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Foreword

The paper which this formword introduces is an important one, both for the developer of protocol mate-
rials and the potential user. The paper is anmo sufficiently general in thrust that it could be of significance
to anyone in the theoretical foundations of education as well as others in teacher educalion. it represents
one of the first eiaborations of the concept of protocol materials written by Professor B. Othanei Smith since
he described the idea initislly in Teachers for the Rea/ Worid. The article clearly revesis certain of the
realities encountered by the authors in their interaction with the produce’s of protocol materials. The
experience of having wrestied with the problems of selecting and defining use’ui concepts around which
10 build protocol materials is strongly present.

According 10 Smith and Oriosky, the first problem is 10 determine the kind of conceptual domain from
which the concept arises in the first place. s it a common sense notion? is it 8 category that exists within
some ordered taxonomy? Does it exist as part of a nomothetic network? The next swep is 10 analyze the
concept, and the initial analysis is linguistic—aiways peshing toward the specification of observables
as a part of the definition. A series of definitional forms are described and the implications, problems,
sdvantages snd disadvantages of each for the development of protocol matsriais sre discussed. Following
the linguistic analysis is an empirical anslysis which leads 10 the kind of behaviorsl definition required for
actual production.

it is interesting that the Hudgins article appearing in Report No. 1 of this series aiso deais with the pre-
production phase in the development of protocol materials but differs from this article in quite interesting
ways. Both deal with an analytic phase, but in the Hudgins article the linguistic portion is given brief con-
sideration with the empirical phase dominant while in Wis anicle it is quite the reverne. It would be well
worth the reader's time 10 read these articles together. | belisve they will be found to be interestingly com-
plementary and both highly vaiuable to the producer of protocol materials.

L. D. Brown. Edver



The Development of Protocol Materials
B. Othanel Smith and Donald E. Orlosky

University of South Florida

In this article, we shall consider the development of protocol
materials from the standpoint of the developer. What questions must
he consider? At what points must he make decisions and what should
he take into account as he makes these decisions? This is the per-
spective from which this paper is written, but it is not assumed that
the order of exposition is necessarily the order of empirical develop-
ment. The sequence in which the various points are considered in this
paper is not necessarily the order in which they would be taken up in
the development of a protocol.

The Selection of Concepts

In order to begin his work, the developer must select an area in
which he wishes to portray concepts. Let us assume that after taking
into account a number of factors (for example, his interests, abilities
and resources) he chooses to work with teacher-~pupil interaction in the
classroom at the junior high school level. He might choose a different
grade level, a different setting (scaool, peer group, family, community)
or a different source of behavior (teacher or pupil), but the level,
setting and source of behavior are choices.that narrow the eventual pro-
tocol material to a specific situacion. The developer must then select
the aspect of interaction for which he will prepare a protocol. Let us
suppose that his inierests, resources, etc., lead him to select class-
room management and control as the specific aspect of teacher~pupil in-

teraction on which he will concentrate.




The developer now knows the area of teacher preparaticn he is to
focus upon, but he still does not know what he is to do in that area.
Which way of conceptualizing the various classroom disruptions and pro-
blems of management and control should he select? Should he consider
only the concepts that interpret the most frequent types of disruption?
Or those which enable the teacher to diagnose the most serious disrup-
tions? Should he emphasize those concepts which imply teacher control
or those which lead to group control? How the developer answers these
questions will depend upon the social and psychological orientation he
brings to the task of developing protocol#. But it makes little dif-
ference which point of view is taken by a particular developer, so long
as the total range of protocols developed does not neglect significant
concepts regardless of the orientation to which they belong.

However, there are considerations in the selection of concepts
which place more restraint upon the developer. These are by implica~
tion included in the foregoing suggestions, but they are so basic to
the development of a systematic program of teacher preparation that
they should be given explicit attention. Concepts seldom stand alone
in total isolation. They are usually related, or are relatable, to
other concepts, forming some sort of conceptual network. The power
and utility of a concept depends in part upon the network to which it
belongs.

