bel verschiedenen
Gegenstédnden verschiedqu Zeiten nofwendig sind.

5. Auch fiir die Gestaltung der ganzen Personlichkeit hat das
selbstdndige Lernen eine wesentliche Rolle. Der Schiiler soll seine
Féhigkeifen kennenlernen, er soll wissen, welche eigentheiten er
in sich selbst - mit Hilfe des selbstandigen Lernens - zu entwickeln
habe, In der lehrstunde so0ll er beobachten und aufzeichngn. aus
welchen Lehrgegenstidnden was fiir Aufgaben er spiter zu losen habe.
Er hat unter den Schwierigkeitsgraden der Aufgaben zu unterscheiden
und soll erlernen, die zur Verfiigung stehende Zeit so einzuteilen,
dass er sie seinem Interesse, seinen Gegebenheiten entsprechend am
Gkonomischsten anwenden kann.

Flir die Modernisierung des Vorgange des Unterrichts und Ler-
nens ist die eigenartigste Moglichkeit der Tagesheimschule die
selbstindige Tatigkeit. ’
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"Selbstdndige Tdtigkeit" in der Unterstufe

In der Tagesheimschule gibt es keine Hausaufgabe; deren Funk-
tion wird von dem in der Zeit der selbstdndigen Tdtigkeit ausge-
fiihrten Lernen, der Aufgabenldsung ilbernommen. ’

Die selbstdndige Tdtigkeit bringt selbst in ihrem Namen die
hochste Bestrebung zum Ausdruck, dass die Schiiler selbstdndig ler-
nen, arbeiten, die ihnen zur Verfiigung stehende Zeit gut einteilen
lernen sollen. Obwohl das selbstdndige Lernen in dieser Zeit vor-
geht, wendeten wir in der Benennung gleichwohl lieber das Wort "Ta-
tigkeit" anstatt des "Lernens" an. /Wir wiinschten das Wort "Lernen"
nicht deswegen auszuschalten um damit den Schillern zuliebe zu tunj; -
das Lernen kann ndmlich sz1bst unter Schulumstdnden unserer
Erfahrung nach attraktiv gemacht werden/. Sondern wir haben es so
gefiithlt, dass das Wort "TaAtigkeit" - wenn auch nicht am gliicklich-
sten - den Sinn enthdlt, dass in dieser Zeit nicht nur ein "Lernen",
gondern eine vielseitige Tdtigkeit vorgent, fallweise mit einer
Sammlungsarbeit, mit Zeichnen oder einer manuellen Tdtigkeit ver-
bunden, die im gewohnten Sinn des Wortes kein Lernen oder richtiger
gesagt nicht nur Lernen bedeuten.

Bei der selbstdndigen Tdtigkeit ist der den Gegenstand lehren-
de Pddagog in jedem Fall anwesend. Da die Ausgestaltung der Selb-
stdndigkeit der Schiiler ein Vorgang ist, der nur in einer Tdtigkeit
verwirklicht werden kann, hat auch der Pddagog in der Zeit der
selbstdndigen Tdtigkeiten eine wichtige Funktion. Der Pddagog hat
klar zu sehen, dass die selbstidndige Tétigkeit unter keinen Umstidn-
den eine "Ersatzlehrstunde" sein kann, sondern sie ist ein organi-
gcher Teil des einheitlichen Vorgangs des Unterrichts-Lernens. Der
Pddagog hat 'in der Planung und Organisierung des ganzen Vorgangs
auf die Moglichkeiten der selbstdndigen Tdtigkeiten bewusst zu
bauen und demgemdss die Methoden der Leitung auszuwdhlen und zu
bearbeiten.
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Die selbsténdige Tdtigkeit ist von der Stunde organisatorisch
unabhidngig, sie ist aber so sehr ein organischer Teil des Lehrvor-
gengs, dess gie auf die pHdagogsche Arbeit der Lehrstunde unmittel-

bar zurlickwirkt.

Ihr Einfluss auf die Lehrstunde manifestiert sich in den Fol-
genden:

1. Die-Beobacﬁtung und Bewertung der selbstdndigen Arbeit der
Schiiler gibt dem-Pﬁdagogen eine systematische Rlickmeldung dariber,
wie seine Schiiler den Stqff der Lehrstunde verstanden haben, wle-
weilt sie die neuen Kenntnisse festzusetzen, einzuwenden vermochten.
Der Pddagog erhdlt ein Signal auch dariiber, was die Quelle der h
eventuellen Fehler sein mag, wie or die folgende Lehrstunde zu or-
ganisieren hat, Was fir eine Methode er anwenden und welche Aufga-
ben fllr die Verbesserung der Fehler geben s0ll.

2. Im Laufe der selbsttindigen Tétigkeit kontrolliert und be-
wertet der Pddagog die schriftliche Arbeit der Schiiler; es unter-
bleibt mlso aus der Lehrstunde die Kontrolle und Bewertung der
konventionellen Hausaufgabe. Damit werden im allgemeinen 8-10 Minu-
ten pro Lehrstunde frei. Diese Zeit kann den didaktischen Zielset-
zungen entsprechend verschieden benutzt werden, filr Wiederholung,
Ubung, die gruppenweise Bewertung gewisser Arbeiten, usw.

3. Der Pddagog sieht seine Schiiler wihrend des selbstindigen
Lernens, er bekommt eine vielseitige Information nicht nur iiber ihr
Wissen, sondern auch {iber die Entwicklung ihrer Pihigkeiten, ihrer
ganzen Persdnlichkeit, Auf Grund seiner Kenntnisse kann er selbst
in der Lehrstunde individuelle Aufgaben geben, die die Erfilllung
des gewlinschten Ziels am meisten beforndern kdnnen.

Die selbstédndige Tédtigkeit, die Leitung des den Gegenstand
lehrenden Pddagogen im selbstdndigen Lernen iiben eine grosse Wir-
kung auf die ganze Perstonlichkeit der Kinder aus. Ohne irgendeine
besondere Aufforderung, Motivierung ist es natiirlich, dass in
dieser Zeit jederman selbstédndig arbeitet und sich wirklich mit
dem Lernen beschidftigt. Die systematische Kontrolle und Bewertung
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der Arbeit, das zu erwartende Erfolgserlebnis, die Mdglichkeit,
dass der mit seiner Aufgabe fertig gewordene Schiiler seine Zeit
nach Herzenslust verbringen darf, als Anregung zum Lernen dienen.
Die stdndige Anwesenheit, systematische Kontrolle, behilfliche
Leitung des Pddagogen bedeutend vermindern die dem Pddagogen ge-
geniiber oft gefiihlten Angst und Spannung. Das gesundere Verhdltnis
zwischen Lehrer und Schiiler - zu dessen Ausgestaltung auch die
selbstdndige Tatigkeit beitriagt - fiihrt herbei, dass die Schiiler
auch in der Lehrstunde viel natiirlicher teilnehmen und die Ausfra-
gung keine Angst, Hemmung in ihnen hervorbringt.

4, In Hins’cht der Gestaltung des Unterrichte und des lernens
in einen einheitlichen Vorgang hat die selbstdndige Tdtigkeit -
ausser den oben Erwdhnten - eine grosse Bedeutung selbst in der
Erhdonung der Verantwortlichkeit des Pddagogen. In einer solchen
Organisationsform>ist ndmlich der Pddagog nicht nur fiir die Wirk-
gamkeit der Lehrstunde sondern auch dafir verantwortlich, in welchem
Masse und wie die Schiller die neuen Kenntnisse, den im Lehrplan
enthaltenen Stoff erlernen.und anwenden. Die Ubertragung der Verant-
wortung, die im traditionellen Tagesschulen zwischen dem Lehrer und
dem Tageserzisher sich noch oft erfahren ldsst, hort auf zu sein.

Die selbstdndige Tdatigkeit ist eine, Tiir das selbstandige
Lernen, die Aifgabenldsung gesicherte Zeit. Im Rahmen der Tagesheinm-
schule sind aber die Pddagogen mit ihren Schiilern in vielerlei Tad-
tigkeitsformen zusammen, es bietet sich deshalb Gelegenheit auch
dazu, die neuen Kenntnisse nicht nur mit bewusstem Lernen, sondern
unter einer entsprechenden padagogischen Leitung selbst im Laufe
von Spielen und anderen Tdtigkeiten festzusetzen, anzuwenden. Es
konnen deshalb der Unterricht und auch die ausgerunterrichtlichen
Tdtigkeiten in der Tagesheimschule in einen einheitlichen Vorgang
gestaltet werden.

"Selbstdndige Tatigkeit" in der Oberstufe

In der Oberatufe sind das Ziel, die didaktische Funktion der
selbstdndigen Tdtigkeit mit denen der Unterstufe dem Wesen nach
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identisch: sie wollen die Schiller erziehen selbstdndig zu denken,
lernen, arbeiten. Gleichwohl gibt es einen grundlegenden Unter-
schied zwischen den selbstdndigen Tatigkeiten der Schiiler in der
Unter- und Oberstufe. Der Unterschied gibt sich aus mehreren Fakto-
rens

1. Der nach Fdchern spezialisierte Unterricht in der Oberstu-~
fe bedeutet die Differenzierung der Kenntnisse und damit zusammen
die des Interesses der Schiiler.

2. Die Methode der Vorbereitung auf die einzelnen Fachstunden
ist nur in ihren Grundsdtzen identisch /erstens die theoretischen
Kenntnisse, dann deren praktische Anwendung, die schriftliche Auf-
gabe/, in ihren Einzelheiten jedoch hdngt die Methode des selbstén-
digen Lernens, der Aufgabenbereitung vom Charakter des Gegenstands
und des Lehrstoffteils ja von den Fihigkeiten der einzelnen Schii-
ler, von ihrem Verhdéltnis zum Gegenstand, dem Erforderungssystem
des den Gegenstand lehrenden Pddagogen ab.

3. Die Schulleitung strebt danach, dass die Schiiler von der
Seite der Pddagogengemeinschaft - sowohl in Beziehung der Methode
als auch der Erforderungen _ einen einheitlichen pddagogisachen
Einfluss erhalten aber innerhalb der erlaubten Grenzen gestalten
die Pddagogen ihre Methoden und Erforderungssysteme ihrem Verhalt-
nis mit der Klaase entsprechend. Die Schiiler sollen also bei der
Vorbereitung auf die Stunden nicht nur die Eigenheiten des Fachge-
genstande, sondern auch die eigenen pddagogischen Verfahren des
den Gegenstand lehrenden Pddagogen in Betracht ziehen.

4. In der Unterstufe der Tagesheimschule, in vier Jahren - un-
ter einer richtigen pddagogischen Leitung - wdhrend der selbstindi-
gen Tdtigkeiten erlernen die Schiiler die wesentlichen Grundelemente
des selbstidndigen Lernens. In den selbstdndigen Tdtigkeiten der
Oberstufe soll eine erhdhte Moglichkeit dazu gesichert werden, dass
- den sich differenzierenden Kenntnissen entsprechend - die :Fihig-
keiten der Schiiler sich entfalten und ihr bestimmter Interessenkreis
sich gestaltet. '
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Die Organisationsform der Oberstufe sichert in der Tagesord-
nung zwei Zeiten fir das selbstdndige Lernen, fir die Aufgabenlo-
sung:

vormittags eine 25 und zwei 20 Minuten lange, unter der Auf-
sicht des Pachlehrers stattfindende selbstdndige Tdtigkeiten,

nachmittags eine 90 Minuten lange, unter der Aufsicht des
Klassenleiters stattfindende selbstdndige Tdtigkeit.

Die didaktische Punktion der Vormittagstdtigkeit ist die Fol-
gende:

Unter der Aufsicht des Fachlehrers beschédftigt sich jederman
selbstindig mit dem Lehrstoff. Das Ziel einer 20 Minuten langen
Arbeit kann nicht sein, dass jeder Schiiler mit seiner Aufgabe viol-
lig fertig wird und seine ganze Lektion erlernt. 20 Minuten sind
aber bei allen Gegenstanden dazu genug, dass mit Hilfe des Lehr-
buchs und des Lehrhefts jeder Schiiler sich vertieft, diese analy-
sie?gj.die nétigen Hilfemittel bentitzt, d.h., .aur Grund einer
gselbstdndigen Bearbeitung den Stoff und die dazu gehdrige Aufgabe
wirklich versteht.

Eine 20 Minuten lange Tdtigkeit ist auch genug dazu, dass der
Pachlehrer eine RUckmeldung dariiber erhdlt, wie erfolgreich die
Lehrstunde war. Er bekommt Signale, wie er sich auf die ndchste
Lehrstunde vorbereiten s0ll. Er lernt so die Lernmethoden, Arbeit,
Fihigkeiten der einzelnen Schiiler kennen und kann fiir die Erzielung
einer den Gegebenheiten entsprechenden Leistung die notwendige p&-
dagogische Leitung gebeh.

Die eigenartigen didaktischen Aufgaben der einzelnen selbstdn-
digen THtigkeiten werden von der eigenartigen pddagogischen Lage
/d.h., vom Lehrstoff, dem'Stoffteil, der Aufgabe, dem Charakter der
Klasse, der Zielsetzung des Pddagogen, usw./ bestimmt. Demgemiss
kann auch die didaktische Funktion der selbstdndigen Tdtigkeit in
einem zu einem identischen Lehrgegenstand gehdrenden Aufganbesystem.
So konnen z.B. auf dem Gebiet der ungarischen Sprache und Literatur
auch viele grammatische und literarische Aufgaben geben, die nach
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einer in der Lehrstunde ausgefiihrten Vorbereitung in den zur Verfli-
gung stehenden 20 Minuten in vollem Masse geldst werden kdnnen. Es
ist natiirlich nicht zu erdenken, dass ein Aufsatz mit einer wohl-
durchdachten Begriindung in 20 Minuten verfertigt wird. Es ist in
diegem PFall nicht das Ziel, dass die Schiiler den Aufsatz in der
.Vormittagstdtigkeit beginnen, dann aus dem Gedankengang fallen und
den Aufsatz nachmittags nur mit Schwierigkeit oder mit einem fiihlba-
ren Bruch beenden. Die vormittdglichen 20 Minuten sind sehr geeig-
net dazu, dass die Schiiler zum Aufsatz mit selbsténdiger Arbeit
Stoff sammeln, ihn der Reihe nach ordnen und den Entwurf dazu schrei-
ben. Auf Grund des durchdachten Entwurf kbnnen sie nachmittags
leichter und in einer kiirzeren Zeit den Aufsatz schreiben. Der als
"Hausaufgabe" aufgegebene Aufsatz, den die Schiiler wihrend der
selbstdndigen Tdtigkeit verfertigen esollen, ist nicht viel zu hidu-
fig; aber wir erreichen damit gleichwohl, dass sie ihren Stoff

gschon voraus ordnen, das:Konzept des Aufsatzes schon vorwdrts und
nicht nachtrédglich schreiben. '

Aus Mathematik z.B. kann der Pddagog drei Aufgaben identischen
Typs geben. Die LOsung des ersten Beispiels erfordert mehr Denken;
die anderen zwei Aufgaben dienen nurmehr zur Ubung der Anwendung
der erkannten Zusammenhdnge. In solchen‘Féllen igt es zweckmidssig,
dags sie das erste "Musterbeispiel" wihrend der selbstdndigen Vor-
mittagstdtigkeit in seiner Gdnze ausarbeiten, damit der Pddagog
die Selbstédndigkeit der Arbeit, den richtigen Gedankengang iiber-
priifen und wo er es notig sieht, eingreifen kann. Sind die Aufgaben
in der Lehrstunde gut vorbereitet, so werden alle drei Aufgaben von
allen Schiilern in 20 Minuten gelost. Gibt es auch einige Schiiler,
die langsamer denken, arbeiten, so werden auch sie fiir alle Fdlle
das Musterbeispiel selbstdndig geldst haben; sie kennen also den
richtigen Gedankengang und werden nachmittags auf diesem Grund auch
die anderen Aufgaben selbsténdig 16sen. Es mag vorkommen, dass der
Pdadagog. 2.B. den Schiilern drei Aufgaben verschiedéned)Typs gibt.
In diesem Fall kann er die Schiiler darauf aufmerksam machen, dass
sie wihrend der selbstdndigen Tdtigkeit zundchst die Losungspline
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verfertigen und d:.e Bearbeitung erst danach beginnen sollen. Das
Ziel ist auch hier, daes der -Pddagog die selbstdndige Arbeit
kontrolliert und sich liberzeugt, dass jederman die zusammenhiinge
selbstundig erkeant und die nﬁtigen Kenntnisse auch anzuwenden ver-
mag.
Von allen lLiehrgegenstiénden aus k¥nnten wir Belsplele dazu

zeigen, wie das didaktische Ziel, die Punktion der selbstindigen

Tdtigkeit von der eigenartigen pﬁdagogischen Zielsetzung modifizi-
ert wird.'

Es ait durch die phdagogiache Leitung der eelbatundigen Vor-
mittagetitigkeit, dass die: Schiller die schriftliche Ldsung der
- Aufgaben nicht anfangen kénnen,  solange eie die notwendigen theoret- -
ischen Kenntnisse nicht erlernt hatten.»'

v Die didaktieche Funktion der selbstﬁndigen Nachtmittagst&tig-
"keits - .
NachmittagS‘stehen-90 Minuten zurZVerfugung:der Schuler,.die
sie dem traditionellen Tagesheimlernen entspréechend unter der Auf-
sicht des Klaéeenvorstande zu verbringen Venmbgen. In dieser Zeit
beschiftigt sich’ Jederman mit dem Lernen auf Grund seiner individu-
ellen Beurteilung. :

Das ziel der selbstindigen Nachmittagsbeurteilvng ist,. den
Lehrstoff, dessen ausammenhﬂnge sie verstanden jetzt festzuaetzeu,
zu erlernen, daﬁit sie sowohl die Kenntnisse als auch defen Anwen-
dung /die Aufgabenldsungen/ reproduzieren ktnnen. Die Schﬂlér-been—
den also die in der selbsténdigen Vormittagstétigkeit begonnene Ar-
beif das Lernen in der selbstandigen Nabhmittagstatigkeit Wer vor- -
‘mittage mit seiner Aufgabe fertig wurde, nachmittags wiederholt den
Stoff. : : '

Wihrend die Schﬁler sich in der selbstandiger Vormittagstatig-
keit mit der Festsetzung, Vertiefung, Anwendung der neu erworbenen
Kenntnisse beschaftigen, vorbereiten sie sich in der selbstandlgen
Nacmittagstitigkeit zuniichet auf die Lehrstunden des ndchsten Tages.
Sie wiederholeh,'uben, erwecken deshalb den Stoff, womit sie sich
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am Vormittag des vorigen Tages - in der Lehrstunde und der selb-
standigen Tdtigkeit - schon beschaftigt hatten. /So kann die alte
Bestrebung, dass der Schiiler jeden Tag alles lernt, in einer or-

- . - . L 3 /
ganisicrten Form verwirklicht werden./

In der selbstdndigen Nachmittagstdtigkeit fithrt der Klassen-
vorstand die Aufsicht, so ist auch die "unter der Aufsicht des
Fachlehrers stattfindende selhstidndige Vorbereitung" auf den voﬁ
ihm gelehrten Gegenstand - oder auf die Gegensténde - nachmittags
zu finden. Dieser Teil der selbstdndigen Nachmittagstdtigkeit ist
hinsichtlich seines Ziels mit der delbstdndigen Vormittagsvorberei-
tung identisch.

