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PREFACE R

The Teachm{ and Learning Process has been written wath the needs and ’
interests of pre-service and m-service educators n mind Because of the scope
and objectwves of this patticular monograph, the prnimary emphasis will'be -
given to the identification phase of the process. This monograph 1s an
attempt to examine both the theoretical and practical elements of the
process in which classroom teachers are wnvolved throughout their .
professional lves. It 15 also an attempt to s¢ek the commonalities among all
educational levels. While designed for the individual teacher, the text 1s
suitable for undergraduate and graduate courses and practicums or as a
workshop or wn-service referenge for teachers and administrators .

The purpoges of the book are (1) to provide a model to explain the

. key elements mpt(;xt teaching and leaiming process, (2) to examune each of
these elements, (3) to give teachers the opportumty to evaluate their
positions on and,‘or competence 1n each of these dreas, and (4) .to direct
teachers to more comprehensive sources of nformation Although by designa
brief overview of the topic, this text attempts to present fresh perspectives .
on concems and 1ssues of crucial 1mportance to practicing professienals in
their daily work with learners of all ages and at all levels.
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| CHAPTER'1 .
- -—A MODEL OF THE PROCESS

-

]

°

* INTRODUCTION ¢

The teaching and learming procéss does not lend 1tself to sucéinct .

"and simple description. It 1s wnstead a complicated process composed of

9 - s hers
_ many diverse, and at times confhicting, forces and elerents To describerit 1n

any other way would make as much sense as to represent the collective
bargaining process as a simple seres of meetings or to depict golf as a game
played with sticks, balls, and holes. * ,

To understand any process, one must f’n‘rst 1dentify and analyze each
of 1ts constituent elements 1n order to determine the role these elements play
1n the overall process. The teai:hmg and learning process, however, to some,
‘extent defies such careful scruting. Because our knowledge ofwts elements
and their nterrelationships 15 still incomplete, the best we can hope to
accomplish 15 to begin to make sense out of what we already know This
book therefore organizes and reports some of this knowledge and Tonsiders
the possible ramifications of these issues with which educators and
researchers are still struggling. e i

" Fortunately, many have made sigmficant contributions’to the
discussion 1 the past. Their 1deas are the basis for-the summaries presented
1n the chapters which follo. Thus chapter first discusses the elements of the

teaching and leaming process, and then provides a model for consideration

and guidance.

" COMPONENTS OF THE MODEL

« TTTTTT ‘”'-b’ -

1

" Searles ’(3&),29‘) has .described a system of Ynstructign as an °

interrelated functioning of three components — the sear¢h image (learning
“task), the learner, and the instructor. As the system operates, the three parts
are put mnto a reciprocating relationship, with each affecting the other and
each shaped by the other. Figure 1-1 depicts these three components and the

patterns of their interaction.

-
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bé changed. .

the wéb of feelmgs between
individuals workmg together

— pereeption screen, the unique and constantly changing way one

percewes the world (29, p. 81)

. Flgure 1-1 -
. System of Instruction

Searles describes his system as follows:  * .

The system is put 1nto operation by power put in by the instructor
and/or learner. ‘The instructor has the power of determiming the
structure of the leaming task and has a residual ex-officio power
granted by the institution He is the surrogate of responsibility Yor
the funcnonmg of the system and the meeting of the goals of th
system. The power he wields is considerable. The leamer’s powe
input is motwvation. Either mtrmsmally or extrinsically motivated,
he answers the call for action and also can put the system into

operation ds he discovers for himself, to varying degrees, the -

structures.




P’

Connectmg the leamer and nstructor arestwo forces One s the
feedback mechanism of the system that enables the nstructor to
determine how the learner 1s proceeding with the learning task

Also comnecting the two 1s a”chain of human interrelationships
which binds, to one degree or another, any two people who are
working together This 15 the strong web. of feelings which grows
between individuals, the degree of emotional att

own perception screen, the umque way that he has of percel

world These ways of percewving are an outgrowth of his whole
Rackground, env 1ronmental and genetic The screen 1s undergging a
constant revision, a{pew experiences come to the orgamsm’ (29,

pp 7980) o . .
;o

-
. .