There are at least three kinds of conceptual networks found in
educational literature. The first is a framework in which common sense
identifies and relates concepts to each other either by psychclogical
or material associations, although the concepts are vague and ambiguous

and the associations are typically tenuous. There is a set of common-



sense concepts about classroom control, some members of which are still
to be found in the literature of education as well as in educational
practice. Among these are: rules, misbehavior, mischief, stubbornmness,
willfulness, violation, punishment and reward. These concepts consti-
tute a loose system zith which teachers think about classroom behavior.
1f a pupil breaks a rule, his misbehavior may be attributed to willful-
ness. In this system, such behavior is typically corrected by punish-
ment such as denying privileges or the use of physical coercion.

The second kind of conceptual necwork is taxonomic. 1In a strict
sense, aAtaxonomy is an ordering of phenomena by laws or principles.
Plants and animals are arranged into phyla, species, etc., consonant
with the theory of evolution. Diseases are classified in ways that fa-
cilitate diagnosis and treatment. No taxonomic system in education is
as clear-cut as those in biology or medicine, nor are the principles of
classification as law-like. But Bloom's taxonomy of educational objec-
tives approximates the sort of order found in other fields, the objec-
tives being arranged roughly according to the order of complexity and
development.

To return to concepts of classroom management and control, is there
a taxonomic example? A number of attempts have been made to classify
discipline problems. Perhaps the most thorough effort is that of Kooi
and Schutz (1965). Using the principles and techniques of factor analy-
sis, they classified deviant acts into five classes: physical aggression,
pee.. affinity, atteation seeking, challenge of authority and critical
dissension. If these categories are dependable, they can reduce the mul-
tiplicity of deviant acts to manageable categories. Only by viewing a

given act as one of a kind can the teacher diagnose the discipline cases



in his class. If he were to attend to each as a unique case, the cogni-
tive burden would be overwhelming. But once there is a dependable taxo-
nomy of discipline cases, skills for dealing with each type can be worked
out and teachers can be trained to perform the skills appropriate to it.
The point of this analysis is that e taxonomy of disruptive behavior af-
fords a basis for selecting concepts for which protocols can be developed.
A uumber of protccols can be worked out for each of these five concepts,
assuming them to be dependable, making it possible to teach prospective
teachers to recognize a particular case as one of a kind.

The third conceptual network is one that makes possible the formu-
lation of laws or law-like statements. This is a nomothetic system. An
example is reinforcement theory. Among the concepts that make up this
theory are: operant and respondent behavior, operant conditioning, res-
pondent conditioning, extinction, positive reinforcer, generalization,
primary reinforcement, secondary reinforcement and shaping. These con-
cepts hang together in a theoretical network. By reference to operant
behavior, positive and negative reinforcers, shaping, and so on, it is
possible to formulate laws or law-like statements about how to change
behavior. The following is an 111ustratioﬁ: If reinforcers are withheld,
a response already learned is extinguished. Applied to discipline pro-
blems, this law means that disruptive behavior becomes extinguished if it
is not reinforced.

A nomothetic network has some advantages over the other two networks
as a source of concepts. For one thing, its concepts more readily issue
into "what to do statements" -~ which lead into skills. For another, it
reduces the burden of diagnosis. In reinforcement theory, for example,

the system places emphasis upon two sg.tuations: those in which the be-



havior is to be reinforced and those Where reinforcement is to be with-
held. But even so, there is need for protocols to develop the ability
to recognize kinds of behavior, types or reinforcers and so on.

To sum up, the selection of concepts entails at least two decision
points: the categories in which concepts are to be selecte1 and the
particular concepts to be selected. To make these decisions, the pro-
tocol developer must consider not only his resources, interests and
abilities, but also the significance of the concepts in the teacher's
work. The significance of a concept cannot, however, be defined entire-~
ly in terms of the common-sense network of concepts teachers often find
useful in trying to understand classroom problems. As 3 rule the common-
sense network is less effective -~ it yields fewer skills that result in
desirable ends. The significance of a concept, therefore, may be more
dependent on characteristics of the theoretical network to which it be~
longs.

This pattern of concept selection rules out the notion that an ef-~
ficient mode of protocol development is to select an existing recording
of behavior, usually made for another purpose, and then to search for
concepts to interpret it. Instead of this approach, the developer should
begin with clearly understood concepts and then develop situations that
call out the behavior consistent with the concepts. To do otherwise has
usually proven unproductive for a variety of reasons, a number of which
are treated later in this paper.