Pidagogische Wirkung der selbstdndipen Tdtigkeit

Unseren Erfahrungen nach ist die pddagogische Wirkung des uh-
ter der Aufsicht des Fachlehrers stattfindenden selbsténdigen Ler-
nens ausserordentlich gross. Dies kann in den Folgenden zusammen-
gefasst werden:

1. Der Facnlehrer beobachtet gseine Schiiler wdhrend ihrer Vor-
bereitung auf den Fachgegenstand, so bereitet er sich auf Grund
einer systematischen Riickmeldung auf die folgende Lehrstunde vor,
in dieser Weise stellt er die ndtigen und geniigenden Aufgaben,das
eigenartige didaktische Ziel und die entsprechende Methode fest.

" 2. Br erkennt in einer neueren Tatigkeitsform /des selbstdndi-

gen Lernens/ die Fdhigkeiten, das Interesse seiner Schiiler und
leistet Hilfe in der Gestaltung der Personlichkeit.

3. Mit einer geeigneten pddagogischen Leitung gibt er seinen
Schiilern - individuell und gemeinsam - die dkcnomischste und wir-

kungsvollste Weise der auf den Fachgegenstand anwendbareh Vorberei-
tung zu erkennen.

4. Mit Hilfe der Erkennung seiner Schiiler leistet er eine
entsprechende Hilfe dazu, dass jederman bestrebt sei, seiner Fdhig-

keit gemdss die maximale Leistung zu erreichen.
5. Er kontrolliert systematisch, ob seine Schiiler die Aufgaben
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wirklich mit einer selbstdndigen Arbeit verfertigen und ob sie un-

unterbrochen lernen.

6. Die Verantwortung des Pddagogen nimmt zu, weil er nicht nur
fiir die Lehrstunde, sondern teilweise auch flir die Wirksamkeit des
selbstidndigen Lernens verantwortlich ist. Er soll die pddagogische
Leitung der selbstdndigen Tdtigkeit - zusammen mit derjenigen der
Lehrstunde - planen, dazu soll er sich vorbereiten, was ihm aller-
dings emmdglicht, den Unterricht und das Lernen in einen einheit-
lichen Vorgang zu gestalten.

Dié Lehrstunde und die selbstindige Tdtigkeit kSnnen - unter
der Bedingung einer gleichen pddagogischen Leitung - in einen so
einheitlichen Vorgang gestaltet ‘werden, dass es beinahe geklinstelt
zu éein scheint, die einzelnen Momente des Vorgangs voneinander mit
einer scharfen Grenze abzusondern: die 45 min. Lehrstunde mit sei-
nen eigenartigen didaktischen Aufgaben und das 20-25 min. selbstan-
dige Lernen steif zu zertrennen. Man braucht diese Absonderung
gleich wohl, solange auf Grund der unterrichtszentrischen Anschau-
ung die Gefahr der "Ersatzstunde" besteht.

Die bisherigen Unterrichtsergebnisse unserer Versuchsarbeit
‘sind hoffnungsvoll, obwohl ihre "Abschidtzung" und hauptstichlich
inre Vergleichung mit .den Ergebnissen andere¢:» Schulen nicht einfach
und auch nicht immer eindeutig ist. Es ist allgemein bekannt, dass
die Studienleistung von sehr vielen Faktoren abhingt und dass es
irreal ist, die Unterrichtsergebnisse zweier Institutionen mit der
Vergleichung der Studiendurchschnitte der Schiiler zu messen. Und es
ist noch weniger begriindet, die bessere Studienleistung einer Schu-
le einem einzigen Faktor - in unserem Pall der Organisationsform
der Tagesheimschule ~ zuzuschreiben.

In der Beurteilung des Ergebnisses unserer Unterrichtsarbeit
agtiitzen wir une gegenwiirtig zundchst auf die mit sich selbst ver-
glichene Entwicklung der einzelnen Schulen. Es is von unseren mehr-
jahrigen Erfahrungen gezeigt, dass die Anzaul der Durchfidlle in
der Tagesheimschule bedeutend vermindert werden kann.
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Vom Gesichtspunkt unserer bisherigen Unterrichtsergebnissge
aus betrachtet halten wir die in der fiunften Klasse erzielten Er-
gebnicse filir die ErWéhnungswertesten. Die Pddagogen haben selbst
in den Zeiten als noch nur die vier unteren Klassen in der Organi-
gationsform der Tagesheimschule arbeiteten, von Jahr zu Jahr er-
fahren, dass dass der Ubergang in die fiinfte Klasse leichter ist,
als in der traditionellen Schule. Seit die Tagesheimschule sich-
auch in der oberen Abteilung ausgestaltet hat, hat das Durchsnitt-
sergebnis der Schiiler der fiinften Klasse iiberhaupt keine Riickschrit-
te gemacht, ja es nahm sogar zu mit dem der Schiler der vierten
Klasse verglichen.

In der Schule zu Maké - wo es bisher auch konventionelle pa-
ralelle Klassen gab - die Unterrichtsleistung aller Klassen der
mit fUnftdgigen Arbeitswochen arbeitenden unteren Abteilung von
Jahr zu Jahr hoher als der Schulendurchechnitt und die Durchschnitt-
sergebnisse der in der traditionellen Form arbeitenden parallelen
Klassen sind. )

Die achtklassige Tagesheimschule ist eine'experimentelle Or-
ganisationsform, mit eigenartigen pddagogischen Umstdnden und Mog-
lichkeiten. Aus ihren Erfahrungen aber ktnnen wir - selbst auf
Grund ihrer bisherigen Arbeit - gewisse Folgerungen ziehen, die
auch in anderen Organisationsformen des Unterrichts gililtig sind.
Es sind durch die Erfahrungen, die datenmissigen Beobachtungen und
die experimentellen Ergebnisse der Tagesheimvchule die folgenden
Tatsachen begtdtigt:

- Unterricht und Erziehung konaen nur dann in einen wirklich
einheitlichen Vorgang gestaltet werden, wenn die institutionelle
Schulersiehung ihre organisierte Erziehungswirkung auch auf einen
Teil der aussevunterrichtlichen Tdtigkeitsformen ausdehnt;

- Untevricht und Lehren kdnnen nur in einen einheitlichen Vor-
gang gestaltet werden, wenn der den Gegenstand lehrende Pddagog
seine Schiiler auch wihrend der Vorbereitung auf den Gegenstand und
wéhrénd der selbstdndigen Aufgabenlosung erkennt; wenn der Fach-
lehrer je nach den Pachgegenstdnden und individuell fﬁr die Ausge-
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staltung der 6kononischsten Lernmethode einen jeden Schiiler pdda-
gogisch unterweist.

- Die Schiiler kxonnen und sollen gelehrt werden, selbstédndig
richtig und erfolgreich lernen, die den Ergebenheiten entsprechen-
den Leistungen bieten. Dies ist aber nur in der Tdtigkeit, in der
Tatigkeit des selbstdndigen Lernens selber mdglich.

- Der Pidagog hat seine Schiiler in vielartigen THtigkeéitsfor-
men zu erkennen - miteinbegriffen auch das selbstdndige Lernen -
um filr die Bezwingung der von den verschiedensten Gesichtspunkten
aus nachteiligen Lage Hilfe leisten zu kdnnen.

Unser Sozialistisches Bildungswesen sichert einem jeden
gleiche Gelegenheit zum Lernen, die Bedingungen der Entfaltung der
Personlichkeit sind aber - der aus den verschiedensten Gesicﬁtspunk—
ten gegebenen nachteiligen Lage zufolge - sehr verschieden.

Die Tagesheimschule sucht die Art und Weise, wie sie einem
jeden Kind ausser der gleichen Gelegenheit auch gleiche Bedingungen
fiir die den Forderungen der Zeit entsprechende Vorbereitung sichern
kdnnte.
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BOCMO#HOCTH yCOBEDUWEHCTEOBGHRA 00yyYeHnd B “"CyTO4YHOH"

xouae

EBA PO&A

OCHOBHOIl DpHMHLMI CTpemleHUs K yCOBEDUIEHCTBOBAHNK OO0YYE€HNA
~ CLeJaTh YYEeHNKOB SKTHBHHMA YYACTHAKAMA B Opolecce NpuobpeTenus
3Hannfi. 110 OOBLsSiCHEHWE COBPEeMEHHWKOB B MpolleCCe NpuoOpaTeHny 3HAa-
BBl Kpome DYKOBOACTBA yUMTEJA MMeeT ECE GoJee m Cojiee 3HaYeHme
CaMOCTOsTEeNbHAA pa0oTa yYeHUKOB. C 3TOH TOUKA 3peHRH HOBaA (Op-
mMa, "cyTouHas" ©KoJa KMMEeT CBOeOGpA3HHE BO3MOWMHOCTH U 341a4l.

"CyTouHaA" WKOJa —- B COOTBETCTENN CBOUM LieJAM —- XOYET
CO3MaBaTh TAKYK OpraHnsalOHHY (OpMy, KOTopas odecnevyubBaeT Cosee
BO3MORHOCTE} 4em TpalMinOHHHEe WKOJH IJA pemehnd Tex yYeOHHX n
BOCIHMT.TENBHHX 3884, KOTOpHE Hauwe OO0leCTheHHOe TpedosaHne cTa-
BNT Nepell OPT&HN30GAHHEM OGyueHueM.
' ABTOp N0 cBOMM HaOJKIEHWAM EHEAU3UDYeT OTHOCAJMECH E 3TOMY
ONHTH B HuYanbHuiX W CTEpEMX KJI&CCAX "CYTCUHOI" WHOJIW B [OLBORAT
WUTOTW MM,
OHg nepeuncaseT Te cBOeOOpa3HLE BO3MOWHOCTM, KOTOPHE O OpTaHN3a-
IMOHHOH (iopMe caykar o0pas30BaHul efyHOIro npouecca o0ydeHns u
yuéou. )

ABTOp aHANA3MpyeT 3anady yumTeld B NONPOTOBKE YUEHMKOS K
C&MOCTOsITeNBHON padoTe.
WTorm cTaTih caelyiluYe: BOCHMHAETHAS "CyTOuYHAA" wWKONa eud TOJME~
KO BKCIEpPUMEHTANPHAA OpTaHW3aliOHHaA (opma, UMendad CcrOeoOpasHHe
BO3MOXHOCTH ¥ yCAOBMA. HO nroru, noubelEHHHE ONHTam NPeLbAY X
HaGaonesnl NEekCTEATEABHE ¥ He LpyTue (QOpMH oCulel WKOJAH / Tpamn-—
LWOHHEA WKOJA NpON/AEHHOTO IHA /.
1. QOyueHme W rochuranne ToLua OyleT NelCTBATENABHO €LWHHM IpO-
1ieccon, KOTNZ OplaHu3alMOHHOE EOCDHTAHME paclpocTpasfeT neraro-—
THYECKNE BAWAHMS W HE Epemd yYeHUKOE, BEE WKOABHHX YDOKOE.
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‘2. 00yueHne % EOCNATAaHWE TOLNA OYALT €I%HHM NLOECCOM, KOTAa
yuaTesNb y3HAET yYEHNMKOB BO BpeMs CamOCTOATENLHOH paGOTH, peueHMs
3amay ¥ noarorosxu. Taxkum 06pa3om mOxeT OH CNOCOOCTBOBATH YyuUeHWU~
KaM B GOpMMDOBaHVA 3KOHOMAUECKOTO METOHA AJIA CaMOCTOATEJBHOL pa-
0OTH.

3, YunTeab ERyURBaeT WKONABHAKOB IyMaTh, 3aCTakjgeT UX CTPeMTHCA
K JyYlaM NO COOCOCHOCTAM NOCTUXEHKAM.

4. B "cyTOuHOi" WKOJAE NPENOLOBATENb y3HAET yqeﬂﬁxon BO EpewvdA pas—
HHX 3aHATKi, TakuMm odpa3om OH nomoraeT OPOpMHTS HE TONBKO NpaBUIb—
HHli METOn CcamOoCTOATEJBHOF padoTH, & 3Had CHOCOCHOCTH YUYEHUKOB
COLERCTEYET yCHelWHO WX pasBUTAK B QODVMIiPOBARUM JIKYHOCTH.
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THE POSSIBILITIES OF BRINGING INSTRUCTION IN SCHOOL
HOMES /ALL-DAY HOMES/ UP-TO-DATE

EVA ROZSA
It is a common principle endea?our directed at bringing in-

struction up-to-date, that the pupils need to be made active par-
ticipants in the process of acquiring knowledge; that besides the
controlling activity of the.teacher, the self-direction of the
pupils schould obtain ever increasing weight. In these strivings
a new form of organization, the school-home /the all-day school/
has a special function.

As this results from its aim - the school-home intends to de-
velop a form of organization providing much more possibilities of
golving the tasks of education and instruction sét by the social
demand of our age to institutional school education, than this in
done by the traditional school. The author sets forth the form of
organization of school homes in the lower and upper sections, as
developed relying on her own experiments. ‘The diécusses the special
possibilities produced by that form of organization, founded upon
which instruction and learning can be formed into a uniform process.
She analyses the teacher’s part in training the pupils for inde-
independentlearning. She examines the question: to what extent
school and school home afford possibility of evolving the natural
endowments of the children, of attaining a performance equal to
their faculties. Summarizing her work, she comes to the following
conclusions: o

A The eight-form elementary-school home is an experimental form
of organization, with special educational conditions and possibili-
ties. However, general conclusions can be drawn from her experience,
which are also valid in other didactic forms of organization.
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Experience, factual data and experim.ntal results of the school
homes prove that.

1. Instruction and education can be formed into a truly uni-
form process only if institutionalized school education also
extends its organized educating effect to part of the extra-
instruction forms of activity.

2. Teaching and learning can be formed into a uniform process
only if the teacher of the subject also gets to known his pupils
while they prepare for class, and while they independently solve
problems, if he/she gives pedagogical guidance to each pupil to
the end of forming the most economical system of learning by sub-
jects and individuals.

3. Pupils can and should be taught proper and succesful in-.
dependent learning and to present performances equal to their abil-
ities; however, this is possible only if they are active, acti&e
in independent learning itself,

4. So that he/she can be of help in fighting through situ-
ations disadvan cageous in a wide variety of respects, the teacher

should come to know his/her pupils in several forms of activity,
also including independent learning.
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DATA ON THE PEDAGOGIC PSYCHOLOGIC STUDY OF THE RELATION
~ OF THE PUPILS TO THE SCHOOL

Jézsef Veczkd






TIMELINESS OF THE STUDIED PROBLEM. AIM OF THE INVESTIGATION

From the aspect of the historical development, it can be sta-
ted that for hundreds or even thousands of years the prime factor
determining the development of children’s personalities, mainly as
regards their upbringing, was the micro-environment of the family.
The changes'taking place in the past two centuries, but particu-
1ar1y~from the turn of the century, and within this from the middle
of the present century, with regard to the way of life of mankind,v
have regulted in the decrease of the predominance of the family

effects, with a proportional increase in the predominance of. the

" school effects, For just this reason, we consider it necessary to
carry out a study of the reflection of these new systems of effects
in the children’s psyche.

Examination of both the historical and the individual devel-
~opment indicates, besides the family environment, the increase of
the importance of the school effects. A fundamental condition of
the fitting-ih of the young into the society is their schooling
during many years in conformity with their level of development.

It is well-known that schools which are one-sided in the tra-
ditional sense, and serve only to "pass on knowledge", are far
from able to satisfy the ever increasing and differentiating needs
of society. In line with the requirements of life, the tasks of
the developing socialist school have become extremely many-layered
and of a complex nature. Particular approval can be given to the
striving, in. the spirit of the reform, to turn the school into the
children's second home, that is. an institution providing the es-
gsence of the home,‘ensuring the constructive cooperation of the )
pupil community and the teacher community, and possessing a psycho-
logically balanced milieu. Among others, the improvement of the
school teaching and training assumes that, from the point of view
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of the pupils, the school must_be substantlally more attractlve and

more interesting than previously, and more able to satlsfy thelr

many-sided interests, that is a more realistic place, where sta-
ble social connections can be built up, and where every pupil can
feel the importance of his individuality. The society requires that

the school develop the entire personality of the pupils, including
their abilities, their characters, their sense of direction, etc.
The solution of the extended and deepened tasks has necessitated
the insertion of new effects. At the same time, up to this time the
school has been almost completely occupied with problems relating
to the increased volume of knowledge and its passing-on. Since the-
ge difficulties can not be solved satisfactorily by the school of
today, in the particular situation which exists it is as though the
teaching institutions were one-sidedly only centred on the teaching
" material and the methods instead of the acceptable centring on the
personality. Since the psychich climate of the school has a large
influence on the productive knowledge of the children, on the de-
velopment of their ethical and personality behaviour, on the devel-

'opment of their emotional 1ife, the tendenciés of their sense of
direction, etc., -from the point of view of the society it is very
important how the pupils accept the school effects, that is what
the outcome of the psychic climate of the school is. Therproblem
here of course is how the complex effects will be the fundamental
internal conditions of the development of the personality of the -
young. From the point of view of the community, both now and in
the future, we consider it important to examine the relation of the
children to the school and the factors producing these realtions in
the new systems of effects. To this end, there is a definite jhsti—
fication for the knowledge of the nature of the psychological fac-
tofs, and further for the elaboration of methods and means where-
by negative effects of the school on the personality eobuld be avoid-
ed, or at least decreased.

The aims of this comprehensive study are as follows:
/8/ The revelation of the general characteristics of the re-
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lation’ of the ‘pupils to the school and their more significant mo-
tives, on the basis of which the more important problems_and basic
questions of the examination can be better differeantiated.

/b/ The elucidation of the most problematic areas of the
school teaching situations /learning activity, teacher’s behaviour
forms/ which have a negative effect on the development of the per-
sonality of pupils of school age, the causes of these problems and
their psychological components. '

/c/ Research into the possibilities of avoiding the negative
school situations, and into the psychological conditions of correc-
ting the disturbance of the personality resulting from these situ-
ations.

In the /temporary/ school situation burdened with quantitat-
ively increased requirements and the difficulties of their realis-
ation, of necessity the person of the pedagogue comes ever increas-

ingly into the foreground. A further reason for his coming into
the social limelight is the fact that in the period of the so-called
temporary difficulties the person of the pedagogue can cause a con-

giderable decrease in or possibly aggravate to an extreme degree the
contradiction between the school and the society.

Simultaneously with the development of -"school-centred edu-
cation", a usudden change also takes place in the "“social field"

forming the scene of mankind’s vital activities. The model of the

relations of group homogeneity is succeeded by the model of group
multiplicity and heterogeneity. The pupils are also surrounded by
the entire mass of mass-communication effects. What group-formations
and effects in the children become reference groups, or with which
the connectione are created, that is which produce in them personal
coninitment, interpersonal relations, or /what is more/ relevant in-
tellectual and emotional experiences, depend on with which of the
effects of the microgroups the individual succeeds in creating more
intimate connections which, at the same time, coincide with his
spheres of interest.
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In this period of the rapid chan_e of the systems of effects,
for the society it ig of decisive importance that the school should

be able to create among the pupils a_social climate /positive
school atmosphere/ in which by means of influence based on mutual
cooperation it irs possible to ensure the development of the zelf-

-regulating ability of the children, the development of their
"gelf-knowledge", and the regulation of their value-systems, cus-
toms, positive behaviour models, etc.