Searles early has identified three major components of the teaching
and learning process and their interrelationships. Reaching the search image,
mastering the learming task, 1s pessible only through a dynamic process
triggered, regulated, and maintained by teacher and learner in an affectively
> charged environment Moreover, Searles continues by describing four
patterns which guide the instructor i setting his or her idiosyncratic style
of teaching. Three of these patterns — orgamzation (planmng) coheston
(evaluation), and time — “will recerve limited attention in this text The
fourth, pattems | of orgamization — the interaction of stibfect, teacher,
learner, and instruction m the formal teaching setting — will be the focus
To understand the interrelationships among, these elements for the purpose of
this discussion, some adaptations of the Searles model are ncccssnr)

I. The role of the learner i the process of teaching and learming
needs clarificaion "While the learner’s self-knowledge 1s
important, i the “average’ " tlassroom setting, the teacher’s
knowledge about the learner 1s more important \The defimtion of

“leather” should therefore reflect this emphasis.
"The moddl does not adequately reflect ther elements of
mstruction, although Searles discusses them elséwhere The
teacher’s knowledge about the process of organizing 1nstriction
1s more ihportant that what seems just to happen rather
mystertously as a product ,of teache'student Interaction
Thergfore an element focusing on instruction, and all that 1s

known about 1¢, should be ’sldd‘cd to the modél. " &

ERI!
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The teacher’s command of the content being taught should have a
plate 10 the model This includes the knowledge, abilitids, and
attitude$ developed 1n the Ctlassroom setting,

Mastery of thé learming task 1s the product of teaching and
]earnmg The 1nteraction of teacher, learner, subject, -and 1n-
struction 15 the process of teaching and ledrming An adapted :

model should reflect this.

Thus at 15 apparent that a new model will emphasize the role of the
teacher 1n the process of teaching and learning  This 1s not to “*play down”
the contrgbution of leamers, but rather to emphasize the importance of the
mstruz(.)rr\m the “average’” classroom 1n the very practical teaching world
In ther words, while the Searles model might more accurately portray the
dynamcs of leaming, the purpose of the new .model s to more clearly,
describe the role of the teacher both teaching and learming It 15 to this
model that discussion now turns

°
~

A MODEL OF THE TEACHING AND LEARNING PROCESS .

" With the emphasis on the role of she teacher, then, four elements
combine to make up the Identification phase of the teathing and learning
process. These are as follows.

-

Teacher knowledge of learners and how they learn

. “Teacher knowledge of self and of approaches to the teaching *
task
Teacher knoivledge of the knowledge, skalls, and attitudes to be .
developed 1 his or her class. /

. Teacher knowledge of organizing, structurmg, and sharmg

knowledge. |

Figure 12 graphically depicts these four elements as subsets of a larger set

or Identification 1n the teaching and learning process~ Although interrelated,
these elements are not mutually dependent, rather, they are separate but
parallel elements Each, however, must be fully at the teacher's command if . ~
the process 1s to operate at peak level. - =

The purpose of the teaching and learning process 1s to produce some -
- change 1n knowledge, abilities, or attitudes — that 15, learning As we have *
seen, the furst step toward meeting this goal is Identification The complete
model of the process has three other phases + Presciption, Application,
and Evaluation. Figure 1-3 graphlcally depicts the relatlonshlps among the
four phases
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Knowledge, /
. of .
Teacher

- of - d e
B Content .
. ~e A N .
’ T Fxgure 1-2
~ Subsets of the Identlflcanon Phase of the Teaching and Learning Process
<+
S ‘\ . o [ ’ )
B . /‘ ) . -
A .
. ' Su.ngatiye Evaluation ' . ’
: — —
’ % ‘
HIdentificatio Prescription —m _@pp']l,ication —>» Evaluation
" ‘ ~ . 4 ‘ .. - .
* 5 ' ) Y .
Lo ' . < “
s ac n <0
.. ’  Formative Evaluation . - .
. *°  Figure 1-3 N . :
’ ) ° Elements of the Teachm aad Leamm Process LBy
> : 8 g 3y
, - . \WJ :’ ke
vive
. Although this model will be dlscussed in greatel; detaxl in chapter 6,a bl’lef .
- description of each component may be helpfulhere The process begins with te