- The Analysis of Concepts

Once concepts have been decided upon, the developer of protocols

nust analyze them. Otherwise, he will not know what to depict in record-

ings of behavior. This is perhaps the most crucial task that the devel-



oper will face, for how well he performs it will largely determine the
quality of his protocols. How does one go about analyzing a concept?
It is an abstraction and can neither be pointed to nor taken apart as
a specimen in a laboratory.

To analyze a concept is to find out what is designated by the name
of the concept. If the analysis is to be useful in developing protocols,
it must be pushed to the level of observables. The analysis cannot be
left at the ievel of such abstractions as conditions, states and other
forms of being. Motivation, for example, cannot be defincd as an incen-
tive, and yet be useful in developing protocols. The analysis must be
pursued until the objects or events encompassed by the concept are iden-
tified, and the attributes characterizing it are identified. Perhaps the
first step in reducing the concept to an observable form is to express it
in a linguistic form. The concept is thus reduced to a set of verbal
meanings that can guide the search for the observable form embraced by
the concept.

Not all concepts are of the same order, and different definitional
forms are necessary to account for the variety of concepts that can be
portrayed in protocol materials. For the purpose of developing protocols,
it is suggested that concepts be expressed in one of four possible forms:
clusiification form, equivalent-expression form, open-context form and
conditional form.

The classification form of a definition provides for a concept to
be associated with a category, and to be distinguished from other concepts
by discriminating criteria. For instance, a teacher behavior such as ex-
plaining can be s«t apart from other teacher behaviors such as defining

by establishing the criteria that are necessarily present when explaining



is going on. The distinguishing element for explaining would include
the criterion that the teacher is always trying to account for a given
effect. Additional qualifying criteria that are necessary to distin- .
guish explaining from defining would be added until the limits of c..-
plaining are drawn.

In the equivalent-expression form, a concept is set forth by pro-
viding an expression that is equivalent to the word or words used to
name that concept. A series of qualifying criteria, such as those used
in the classification form, cannot be developed for relational ~oncepts
such as the intelligence quotient. The concept of intelligence quotient
can be expressed by using the equivalent-expression form and calling it
“the ratio of mental age to chronological age times 100." One could
then say in regard to an intelligence test: "'A converted score on the
test is an intelligence quotient', is equivalent to saying, 'A converted
score on the test is the ratio of mental age to chronological age times
100.'"

The open-context form provides a means of expressing concepts whose
definitions are impreciue because the boundaries of the terms are not
rigidly limited. When the limits of a term cannot be determined, it is
a temptation to avoid the definition and to consider the term undefin-
nble.‘ Sovereignity, freedom, democracy and happiness are examples of
loose terms that cannot be reduced to an equivalent-expression form, or
to a classification form, without finding exceptions to the definition
or restricting the definition to unressonable iimits. In these cases,
it is preferable to include the defining characteristics in the open-
context form. A definition in this form may be stated as follows: Hap-

piness is characterized by smiling, being physically relaxed, expressing



contentment vwith physicel and soclsl surrewndings, describing the future
victh pesitive anticipetion, eotc.

The faterpretation of behevior may very according to the conditions
that proceds the behavier. Ia such fnstances, the cenditions are o part
of the defiaition of & term, mA the conditicaal form {s apprepriste. If
o individual is breathing heavily end po-spiring, the iaterpretation of
his behavier depends on the conditions preceding the behavier. If the
iadividual heo just completed vigerews ectivicy ia o physical education
clase, or 1f the tndividusl 1s sbeut te sttend s d1fficult enamimation
whese results are critical, we may label the same behavier (t.0. breath-
ing heavily end perepiring) as fetigue or enniety, scocordiag te the cea-
ditiens scosvpanying the ovent. Seme COncepts con only be enpressed vith-
1a the content of the conditiens ia which they ecowr.