In this article four of the main problems will be concentrated
on from the research programme outlined above, and details will be
presented /only in brief, and mosaic-like/ in the following order:
/1/ general survey of the formation of the relation of the pupils
to _the school; /2/ motives grouped about the learning activity;
/3/ examination of the state of the pedagogues’ knowledge of the
children; and /4/ the most freqguently occurring educational behav-
iour forms.

SOME THEORETICAL AND METHODOLOGICAL CONSINERATIONS

It has become necessary for us to point out a number of gen-
eral correlations of the organization of the personality and the
relation to the school, which played a determining role in our exam-
ination. One such fundamental problem is that the school is cou-
ceived as one of the most important conditions of the development
of the personality. At the same time, we do not lose sight of the
fact that complex systems of external and internal, school and
extra-school effects are integrated in the development of the per-
sonality of the pupils. However, we are of the opinion that the
school effects play a dominant role in the age of "school predomi-
nance”. The children create as many types of concrete school con-
nections as the number of types of effect with which they come into
contact. It must be added at once that the personality strives to
integrate these many types of connections into a relationship of a
unified anture. Thus, certain relations receive a leading role,
othevrs 1 subordinate role, in the general system of the person-
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ality. The relatior to the school therefore reflects the integration
developed in this -respect of the psychic functions, features and

gtate of the personality.

Since the exsarnal effects and the internal conditions stand
in a definite mutial relation with each other, the child simul-
taneously processes the systems of school effects affecting him via
his pérsonality; he accepts wome of these, and rejects others. With
those school effects with which the child agrees, and which he
accepts and converts to an inner conviction, he creates a posiltive
" relation. Negative connections are formed with the rejected school
effecta. Since the school effects are of many types, and the inter-
nal conditions of the children are,also various, it frequently
happens that given pupils create positive connections with certain -
effects, and at the same time negative connectiouns with other
effects, with overal)l an ambivalent relatinn. As a result ot the
triple nature of the connection, it became necessary to introduce
the positive, the negative and the "two-f'actor® relution into our
examination.

- It belongs to the essence of our conception that the developed
relations be examined in movement, in change and in development. It
wag considered important Lhat the studies be carried out under
identical school :¢)ditions, annually for four years, at three
different times. The examinstione were performed again and agailn
durins four years in the classes of the selected schools., By this
meszns the revelant changes and regularities‘could he followed for a
period which was development-psychologically interconnected./cla-
sgea 1-4 and 5-8 of the primary school, and clasees 1-4 of the
secondnry school(. In thie way the relevant characteristic features
of all three groups /young school-children, adolescents, and youths/
can he dealt with in theiv deveiopment and compared. In this article,
only the dauta of the three measurements in the first year /Sept.,
Dec., June/ are raeported.

The research was hegun with certain preliminary examinations in

1965, and from 1966 was carried out continuously according to class-
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es. The size of the data-providing sample was calculated from the
total population of the primary and secondary school age groups by
taking into account the confidence interval /the sought probability/.
The size of the representative sample was established as 12,000 in-
stead of the statistically necesesary 10,000 pupils.

The relative frequency obtained in the statistic results can
be regarded as acceptable with an accuracy of 0.0l and a probability
of 95 %. In the selection of the pupils consideration was given to
the numbers in the schools providing training at the various levels,.
and in the case of the primary schooles special attention was paid
to the town divided and the village partially divided character.
For this reason it was not possible to apply the method of simple

chance selection, and the samples were taken by proportional strati-
fication. By this means it was ensured that the composition of the
sample conformed well to the composition of the pupils. The results
" obtained with the above prbcedure are given in the following

Table:

Villége
: Village Village

Town  3iyided g;{'{é:}lly undividea ~ Total
Number of
pupils 3730 4470 1100 700 10,000
Percentage
distribution 37.3% 447 % 11 % T % 100 %
Number of
schools 20 30 18 14 82

Data were obtained in the selected schools at three different
times during the school year. On the occasion of the first examin-
ation /1-5 Sept. 1966/, the pupils were made to perform the follow-
ing tasks: /a/ They were asked to write an essay under the title
"In school again"; this had the aim of obtaining information from
the pupils’ accounts as to all the feelings, thoughts, experiences
and problems they encounter at the beginning of the school year.
/b/ After the writing of the essay, questionnaires were given to
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the pupils, which formulated the alternative questions. conforming
to the level of development of the lower and upper courses.

The 35-40 answer possibilities were so arranged on the form
that it was possible to classify the answers as follows: /a/
Answers relating to the learing activity. /b/ Motivation resulting
from the relation of the feacher and the pupils. /c/ Notes connec-
ted with the method of the teacher. /d/ Reasons for the collective
connections. /e/ Behaviour of the parents in connection with the
school activities of the children. A study relating to the teachers’
knowledge of the pupils was carried out separately.

The analysis was performed on the basis of the material
collected from these two sources, breaking it down into classes
according to the three sampling areas. The pogitive, negative and

two-factor relations to the school were established on the basis

of a combined comparison of the essays, the answers given to the
questions, and the examinations inserted in December and June.

The second examination /which was to a certain extent of a
control nature/ took place on 15-20 Dec. 1966, and the third in
the first- week of June.

In all of the sampling fields, in addition to the gquestionnai-
re individual and group discussions were conducted with the pupils
whose names began with the letters K, I and N, with the aid of
projection pictures. Of the 12 pictures prepared for this purpose,
2 are shown here.as examples.

On the basis of the pupils’ answers, the relation to the
school can be well differentiated into three main categories:
/a/ We consider as positive the answers of those pupils in whom
the four fundamental active components "self", contemporary, school
and parent are in dynamic equilibrium, and this situation is passed
through as a positive experience. This relation is the results of
the special state developed in the integration of the personality.
/b/ In the case of a negative rslation, the pupils give expression
to their antipathy in all questiong relating to the school. In this
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cussions

38



case there is an irreconcilable conflict between the four funda-
mental factors mentioned above, and this conflict has disturbed

the development of the pupils’ personalities. /c/ By a "two-factor"
relation we understand- the relation when the school connection of
the pupils forms in a positive way on the effect of certain factors,
and at the same time in a negative way on the effect of others, and
this contradiction is not modified in the process of integration of
the parsonality;lindeed, for a shorter or a longer period of time
the duality remains steady. The two-factor relation thus develops
where the favourable and unfavourable school experiences remain un-
decided at least for some time. Although the apparently insoluble
conflicts extend only to individual areas of the school life, ne-
vertheless they act in a disturbing way on the development of the
pupils’ personalities.

FORMATION OF THE PUPILS® RELATION TO THE SCHOOL ON THE BASIS OF
THE FIRST EXAMINATION '

1. Data on the relation of the pupils to the school attending
town divided schools :

In the answers given in the first few days of the school year,

" standpoints were obtained which had been pohdered over again on many
occasions during the summer, and which, according to our assumptions,
had repeatedly filtered through and had "settled" in the personality.
In other respects, however, on the effects of numerous external
/parents® demands, punishment, desires, etc./ and internal regret,
ambition, self-respect, aim in life, etc./ motives, the children
are occupied by plans and decisions worthy of attention from a
psychological point of view. This circumstance undoubtediy provides
interesting contributions in the assessment of the relation to the
gschool based on the pupils’ opinions;
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Figure 1

On the basis of the statistical values from the examinations

carried out in September, December and June on the pupils of the

the following findings can be reached:

town schools,

/a/ In the relation of the young school children to the school

the main evidence of this is

the positive tendency predominates;

the mean value of 86.5 % for September. The Figure also shows

clearly that the majority of the pupils begin the school year glad-

erences from the mean value are more significant for

The *+ diff

ly.

5/%.
The indicators mentioned permit the conclusion that the major-

class 2 /+7.5/ and class 1 /-8

ity of the teachers of the lower sections /and via them the school/

X

The examination of class 1 was carried out with the aid of pro-

jection pictures.
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exert a favourable effect on the pupils. Based on the verbal and
written answers o the children, some of the more important fac-
tors will be mentioned, which provide an explanation for the for-
mation of the da%a given above. The teachers of the lower sections
of the primary schools presumably ensure the appropriate possibil-
ities for the satisfaction and assertion of the age-characteristics
of the young school children. The teachers generally advantageously
interconnect the main activity form of the age, the teaching, with
games, movement and activity, which corresponds best to the needs
of the pupils. In their teaching work, on the other hand, a central
position is given %o the "experienced" passing-on of knowledge. By
frequently playing a part the children attain a satisfactory experi-
ence of success, and this ensures their activity and has g positive
_influence on the development of their relation to the school. The
answers provide the basis for the finding that the majority of the
schools can fill the main sphere of activity of 6-10—year—old
children with a suitable content. It also emerges from the child-
ren’s answers that the playmate and friznd connections /particularly
among the pupils of classes 3 and 4/ become school-centred. After
these few more important factors are taken into consideration, it is
understandable that the negative relation of the 6-10-year-olds to
the school comprises only a very low proportion.

The mean valuz: of the psoitive responses in the December exam-
ination was 70 %, which is 16.5 % lower than in Spetember. Prom a
study of the distribution it can be observed that there is a differ-
ence in the positive direction between the values for classes 1
/15 %/ and 2 /14 %/ and the mean value of the lower sections.. A
significant neégative difference can be observed for the pupils of
class 3 /10 %/.

The mean value for June was only 61 %, showing a further
decrease of 9 %. If the reasuns for the décrease are examined, it
turns out from the pupils’ answers primarily that they can not
obtain marks which satisfy their parents; this conflict turns to

anxiety,; and the result is a disturbance in their otherwise posi-

I3



tive relation to the school. Another such problem arises from de-
ficiencies in the exact understanding of the school requirements
and from the falling-behind of the individual dealing with the pu-
pils.

The mean value of the negative relation in September was only
3 %, while in December it was already 7 %, and in June as high as
14.7 %. The most striking result is that on proceeding upwards’
through the classes the proportions of the negative relations inc-
_rease. It can readily be seen in Figure 1 that on proceeding
towards the end of the scinool year the relation to the school de-
teriorates strongly. The prime reason for this is the feeling of
defeat, the next the immaturity for school, followed by the negati-
ve psychic climate of the school, and finally the lack of mutual
cooperation between the school and the parental home.

It is interesting to note the relatively low mean value of the
"two-factor relation" for September of 10.5 %. It can also be ob-
gerved that the scatter between the individual classes is not sig-
nificant. However, the value for the December examination was al-
ready 17.7 %, and that for June 23 %. The increase must be regarded
as significant, for these numbers conceal a negative experience to
part of the school activity.

Based on the children's answers, here three of the reasons
will be dealt with: /1/ The unfavourable behaviour of a small pro-
portion of the %eachers. /2/ The incorrect steps at home of a
certain proportion of the parents. Examples of this are the too
strict regulations of the family, punishment methods following
questioning about the school lessons, parental threats in connec-
tion with weak school results, etc. /3/ Deficiencies of the materi-
al conditions of the school. /4/ Faulty phenomena of the community
connections, such as mockery /71 % of the pupils have nicknames/,
humiliation, lack of friends, fighting, etc.

/b/ The mean value of the positive relation to the school of
the pupils in the upper sections was 60 %. Here, the situation is
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not so clear-cut as in the lower classes. If follows from the age-
~characteristics of the adoleacents in the upper sections that
their relation to the school is already more complex. The percent-
age values of Figure 1 show that a significent difference from the
mean value in the positive direction is found for class 5 /3 %/.
It can be stated that the positive relation gradually decreases
/only the value of 7 % for class 8 differs significantly from the
" mean value/.

Those giving positive answers were influenced most frequently
by the following effects: '
/i/ the satisfaction of & widespread requirement of
recognition,
/ii/ fhe ensuring of the possibility of activity correspon-
ding to the areas of interest, e.g. experiments, study-

circle occupations, etc.,
/iii/ experience-wise processing of the material learnt at
" school, A
/iv/ consideration of the pupils’ development and need for

romance 1 .
/v/ understanding and empathy of the teachsrs,

/vi/ recognition of the correlations of the knowledge learnt
and the career selected,

/vii/ success experience,
/viii/ understanding of the school teaching material,
/ix/ active participation in thg‘teaching lessons,
/x/ teaching lessons ensuring experience,

/x1/ recognition of the pleasure of knowing.

The pupils’ relation to the school in December was 57{5 %,
showing an insignificant decrease. At the same time, the June value
was 46.7 %, a decrease of 13.3 % cdmpared to the mean value for
September. Of the reasons, the following will be mentioned: the
"self-expectationa", targets, and promises made to parents in
Septembe;uweyg'npt met by & proportion of the adolescents /the non-
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~fulfilment of the great plans/, and even resulted in failure in a
certain percentage; as a result of the age-characteristics, in the
development of their plans for the year their feeling of reality is
wanting; the conflict between the set targets and the will-power;
the distraction towards their newly “"discovered world"; the disin-
terest in the school lessonsg; the pupils are compelled to passivity
in certain teaching lessons; the dejection due to deficiecies of -
the grading; conflicte arising from the teacher-pupil connections;

‘etc. )
The averasge of the negative relations in September for classes

5-8 was 3.5 %, which means that there was only a very low number of
pupils whose related and determining connection with the school
/based on their experiences/ was uniformly condemnatory. Neverthe-
less, it should be noted tha%, with the exception of class 6, the
percentage values increase: class 5: 3 %; class 6: 2 %; class T

4 %3 class 8: 5 %. Of the effects producing the negative relation,
the pupils most frequently mention the overtaxing learning, the
excessively disciplined, closed way of life, the loneliness, and
the cold, unsympéthetic attitude of the teachers. »

The negative relation in the December examination does not

exhibit a significant increase /mean value 5.7 %/. At the same time,
 the mean value for June was 25 %; which is considered as too large

an increase. Since there is no significant difference between the
values of the two-factor relation for September and December /35 %
and 36.7 %/, and indeed the results of the June examination show an
improvement in this respect /28 %/, the more important factors
giving rise to the conflict are analyzed together. As an explan-
ation of this it should be mentioned that at school certain of the
subjects can not be well understood /mathematics, physics; chemistry,
grammar/, and these deficiencies can not be made up for alone at
home either. Many criticize the rigid rules of the school, the im-
patience of certain teachers, evaluations affected by pre-judgement,
etc. Similarly, many mention the failure and the fright as the
phenomena most harmful to the school relation. Classes 6 and 7
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complain of the overloading, they find the experimental work and
the possibilities of language practice too little, and they find
too much the word-for-word learning.

It also emerges from the answers of the adolescents that
simultaneously with their attraction towards the school tﬁex begin
to view the school life with an ever more critical eye. While the
young school children are generally pleased by everything connec-
ted with the school, the adolescents’ critical standpoint becomes
increasingly stronger, the school no longer satisfies their inter-
eets, and they sometimes even feel it a burden, and would very
often like to excape from it, They devote ever greater attention
to the short-comings in the organization and quality of the teching
work. Most conflicts are caused by the lack of understanding of the
material, the feeling of a certain degree of defencelessness, the

~school greyness, the lack of experiments; the word-for-word learning
of lifelese and still nét understood texts, the blame for passivity,
autocratic leadership from the teachef, the impersonalization, the
lack of help in selecting a career, the development of fear instead
of a thirst for knowledge, bad treatment, etc.

/c/ The secondary school pupils belong to two age gfoups: the
adolescents /classes 1 and 2/, and the youths /classes 3 and 4/.
The mean value of their pogitive relation to the school in Septem-
ber wags 45.5 %, which is regarded as strikingiy low compared with
the values for°the lower and upper sections. In class 1, the posi-~
tive relation to the school increases in September compared to
- clags 8 of the primary school. From class 2 on the positive relation
gradually decreases® The problem is all the more peculiar, as in
essence the pupils enter the secondary school voluntarily. Those
giving a positive answer are most often affected by the following
factorsa:

/i/ the need for a widespread recognition and the satisfaction
' of the gpecial interest connected with this, .
/ii/ methods conforming to the level of thought of the pupils, in
order that the series of material to _be learnt should be
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logically uaderstandable, and that the pupils should experi-
ence the pleasure of knowledge increasingly more often,

/iii/ in the pro:ess of recognition the pupil should meet with the

wonderful feeling and experience of discovery,
/iv/ the learn:.ng should mean an effort and an experience of
success; in the process of the learning it should be activated

/experiment, independ processing, etc./; the learning should

help to develop the tendency towards a careerj the learning,

even if only partially, should give an answer to the orien=

tation in natural and social phenomena; the teachers should

mean persons of importance to the pupil, and with their indi-

vidual characterigtics they should exemplify the real, but
historically ideal adult, .

/v/ a democratic atmosphere in the teacher-pupil connection should
' provide help in the development of the individuality /indi-
vidual. treatment/, etec.

The mean value of the positive relation in December was 42 %,
and in June 44 %, which provides only the partial realization of
the above expectations.

The negative relation of the secondary-school pupils to the
school in Septem™er was 9.3 %, but in June as high as 28.25 %. The

first and second ‘xamination values are generally increased twofold
in comparison to the corresponding data for the primary schools.

Some of the more important motives giving rise to the negative
relation: the teaching material not taking into consideration the

age characteristics, out-of-date teaching methods; unreality of the
gschool teaching material; neglect of the pupils’® special interests;
lack of occupation with the individual; the failure arising from
difficulties in understanding; rigid adherence to the text of the
text-books; passive participation of certain pupils in the teaching

lessons; errors resulting from the teachers’ lack of preparedness;

lack of preparation for a career; the autocratic style of certain
Ateachers, disparaging the pupils; rough teaching attitude-forms;
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the pupils’ weakness of will-power; etc.

-

The mean value of the two-factor relation of the secondary

school pupils in September was 47.8 %, in December 48.7 %, and in
June only 27.25 %. The tremendous decrease between December and
June is surprising; this means the deterioration of the relation

to the school, for the negative connection increased to the same

" extent. We shall not deal with the motives here, éinoe these éener-
ally correspond to the effects giving rise to the positive and ne-
gative relations.

General survey of the picture arising from comparison of the data

from the three samplings /based on the September examination/

TREND OF RELATION TQ SCHOOL
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Let us now consider thektrends. Figure 2 clearly shows that
the majority of the pupils questioned gladly attend school, and
begih' the school year with pleasure in all three sampling areas.
The positive relation of the children in the lower sections in ge-
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neral exhibits a higher value than for the adolescents in the

higher sections. It is also clearly evident, however, that on pro-
ceeding upwards trhrough the classes the positive connection shows

a tendency to decrease. At the same time, the "two-factor" relation
increases to almost the same extent. The change in the two types of
relation can be well appreciated with the aid of the line in the
Figuré separating the regions "gladly attends school" and "both

yes and no", which falls from 90 % to 39 %. This same line indica-
tes the increase of the "two-factor" relation. The negative relation
to the school exhibits only a very low percentage value, but on pro-
ceeding upwards through the classes this too increases.

According to the data of the December examination, the number
of pupils giving a positive answer decreases, and the proportion
of the tw-factor connection increases. The values denoting the ne-'
gative relation do not increase significantly during this period.
On the other hand, the values of the June examination change so
that the proportion of the positive connections decreases minimally,
while at the same time the values of the two-factor relation, which
had increased in December, are now lower, with a.simu;taneous
increase in the proportion of the negative relation.
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2. Development of the relation of the pupilas to the school
attending village divided schools
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Our above findings relating to the relation to the school of
pupils attending town divided schools are also valid for the situ-
ation in the village divided schools.