Idéntification, making decisions regarding tbe four elements described,
earlier. PrescriptionYthe planmng of objectwes procedures, and acnvmes
< 'then follows. The thjrd step is. Apphcatlon, the implementation of this

’ planning, mdlly, there 15 Evaluation of the prodiict of the efforts of_t.ead;\e:s
and lear “Formative evaluation provides the teacher with the

opportumty to reconsider all the elements and to make adjustrents while

feedback that can be used to, help stracture subsequent activities. *

-~

ST 11
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the process is under way. Summative evaluation provides the teacher. with'
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By using the symbolism,of the flow chart, 1t 1s possible to present a
* more complete model of the entire process For those unfamihiar with these

symbols, the following key 15 provided. ~ *

. ' .
- a process; a defined operation
st h

¥

.

.
~ input to or output from the system .-

] e v

v, —

A
1
'f‘ ' ' ‘.
- a ngision; a number of alternate paths possible
—_—

/ .

- Qconnec’tor; transfer to another point !

-

- parallel mode; beginning or end ofgtuo or more .
simultaneous operations . . .

v

~ a terminal point (start, stop, delay)

. .

Figuré 14 (on pp. 14=15) presents the more complete model used

to organize the remainder of this text. While 1t looks formidahle, the model .

descripes a fairly simple, commonsense sequence of steps which lead to a
fuller understanding of the teaching and leaming process. A brief
explanation of some parts of the flow chart strll: demonstrate this

~ The dotted lines which indicate the’ términal pomnts of the flow’
chart suggest that the model is not complete. As indicated previously, for

example, the model does not.clearly depict the contribution of learners to -

25

,the process. Further, teachers need a varniety-of qther knowledge, skills, and

attitudes for full preparation for classroom service The model includesonly |

-selected key ingredients. . >

The séties of columns at the top of the flow chart represent the four

parallel subsets that make up and ultimately produce the Identificaton phase
of the teaching and leaming process. The elements of each subset are

presented as a series of decisions, a sequence of questions requinng. = -

4

« . -

[
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— o
affirmative answers for sucgess. When responses are negative, a review or

remedial sequence (mdu.at by connector, nimber ore @ and shown at
the lower left comer of Figure 1-4) 1s nevessary After satisfactorily
completing this subprogram, one can retum to the mamn flow chart.

The four subsets — Knowledge of.Learners, of Teacher, of Content,
and of Instrucion — are the result, the output, of the four columns These
_parallel elements make up the Identification phase and, in turn, lead to the
other components. theprocess of Prescription, the product that 1s the result °
of Application, and the Evaluation of effectiveness The lines connecting a
negative decision on Evaluation with the three other components indicate
format1¢e “evaluatron . of this, applicapion  Connector number two @

* indicates summatne ev'aluatnon of the téachmg and learning process, 1t

shows that when the product of the process 1s not fully successful, there1sa
need to reconsider 4ll elements of the model. Something has gone' wrong, the
source of the problem shoald be found

- . . v . et -~
. ) . -
N .

APPLICATION OF THE MODEL
L

The remainder of this text discusses the components of this model,
briefly analyzing each substantive element. Emphasis will be on the
Identification’ phase and.its four subsets. The 1ssues addressed 1n each
question of the flow chirt will provide the headings for sections of the next
four chapters dealing with these areas. The treatment of Prescription,
Application, and Evaluation will, of necessity, be brief

" WHue the text 15 an attempt to discuss a variety of important issues,

the scope of this work .does not permit a complete review Readers who
I~

would ke additional information 1,2 particular area will find helpful

. sourees histed n the Bibhography and 'the Appendix .