The detfinition of & tern 1s wndertahen 1a order teo ascribe certain
mu’ummdummummmcﬂum
Sane meenings. It 1is the task of the develeper of pretessls te chesse
mmmmmmuuumunmmmgm
linguistic forn to snarpen his definiticn. When comparing the iaitial
written definition vith o given linguistic form, it 1o 1ikely thet medi-
fication of the iaitial statemsnt will becems secessary. The limguistic
lmmumcmmnn“ommmdmm
and 1t 15 ealy theough writing the festures and cheresteristics of o concept
that the epprepriste fevem boossmss hmowe. One should cupress concepts
ia the wset presise liaguistic form, but completensse end asouracy osheuld
R0t 00 sasrificed. The overvidiang concors ia & definition o the clarity
vith vhich the cencept (s anelysed end the clerity with vhieh thet amaly-
ols 1o commmicsted to others.




As or example of the use of definitions i{n developin et
us look again at classroom management and coantril. e
taxonoaic schems of Kool and Schutz the protocol dev.. > to pre-
pare pretecols em "sttentiun seeking” es & form of disruptive behavior.
What does he do? The first thing perhaps is to review the litersture for
characteristics of atteantion sesking behavior. le vill doudtless find
that this ferm of disrwption is expressed ia & number of vays such as sek-
ing oilly questions snd making silly remerks. These are attridbutes of
behavier vhich the developer may express in s definition. MNe may begin
by suppesing that & clessificatory definition is appropriate, and define
attenticn secking 28 an emotional state iam which the irdividual makes
visecracks, silly remerks and wmnecessary snd wunusual noises.

But he will encounter troubles vith this fors. For ome thing, what
is on emetienal atate? la 1t & class of things fer which distiact in-
stances con be tdemtified? Or s it & cemetruct that carries little or
ne “freight”?! Ver amether thing, there sre other acts auch o8 seizing
ond hiding preperty of others thst msy indicate atteatien asoscking. How
seny sdditiensl acts com be identified is difficult te ferecast. Pur-
thermore, attention seching ia clearly net a relstional cemcept, and,
hence, not 1ikely te fit inte the equivalent-expression form. Nor do
there appeer to be sccempanying coenditions that vary the behavier and
1imit its interpretation, ss in the case of frustratiea. Seo, it looks
es 1if on open-eontent definition night be apprepriaste. It cem be atated
o8 follows: Attention seoking is charasterised by meking ummecessary
ond wnusual neflses, visesrashs and ailly remarks; ashing silly gquestions,
asking funny feses, ote. The definition is nevw epen for additiomal asttri-
butes, and the shbetrast enpressien "custisnal atate” which serves ne pur-
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pose is no longer in the pictufe,

A verbal anslysis of a cofitept 18 not the same thing as an empirical
anslysis. If it were, the dev®lopment of protocols woulu be re elv
simple. As indicated above, ¢he developer must p- rsue the ana. v to a
behavioral situation that exesflifies the concept, After he has attained
a fair degree of verbsl claricy. his task is then to contrive a situation
that elicits the behavior csl}® for by his definition. At this point,
his difficulty will cemter on the question of how to tell whether or not
the behavior actually called o¥t by the situstion exemplifies the attri-
butes which the definition speclties.

This point becomes clear "Men it is recognized that an attribute
(silly questiom, taking snothef's property, etc.) alveys occurs in a con-
text of mamy other acts that c#u, and typicslly do, blur the distinctive-
ness of the attributes in question. The distracting acts msy be so noisy
that an untrained cbeerver cee®ot tell which act is the sttridbute. He
cbeerves 50 many things happenidy coscurremely that he may become con-
fused and obeerve all sorts of lrrelévess hagrmmings snd meke sll sorts
of iaterpretations of the pro¢ftol. To inmmmsse the pedagogical utility
of the pretocel, the developer Nwst Control she gusber of verisbles in s
given situstion. This calls fOF giwple sitaustiams that clesrly depict
the relevent attributes or the “ae of poinsers im the protocol to indi-
cate the attridbutes, or both.

Mereover, it may be diffichlc ¢O tell whether or not the sttribute
is gemuine. Por instance, & gfi¢ent Ngy mahe & silly uttersnce without
intending to do se and is not fhereby sesking attestion. MNov is the de-
veleper of the protocel to tqll?! Of course, if he stages the situation,
the question hardly srises. Pt g independent cbserver will mot kmow
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the circumstances, as the developer does, and can assess thc student's
notives only from the behavior. If he cannot tell wvhether or not the
remark just happened to be silly, he is hardly in a position to inter-
pret the behavior. What cues must the de* "i1d into the protocol
to avoid this sort of quandary? The answ. ary from one protocol
situstion to another, but in general there must be enough disruptive be-
havior for the observer to form a network of observations that make pos-
sidble inferential connections from one act to another.