For this reason, we shall deal only with those problems which
appear more important, such as the relatively low /65 %/ positive
relation of class 1, the break-line in class 6, and the problems
in the interests of class 8.

Our examination indicates that the reason for the low value of
the positive relation for class 1 at the beginning of the school
year can be found in the incorrect preparatory activity of the par-
ents before the child’s school life. Thus, gome of the pupils begin
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the school year with fear, with prejudgement and with inhibitions.

The Figure oo shows that the percentagé values of the nega-
tive relation are perceptibly higher than those of the town pupils.
There is a strong difference for class 6. While the positive
answer of the pipils in the town schools-is 45 % for class 6, the
corresponding value in the village divided schools is lower by 13 %.
In accordanée with this, the negative answer of the pupils of class
6 in the villapge schools is higher by 14 %. The explanation of the
problem is seen in the fact that although the "break-line" appears
in class 6 for both settlement areas, nevertheless these tendencies
are exhibited more strongly in the village school because of the
more unfavourable personal and material conditions. At the same
time, it is striking that the "two-factor" relation of class 8 in
the village school is higher than the proportions of the positive
relations. The answers suggest that the direct cause is to be found
in the disinterest towards the school learning work and in the turn-
ing towards practical activity outside he school. In the view of
the pupils the school teaching material is not closely snough con-
nected to the most important tasks of the village life, and thus
this material becomes increasingly boring, dry and uninteresting.
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3. The development of the relation to the school in September of
the pupils attending the partly divided village-school
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Figure 4

The pupils of the partly divided village-school are affected
by environmental effects different from the previous ones. In
spite of this, the tendencies of the relation of the pupils to the
school do not differ signifipantly from the results obtained in
the town and village divided schools. The number of positive
answers for the pupils in the lower sections is 86 %, and for those
in the higher sections 61 %. The most striking feature is that,
compared to the earlier results, the smallest differences are found
here. One of the reasons for thies is seen in the balanced nature
of the environmental factors. Another important circumstance is that
even in the higher classes the pupils have to accommodate themselves
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to one teacher. The environmental and school conditions and the
life-situations are simpler and more natural. The low /60 %/ po-
sitive answer of class 1 permits conclusions as to the drawback of
the environment. None of the class 1 pupils questioned had regu-
larly attended the kindergarten. It is characteristic of the re-
lation to the school that the values of the "two-factor" answers
are lower than those of children living in towns or villages. In
contrast, the negative answers have a value three times larger

/10 %/.

MOTIVES OF THE RELATION TO THE SCHOOL CONNECTED WITH THE LEARNING
ACTIVITY

The relations of the pupils to the school, and the iﬁternal
correlations of these, can only be understood properly if the mo-
tives and the motivational basis of the pupils’ most important ac-
tivity, the learning, are recognized. The motives of the learning
appear in the developing personality of the child in an extremely
interconnected way, and quite often in a contradictory way too.

Rubinstein /1964/ classifies the motives of the learning in
the following way: /a/ Direct interest in the subject and the re-
ality reflected by it. /b/ Direct interest in uhe nature of the
intellectual activity required by the subiect. /c/ The motives are
brought about and strengthened by the pupils’ inclinations. /d/ The
motives are brough about by indirect interest /usefulness, in the
interest of the pupil’s future/. We too have followed this classi-
fication in our examinations, but from the point of view of our
theme it is also considered important to differentiate the motives
according to their positive or negative nature.

Study of motives with positive effects

An examination is firat made of what proportion of the pupiis
in the classes investigated like to learn. This tells us the extent
to which the learning is a natural vital activity which provides an
appropriate experience of success and stimulates conscious inte-
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rest /Fig. 5/.

HE LIKES TO LEARN, AND LEARNING HAS BECOME
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Figure 5

/a/ The data of the first examination indicate that 50 % of
the young children like to sfudy, and that the learning means a
positive experience for them. In the second examination this value
decreases by 7 %, and in the third by a further 1 %. This value of
50 % can be said to be good in comparisonto fhe averages for the
pupils in the upper sections and in the secondary schools.

»We shall now look for the reasons which make the school learn-
ing a positive experience. The majority of the teachers of class 1
correctly establish the transition into school 1ife, which means a
new gocial situation for the children. This is confirmed by the
following answers: "I like to learn just as mﬁch as to piay"
/class 1, 9/; "In the school we learn as we play and move" /class 1,
321/.

The class 2 values develop characteristically, for the number
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of children leaning with pleasure decreased by 13 % compared to
the September value for the period of the second smmpling, and by

6 % for the thrd period. The majority of the pupils and teach-
ers seek the explanation in the difficulties in the teaching ma-.
terial in the second term. 89 % of the 100 class 2 pupils ques-
tioned mentioned difficulties connected with the learning of the
multiplication tables as the cause of the discouragement. From a
further study of the views of class 2, it is striking that in 50 %
such an answer is obtained: "I like to learn", which means this
function involves experience and success for them.

The values for classes 3 and 4 are similar /with minor differ-
ences/ /40-55 %/ to the data for classes 1 and 2. A few of the more
frequently occurring answers will now be presented: "I like to

learn, because I can find out a lot of things I am curious about"
/class 3, 9/; "I like to learn because mathematics interests me”
/class 3, 71/; "I am curious about everything" /class 3, 94/. The
main motive of the learning for class 3 continues to be the direct
interest in the individual subjects, but the“séarch for answers to
questions of everyday reality now_come _into prominence. A turning

towards the world at the age of 8 years generally appears in the

form of curiositx.The examinations confirmed that correct pedagogical
organization o. “he children’s "curiosity" can bring about the
pupils’ interest is accompanied by success in the school, and this

is repeated several times, the children like the learning and the
school.

A fair number of the class 4 pupils give similar answers:
"] like to learn because I can find out interesting things" /class 4,
214/; "1 am curious about everything, and I should like to be an
explorer or a traveller" /class 4, 113/.

A study was also made of the reasons among the pupils of the
higher sections, and of the many types of complex effects, the main
"secret" of those teachers who know how to develop a positive re--.

lation is seen in the conduction of lessons of a "discovery" nature.
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Of the 225 pupils in the lower sections, 5 % in class 1, 6 % in
class 2, 39 % in class 3 and 55 % in class 4 wish to be "discovererg"
in the above senge of the word. Other frequent answers are as
follows: "I like to learn if I can also do something during the
lesgon" /class 1, 31/; "I like to read, because we cut out letters"
/class 1, 4/; "I like to read, because we stack the letters together,
and that is a very good game" /class 1, 15/. The majority of the
pupile mentioned that they like those teaching lessons in which it

is not necesgsary to sit with their hends behind them, and indeed it -
is pogsible to move, where, as they say "I can also do something".
This desire.is expressed by 97 % of the 225 pupil questioned.

Sander /1930/ named this phenomenon "mobility". One of the really
most important features of the age exémined, the need for movement,
ig taken into account by only about 30-40 % of the teachers. The
already mentioned need of the pupils for activity, and its import-
ance in the acquisition of knowledge in school, were disclosed in

many aspects of the psychological research.

Our examinations draw attention to the fact that the children
of classes 1-4 wigh to develop a special intimate relation with
their environment. "In this respect" /Clauss-Hiebsch 1964/ they
wish to work through the material learnt and the material of the
lessons too with complete experience. It should be noted that this
feature is primarily characteristic of classes 1 and 2. The main
condition of this "experienced" acquisition of knowledge is the
richness of feeling in the teathing lessons. The majority /about
50-60 %/ of the teachers can create this emotional situation of
experience. As a result, the learning wmeans pleasure for the 6-10-
-year-old children. At this age, if the teaching situation devoid
of trueness to life remains constant over a period of years, an

antipathy lasting for life may develop with regard to learning, and
with this may become the motivating factor inhibiting the develop-
ment of the personality.

A particuiarly important motive is the experience of success,
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which plays a very large role in the development-of the positive
relations to the school and to'the learning. The statements of 51 %
of the pupils questioned in classes 1-4 permit conclusicne directly
or indirectly as to the reasons indicative of the e;ierience of
success, The sources of the success are explained by the following:
/8/. the teacher praises good answers; /b/ pleasure acquired for.the
parentsy /c/ successful performance in fromt of the classmates; and
/d/ the "such a good feeling" occurring in the most cases. The

'~ experience of success 18 one of the indispensable psychological
conditions for‘the development of the child’s personality.

As regards our thems, 1t would be important to carry out a -
many-sided analysis of the correlations of the experience of success
and the self-evaluation. The children’s answers permit the conclusion
‘that at this age the self-evaluation is still ;EIatively weakly
-developed. One of the very important subjective gonditions of the
development of the personality is the "abilitx of self-education",

which is inconceivable without appropriate self evaluation. We agree-

with the finding of Petrikds /1964/ in this respectx "The elements
of the self-evaluation reflect the view formed as to the personality
of the pupil, Jjust as the results and the deficiencies of the self- °
-analyeis and the self-control. In the educational process we have
not separated even a single aspett from the indivtdual 8 subjective
answers on the educative effect."

' This 1is convincingly confirmed by our discussion with a group
of about 50 children rich .in.experiences of.success, We were struck
by the helénced mental state, which wes. supported by the experiences
of both . the teachers. and the parente. Not.a single-inhibitedApupil
was_found among them.'Almoat.all of them were very rapidly able to
take up connections. We.were .surprised by the interests of most of
them .on.a.varied and wide scale. They spoke openly and frankly about
themselves, .about- their companions, about their readings and about
other themesc

" Another 1mportant factor of the development of the relation to
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the school learning is the level of understanding of the material
to be mastered in the teaching lessons. Of the 225 lower-section
pupils examined, 62 % were of the opinion that tey well understood
the material treated in the school. "I like the multiplication
tables since I have realized that it is only a question of fast
addition" /class 2, 102/. The question of the underétanding of the
material is a complex problem. It does happen that the pupilsvun-
derstand the material of certain subjects, while other subjects
present them with serious difficulties. This is indicated by Figure
6, which presents data on the understanding of mathematics.

LINE OF UNDERSTANDING IN MATHEMATICS

a0 O—=0 June examination
O-—-O He prepares home-work
independently -

i 2 3 4 5 6 7 8 _ L 0w w class

Figure 6

The statistical values show a relatively good understanding
percentage of the lower-section pupils. The pupils consider the best
methods for rapid understanding to be activity linked with action,
illustration, schematic diagrams and the presentation of various

models.,

57



The best evidence of the understanding is the independent
preparation of homework. In the lower sections the average of those
writing independent homework is 60 % /Figure 6/. The other 40 % are
helped in the preparation of their homework by their parents or

brothers or sisters.

A significant place is occupied in the understahding of the

material and in the acquisition of an attachment to learning by

teaching methods. The 225 young school children were also questioned

as to which were the most frequently occurring teaching methods in
their classes. /They had previously been informed about the appear-
ance forms of the individual methods./ The pupils found difficulty
in distinguishing between narration and explanation, and therefore
the two methods were taken as one value. The sequence took shape in
the following way: /1/ narration and explanation /75 %/; /2/ dis-,
cussion /10 %/; /3/ demonstration /5 %/; /4/ independent and group
work /5 %/;. /5/ practice /3 %/; /6/ excursions /2 %/. We consider
that the€se proportions show a state of too pedagogue-centred school

work. The 225 pupils were further asked to take cards bearing the
names of the individual methads and to place them in orderAaccording
to their own desires. The resulting sequence was as follows:

/1/ demonstration and playful, active occupation /80 %/; /2/ nar--.
ration and discussion /10 %/; /3/ explanation /2 %/; /4/ practice

/6 %/; /5/ excursions /2 %/.

The children’s relation to the learning is by and large.
influenced by their achievement, which is realized in the grade.
Let us look briefly at the values of Pigurs 7. The data convince
us that the marks in the school have the greatest motivating role
and, in the case of excess, a distorting role.
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FOR THE GOOD GRADE, FOR THE KNOWLEDGE
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Figure 7

’in the September examination, almost the most central problem of
79.7 % of the;lowef—eection pupils'is to obtein a good mark, and
if at all possiblé-a 5. The struggle or need for a good mark
continuously increases as the end of the year approaches.

Similarly, the conversion of the external effécts-into inner
motives is confirmed by Figure 8. By means of this Figure it is
“wished to demonstrate whén and how the pupils understand that with
the help of learning they may attain their goals in life. -In the
course of the inner organization of the school and family require=
ments with the individual aims, there develops in the pupils that
practical view of life on the bagis of which they understand that
the Iearning has a concrete sense and purpose., They realize that
via the learnihg they reach their targets'in life.
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HE IEACHES HIS GOAL IN LIFE VIA LEARNING
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'Figure 8
/v/ According to the data of the September. measurement, 35,5 ﬁ

of the pupills in’ the upper sections 1ike to learn, and admit that
the. learning haw become a natural part of their life. It should also
be noted that <h. positive relation of the upper-seotion adolescents
to the learning is 14.5 % lower than that of the young school chil-
dren. .The value of 35.5 % raises the question ofvwhy the school ggg
. ensure the pleasure of learning only for the minority of the puplls,

The interest in the learning is generally correlated with the
adolescents’® choice of‘caréer. There are a number of reasons for
the low value of 30 % in June: the increased burden of learning,
interests of some other nature, etc., but in addition -to these there
is the important factor that for certain pupils the chance of con-

tinued education has decreased, and of necessity this brings about
a loss of ambition.

One of the most important. conditions of the écquisition of a
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liking for learning is the experience-like satisfaction of ths:
adolescents’ interests in such a way that it not only "resr:duces®
interest, but also determines a favourable direction for the devel-
opment of the personality. '

While the teaching effect of "making discoveries" was notice-~
able among the 6-10-year-olds, at the age of 10-14 years the pupils
are already characterized by a striving for constructive self-

~activity; one of the forms of realization of this is experimen-
tation, the making perceptible of the internal regularities of
phenomena. They wish to be convinced personally about everything.
The school material simply fascinates them if they themselves can
carry out the experiments. "I did not understand the differences
between mixtures and compounds at all until I could carry out the
experiments myself. Then I was happy and occupied with it for days.
I realized that I should not be a poor pupil if I could learn
everything with éxperiments" /class 7, 13/. The need of the pupils

at this age for self-activity appears in the form of experimentation

and "research and discovery".

The third form of self;activity'among adolescents is indepen-
dent and group occupation. "I like to learn because the group

occupations are enjoyable; everyone racks his brain, and we guickly
understand and solve the problems. In & group we do not give up if
we cannot solve a problem. We begin it again and again. Everyone
tries to show what he knows, and so we compete a little too. People
give up much more easily by themselves." /class 8, 71/.

It also emerged from the examinations that the adolescents are
interested not only in material knowledge, but in human relations
too. In one class 98 % of the pupils answered that they like his-
tory. They gave the explanation for this that in the lessons of the
given teacher they can become acguainted with the lives of people

in various historical ages, and do not adhere to the accumulation
of data, which they loathe so much. "I like literature because in
the features of the characters I can recognize my own mental
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features and those of people living i.. my environment. I impatiently
look for the answers to my own problems" /class 8, 1/. It became
clear from the answers that the adolescente wish to learn the re-

ality in every subject as far as possible. Of course, this does not

exclude the seeking for the exciting, the thrilling, the interest-
ing and the disquieting events and things. Indeed, they are parti-
cularly interested in those teaching lessons where the teacher can
create the necessary stress.

There is a characteristic correlation of the competition, the
experience of success and the development of the "self-consciousness"

of adolescence."In addition to the feeling of stress, the success
plays the role of a standard in the competition" /class 8, 13/.

The pupils also demand the following from the teaching lessons:
there should be a gay atmosphere, movement, interest and trueness

to life. The lesson should mean excitement, the logical conduction
of the lesson should correspond to the characteristics of the pu-,

pilae’ underestanding and thoughts, the lesson schould be connected
. with people, it should inspire, it should be varied, and it "should
help in the exploration of the secrets of the world".
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Negative school motives

HE 1S AFRAID OF ORAL EXAMINATION

%
100
90 O~—0O September examination
O---Q Dbecember examination o
801 O----O June examination / O--qa
_ ’ S
1 o g AN - | 0
' ’ le g O-...
/ 7 . 0
50 i § o S ) Ko/ .
w0 O~ o
307 .
20 1
10 1
0 . )
i 2. 3 4 5 & T 8 .. m. . class
Figure 9

On the basis of the young échool children examined in Septem-
ber, it can be said that 9.7 % of them are afraid of having to
answer to questioning. The most frequently occurring reason for the
fear in school: the uncertainty in the examination situation, the

defencelessness, and the terrxor of the conseguences. The pupils’

answers also reveal the follewing effects which give rise to fear
in the school: punishment, excess severity, the rough behaviour of

the teacher, impatience, humiliation, disparagement and physical

Qunishment. "I =m very frightened of the oral examinations, for if
I don't know something, the teacher shouts at me very much"”
/class 4, 17/. ‘

From lLhe ancwers of the upper-zection pupils examined in Sep-
tember it was found that 17 % are afraid of the oral examination,
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compared with 9.7 % of the lower-section pupils. In this respect
the values for the individual classes do not exhibit a great diff-
erence, although the distribution of the data gradually increases
with the increase of the number of classes.

DETAILS FROM THE STUDY OF THE FEDAGOGUES® KNOWLEDGE OF THE CHILDREN

Studies connected with the pupils’ relation to the school con-
vince us that the level of the pedagogues’ knowledge of the children

is the key question in the entire pedagogic activity. In essence it

depends on this, as a psychological condition, as to what will be
the extent, under the present conditions of mass education, of the

individual dealing with the pupils, the closeness to the children

of the teaching and training methods, and their adaptedness, i.e.

the child-centredness of the school. The importance of the problem
is further increased by the observation that the prolonged success
or failure of the so-called modern methods /programmed, group edu-

cation/, and even of the initiatives connected with the organiz-
ational transformation of the school /whole-day school, etc./, are
organically correlated with the teachers’® view as to the children.
Following this it is understandably necessary to carry out a study
of what and how much the practising teackery know of the person-

alities of their pupils. Our aim was to use an gpproximately exact

method within the limits of our posesibilities to measure the extent

of the knowledge of the teachers and traines teachers with regard

to the children, the systematization of the'knowledge, and its de-

termining role in the conscious personality-developing work. Of
course, we reckoned with the fact that it is not possible to explore

this complex problem in its entirety, and particularly in its depth.
In this respect the examination is only a means for us to discover

what correlation there is between the teachers’ knowledge of the
children and the develqpment of the pupils’ relation to the school.

The comparative measurements were made among the teachers in
the schools of two districts and one town. The pupils and teachers

involved in the examination were selected by the rules of represen-
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tative sampling. Accordingly, the teachers of 180 lower-section,
300 upper-section and 190 secondary school classes were asked to
prepare within 5 lays personality-descriptions extending to every-

thing cn all the pupile in their classes whose names began with K,

L and N. No technical instructions at all were given with regard

to the description, since we wished to discover the actual situ-
ation. The requiremente were compiled with the aid of a personality-
-description sanple, and then a specific points scale was con-
structed. In this way we arrived at percentage values from the ratio
of the number of points fixed in the requirements and the number of
points attained. ‘ . '

After the completion of the first examination, a series of 12
peychology lectures was organized /Psychological University Exten-
sion/. The lecturers classified their subject-matter into three
themes: ' .