O
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. - CHAPTER 2 -
. THELEARNER =~ " °
s

LEARNING AND LEARNING THEORY =~

It would be convement to begn the chapter on the learner by -
toviding a complete defimtion of learmng However, 1t 15 beyond the
scope of this book to examine i any substantial depth the defimuion of
this important concept The reasons for this dlfflculty will probably
become clear if you complete the followmg questionnaire, which
exammes various viewpoints concerning the nature of human, behavior

Table 2-1
Viewpoints on Human Behavior

’ Ditections. Mark the response that best explains your reaction to each
statement. Mark SA af you strongly agree, A 1f you moderate‘f}' agree,
U of you aré undecided, D 1if you moderately dlsagree, and SD if you
Strongly disagree. :

' ! Human bghavn 15-governed, controlled, and
: mantpulated b&wﬁhemal stumuli. i
.2 Human behavior Y¥'governed by the same umi-

versal laws that control all natural phenomena
3 The scientific method 1s appropriate to the
study of human behavior
- 4, Human behavior can be described n absolute
and objective terms
S _Humin behavior 1s predictable ;
6. Human behavior 15 only the observable expres-
sion and consequence of an essennally pnvale
- world of being.

— — — i e

—— — — —— i

— e mmm—— a—— et

— — it et

7 Humans are free;o make choxccs of their own ‘.
1 . volition rcgaralcss,of environmentak stimuli —y . — ———
8. Human behavior is'unpredictable and can only )
be described 1n relative and subjective terms — s — — —

=9. Each person 1s unique, with qualities thc wnch-
vidual does not realize
10. A “science.of humans'” 1s necessary to understand
human dwersity.

.
v ’ &
»
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" Philosophers and psychologusts alike have proposed and discussed
two models or images of humamty The behavionst onentation considers
human beings to be_passive organisms governed by stimuli from the external
environment ' Thrbugh proper control of environmental stunuly, people
can be manipulated, their behavior governed According’ to behavionsts,
the laws that govern humans are the same as the universal laws that govern
all natural phenomena Therefore, the scientific method evolved by the
phvsical sciences 1s also appropnate for the study of the human organism As
vou probably noted, the first five statements on the questionnaire reflect
this viewpomt

The last five statements present a summary of some of the major
assertions of the phenomenologu:él onentation. According to this view,
humans are the source of their acts, thus they are free to make choices inevery
situation The focal point of this freedom 1s human consciousness Advocages .
of this position feel_ that behavior 1s only the observable expression and
consequence of an essentially private, internal world of berig Therefore, only
a 'Tscience of humans™ which begins with expenence, as 1t 1s immediately
given in this world of being, can be adequate for a spudy of the human
organism (22) . )

Unless your responses to the questionnaire fall ngatly 1nto one extreme
(the first five 1tems) or the otHer (the last five 1tems), you probably face a-
fairly common problem While both views may have elements of truth and
while 1t may not be necessary to make a final choice, it 1s important to be
sensitive to the paradoxes possible 1n a hastily developed personal position

" The acceptance of either model to the exclusion of the other, or the nature of

the combination one personally creates, may have important implications for
one’s evervday professiopal life More importantly, teaching 1s an activity
which should emerge from some conceptualization of how learming occurs
Jt 1s the responsibility of each individual to clarify hisher viewpoint on
;EE process ) : ) . ’

A narrow definition’ of ledrming, howeévet; depends, at least in part,
on such conceptualization Therefore only a broad definition will be provided
here, one lacking the precision possible when all share a common view, but
general efough to cover a variety of perspectives Fraenkel's defimtion 15

of this type.

hach takes place in an individual that
ts not due to matutation Whe a person learns, that person thinks;
feels, or.acts in a manner that 1s Somekow differeit from the manner
in which he or she acted, felt, or thought before the learning took
place. He or she may have acquired a new idea or insight, may have

Learning refers to ¢hy chan

.