In summery, the breakdown of a concept into its constituent parts
comprises three operations: a verbal step that leads to the formulation
of a definition of the concept, a substantive analysis that consists in
the reduction of the definition to a behavioral situstion and a further
step that comsises in the idencificaxtion of attributes that represent the
ocsncepx. Tams are interrelated opemmtions and the owser of their per-
fermanse can wawy from ome protocol te another.

Ihe Usility of Concepts

Tue utilkity of concepts is less important in the development of pro-
tecols than in the use of protocols mn teacher education. For this rea-
sen, the various uses of concepts shamid be treated and illustrated in a
guide to accempany a set of protoceds. To understand the use of concepts
1is to understand the purposes they eam eerve. Only if the teacher edu-
cator is awvare of these purposes emm o shew the signifiisance of concepts
to the pssspective tescher or to ths smacher in servies. From such a de-
ssnstratisn of wtility the teacher in tvaiming can lessm to appreciste
a8 vell as vmimsstend the role of ecdumstional theory im his work.

What then aue the wses of concepse? Pirst of all, eoncepts are used

to tell whether or not a given event, object, act, etc.. is ome of a kind.




12

In an elementary sense this is what is meant by interpretation or diagno-
sis. If one encounters a strange event or act, or one which resembles
others 80 closely that is is difficult to tell which it is, he knows what
it is when he can classify it. As soon "o sees that it is one of this
or that | ind of thing, he has o it is. He can then be said
to have interpreted it; or if the event, act, condition, etc., is abnor-
msl, wve say he has diagnosed it if he tells what kind it is. The process
of classifying is one of the ways, perhaps the chief way, in which the
unknown is assimilated to the known. Without cencepts this process would
not occur,

To recsr to the theme of clsssroom management and control, suppose
that a student throws an object smd subsequently wesders arownd the ro-w
How are thes« actions t> be understood? They cewld W indications of
eithe attentien seskimg or 'critical dissensisa.” The teacher will not
understand these acts cerrectlv waliss he is able to classify them cor-
rectly. If these actions are associated with others that are clearly i:
the category of gttentiem sesking, ths teacher is apt to be correct if
he classifies these actions in that category also. Om the other hand,
they are apt to be signs of critical dissensiem if they occur in a con-
text of other acts that clesrly >eleng to this partienlar class. In anw
event, the samsbe: unicsmmands hehewier by claseifytng it, and the accwr-
acy of his cammgerizing ei1l setermine the cerrecsmsss of his understand-
ng, and partdy the adeguacy ¢f e subsequent treatment.

Another wse of comesapts is e Liiidg the formmlation and choice of
ssans and ends. The teasher is eanstantly tryimg to msmeuver from one
situation to ssether, ami the memauver entails mssms-ends relationships -~

that is, actiems desigmed to sttain s particular ead. Such an gction is
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a complex operation consisting of four elements: an end, means, condi~
tions and norms. The end is a srate of affairs toward which the action
is intended to alter. The means are those aspects of the conditions over
which the teacher has control and which Le incorporates in the action.

In any situation there is always more than one means available. From
among these alternatives the teachmw mmst choose, and his choice will
necessarily entail, at least impliriixly, the use of norms. This analysis
characterizes in general the frammsmwk in which a teacher operates from
moment to moment. In actual fact. me typically is not sware of this
framewvork of decision makirg. Evemmss sccwr too rapidly and vanish too
qurickly for the teacher to make smex sm amalysis. But if he has a de-
pendable conceptual system that hms ‘weeme second nature to him, he wil
make appropriate decisions almost ssmemeticelly when they are needed.
Reduced to its lowest terms, the mmmber’s bebevior takes this simple
form: perceive x, do y to get x.