/a/ Fundamental questions of the modern interpretation of the

personality. -

/b/ Correlation of the age-characteristics and personality of

pupils of school age.

/c/ Recognition of the pupils’ personalities in the school.

After the completion of the course, two years after the first
examination, the came teachers were again asked to prepare person-
ality-descriptions, this time of the pupils whose names began with
B, H, J and V. The descriptions thus obtained were then also con-
verted to points as in the evaluation of the first examination, and
the data were processed statistically too. Finally, the values ob-
tained in the first and second examinations were compared.

By consideration of the above, the evaluation of the study of
the knowledge of the pupils’® personalities was performed in accord-
ance with the following structural system: ‘

I. Knowledge connected with the pupils’® personality-history,

antecedents, previous life
TI. Characteristics of the state and development of the
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intellectual abilities
The pupils’ character and moral features and characteristics

IIT1.
of their behaviour forms 7

IV. Knowledge relatiﬁg to the state of the personality
Characteristics relating to the tendencies of the personality

V.

Data on the pedagogues’ knowledge of the children /based on thg two

examinations/

I. Knowledge connected with the pupils’ personality-history
/antscendents/ and the present social situation of the

family
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The values of the knowledée ot the pupils’ personalities can
be studied in Figure 10.

The columns of the Figure clearly indicate that the 12 psy-
chology lectures held in the interest of the study of the person-
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ality, and then the treatment of the relevant more important litera-
ture; produced the desired result. Comparison of the first and sec-
ond examinations shows that one of the most important chunges was
that a uniform and essence-giving description was generally ob-

tained as to the basic questions of the antegedents. There was an

encouraging improvement in the value of the knowledge referring
to the physical and nervous state /+ 27 %/, Knbwledge“cpqnected
with the social situation increased by 18_%L that relating to the
organization of the family by 3 %, that on the level of education
/school resulbs/ by 50 %, that indicating the pedagogic activity
of the family by 14 %, and that_concerning the cooperation of the
school and the family by 28 %. In the first examination the know-
ledge of the antecedents was classified as average /57 %/. On the
second occasion this improved to good /80 %/, and in certain fields
was even excellent. Behind the numerical increage 1t is possible
to find an_improvement not only in the amount of knowledge, but
also in the recognition of ‘those physical{ neryous and environ-~
mental correlations which have such a decisive influence on the
development of the personalities of the individual pupils. On the
basis of the personality description, 80 % of the teachers ques-
tioned already underestood the interrelation of the antecendents
and the further development of the personality. This is proved

among, others by the fact that in the second measurement only those
events in the antecedents were listed which play a détermining

role in the organization of the personality.
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II. Knowledge connected with the development and the
actual state of the intellectual abilities
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Values of the first and second examinations

After the course dealing with the peisonality-psychology and
the recognition of the pupils’ personalities, the measured values

exhibit an avergae increase of 14 %. There were also considerable
increases in the knowledge relating to gpecial abilities /19 %,
11,2/ and the development of the abilities /19 %, II,4/. More
moderate increases can be observed with regard to knowledge of the
general abilities /11 %, II,1/ and inclinations and skills /9 %
I11,3/. In the second examination the knowledge of certain areas of
the pupils’ abilities was more uniform, and an attempt to discover
a dialeetic correlation between the mental processes of recognition
had become general. It was almost with delight that our colleagues
discoveréd,the significance of the mental processes of recognition
ensuring the organization of the ability and the other mental
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" phenomena /in this relation accessory mentalvphenomena/, for
example the role of sentiment, will, character, etc., in the con-

tinuous reorgan.zation of the ability.

III.vfeafures of character and moral behavisur-

woy IIt. FEATURES OF CHARACTER AND MORAL ATTITUDE

% I first examination
ao Ml second examination

1 2 3 4 5

general relation relation relationto activity
character- to to !earnln% {ferms
istics himsel§{ others and wor

Figure 12
Values of the first and second examinations

After the thorough study of the recognition of the pupils’
personalities, the average value of the information referring to
the character and the moral behaviour increased by 13 % /II1,6/.
According to our calculations, behind this it is possible to ob-
serve an increase of about 7 % in the quantitative relation, and
7 % in the motivation and organization relation. The best result,
an increase of 32 %, was attained in the field of the activity
formg, which proves that in the view of our colleagues the estab-
lishing of fTacts is only a means, aad they rather pay attention to
how the siven pupil can Ye developed. In the other fields /general
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features of character, relation to oneself, to othera, ahd to
learaing/, the results are much more modest, and exhibit an average
increase of 7-9 %. This latter finding also means that the majority
of our colleagues understood the fact that the character is formed
as a result of the organization of the mental processes and the
other features of the personality.

IV. Fundameatal factors determining the state of the
pupils' personalities

%
e IV. FEATURES OF STATEOQOF THE PERSONALITY
g0
80 (2 first examination
R 5econd examination
70

1 2 3 4 5. <] 7.
{features of a‘tention emotion his  activity total total
stateof nerv conflicts  forms

system

figure 13
Values of the first and second examinations

Within fthe average value there are outstanding increases in
the valurs ol the knowledge of the nervous condition /20 %, 1V,1/,
the atterntion /20 %, IV,2/, the conflict aituations /16 %, IV,4/
and the intellectual sphere /19 %, IV,3/. The increase of 11 % in
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the activity forns relating to the development /IV,5/ must also
ve regarded as a significant advance.

The research data of the second examination permit the finding
that within a comparatively short time it is possible to create
personal conditions whereby the form-masters, knowing every pupil,
can direct the continuous development of their personalities.

V. Main features indicating the pupils’ tendencies
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Values of the first and second examinations

Study of the statistical data shows that in the first examin-
ation the average of the knowledge regarding the tendencies was
29 %, whereas in the second examination it increased to 49 %. It
was surprising to find the pedagogues’ ignorance with respect to
the ideals, the way of life and the aims in life. At the same time
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our colleagues did possess approbriate knowledge in the fields of
the pupils’ interests and views of life. In the second examination
the results obtained were better by 20 %, which reflects a more
conscious view of the children.

SOME DATA ON THE EXAMINATION OF THE SCHOOL BEHAVIOUR FORMS OF
THE PEDAGOGUES '

The pedagogues may determine the orientations of the pupils
towards social values, and whether or not these become inner con-
Victions /often for life/. The personal-human medium théy produce
/teacher-pupil relation/, and the group relations /psycho-social
factor/ developed in the groups directed by them /class, youth or-
ganization, pupil circle/, carry ethical and tendential /interest,
aim in life, conviction of view of life/ "experiences of belonging".
Only that person is capable of selective activity, in whom the
social systems of values have become inner experiences and con-
victions. A decisive role is played in this by the personal human
effect of the pedagogue. The teacher’'s behaviour similarly has an
extremely important influencing role in the conversion of the re-
quirements of the micro and macro environments /external factors/
to an inner social "I model", in the self-realization and in the
gelf-perfection.

The school behaviour forms of the pedagogues are examined in
four areas: /1/ the intellectual activity /scientific preparedness,
ability to transmit, organizing ability/; /2/ the character and
moral behaviour forms; /3/ the behaviour forms connected with the
directiohing; and /4/ the charscteristics of the state of the per-
sonality. In the course of the examination an answer is sought to
the questions of how and as what the pupils see their teachers, and

at the same time the opinions of the teachers about themselves and
each other are investigated.

Of the behaviour forms outlined above, in this article only
mosaic-like sketches will be given with regard to the most frequ-

72



ently occurring forms of the intellectual activities of the peda-
gogues.

Among the tasks of the pedagogue, he must extract from the

mass of scientific and relationship information, and give life to
that which is most important for the social development /the social
self-regulation/. The pedagogue who, by means of his intellectual
~activity, ensures the solution of the above-mentioned tasks, is a
"key-man", and one of the most important performers of both the
gelecting and the passing-on functions.

Depending on the given systems to a large extent, the level

of this special self-regulation of the society is determined by
the historically expected maximum developmental level of the abili-

ties of the pupils and teachers. This means primarily knowledge of

the cultural information, but at the same time it is also expected
of the pedagogue that hig work should be constructive, creative
and augmenting in some special field. The pedagogue can fulfil his
commitments only if he is familiar whith the field of his special

subject on a scientific level, and to a certain extent an active
acholar in it; at the same time, he must be able to deal with the
material to be passed on to his pupils in a wezy which is beyond

reproach from a didactic point of view."

Since the teacher working in an up-todate way is by no means
merely a mechanical intermedieate, but ensures the cooperation of

the pupils by meansg of reconstruction of the material, he must also
be g good organizer.
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Let us consider the main types.

/a/ The teacher systematically enlarging the knowledge of the
gpecial subject

It is well known that the 6-14-year-old pupils included in
the examination turn ever more decidedly towards the world, and to
a large degres are aware of the things and events in their environ-
ment. They become increasingly able to free themselves 3F their one-
-gided subjective intentions and desires, and to view the world
more impartially. It is understandable that they judge the teaching
lessons partly according to how much of the unknown world these
disclose to them. They state that 65 % of their teachers systemati-
cally enrich the compulsory school teaching matter with material
which is interesting and life-like for them. The pupils regard as

supplementation the teacher’s illustrations, the presentation of

experiments, reading from reference hooks, the use of lexicons,
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outings, the seeing of films, museums and archival material, the
recounting of anecdotes, the reports ot true events and adventures,
etc. They particularly appreciate it if the teachersg introduce the
most recently published books and other modern material during the
teaching of the concrete school themes. We observed that 8 % of

the teachers of Hungarian to classes 7 and 8 in the field examined
regularl& make the pupils read, or read together the moat recent )
literary works /details from journals or books/. 81 % of the pupils
in the classes of these teachers are really enthusiastic for the
) literatura\iessons. Only 2 % of the pupils remained completeiy in-
different. Three years later the pupils of three such classes /108
children, of whom 55 % had become secondary school pupils, 40 %
industrial apprentices, and 5 % unekilled workers/ were asked which -
of thelr school‘experiences they looked back on most gladly. 7 %
-of them mentioned first the literature lessons, while since then

85 % of them regularly read and are familiar with the literary
Journals, together of course with the most recent Hungarian poets
and writers, The most important feature in this is that the pupils
were linked to the concrete functions of the social 1life by the
school téaching lessons. The behaviours oi two or three teachers of
such type not only determine the dlrection of devélopment of the
pupils’ personalltles, but endows them w1th a certain balance,
strength .and dynamism. It.ls surprising that the higher the classa
attended by the pupils, the more they experience and live through
the teaching lessons, as if the teacher’s supplementation decreased.
In the course of our examinations we came to the conclusion that
the positive relation of the pupils to the school is determined to

" a large extent by the supplementation of the material of the indi-
vidual subjects in conformity with the developmental level of the
- given class. Naturally, this problem is inseparably related to the
enlivening of the teaching material. Our examinations provided
numerical confirmation for the general argument that the more: con-
servative material passed on by the school at the expense of up-to-
-date information, the greater the probability that the pupils will
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accept it with indifference and as a burden.

/b/ Teachers sticking rigidly to the text of text-books or notes

In this respect, the pupils of the upper sections state that
20 % of the teachers use only the text of the text-book in the
teaching of the school material. The pupile put it in this way:
"I do not like to go to school, for there the fqachers'only teach
us boringly from the text-book" /class 8, 91/. Most of them complain
of being forced to complete physical and psychological activity.
Many of them suffer from lack of'experiences, and from mechanical,

uninteresting, dry and lifeless teaching lessons.

/c/ Teachers qticking rigidly to the text of text-books or notes

-In the view of the pupils of the upper sectlons, 21 % of the
teachers stick rigidly to the text of text-books or notes. Not only

is this behaviour form related to what was said in /b/. In the
majority of cases these are the same specialist teachers who think
only in "trite commonplaces" and Forms, and rlgldly in accordance
with the text-book, and are uncomprehending of the adolescent
pupils’ strivings to "discover the world" and demanded activity. It
also’ follows from the above, of course, that such a teacher can not

interfere effectively with the process of education, and is incapab-

le of directing it. Independently-of their good intentions; these
teachers do not understand that the school teaching and educating

work today has the following main task: to teach the pupils to learn,

and to create the basis of a permanent education, lasting -throughout
life. : )

/d/ Teachers with an imposing knowledge

One of the important subjective conditions of the,develoyment
of the personalities of the pupils in- the upper sections is that.
they regard certain members of their environment as models and
examples to be followed. For various reasons, at the age of 6-10
years the majority of the pupils regard their teacher with wonder,
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whereas, in accorlance with the development of ths ahstracting
ability, at the ege of 10- 14 years they are connscted to the adults

directing them by means of a new standard of measurament The out-

standing human eruditinn beromes the most 1mportant}bas%c conditlon
of the social ccnnection of commltmpnt and belonging. It is obvious

that because of the 11m1ts to the pupils’ development they are still
unable to assess the knowledge and abilitles of their teachers with
an objective standard; nevertheless, in an indirect manner they are
able to recognize the teacher with outstanding knowledge, so im-
portant for them. "He can Bpeék with ease about the school teaching
material" /class 7, 21/; "He draws our attention to surprising re-
lations" /class 8, 74/; "We only marvel at his varied and deep know-
ledge" /olaas 8, 34/.

In the assessment of the teachers*® knowledge, they consider 1%
necessary to possess a gobd systematizing ability too. "Our teacher
can divide the lesson material into groupe very well" /class 6, 71/

_"We can not learn history because neitzer our teacher nor the text-
Jbook arranges the material well. Most o7ten I learn the lesson
according to the text, but 1-2 days later I have already forgotten
it, It is completely hopeless if the teacher gives us guestions in
oral examination., I consider it unfair that the teacher does not
stress the imporvant parts, but expects us to find these out for
ourselves" /class 7, 11/.

/e/ Teachers presenting the social significance of the material
learnt '

One of the important motives of the positive relation to the
school is that during thelr activity the pupils recognige the so-

cial importance of the material learnt, including the direct or
indirect significance of their own role. The pupils judge that 21 %
of their teachers /see Figure 1, 5f/ are toncerned with this prob-
lem, i.e. essentially every teaching lesson and the teaching mate-
rial passed on is put into such a utilitarian objective system.

Thusz, the matarind learnt fits in subjectively too into thc in-
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dividual’s spheres of intercst. Following such _an effect there
appear interest, enthusiasm, self-activity, adjustment, diligence,

readiness to act, etc.

/t/ Teachers_aseisting the independent widening of knowledge

Let us next consider what percentage of the puﬁils are promp-
ted by the above-mentioned positive behaviour forms of the tecachers
to éupplement their knowledge in some field independently, by self-
activity, and at the same time systematically. 47 % ot the pupils
in the upper sections claim /Figure 1, 6f/ that on the effect of
the school, following the examples of their teachers, they have
commenced independent activity of acquiring knowledge. The most
frequent forms /according to occurrence/ are: /1/ becoming a reader
/"... and since then I regularly go to the library"/; /2/ descrip-
tions of journeys and interest in geographical discoveries and

space research; /3/ study of works with historical themes;

/4/ striving for the understandable expression of what is to be
said; /5/ carpentry, carving, assembling of simpler machines, pre-
paration of detector radio, telephone and simpler electric equip-
ment, book-binding, etc.; /6/ verse and short-story writing; /7/
dealing with questions of chemistry; /8/ breeding small animals;
/9/ needlework; /10/ insect collecting; /11/ stamp collectins;
/12/ use of reference books and lexirons.

X X X

We have only touched on a few basic questions of the relation
to the school, and have presented an outline of the more important
parts to draw attention to the positive and negative factors exis-
ting in the psychic climate in the school. In connection with this,
the relevant things to be done by the school can be summarized as
follows: 1In this increased period of the systems of effects, it is
of great importance for the society that the school must be aﬂle to
create a particular positive atmosphere among the pupils, whereby,
with mutual cooperation, it is possible to ensure the development
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f the self-regulating ahilities of i.e children, the development
f their "self-consciousness", and the regulation of their systems
f valyes and customs, il.e. their positive behaviour patterns, etc.

We have also strived to present data on the development of
the relation to the school. The theme was examined with pedagogic
psychological experiments relating to effects resulting in positive
and negative connections. An account of the material of tn@'experio
ments, however, exceeds the framework of the present study.,
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Jaupee A8 DeJaroTuuecKC-NCUXO/IOTMUESCKOre nayuednd

OTHOWECHUA K lKOJe WKOMNKKOB

JiO¥E® BELKO

B npenmcJOBMM fI0X HA3BaHHEM "AKTYaJBHOCTH. M LEJb K3yveH-
HOfi mpoGaeMu" &BTOD M3ydaeT, KAK NOHMKAKTCA C CepeliHH HAUeTo
Beka "cewmeiinne" BINAHKA, ONpEleNAKIWEe pA3BATHE JWYHOCTN MKOJHN-
KOE, ¥ NpOMOPIMOH&NEHO 3TOMY YBEJMUUBAKTCHA "WKOJBHHE" BIMAHUA.

Bo propoi#i yacTm OH cooluaeT NPUMEHEHHHE B NpPeACTaBUTENb-
HOM M3y4eHW:. METONH: pasToBapmBam ¢ 1200 mkosHnkamu /B CeHTACpE,
B nekadpe U B mmﬂé/ B NNCMEHHO fopme /aukera, OKCMeHHad padora/,
‘¥ B (opve 3anpOCOB C NOMOUEK IIPOEKLMOHHHX Talinl.

' B Tperrefi wacTu non 3aryasuem “QopMMpoBaHuWE OTHOUWERMA K
WKOJIe YUEHHMKOB [0 NepBOMy U3yueHnk" 4BTOP cOOCuaeT NnO N&HHEM Qop-
MUPOBHIE NONOKATENBHEX , OTPULATENBHHX # CMEWaHHHX /y4enunKn ¢
JIOBOALCTBAGM B HE C yLOBOALCTBHEN XOLAT B Wkoly/ OTHOWEHM) K
IKOJe YyYEHWKOB, ¥ WX TEeHAEHIMN.

B uyernéproil yacTn "MOTMBH OTHOWEHNS K WKOJE, CBA34HHHE CO
WKOJBHO} paCoToi" &BTOD K3y4aeT Te IVIABHHE MOTABH, KOTOpHE ONpe-
IeJAKT NOJORNTE TbHHE, OTPULATENBHHE K CMAWAHHHE OTHOWEHNS K HIKOJE
YUYEHUKOB, ,

B naroii vacty "llertamm m3 w3yyennsa NOBeleHns JeTeli npenonc-
BaTeeii" nayyaerTcd, KaKk YUATENN-ADAKTAKAHTH 3HIKT- B LeECTBATENAb~
HOCTN mertel B 0GJacTy WX WW3HW, COOCOCHOCTEH, xapaxrepa, MOpANib—
HOTO NOBELEHWs, JNYROCTel, HullpaBAEHHOCTEL.

B mecTtoil wacTy nox zarsnanuen "lLaHHHE 00 K3YYEHMM NOBEIEHRA
B WKOJKE NpenojoBaTeeil” NOKA3HDEETCA KPATKO MHTEJVICKTyankHad pa-—
dora, Tpedycmad OT yuuTeJel,
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Beitrdge zu einer pedagogisch-psychologischen Untersuchung
iiber das Verhdltnis von Schiilern zu Schule

Dr.J.Veczké

In der Einleitung "Aktualitdt und Zweck des untersuchten
Problems" erforacht der Verfasser, wie seit den 50-er Jahren die
Wirkungen der die Persdnlichkeitsenwicklung der Kinder determi-
nierenden "familieorientierten" Paktoren verringert und die "schul-
orientierten" Wirkungen demgemdss vergrossert werden.