17
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improved an nold (ormastergdanew ) skill, or may be able to perform
at a higher level of proficiency than before Learming '‘may be
considered i change in m51ghts behavior, perception,.or motwvation,
or a combinatron of these " (11, p 106)

Adﬂed to this broad definition of learmng thould be an equally broad
charactenization of learning theory ‘A leaming theory 1s a systematic,
integrated outlook in regard to the process whereby people relate to their
environments 1n such a way as to enhance their abulity to use both them-
selves and their environments most effectively” (4, p 221) While'all who

‘teach have a theory of learning, not all are able to describe 1t with precision

Moreover, because psychology 1s a field of study charactenized by a body of
theory that is neither internally con§stent nor accepted by _all psychologsts,
avarigty of sthoals of thought 15 possible The task of practicing teachers,
therefore, is not only to clearly understand the psychological theory that

“guides their daily decisions but also to develop a consistent and systematic

theory to avoid a hodgepodge of methods lacking theoretical orientation and
perspective By studying learming theories and the history of gheir develop-
ment, teachers can gain insight into the harmonies and conflicts prevailing ©
at the present time With such insight, they shollld be able to move toward
developing personal theories, theones they can support because of thelr
mternal harmonytand educational adequagy |

It 15 well beyond the scope of this small book to review all the maj&r
theortes of learning Those interested 1 such a review will find suggested
readings on_this topic 1n the Appendix Five major types, howeyer — based
on an analysis by Bigge and Hunt (4) — will be briefly summarized here
' ‘The first group, the mental discipline theories, although developed,
prior to the twentieth century, continues to be highly influential in today’s
schools Mental discipline means that learning consists of disciphming
and training students’ minds Teachers committed to this view instruct to
exeraise the ‘muscles” of studentg, minds — emphasizing memonzation,
dnll, reaitation, testing, and strict, external discipline, and encouraging
the development of attention, will, and perseverance Examples of this
viewpoint are faculty psychology and classical humamsm

Another pre-twentieth century theoty is natural enfoldiag or self-

. actuahzation This outlook, also a nonexpenmental psychology of learning,

stems from the theorj that people are naturally good and, at the same time,
active in relation to their environment It assumes all people to be free,
autonomous and forwardly active persons reaching out from themselves to
make their worlds Considered the architects of their own hves, students

are allowed and expected to learn through the promptings of their own™

] 18
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P
mterests Self actualization has no room for the imposition of 1deis or

standards, coercion and prescription. of content or method have, no role
Learning and grow th are considered natuzal and proceed 1n accordance with

the indiudual s needs Rousseau, Maslow , and Holt are among the proponents

of this theory . <

A thid pre-twentiéth century view 1s that of apperceptlon or
Herbartiamsm  Apperception 15 idea- centered learming An 1dea 1s apper-
celved when 1t appears in one’s consciousness and is assimilated to other
Loﬁﬁcxous ideas Thus, apperception 1s a process of associating new 1deas with
old o A fuhdamental premuse 1s that there are no innate 1deas, everything
a person know s comes from outside Since there 1s no substantive mind to be
trained, learning cannobe a matter of disciphming or exercising a mind.
Rather, learning 1s the formation of the apperceptive mass that constitutes
amnd Teachers must therefore start with the expenences puplls already
have, enlarging and enriching them They doso by controlling the experiences
of the classrpom In this view, teachers ‘are the architects and builders of
students” minds and characters. .

Twentieth century systematic learming theories may be classified into
two.broad famihes S R (stimulus-response )- associatiomsm and Gestalt or
cogmtive field theory S-R bond, conditioning wath no reinforcement, and
conditioning through reinforcement are encompassed 1p the furst family

Insight, goal-insight, and cogmitive-field theory are examplcs of the Geftalt ’

. field family, which emphasizes: cognition 1n learning

For behaviorist or S-R associationist theorues, learning 15 a change in
“observablé behavior It occurs through stimul and responses becoming
related according to mechamstic principles Thus it involves the formation
of some sort of relations between series of stimuly and reponses. Stimuly, the
causes.of learning, are environmental agents that act upon an orgamsm either
to cause a-reponse or to ncrease the probabiliggof a certain kind of response
Responses, ¢ffects, are physical reactions of an organism to external or internal
sumulation. y "

For Gestalt-field theonsts learming 1s a process ofgammg or changing
insights, outlooks, expectations, or thought patterns In thinking about the
learnyng processes of students, thes theonists prefer the, terms person to
orgamsm, psyhologial environment to physical or biological cnbxronr;f;nt and nter
ation to exther ation or reation Such choices are not accidental They feel that
" the ggncepts person, psyhologial mmronmcnl and interaction help describe learn
1ng processes more clearly These terms enable a teacher to see a person, his, her