To vecur agaia to the thews af clesevess wanagsmemt and control,
the teacher may interpret the ceadfition im winich he fimds himself a8 owe
in wvhich the disruptive behavior ssesm fves tiee pupil’'s need for resmg-
nition. The end is then concepmbis=g a8 8 state of affairs in whiok
the pupil's meed for attemtion i» wsmmg setisfied. To wove fwsm ome of
these states to another, the temiw cen chesws among a number of msems.
His choices will entail the use, « Josss Amplicitly, «f normss or valwe
concepts. PFor example, he can pm *» dhmeaptive pupil in a leademanip
role in a group sitwstion, cr ssk emm 3» mahe & special report to the
class, or to é0 any sumber of cthns Shilsgs thex add ts Mis status in cthe
class. The choice of weans wil) cepemd mar emby wpon Wés adbility to see

alternstives amd his understandtmg ¢ S mvecterisgics of the pupil,
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but also upon his view of the relative worth of the alternative means in
the educative process.

The third use of concepts, foreshadowed in the preceding paragraphs,
is to make predictions. Predictions are more easily made, and are made
with more security, with concepts that hang together as a system, for a
system facilitates logical deduction which is basic to predictions. In
its most primitive form a system of concepts consists in tenuous psycho-
logical associations. Cold war, red, Russia, radical, and communism are
associated psychologically. To think of one is to call up another: red
suggests radical, radical suggests communism, commmism suggests Russia
and Russia suggests cold war. There is no inherent order of these asse-
ciations and no logical connection among these terms. Thought moves rom
one term to another not by deduction, but simply by one term calling e
another by association. The closer the concepts of education come t= -wis
type of associative system, the more worthless they are as a basis Tee
valid inference and prediction. Serious educational thought does not wwwar
upon mere association of ideas. But under the pressure of classroom ev .cs
calling for quick decisions, the teacher's thinking msy regress to ther
level more often than is generally believed. To safeguard decision mmi.ag
in the classroom against this sort of associative thinking is one of o~
purposes of teacher preparation based on the use of protocol materials

More significantly, concepts are related to one another logically.

As noted earlier, the logical relations may be loose, as in traditioms
visdom where the terms are apt to be vague and ambiguous. But in taxc:
nomic lyltC_l the logicsl relations can be more rigorous, and even mese
80 in a nowothetic system. In these systems, inferences are more apt oe

be valid. If X is platinus, it can be dissolved by putting it in gemp
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regia. Platinum as a substance bears the material relation dissolves in
to the substance aqua regia. But with far more care than can be taken
here, the concept of platinum can also be related logically to the concept
of aqua regis so that the proposition "platinum dissolves in aqua regia"
can be derived. By the same token, if a student is an attention seeker,
his conduct becomes constructive by satisfyinmg his need for attention.
Her= attention seeking and recogaition are related in wmps contrary to
common sense. Accordimg to traditional wisdem, the stzamtion seeker wou.d
be punished for his disruptive condwrt instess of beimg ingratiated by
giving him s prestigiows task to perfasm.
lsanes Abgut the Developwsns amd Ugs of Prstocols

Certain issues sbout the davelegmant amd wse of mwotocols have arisen
from time ™™ time. Seme of these shemid be comsidemsi because the way thev
are resolved will affect either the wee or the satwee =f protocols, or boeh.

Some developers ss well as users of preasssls immimt that protocols
must be used inductively in the teachimg of esmcepts. They would have a
protecol presented to stwidsnts who wemid in tern arxiwe at the appropri-
ate concept by induction from the evemts exhibited in the protocol itself.
Others hold the view that the instruction should be didectic; that the
important thing is thet the concept is learned. Adwecstas ¢f the didactic
approach held that evem simple protocsis are so complex that the studemt
is likely o spend an umdse smount of time and to desl with meny irrele-
vant satters in the sbeemms of direct guidance by an imstructor. They
would have the instructer “set the stage” by indicating the concept to be
learned and then analysimg it. The protocol would then b viewed and the
student and uochor; would discuse the intarpretation of it, noting the
attributes and how they ase identified. Ratwsslly there ase weriations



of these two approaches, but, on the whole, the foregoing description
covers the essentials of each approach at the operational level.