Im zweiten Teil werden die in der vorgenommenen reprédsentati-
ven Messung verwendeten Methoden dargelegt: 12000 Schiiler wurden
/im September, Dezember, Juni/ schriftlich /Fragebogen, Aufsitze/
und durch Interviews /unterstiitzt von Projektionsbildern/ befragt.

Der dritte Teil "Verhdltnis der Schiiler zur Schule auf Grund
der ersten Untersuchung" stellt unter gencuer Angabe der Daten die
Entwicklung und die Tendenzen der positiven, negativen und bival-
enten Verhdltnisse der Schiiler dar.

Im vierten Teil unter dem Titel "Die mit der Lernaktivitédt
zusammenhéngenden Motive des Verh#ltnisses zur Schule" werden die
das /positive; negative, bivalente/ Verhdltnis der Schiller zur Schu-
le gestaltenden Hauptmotive untersucht.

Im fiinften Teil "Einzelheiten aus der auf die Informiertheit
von Lehrern iliber Kinder gerichteten Untersuchung" wird die tatsich-
liche Lage der Informiertheit von Lehrern iliber Kinder auf dem
Gebiete des "vorlebens", der Fiahigkeiten, des Charakters und des
moralischen Verhaltens, der Persbnlichkeitszustandes und der Ein-
stellungen untersucht. '

Im sechsten Teil "Einige Ansgaben zur Untersuchung von Ver-
haltensformen der Lehrer in der Schule" werden die vom Lehrer

verlangten intellektuellen Tdtigkeitsformen akizzenhaft darge-
stellt.
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In research connected with the measuerement of achievement
the question of the grade is unavoidable. It is not coincidence
that it ie fequently neceseary to turn to this problem. To date
we have mainly attempted to provide an answer to the practical
question of how practicable it is to convert the results of the
measuerements to a gradel. In our earlier work, some features of
the grade‘were_naturally reported, but the theoretical_basis haa
8tl11l not been explained. Since the grade, as one of the means
of classification, has now come into the bentre of attentlion as
a result of certain distortions, it seems advisable to give an
account of the theoretical principles.

It follows from the title and from the above that here only
one of the many‘varied questions of the grade and the grading

/which are virtually constant themes in the literature/ will be
discussed: the grade as a scale and a means of measurement.

I.

The calculus, the grade, is based on the range gcale. By means
of the range scale the studied material can he arranged in an in-
creasing or decreasing sequence according to a given property, and
hence graded. The range scele is suitable only for the establish-
ment of the range sequence. It does not tell us how much more,
better or larger one value of the schale is than another.

The range scale denotes the values of the range sequence ver-
bally, by symbols or by numbers For example: "I do not like i%t",
"I like it", "I like it very much"j; or: “weak", "good", "excellent".
‘It is obvious that "excellent" is a higher-ranking classification
than "good".'but it would be impossible to determine how much
poorer "weak" is than "excellent". In this respect, nothing is
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changed essentially if the verbal indication is replaced by letter
symbols or by numbers. For example: "weak" = 1, "good" = 2,
"excellent" = 3. Here, however, the value 3 is not worth three
times as much as 1.

Accordingly, the numbers ascribed to the individual ranges,
the order or range numbers, are not additive:

weak + good + excellent
1+ 2 4+ 3 =67

I

It is not difficult to see that the addition of range numbers
has no objective gense. Although formally the total in the above

example is six, since the extent of the interval between the range
_numbers is unknown, this is only a formal numerical value. If the-
se numbers must not be added togethér, then clearly they are not
susceptible to any mathematical operations.

This also applies to averaging, and thus the averaging of the

grades is theoretically meaningless and unjustifiable. This is

particularly so if the scale originally consisting of five values
is divided into tenths to give 50 values, or into hundredths to
give 500 values, and it is thought that the data obtained with the
_scale of five values becomes ten or one hundred times more exact
merely as a consegence of the averaging.

Even if we can average with appropriate reservations, it is
at any rate desirable to round off the numerical values obtainead
to the original range numbers, that is to integral values. Accord-
ingly, the earlier solution, whereby a pupil’s average school
achievement could'Be "excellent", "good", etc., was less formal
than the averaging practice of more recent years, which expresses
the average in tenths.

Although it is true that the range numbers of the range scales
are not additive, this does not mean that the verbal indication is
of the same level as the indication by numbers. The indication of
the range values by numbers is qualitatively of a higher order than
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the verbal indication, because, although on a low-level scale,
this ig-nevertheless a measurement, whereas the verbal designation
is not. Range statistics offer excellent methods for the analysis
of data obtained on the range scale. Purther, the ranking of the _
verbal range includes many more uncertainty factors than the range
numbers, and is much more cumbersome too.

Tt should be noted that the range scales are generally com-
prised of an odd number of range values /with a view to the better
perceptibility of the middle value/, and most frequently have 3, 5
or 7 range values. Our grading system uses the range scale with 5
valdes, which /according to many measufement—theory experts/ per-
mits the most reliable assessment.

The objectivity of a datum obtained with the range scale does
not depend on the above properties of the range scale. The range
“is not subjective for the reason that measurements are made with
a range scale. A datum is objective to the extent of the accuracy
and concfeteness of the definition of the measuring number. Such a
definition must ensure that there is an unambiguous decision re-
garding the property of the givén material: the range value which
is to be attributed to it. If the grading is carried out by diff-
erent persons, the given material should be graded identically by
all of them. ‘ ' ‘

It is well knowﬁ that our grade does not possess a definition
of the above level. This is the explanation of the subjectivity of
the grading.

The questlon arlses of why our definition is not sufficiently
precise. Unfortunately, not because the authors did not formulate
the section referring to the Procedure with the necessary circum-
spection. The situation is that the. imprecision of the definition
of the grades, as a series of numbers, arises from the function of
the grade.

The function of the grade is a double one. /It should not be
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forgotten .that we are discussing it only as a means of measurement,
and not its motivation and other functions./

Its first task is to indicate what proportion of the curricu-
lar requirements the pupil has mastered. According to this, for
instance, a value of 5 denotes that the pupil knows the vast ma-
jority of the given curricular requirements. This function therefo-
re attempts to assess the amount of knowledge compared to the re-
quirements, or in other wordes the relation of the teaching matter

and the pupil.
The second function serves to assess the relation between the
pupils. The pupils are differentiated from each other according to

the grade attained.

The investigations of Zoltdn Béthory2 and our own measurements
too have shown that, althouzh the distribution of the pupils accord-
‘ing to grade .is different from subject to subject, the grades in
general fulfil this double function within certain limits of error.

Thus, when the result of assessment is a value of 5, this not
only means that the pupil has mastered the vast majority of the
curricular requirements, but also expresses the fact-that the given
pupil belongs in the group of the best of the pupils as a whole.
This is so, independently of the natures of the school, the subject
or the theme, the age of the pupil or the class attended. '

The simultaneous fulfilment of the above two functions permits
the considerable generlity and comparability of which the traditional
grade is capable.

However, the price of the high order of generalizability and
comparability is the loss of the requisite accuracy and objectivity.

With reference to a single egercise, for instrance, it is con-
ceivable that the individual grades can be defined with satisfactory
‘accuracy. It can be formulated exactly what conditions must be
fulfilled for the achievement of a given pupil to be rewarded with
a given grade. Thhs, the grade would be of satisfactory accuracy
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given exercise. However, the accuracy and objectivity obtained
would be at the expense of the comparability outside the exercise.
/A 4 for another, more difficult exercisé might well be worth
twice as much ac a 4 for an easier exercise within the given sub-
ject./ In addition, there is the comparability between the diffe-
rent subjects and the different classes, which would become comp-
letely hopeless.

It can readily be seen that with the increase of the objec--
‘tivity of the grade the assessment of the relation of the pupil
and the curricular requirements may become more exact /in theory,
of course, not considering here the sources of error in the assess-
ment/, while the accuracy of the assessment of the relation be-
tween the pupils, and the more general level of comparability of
the grades, may decrease substantially.

To summarize: the strength and adf&ntage of the traditional
grade lies in its high degree of general comparability, but this
involves the necessary concomitant price of the relatively low
level of the accuracy and objectivity.

it is clear from this that the grade taken in the traditional
genge, which simultaneously provides the two basic functions re-

ported above, when ensuring very general.comparability, can not be
gsatisfactorily objective. It is also obvious that it would be
sengeless to strive for "absolute" objectivity.

A grade permitting general /standard/ comparison can originate
only from a measurement. But why is there a need for a grade, a
"standard grade", if the measurement results are available anyway.

II.

Let us now disregard the practical facts that today we still
have few standardized subject tests and use few test papers from
which a standard grade can be obtained, while it is perhaps not
possible, or even advisable, to measure all pupil performances with

93



tests. In this respect, our presentisituation justifies the necess-
ity of grading only from a practical point of view. /Of course, we
must also pass over the perspective possibility of educational or-
ganizational forms which, at least in the fundamental primary
school, would dispense with the need for the grade and assessment
in their present conception. Such educational organizational forms
can not be introduced either now or in the near future./

Accepting the present educational organizational forms as
given, the question which arises is: what is the temporary justifi-
cation of the expression of the measured results in standard gra-

desg?

The explanation of this lies in the nature of the psychopeda-
gozic measurement. If we wish to measure in the interest of a more
objective assessment, then a means of measuremeunt is required. The
basic data /the raw scores/ obtained with the means of measurement,
however, can be compared with other scores only if these are ob-
tained by the same means. As a consequence of the objectivization,
therefore, the more general comparability o the results obtained
has been lost. This is similar to the case of the more objective
greades of the exercise mentioned above.

The raw scores of tests are particular, in themselves meaning-
less, useless data. They are not able to provide either of the two
basic functions discussed 'in connection with the grade. For this
reason, various methods have been elaborated to transofrm the raw
scores in such a way as to lead to their comparability. Since the
conversion of raw scores to a comparable form is one of the most p
important questions of psychometry, it ie understandable that many
methods have been devised. Nevertheless, all of these in effect
are one or other variant of two basic possibilities, these beiug
the two functions treated above. However, while the grade provides
both functions simultaneously /the price of this being lower accu-
racy and objectivity/, there is no method which can transform the
measured results to a single index that contains both functions.
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Let us consider first the possibility of expressing the re-

lation between the pupil’s performance and the requirements.

The essence of this is that the total raw score attainable in
the test is regarded as a 100 % performance, and the proportion of
the requirement formulated in the test that is mastered by the
pupil is expressed as a percentage of this maximum.

There are formally three possibilities for the expression of

this proportion.

The most widely known solution is given by the ratio of the
raw score attained by the given pupil to the overall possible raw
score, multiplied by one hundred:

N ®_ 100
%~ P

where N% is the performance attained compared to the requirement
/level of attainment/, P is the total number of raw scores attain-
able, and p is the number of raw scores attained by the given pupil.

The second method, particularly readily used in measurements
by the multiple-cholce technique, is that exactly 100 elements
/answer-selection questions/ figure in the test.

The third formal solution combines ths adventages of the above
two variants., This is attained by calculating the distribution
ratios /percentage distribution/ from the total possible raw
scoress. ’

The basis of comparison is thus the total raw score of the
perfectly solved test. This syétem of comparison well expresses the
relation between the pupil and the curricular requirement /but at
least the requirement formulated by the test/. This has the con-
sequence, however, that the percentage performances thus obtained

can not be compared with the performances in other themes and other
subjects.

If, for example,” the national average in one test is 60 %,
and in another 80 %, then it is obvious that a performance of 70 %
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attained by a given pupil in the former test is not of the same
value as a performance of 70 % in the latter.

And since it is impossible to compile tests which are of the
same degree of difficulty, independently of the theme, the subject
and the class, comparability of a more general level by this means,
with the percentage index, can not be achieved.

From the data of measurements with tests it is possible to
create scales which permit a comparison independent of the theme,
subject and year: we thereby come into possession of a standard

scale.

The most fundamental characteristic of standard scales is that,
since a scale beginning with the natural zero point is not possible
in the world of psychopedagogic phenonena, the average of the
measurements is taken as the starting-point. The average perfor-
mance ig converted to zero, and the individual performances are
expressed in relation to this. '

The starting basis is the standard z score /see Figure 1,
second row/.

The transformation is performed as follows:
X - X

2 =
8

where X = the sum of the raw scores attained by the given pupil,
X = the average of the raw scores of the measurement,
8 = the standard deviation of the raw scores.
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Figure 1.

POSITION OF THE STANDARD GRADE /STAND 5/ IN THE SYSTEM
OF STANDARD GRADES

Percentage
distribution
of the cases,

14% |27 -
v T T —
Standard +10 420 +30 +40
deviation + } +
+4,0 420 +3,0 +4,0
Z-8Ccore ° 1 1 L
L] T 1
T-gcore éo 70 8o
. 1 1 1 1 )
¥ Lf T T T Ll 1
Wechsler IQ . 85 70 85 100 115 130 145
Stanine 74 I 2 I 3 41516 -7 8 I 9 ’
Percentage 4% 17% W2ei 1175 ZOEA EARFANEA 3 %
distribution | | | l | | |
Stand 5 1 2 3 4 5
Percentage 7% 24% | 38% 1 24% | 7%
distribution

Por the reader not acquainted with statistics to sense the
egsence of the above formula exactly, let us take some examples.
Let the avergae of the raw scores be 60 /x = 60/, and the standard
deviation 20 /s = 20/.. If the performance of a given pupil is 60,
i.e. equal to the average, then the value of the standard z score
is: : ‘
60 - 60

Zz2 = ———— =0
20
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If the performance of a given pupil be less than the average
/e.g. 50/, then the value of z is negative, while if it is larger
than the ‘average /e.g. 70/, then z will be positive:

50 - 60

z2=———— = - 0.5
20

70 - 60
z = — = + 0.5
20
As can be seen in the Figure, the values of the standard z

scores practically extend from - 4 to + 4. And as the Figure shows,
the intervale batween the values expregsed by the numbers are equal,
and hence these values are additive and are suitable for mathemat=
ical processing.

The standard gz score fhus expresses the relation to the average
performance. Consequently, whatever the content of the test, and
whatever the class the measurement is performed on, the standard z
score ensures the comparability. No matter from what test it is
found, for instance, that z = 1.2, this is equal to a standard gcore
of z = 1.2 from any other test. In both cases the performance is at
a distance of +1.2 times the standard deviation from the average.

It is better by this amount than the average performance. We are
faced here, therefore, with the much debated fact that the role of
the gauge is occupied by the average pupils, and the others are
related to this.

The questions of what the given average performance is worth,
what level it means, and what relation it is in with.the require-
ments, do not even arise here. This is dangerous for the reason that
it may appear that there are no such questions, or that if so, then
they are not of importance. The average may be predistined to appear
as the central figure, but the essential question is nevertheless
the extent to which the pupils on average /and the individual pu-
pils concretely/ have mastered the curricular requirements, and not
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‘where they stand in comparison to the average performance, or to
the average pupil.
We have seen that the content, the percentage relation, gives

an answer to this question, but it is not comparable with the re-
sults of other tests; the relation to the average at the same time

permits comparability of a high order, but it gets out of touch

with the requirements, the teaching material.

Since these two points of view can not be united into a single
index without the loss of the objectivity, it appears advieable and
desirable to use both indices.

The index obtained with the content, the percentage relation,
ig readily understandable for everyone, and can be well uszed with
reference to the given test. It unambiguously shows what the pupil
knows and what he must still learn. However, if we wish to compare
the performances attained in several consecutive themes and to
express them with a single index, the values expressed as percent-
ages can not be added and can not be averaged. /In this respect one
should consider the performances of 70 % obtained in each of the
two tests mentioned above./ For this reason, therefore, the standard

index discussed earlier is indispensable.

Because of the negative numbers and the cumbersomenes of the
values expressed in tenths, it is customary to transform the stan-
dard z scale to derived standard scales.

FPigure 1 shows the most frequently used transformed standard
scales.

In the case of the T scores, the zero point of the z score,
evpressing the average, is taken as 50, and its standard deviation
ag 10: »

T =10 z + 50

For the above example, with a performance of 2z =+ 1.2

T =10 x 1.2 + 50 = 62



The scores of the widely known intelligence quotient /IQ/ are

also derived frop. the standard z scores. Here, the average is 100,
and the standard deviation 15 or 16. /These standard IQ’s should
not be confused with that obtained as the ratio of the mental and

chronological apes./ Thus:

1Q

or IQ =16 z + 100

15 z + 100

The stanine /standard nine/ scale, with nine range values, was
developed during the Second World War by the American Air-Force.
As a result of its advantages, which cannot be given in detail here,
its use has spread very rapidly in receqt years.

Stanine = 2 z + 5
If, for example, Zz = 1.2, then the value in the stanine is:
Stanine = 2 x 1.2 + 5 = 7.4 =7

As can be seen in the Figure, the two extreme values are open.
A value of even 11 may be obtained from the calculation, but all
values larger than 8 are assumed as stanine = 9.

As a consequence of the 'greater scale of the stanine, each
number represent: such a large interval that it is advisable to de-
termine what perc:ntage of the pupils are associated with each
value. According to custom, therefore, the proportions of pupils
expected for the individual stanine values have been given below
the stanine scale.

For instance, the stanine = 9 shows the relation to the average
/5/, and also indicates that this performance is so high that it
can be achieved by only about 4 % of the pupils. With this perform-
ance, therefore, a given pupil belongs among the best 4 % of the
pupils. ' ’

If the distribution-is not close to the normal, i.e. it does
not resemble the bell-shape to be seen in the Figure, then this
advantage of the stanine is naturally lost. /This question will be
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returned to later./

On the basis of the Figure, the reader will certainly already
have discerned that there is no obstacle. to the transformation of
the raw scores fo any optional standard scale, whereby we can
attain general comparability with' the simulteneous retention of
the objectivity.

In practice, however, in addition to those used so far, there
are still three reasonable possibilities on the analogy of the
stanine: these are standard scales with 7, 5 or 3 range values. =
Since a range scale with 5 values 18 in use for grading in Hongary

‘and many other countries, the task is in fact to accommodate to

this, and to fit the standard scale of the results obtained by
medsurement into this system.-

'On analogy with the sténine, the standafd scale with 5 range
values is termed standard 5, or in short stand5.

The solution of stand5 may be of various forms, depending on
the value assumed for the standard deviation. The average is given
by 3, the middle of the 5 range values on the scale.

In the studies mentioned inlthe'introduction, experiments were
made with two typee of solution, Gradually accumulating experlence
and theoretical and practical consideratlons show that it is re-
asonable to gelect the variant to be seen in the Figure.

In the case of this variant, the intervals for the Values 1
and 5 each contain about 7 % of the pupils, which is close to
Hungarian practice. This solution gives the proportion of the pu-
pils with a value of 1 below 1.5 times the standard deviation, and
above 1.5 times the standard deviation the proportion of the pupils

"with a value of 5.2 x 1.5 = 3 times the standard deviation is di-

vided. . into three equal parts‘for the standard grade values of 2, 3
and 4. it followe from this that these values each cover intervals

. with a standard deviation of 1. Thus:

Stand5 = lhx 7 4 3 =24+ 3 . ‘ \
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Accordingly, only the average value of 3 need be added to the
etandard /z/ score to obtain the stand5 value /after the normal

rounding, of course/.