This issue may turn out to be false. For one thing, neither .
search nor theorvy lends support to the sort of naive distinctions ordi-
narily made between heuristics And didactics.! There is reason to sup-
pose that these two approaches to learning, if thev are distinct, are
complemantary. There is little evidence to suppoxt the view that search
alome leads to discovery. Had Aristotle tried all of his life to con-
struct an airplane, he would in all probability hawe failed. The bits
of kmswledge necessary to the invention were simply not im his culture.
When tiee knowlaedge instrwmental to a discowerv is not knowm by the search-
er, discovery is unlikely. Furthermore, the ssarcher may not know the
procsdures to follow in mamking the discovery. The searcher is then likely
to fail also. The lesrner who possesses the vaguisite knowledge and pro-
cedures is wore often the ome who succeeds. Whether these are acquired
didactically or heuristically apparently meskes mo difference. For another
thing, the resasrch evidemme on the relative effects of these two approach-
es upon student achiwwement lends no veight to the wiew that either onme is
superior to the other.

A owsber of isewes hawe to do also with the demslopment of protocols,
One of these pushes the issue of didactics smd heuristics into the pro-
duction phese. A few developers insist that pwotocsls can be developed
effectively by firex recordimg hshavior and them sesrching for a comcept

to interpset it. Oukmr developars insist vith egual csmviction thst one

1 See "A comemgt of hamststics” by F.J. M Susmmid in Smsch (1971). Also
lassnins v Musvemy: A Critical Arprafemli. edited By Shulmewm -emd
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should know first all of the concept to be learned and ther -ontrive pro-
tnco'  to teach that concept. Assuming two protocols ot equal merit, one
developed inductively and the other deductively, could an observer tell
how each was dcveloped?‘ It would seem unlikely that anyone could tell
the diffessmce. The issue boils down in part to the question of which is
the most effn-ient way to develop protocols and in part to the question
of whether mmetocols inductively developed can be equal in merit to cthose
developed emductively. Finally, it should be pointed eut that ultimately
protocols mmet be developed to cover a catalog of concepts. This task
will requime systemstic planning, and it is questionable that the intui-
tive appremmm to development can meet the demands of a systematic plan
without exmmmsive waste of time and materials.

A submsedinate issue hinges on the question of whether '"to stage or
not to stage" the protocol. Sowe developers hold that protocols should
be a segmmmt of real life -- behavior that occurs naturally in the course
of snplamsed events. Others hold with equal conviction that staging offers
decided sisantages and no disadvantages compared to real life situations.
Staging, ameng other things, allows the control of distractions amd coor-
dination mtween the behavior and what the concept specifies. Insistent
demands fur resl life situations are perennial. The question is not "How
real is the situation?” It is whether or not an obsaswer can tell a staged
protocol fmam a real life protecol. This is an empirical questiom. But
it is liksky cthat the distinction would be se blurvad that s observer
could not walll the difSewrence. Furthermore, the wsin quastion is whether
or net the gpsetecol farflitates the acquisitiem of the apprepriate concept.
1f staged pesasssls do, this subordinate iseme wewdd hase little to com—

mend it as & gpmtst of dimcession.
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Ove of the pressing issues concerns the criteria for the selection
of concepts. Some aspects of this question have been dealt with in ear-
lier paragraphs. The point of emphasis here is how close a concept should
be, by inference, to skills. It was noted earlier that some concepts im-
Ply skills of teaching, at least weakly. For example, the concept of re-
inforcement has direct implications for teaching behavior. On the other
hand, upper socisl class, as a concept, has such feeble implications, if
any at all, that one is not clear what teaching behavior can be inferred
from it. Some developers hold that only concepts that imply skills should
be selected for protocol development, while others take the opposite view
contending that such a criterion is too restrictive.

In considering this issue, it should be remembered that skills do not
exhaust the repertoire of learnings that a teacher uses. He has attitudes
toward his pupils, his content field, or himself or his subject helps to
shape his sttitudes. If he classifies a student who is constantly unruly
as incipiently sick, his attitude toward the student will be different
from what it would be were he to classify him as criliéllly inclined or
"downright mean." Purthermore, s teacher's self comcept will sffect his
use of skills, although it implies no skills. Pwsetocsls can be developed

for teaching concepts that affect attitudes just as essily ss they can be

developed as a prelude to skills. Both are important.
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