In the ahove, the conclusion was reached that it must be estah-
lished from the raw scores what proportion of the requirements has
been mastered by the pupil. This is given by an index expressed . as
a percentage. In addition, there is also a need for some standard
scale or index which permits general comparability. Of the many ty-
pes of possibility starting from the standard /z/ score, in Hungary
it appears that a standard scale with 5 range values can reasonably
be fitted into the present classification system.

It has been seen that both indices are obtained from the raw
scores. However, since the percentage index value is obtained by
linear transformation, it is irrelevant whether the standard /z/
score ig calculated from the data expressed in raw scores or in
percentages. The value of z will be the same in both cases.

The possibility of further simplification arises from the
circumstance that, in the case of a sample of given average and
standard deviation, the individual stand5 grades are comprised of
definite intervals. :

Let us consider a test in which the national average is 60 %
/%X = 60/ and the standard deviation is 20 % /s = 20/, and in which
a pupil x achieved a performance of 75 % /x = 75/. The question is:
what mark should be awarded for this performance from stand5?

On the basis of the relations reporfed above:

X-—x 75 - 60 15
2 = = :-—-:O,75
S 20 20

From thic the standb is:
stand5 = 2 + 3 = 0.75 + 3 = 3.75 = 4

It would be tedious to perlform this calculation separately
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for.every pupil. For this reason, it is worthwhile determining the
limiting values of the intervals. It can be geen from the Figure -
that the limit of the "fail" mark, for instance, begins at .a score
of 1.5 times the standard deviation. Since the standard deviation
in the above example is s = 20, this value is 30, and this is the
distance from the average of the score where the limit of the "fail"
begins. Deducting 1.5 times the standard deviation from the average,
we ‘'obtain the upper limit of the 1, which is at the same time the
lower limit of the 2, i.e. 60 - 30 = 30.

We know that the three central values of stand5 embrace 1.5
times the atandard deviation both upwards and downwards from the
average, i.e. in all 3 times the standard deviation. An interval of
unit standard deviation therefore falls to each of the three middle
marks, and thus a very simplé golution results. The value of the
gtandard deviation is added to the limit of the 1 three times, one
after another. ' '

x-1.58 . . the upper limit of standard 1
/x - 1.58/ + 8 the upper limit of standard 2
/% - 1.5 8/ + 28 the upper limit of standard 3
/X - 1.5 8/ + 3s the upper limit of standard 4
: and at the same time the lower

limit of gtandard 5

In.our example the limit of the "fail" is 30, While the value
of the standard deviation is 20. From these data the limits of the
other standars are:

1 below 30

2 30 - 50

3 50 - 70
) 4 70 - 90

5 above 90

We have thus obtained a key to the given test, by means. of
which the performance, of the given pupil can be expressed in stand5.
The performance of pupil x above was 75.
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By calculation it was established that this is equivalent to

4. This can be read off from the above key without calculation.
The calculation of the key naturally involves the condition that
the values of the standard deviation and the average be known,

.while its use is that it gives the relevant key to all standard-
ized tests. With the above method the limiting cases can not be
decided. Should a performance of 70 be a 4 or a 3? If it is con-
sidered advisable; the problem can simply be eliminated accord-
ing to the rules of grouping, but in the end a decision as to
‘which grade a pupil receives in the limiting cases should prefer-
ably be based on pedagogic -considerations, rather than on some
"absolutely exact" computational viewpoint. Thus, the use of the
above solution is satisfactory.

It was mentioned earlier that in the event of normal distri-
bution the standard grade =2xpresses what percentage of the pupils
belong to each grade /see the Figure/. However, if the distribution
is not symmetrical /not approximately bell-shaped/, then these pro-
portions are distorted. :

It is péssible to take the asymmetry into account. Such a
procedure has been described in the book already reffered to: "A
témazdré tuddesszintmérés kérdései /Questions of the theme-conclud-
ing measurement of achievement/", pp. 71-74. It is unnecessary to
give an account of this method again here. We merely wish to point
out that if the skewness is taken into conéideration this resolves
to a certain extent the extreme distribution of the proportions of
pupils in the individual grades, but at the samz time the éﬁuality
of the intervals of the individual grades undergoés a distortion.

All this, however, is s problem only in the .case of extremély
~high /above 75-80 %/ national averages. In the other cases, a 8i-
tuation approximating to that seen in the FPigure.is obtained; that
is, the standard character of the grade remains. The distorting
effect of the extreme averages and standard deviations somewhat
distorts the standard character of the grade, no matter what method
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is used to try t, eliminate the consequences of the distortion.

To gummarize, it may be stated that the performance in the
standardized tests, expressed as a percentage, shows the extent
to which the pupils in geneval, or the individual pupils, have
mastered the subject matter. However, this index is not a stan-
dard, and can aot be compared .with the percentage indices of
other tests. Accordingly, it is absolutely necessary to' find some
standard inde too. Since a grading system with five rangeAvalues
is used in Hungary, the stand5 is the most appropriate for this
purpose.

Tﬁe tests used for university and other examination purposes,
and also the most varied measurement and problem forms, are not
standardized. Nevertheless, if the means of measurement are good,
then .the results obtained afe objective. It is necessafy'to ex-
press the performance in these cases too, given as a percentage,
on a scale permitting a more general conparison; i.e. to convert
them to a grade corresponding to our conditions. Since the assess-
ment system of these tests can not be based on a previous rep-
resentative measurement, the use of the method reported above can
natufaily not result in a standard grade. It would be in vain to
calculate the av.rage performance of the pupils taking part in the
measurement, and he value of the standard deviation. Since these
data nre not of general validity, the standard character of the
standard grades calculated from them would also become uncertain.

In gpite of this, in place of the various /often decidedly
dangerous/ methods of conversion to a grade,.it is desirable to
int>rduce a better, "more standard" solution. A Table was reported
in the Appendix to the above-mentioned book, for the conversion of
the results of such tests to a grade. This Table is now reported
in a further developed and simplified form.

It iz a condition of use of this Table tﬁat we calculate the
averase off the performances, expressed as a percentage, of those

taking part in the measurement. If the corresponding value is found
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in the "Average" column, the series o. data associated with this
gives the key to the conversion to the grade.

Table 1

TABLE FOR THE SELECTION OF THE KEY OF THE PARTIALLY
STANDARD GRADE

Aveﬁge . " Limits o} grades

¥1,4 and below

Jars-42,4

42.5"104

415824

325-874

819 -62,4

szos 'm.‘

|s28-724
128-17,4

s aqd above

The reasons that the grades thus obtained are partially
standard grades are that the measurement is not representative,
and that only the average is taken into consideration. The stan-
dard deviation is established by a relative standard deviation of
about 30 %.

At the same time, the lower limit of the "excellent"™ here is
fixed at 90 % for the high averages, since in such tests the uncer-
tainty factor is more.

At present, and in the future, therefore, three types of grade
will be in use: a standard grade based on the results of standard-
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ized tests, a partially gtandard grade from the results of non-

standardized tests and measurement and problem forms, and the
grade obtained with a range scale by the traditional means. These

tree types of grade can be conceived as a unified gystem, in spite

of their objectivities being of different levels.

While the vast majority of grades are obtained in the tra-
ditional way, the standard and partially standard grades make re- -
latively little change or improvement in the objectivity and stan-
dard character of the grading. The increase of the proportion of
the standard ané partially standard grades /as a consequence of
the graudal spraading‘of asgessment based on measurement/ may
clearly progressively increase the objectivity of the grading, and
the more clear-cut comparability and astandard character of the
grades. '
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CranmaprHas OTmMeTKa
LOKEBS HALB

B Beurpun cy.secTByeT NATHOANIHAA CUCTEMA JJIA OLEHKA yye—
HUKOB. B nmpouwnom JecaTHReTh HEYAJICCh DPACNpOCT[AHEHUE KCIONL30—
BaHusl TeCTOB. ABTOD yKA3WBAeT Ha TO, YTO WKAN&, WCNOIB3yeMad Ha
KBaAnuKaumo, NOMKRHE OTBETHTH IBYM TPECOBaHMAM. BHNOJHEHWE, COOT-
HocuMoOe K TpeJoBoHUAM, NOKA3HBAET NLOLEHTHHI nokasaTens. Ho, 3To
HECPAaBHMMOE ¢ De3ynETaTamn NPYyIWX TECTCB. [lO3TOMy HYRHH M CTaH-
J4apTHHE NOKA3aTenn, Nawine FO3MOKXHOCTD CpABHMBEHWA. ABTOD 03HA-
KOMJIAET YNTATCSI C CYAUHOCTLIC CTAHNAPTHHX WKAA W BHpadaTHBaeT
NATAOAANHY IO CTAHAALTHYIC WKANY, KOTOP:A OPI'EHNYECKN ChA3HBAeTCH
C HHHE CcyilecTryKiel cucremoli.
On coaman 1adnuny K HECTAHNADTH3MPOBUHHHM TeCTaM, KOTOpzfA HabT
BO3MOXHOCTE I/l 1l¢ PEYACTEHNA NLCLEHTHWX NOKasarenel Hé TaK Ha-

BHBEEMYI0 YACTUYHC—~CTaHUAPTHYI OTMETKy /cM. Taomauy/.
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Standardskala

Dr. J.Nagy

In Ungarn werden die Schiilevleistungen mit Hilfe einer
Piinfgradskala zensiert. Objektive Tests sgind hur in den letzten
zwel Jahrzehnten verbreitet worden. Der Verfasser behauptet, dass
Qualifizerungsskalas zwei Funktionen zu erfiillen haben. In einem
Test wird die Leistung durch einen prozentuellen Index mit den
Fdachern verglichen. Dieser Index kann aber mit den in anderen
Tests dargestellten Leistungen nicht verglichen werden. Um einen
allgemeinen Vergleich verwirklichen zu k6nnen, sind standarde In-
dizes notwendig. Der Verfasser beschreibt die Hauptcharakteristi-
ken von Standardskalas und stellt den Typ einer standarden Fiinf-
gradskala dar, die in das gegenwdrtige ungarische Bewertungssystem
von Schulleistungen integriert werden kdnnte. PFiir nicht standar-
disierte Tests wird eine Tabelle angegeben, mit derer Hilfe prozen-
tuelle Indizes in eine sogenannte partielle Standarskala trans-
foriemrt werden kbnnen. /s. die Abbildung/

110

L omii



THE CONCEPT AND DIDACTIC VALUE OF THE WORK SHEET

MARGIT VARGA - NAGY






Experiments with work sheets in the Department of Pedagogy in
Jézsef Attila University began in 1964, under the direction of -
Professor Gy&rgy Agoston. The experience acquired from such experi-
ence acquired from such experiments during the subsequent years
permits the characterization of the main specifics of the work
sheet, and the summing-up of its didactic value.

The work sheet occupies a particular place in the modern sys-
tem of teaching methods, and is already used by a large number of
teachers.

It can be used in the treatment of new material, in the access-
ory elements, in the primary fixation, in the construction of
miniature systems, in the control of the understanding, and in the
primary application. The use of work sheets is also of great im-
portance when the application, systematization and fixation are
promoted to independent phases.

Since the solution of the problems demands the recollection
and application of earlier-acquired knowledge, the close connection
between the acquisition of knowledge and its application can be
followed well in this independent work.

In the introduction we present the work sheet "The plum tree
relatives" prepared for the teaching of biology to the 5th class
of the primary school.
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Serial number ......ccccc000n

1.

2.

7.

-Con

114

The fruitg of the relatives of the plum tree

Compare the bisected fruits of the peach and the plum!

What covers: the kernel .........c.cvcviven. ?
the stone ...... teesaan cesreeas 7
the pulp ......... Ceceesecnsaes 7
How do the skins differ?
The plum skin ............. cessea
The peach skin ........cceueunnn .

Now compare the fruits of the peach and the apricot! /On the
basis of the coloured pictures on pages 11 and 13 of the
text-book/

What covers: the kernel ........cc0vteiveans ?
the stone ............. PP e ?
the pulp ceveeveervnnnns I {

. What similar fruits can you see on page 14 of the text-book?

List them: ........ S eetesie st easeneiaeranne cee e Ceenene

Complete the following sentence!
The plum, apricot, peach, cherry, sour cherry and almond are
8ll s.ieiienn et fruits.

Why do we call them all stone-containing fruits?

D I N I R R R O N R I L I I I R A A R AN AU N IR RSP SR

N
Check your work on the basis of the first paragraph on page
11 of the text-book! ‘

Have you answered correctly? yes no
State which part of the stone-containing fruit you have not
studied yet! Give its name ............ Sttt N

structed by: Dr. Varga-Nagy -



A. The characteristics of the work sgheet

The name o’ the work sheet indicates the independent work
carried out by -the pupils with it. The work sheet is a short
series of problems serving for the solution of a partial-task of
the study; it is printed on a separate sheet for written, typed,
or drawn/. Its role is primarily of importance in the acquisition
of khowledge. The primary use of the work sheet is to promote the
pupil’s mastery of the teaching material. The series of problems
have the following characteristics: ’

a. The complex problems are generally split up into elemen-

tary problems /steps/, and the course /algorithm/ of solution of

the problem types is elaborated.

In the work sheet preésented above the examination of the fruit
is a complex problem. One of the concepts in the curricular require-
ments is: stone-containing fruit. The Lext-book promotes the acentu-
ation of the characteristics of the concept which are to be mas-
tered. In this way, with the aid of the syllabus and the text-book
the logical breaking-down does not give rise to difficulties. The
featurea of this concept to be mastered are reflected in six facts.
These facts are che content elements of the concept, by means of
which the algoritum of the solution /achievement/ can readily be
elaborated. /Each of the facts is also associated with an imége

/1/-/

2y cmcmmemmmeo stalk /I/

stone-containing A skin /1/

fruit L. emmmes b wmmmmmm e pulp /1/
R stone /1/
TS ---- kernel /1/

The steps are interdependent both as regards content and lo-
gically, and the unknown is linked with what is already known in
such a way that the solution of every previous step forms the
starting basis for the following step. On the work sheet given
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above it was illustrated how the structures of stone-containing
fruits are studied, starting at the centre and proceeding out-
wards.

The algorithm of the solution.is given by instruction:

"1l. Compare the bisected fruits of the peach and the plum!
What covers: the kernel ......cciivevvnene ?
-the stone +evivvviiiiiariianes ?
the pulp ...... R
By means of the given algorithm‘the pupils learn by practice the
manner of studying the fruit.

In the second task on the work sheet the pupils again work
with an algorithm, but now the basis of examination has changed.

The solution of the third task demands a listing from the
pupils. The coloured pictures in the text-book provide the facts
for the solution of the task.

"3, What similar fruits can you see on page 14 of the text-book?

List them: ...iciirieierenrereccorvasnenns Cheecesseansans oot
The similarity can be established in the listing only by accen-
tuating the essential elements.

In the fourth task the pupils must confirm that they have
mastered the knowledge of the essential confent elementa of the
concept, and can apply it /Stone-containing fruit/:

"4, Complete the following sentence!

The plum, epricot, peach, cherry, sour cherry and almond are

= P & S Dk & - L

The solution of the fifth task is an exciting step for the
pupils for the reason that thereby they answer the question:
"What are the fruits of the relatives of the plum tree like?"
The whole series of tasks was prepared in order that the pupils,
with the direction of the work sheet, and building on their own
experience, be able to give an answer to the problem set. The re-
sults of their work to date are summarized in this solution.

The creation of the basis of motivétion of independent study
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forms the subject of separate provis‘on in the phase of forming
the series of tasks. /The shaping of the pfoblem, the creation of
various opportunities for consideration and activity, the guaran-
teeing of success by a step-by-step advance, . the basis of a many-
~gided examination, varied combinations of questions, the develop-
ment of the method of work into a custom, etc./

Depending on the nature of the task, the formation of the
geries of tasks is modified on the work sheets providing new know-
ledge, ensuring its application, and serving to fix it.

b. The checking of the solution of the task is ensured

The checking of the solution of the task should not be
neglected in work with work sheets. Depending on the nature of the
task, this exhibits a rich variety.

Our aim is for the checking too to become more and more an
independent activity of the pupils. The realization of this as a
general requirement can not be declared, however. It does occur
that after the solution of more complex taske collective checking
ig considered more fruitfui. . '

The checking does not follon after the solution of each in-
dividual step, but generally only after the solution of the entire
problem. The establishment of the position of the checking also
depends on the nature of the task. It could be said that it is in-
corporated adaptably at a given point of the series of tasks.

c. A combined guestion techniqué is used

The work sheet given above provides a good basis for the
illustration of the combined question technique.

In the independent work with the work sheet the questions
appear in a combined form, and the means of answering varies ac-
cordingly in the series of tasks on each work sheet. We are of the
opinion that the combined answering possibility has a favourable
effect on the pupils’ activities.
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The content of the partial-task, the logical structure of the
knowledge, and the psychological and didactic points of view, all
play a determining role in the construction of the questions and
answers. Their application is not optional, but is determined by
a number of factors.

d. Instructions and information are given

The pupils’ studying is made effective on the work sheet by
exact directions. The instructions provide a guide to the carrying-
out of both the mental and active performances. Let us consider the
instructions on the work sheet from this point of view.

The instructions to the first and second tasks, for instance,
demand the performance of mental operations of comparison. As the
first step of ihe comparison the identical features are recognized,
and then the differences are required.

The reason why the research and planning with regard to the
possgibilities of active performance are considered important, is
that the effectiveness of the discerning activity is increased if

it is assgociated with practical activity.

e. Aids are inserted

Aids are unconditidnally necesgsary ‘in independent work with
work sheets. The aids form those objective conditions which pro-
mote the solution of the task. The text-book frequently features
among these aids. Reference is made to its pictures, its figures
and its data. At other times the working exercise-book proves
useful as an aid. In the work sheet work the pupil does not lose
touch with the traditional teaching means.

The role of the aids is further enhanced by the fact that on
the work sheet there méy be a complex task, the solution of which
is impossible without the aid. ‘

The aids assist in the solution of the individual steps, and
thus are connected to them in the series of tasks.

¥
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f. Reaction to "reporting-back"

The work sheet gives rise to a wide network of connections.

A good connection is created beiween the teacher and the pupils.
The teacher reacts to the "reporting-back" received, and modifies
the further activity. The connection which develops between the
work sheet and the pupils should not be forgotten, and there is
also an appreciable relation between the teacher and the series
of tasks he has prepared.

In the work with the work sheets, the connection which emerges
on the surface is always that which appears justified at a given
point of the teaching process. If the pupil has a problem in the
solution of the task, the teacher hurries to his aid. If the suc-
cess of the pupil is coupled with his work with the work sheets,
then he likes to work with them. If one step in the geries of tasks
.can be solved by only a few pupils, then an smendment is necessary
in the series. :

B. The didactic value of the work sheet

The work sheet is one of the means of making the study more
intensive. With its help the pupils can carry out independent ac-
tivity in the realization of every didactic task. The role of the
independent work is important, particularly in the treatment of the
material, for the independent study increases the effectivity of
the mastering process. The didactic value Qf the work sheet can be
summarized fundamentally in one statement: it permits work based
on independent activity. This function of the work sheet brings to
the surface immexsvratle didactic value, among which the following

are considered to bte of importance: w

=

1. In task solutions carried out with the work sheet the

function of the application is extended.

The development of the knowledge becomes of an applicative
nature, since the solution of the tasks requires the recollectjon
and actualization of the earlier acquired knowledge. In every task
of the series of tasks the application of the knowledge appears in
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the solution as a precondition. As a result of:this, in the long
run the knowledge is of a dynamic nature, being in the stage of
&eveIOpment. the conceptions widen, are enriched with new elements,
and deepen. )

The first yhase of the development of the knowledge, the
establishment o the facts, may be the result of independent ac-
tivity. In the teaching of biology, geography and chemistry the
pupils frequently become acquainted with the facts /objects, phe-
nomena, processes/ by observation of concrete reality. At other
times the reality is presented by maps, figures, pictures, models
or films. If the pupils are faced with the facts, then on the
basis of their preiious knowledge all of the pupils can make fin-
dings from them. The tasks of the work sheet give a guide, and
help in the fact-finding work of the pupils. Recognition and es-
tablishment of the facts may be the result of independent pupil
activity in innumerable cases.

The series of tasks ofteL compels lhe pupils to carry out the
analysis independently. The series of tasks directs the thinking
activity of the pupils, and as a result of this the pupils may
pass on from the concrete fact to the concept. In the course of
their considerations predominance is given to the establishment of
gimilarities and lifferences, 1o the extraction of the essence,
and to generalizat.on, .

In every task solution it is easy to follow the close connec-
tion between the acquisition of knowledge and its application. By
way of illustration, let us look at a work sheet prepared for the
study of the leaf and used in the 5th class of the primary school.
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Serial number ......... e NN

The leaf of the walnut tree

Compare the leaf of the walnut tree with the leaf of the plum tree!
. /Help is given by the coloured picture on page 16 of the text-book/"

Decide which of the following statements is true for the leaf of
"the walnut tree! /Underline your angwer!/

There is one leaf on a stalk. -
' The leaf is composed of several leaflets.

The walnut tree haé a Composite leaf.

. What is the leaf of the walnut tree like? /Answer in only one
word!/ A S P '

Voluntary tqskf Name at least one mpfe tree which has a composite

leaf! ........ T T

Constructed by{ Dr. Varga-Nagy
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2. The pupils acquire effective ‘nowledge by the constaht

ihdependent application of knowledge

As confirmed by experiment, knowledge acquired by means of
independent thinking activity is more permanent, for it comes
about as a result of independent effort, its basis being formed ty
the understanding. If the results of measuring test papers given
"at the end of the theme are evaluated statistically, then it is
seen that by and large the pupils’ knowledge relating to the whole
of the theme is the same as the partial knowledge. The performance
~of the pupils does not decrease, therefore, with the application
of summaries.

V ) Work sheets were used in the geography 1essonsto the 5th class
in six prlmary schools. Below is given the average of the perform-
ances of. the six classes in the work on five work sheets, and this
is compared with the level of knowledge shown in the theme-con-
cluding tasks. ’ . ‘ o

Performances in % points

Clasg No. of work sheet . Theme-

1 2 3 - 4 .5 -concluding
A 87.93 83.41 77.43 86.03 81.77 79.40
B 49.75 62.71 57.87 73.33 70.52 76.48
. c 54.89 63.48 59.41 = 83.46 85.50 80.20
D 41.19 57.74  65.66 65.88 65.71 77.60
E 77.63  84.58  63.60 83.96 80.77 82.10

=

76.73 .'91;58 65.67 81.88 91.80 77.10

-The average of the achievements of the six classes in the work with
the theme-concluding test sheets is 79 % points.

Let us consider the spread of the achievement «in the Table.,
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Percentage dis-

Performance Number of pupils tribution of

in % points the pupils
47-52 1 1
53-58 6 3
59-64 9 5
65-70 18 10
71-76 38 , 22
77-82 34 19
83-88 39 22
89-94 - 20 12
95-100 10 6
Total ' 175 ' 100

On the basis of the Table, the effectivity of the work sheet
can be established in various respects.

/a/ In the six experimental classes no pupils at all had a
performance of less than 47 %.

/b/ The average /79 % points/ was exceeded by 59 % of the
pupils.

/c/ The spread is small.

/d/ This result is also of significance from the point of
view that the high average is given not by a majority of excellent
pupils, but by the majority of the pupils who came up from lower
performance levels to rank among those achieving a higher result.
Let us look at a graphical illustration of these data. The graph

shows the standard deviation /+ s8/.
79 % points

Number of
pupils

Performance in % points
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- The graph gives rise to the following findings:

/a/ The performances of the experimental classes are balanced.
The data are 'spread in the range of 50-100 % points. The majority of
the pupils are concentrated about the average performance.

/b/ The most characteristic frequency in the higher perform-
ances in the experimental claeses is given by the 39, the 38 and
the 34 pupils.

3. The work sheet records the performance without a special
measurement, and permits its checking.

' The result of the activity with the work sheet shows the
average performance of the class. However; the teacher must always
be able to perceive the individuasl performances too, within the
average performance, Thus, it is important for the teacher to know
what result is achieved by the weaker pupils, and what is the
distribution of the pupiles of various grades in the solution of the
individual tasks. It 1s therefore worthwhile examining the devel-
opment of the performance from several points of view. For example:
How does the performance vary in the solution of various didactic
tasks? How does the performance of the individual pupil develop?
Simply as an exaﬁple, it is shown below how the average perform-
ance of the class developed in the solutions of various didactic.
tasks in the theme "PFruit trees", studied by the 5th class in
Biology:

In development of knowledge 68 %
In checking of the understanding 85 %
In primary fixation 84 %

In theme-concluding measurement 73 %

It can be seen that the performances of the pupils are difer-
ent in the solutions of the various didactic tasks. For every
pupil the greatest deficiency can be observed in the act of recog-
nition. This indicates that more emphasis must be placed on the
development of the ability to think, and on the' independent work
of the pupils.
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"It is worthwhile to examine the distributions of the per-
formances in the development of knowledge and the theme-concluding

.measurement:
£ Devélopment of Theme-concluding

Performance knowledge measurement
80-100 % 8 pupils 11 pupils
70_80 % 9 " 4 "
50-70 % _ 4 " 14 "
30-50 % ‘ 8 " R . - " )
Total 29 pupils 29 pupils

While 8 pupils had performances below 50 % in the development of
knowledge, there was a favourable development in the level of
knowledge of the pupils in the measurement relating to the whole
of the theme. In this not a single pupil had a result below 50 %.

The teacher knows still more if he takes into consideration
the distribution of the pupils according to grades within the
average perfdrmance. As a random example: the study average of
the pupils in the 5th class for geography was 3. This average was
made up from the following grades: ‘

Grade ' . 5 4 3 2 1 Total

Distributioh of pupils
according to grade 5 4 9 8 3 29

At the end of the school year, in a work sheet study of the agri-
culture of Austria the pupils received the following task:
/Development of knowledge on the basis of a'map'and pictureé/

O0f which of the following is there least? Underline your answer!

Woods - Meadow and pasture Arable land
O0f which of the following is there most? Underline your answer!
Arable land Meadow and pasture Woods

26 of the pupils solved the first part correctly and 21 pupils
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1. The pupil learns by practice the procedure of the solution
of different types of tasks.

2. The pupil learns by practice the thought operations.

3. He grahuallypeEPmeqfamiliar with the manner of becoming
indepeadent. '

4. He applies his knowledge systematicaily.

5. Hig learning habits develop.

6. The motivation is multidirectional.

The practice acquired in the independent work also has a
favourable effect on the frontal class work. The amount of direc-
tion may decrease, and its level may be increased. For example: 1t
ig sufficient to ask the pupil to carry out a comparison, and he
will carry out the identifications and differentiations for
himself. '

5. The work sheet considerably promotes continuos feed-back.

An important role is played in th2 attainment of the results
by the new situation which the work sheet creates between the
teacher and the pupils. The teacher obtains accurate information
about the activity of the pupil, and can react to this.

Let us consider the statistic data regarding a 5th class pu-
pil, and the development of his level of performance in the various
didactic tasks within a theme. The pupil’s performance developed
in the following way:

In development of knowledge - 30 %
. Im recitation : 90 %
In.the checking of understanding 40%
Theme-concluding 55 %

The data show that this pupil achieves a very fluctuating
performance. The main role in his achievement is played by his
great diligence. He acquires his knowledge by prolonged repetition.
Because of inaccurate observation, even the establishment of the
facts is defective, and in general he draws incorrect conclusions
and does not perceive the essence. The teacher recognizes these
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deficiéncies, and can direct the pupil’s activity in the common
work so that with persevering work he eliminates the disadvan-
tages.

In task solutions with the work sheet the standard errors
can be corrected at once. The teacher sees where there is need
for supplementation, for explanation, for application, or for fixa-
tion; i.e. his further activity is based on the information ob-
tained.

6. The forms of the work sheets can be adapted flexibly in
their solutions, their contents, and their requirements, and also

in the nature of their evaluation, for the progress of the pupils.
The didactic value of the work sheet is well established by
the logical advance in the independent activity. In the task

solutions the pupil becomes familiar with the way to become inde-
pendent. )
/a/ The advance is asserted in the formal solution of the

work sheet itself. In the initial stage of the work with the work
sheet, for example, the fact-finding work of the pupils is facili-
tated by numbering the facts to be listed:

"1l. Find the identical layers in the fruits of the walnut and the
almond!

i P Cereesranens oM
In the following stage the numbers may be left out, and the
places where the facts are to be written are simply indicated by
dotted lines: -

"Name the parts of stone-containing fruits!
@

The pupils receive less assistance if the facts are to be
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listed one after another; for they do not know the number of facﬁs

required:

"List the known stone-containing fruits! .......iiiiiiiiiiiiie,
/b/ The success of the tusk solution primarily depends on

the advance achieved in the content. At the beginning of the work

the work sheet contains a greater amount of and more detailed in-
formation and instructions. The establishment of the facts is based
on descriptive material. The pupil carries out the comparison in
accordance with empirical data. For instance, "he compares the
bigected apple with the hisected pear according to definite points
of view, in order to establish the identical features; he then
extracts the essence and performs the generalization. Thus, the
direct connection of the subject with the object is ensured with
the aid of the descriptive basis, by means of the activity. This
connection is loosened in thé problem solutions, which requires a
continually more complex operation of thinking.

We see that the content of the task influences the thinking
operations to be completed, and we have made the inital efforts
to influence the development of the pupils’ thinking with the aid
of the work sheet work. _ . N )

/c/ In_the requirements too the advance has been ensured. The

requirements are adjusted to the performance. For example, the
rates of progress of the individual pupils are different. The work
tempo is enhanced by stimulation. For instance, the three pupils
whose work is completed correctly first can receive a grade. The
rate of the work can generally be raised only slowly. In the ex-
perimental stage little attention was paid to the development of
the working tempo; the phenomenon was observed only when it was
found in the work with the 17th /theme-concluding/ test paper in
the 30-hour theme that the solution required 20-25 minutes in the
experimental classes, and 40-45 minutes in the control classes.
The means to raising the working tempo isg the more frequent inser-
tion of independent activity.
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/d/ The adv nce achieved in the evaluation may also contribute
to the results of the activity with work sheets. While the perform-
ance does not achieve the desired level, only qualitative evalu-
ation can be performed. The excellent performance is highlight-
ed, and attention is drawn to the deficiencies. The performance is

later expressed as a percentage. Our experience has convinced us
that this form of evaluation is of importance as regards the devel-
opment of tﬁe.correct relation of the pupils to the work. The pu-
pil does not receive a mark, but he does know his percentage per-
formance. He reacts very significantly to a change of a few per
cent in the performance. With the aim of stimulation, of course,

. the percentage can be converted to a mark. The results of the the-
me-concluding test papers are also given in grades.

7. In the activity-with the work sheet there is a favouraﬁle

development in the pupils® work culture.

Preconditions of the golution of a task are the accurate
reading and understanding of the text. The series of tasks requires.
that the tasks be performed one after another, in a previously de-
termined order. At the beginning of the work the pupils wished to
vary the order arbitrarily, to solve those steps first, to which
they considered they could give an answer without thought. In a
. series of tasks which are closely interdependent logically, the
earlier answers systematically form the basis for the subsequent
ones. The pupils relatively quickly become accustomed to solving
the tasks in order. The characteristics of their work are that
"they become absorbed in the solution of the problem, they do not
give up the struggle readily, they think, thdy make good use of
the auxiliary aids /maps, text-books, etc./, they work with in-
creasing planning and at a better tempo, and they are able to use
their time well. .

The solution of the tasks demands persevering work and the
overcoming of difficulties. A pupil who quickly gives up the
struggle remains a loser. In our view, the work culture developed
in the independent work ensures one of the preconditions of the
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learning at home.

8. The activity with the work sheets mgkes the work more
variable. . ‘

The pupils’ independent work gives rise to pedagogic situ-
ations in which combinations of methods different from the tra-
ditional can develop. The collective work is interrupted by the
pupils’ independent work. The pupile knew that they would often
work with work sheets, but they had no idea as to when or with
what tasks. At times the work sheet was used to analyse experi-
ments, at others coloured slides, or often the pictures and figures
in text-books, or statistical data were processed, or actual ob-
jects and phenomena were examined. In every case the puplils were
faced with the solution of some new task. '

The work sheets were varied in form, and the methods of giving
the answers appeared on each work sheet in practically every varia-
tion. It was alwaye necessary to examine or investigate something,
to be active, ‘and in all cases to think.

In activity with work sheets there is also a variaton in the
function of the text-book.

The work sheets are indispensable toole of the group work.

The pupils can be trained to be independent only via independ-
ent work. The wcr.- sheet has proved suitable for the achievement of
independent work. '

Naturally, the work sheet too is only one possibility in the
modernization of education, but the exberimental results confirm
that it is worthy of further research.
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NlogAaTne "JCTHA JIJA pacoTH" M ero ANLAKTUYeCKas
LEHHOCTD
MAPIWUT HAllB

B npennc/lOEMA CTaThU DEPEUAC/AKTCA Te MOTHBH, KOTOpDHE Ie—
JaKT HeoGXOIMMHM JUCTOK CDeAM ADYyIMX COBPEMEHHHX CpPeNcTB odyye-
HUA, ABTOp OONYEpPKKBAET, YTO JIMCTOK — 3TO CDEICTEO CAMOCTOATEAb—
Hofi paGoTH B KAacce, OH [PUMEHAETCA B Tak HA3WBZeMOM "TDalMIMOH—
HOM" o0yueHUX W TOJBKO B pelleHMM OXHOH uacTUuHOl 3azaum. JuCTOK
He CUNT4eTCH COBEDWEHHO HOBHM B CBA3Y MEXLy yuuTelem M yUYEHUKOM,
a CunTaeTCs CPelCTBOM YCTaHOBAEHUA €€ Oumxaiiweyi, noTomy 4UTO OH
IeniaeT niaHoMepHee W paGoTy yuuTeseld, M pacoTy yYEHWKOB.

[lo dyHKUMH aBTOp OTAMYAET ATYI OT IATyra “JUCTKa Jad pado-
TH" W TECTH: JMCTOK CJAYKAT IJIA CAMOCTOATENLHON padoTH, a TecT
JUid NPOBEpKN ypPOEHN 3HAHMI. .

B neppy ouepelk ABTOD NONUEPKWBAET - CpEi# NUNAKTAYECKUX
LleHHOCTeH JUCTKA — pPOJL €TI0 NpABelieHWe B NpelonoDaH#e ¥ ITOKyMeH-
THLyeT yTBepKIEHWe CTATHCTUUYECKAMP NauHsMn, OH DpAIaéT OrpoMHOe
3HaveHne JUCTKY, NOTOMY 4YTO OH perchpﬁpyeT yCHeBaeNoCTh yYEHNKOB
0e3 4YacTHHX WN3MEpeHMk.

JncTok “MeeT W TO ROCTOUHCTBO, 4UTO HAET BO3MOKHOCTH U I
pasyunBaHiag MeTOOH paGoOTH.

B paGoTe ¢ ancTkom uveeT CO/NBlOe 3HAYeHWe "odpaTHas CBA3L"
/yd4eHnKn y4uTesn/, [0 KOTODO# yuyuTeldb MOKET NOCTPOUTE CJeLyoumii
YPOK HA HOBHe uHpopmaLmn.

B cTarbm KpaTKO nuuweTcA O NOCTENEHHOCTH B CORepKaHmu, B qopve -
NpOBepKe JMACTKA. :

ABTOpD CCHAGETCA M HA TO, YTO B padoTe ¢ JUCTKOM WU3MeHAETCH
¥ GyHKIMA y4yeOHMKA, W KyJBTypa paCOTH y4EeHWKOB HOpMMpYeTCA BH-
TOIHO. ‘

B’ ycone pueHcTBOBUHNY: OCyyeHna "JMCTOK L1 padoTw" cumTa-
€TCS) 3HAUYMTEJIBHLM N0 ero ALJBAKTAYCCHUM LEeHHOCTAM.
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Der Begriff* des Arbeitsbogens und sein didaktischer Wert
Frau Nagy Dr.M. Varga

Der Aufsatz zdhlt einleitend die Griinde auf, die eine
Existenzberechtigung fiir den Arbeitsbogen unter den modernen Mittel
des Unterrichts geben. Es wird hervorgehoben, dass der Arbeitsbogen
ein Mittel der in der Klasse ausgeilbten selbstdndigen Tdtigkeit
ist, der nur auf die LOosung einer Teilaufgabe im traditionellen
Lernprozess angewendet wird. Er bedeutet nichts durchaus Neues, er
fordert keine dauernde Verdnderung in den Beziehungen zwischen
Lehrer und Schiiler. Es kann als ein Mittel fiir das Zustandebringen
einer unmittelbareren Beziehung zwischen Lehrer und, Schiiler auf-
gefasst werden, denn durch seine reichen Informationen ermdglicht
es eine planmissigere Arbeit sowohl des Lehrers als auch der Schii-
ler. '

Auf Grund der Punktion unterscheidet der Verfasser zwischen
Arbeitsbogen und Testbogen'ist filr die individuelle Betdtigung der
Schiiler, der Testbogen dagegen flir die Kontrolle des Wissensniveaus
geeignet.

Von den didaktischen Werten des Arbeitsbogens wird an erster
Stelle die Rolle der Anwendung behandelt, dann wird die Behauptung
mittels statistischer Angaben demonstriert.

Es wird unterstrichen, welche Bedeutung der Tatsache zukommt,
dass der Arbeitsbogen die Schiilerleistungen ohne besondere Messung
registriert und nachpriifbar macht. Ein weiterer Vorteil des Ar-
beitsbogens beateht darin, dass'er auch die Einiibung der Lernmetho-
de ermoglicht. -

Es wird eine grosse Rolle der Riickkoppelung in der Anwendung
von Arbeitsbogen zugeschrieben, denn mit derer Hilfe kann der
Lehrer .seine weitere Tdtigkeit auf die gewonnenen Informationen
griinden.
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Es wird auch die in Inhalt, Form und Bewertung des A:beitsbo-
gens zur Geltung kommende Progressivitdat entworfen.

Es wird auf die Bedeutung der Tatsache hingewiesen, dass sich
wiaherend der Anwendung des Arbeitsbogens die PFunktion des Lehr-
buches verindert und die Arbeitskultur der Schiiler vorteilhaft
gestaltet. Der Meinung des Verfassers nach ist der Arbeitsbogen
auf Grund seiner didaktischen Werte in der Modernisierung des -
Unterrichts bedeutend. '
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