_environment, and his. “her 1nteragtion with this _emlronkr;t all occurnng at
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A bnef comparison of these two famlhes shopld be helpful. S- R
“associationists 1nterpret learning 1n terms of change thektrength of hy po-
thetical vanables such as S-R connections, associations, habit strengths, or ~
behavioral tendencies. Gestalt-field thectists, on“the othe# hand, efine
learning 1n tetms of reorgamzation of perceptual or cogmuve fields Con-
sequently, while*a behavionst-onented teacher desu'es to. change
observable behaviors’of students in a sigmificant, measurabf&wa),
field oriented teacher seeks to help stutlents change their unde;standmgs of
significant problems and situations (4) . .
In developing their outlook on learning, then, ‘teachers have 2 variety
of options from w hich to choose They may select one of the precgding theories
and adhere to 1t as much as possible Or they may expand tHeir options by

creating an eclectic positigh of their own, selectively borrowing and com- . /.

bining 1deas to form a personal view that is tenable, complete, afd consistent
The quality of teachmg can only be enhanced when teachers think thrdugh
the question of the nature of the learning process they want. to prompte . -

n students \ .

<+ SIMILARITIES AMONG LEARNERS} -

]

. Toenable teachers to apply the 1deas and principles presglied in this
Lhapter to a particular grade level, a brief discussion of de\clop en l trends
15 1n order . Cor

. Some cauttons, however, must precede such a discissior” Fmt-

one must remember that pred1ct‘ﬂn§ of agelevel development gencrall\ i

are based on mall samples of children, they may net necessanly be character*
sstic of all children Further, such estimates are 1n fact group predi¢tjons of
\average growvth and. development, they are not meant to be used s ndy-
vidual predictions Finally, developmentisa a product of the interaction of tswo
.major forces maturation, changes that ate  primanily the result of growth and
are relatively mdependent of ekeruse and traiming, and learning, changes that
are pnmanly the result of experience and environment As a chuld becomes
older, more changes are due to learning and fewer to maturation. Thus, changg 5.
1s less predictable. -
Biehler (3) has described quite clearly the common developmental
trends of students, based on the work. of Erikson, Piaget, and Bruper Table
. 2-2 summanzes these patterns. As you reag and study, the chart, complete,
1n your mmd at least, the "Implications™ column In other words, if one
knows that students at a given age generally exhibit a certain type ot charac-
teristic, what doessthat mean for the teacher of such students? For example,
since jumior high school students are hikely to be moody and unpredictable

.
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| .
due, n part, to biologial changes associated with sex maturation and
confusion regarding adult roles, does the teacher try to maintain consistency

i classroom management despite student ineonsistencies’ constantly change
to meet the needs of the class and individual students? try to obtain a trans-

«

fer to the semor high? get a refill of his or her Vahum pr%scrlptlon?

'

Table 2-2

\
Summary of Student Developmental Trends and Imphications Activity *

AGE LEVEL | DOMAIN

CHARACTERISTIC

IMPLICATIONS

-

Phvsical

I Extremély active, enjoy activity
for 1ts own sake

2 Need frequent rest peniods, don't *

’\t:()w when to slow down
3 Parge muscles more developed

those controlling finge's and hands
4 Have difficulty focusing eyes on
small objects
5 Gurls ahead of bovs on most aspects
of developmcnt .

1

Preschool
and
Kindergarten
. Socal,
. 3-6 Years R

I Quite flexible socially? willing
to play withi most other children.
'2 Play groups tend to be small, not ,
hghly orgamz:\l and change rapldl\
3 Quarrels frequent but short and
‘quickly forgotten "
4 Enjoy dramauc play .
5 Awareness of sgwroles begins .

-

Emotional

1 Expressemo&)ns freely and openly,
< anger outbursts frequent

2 Have many fears, some trrational

3 Jealousy fairly ¢ommon -

N

Mental

1 skillful with language, like to talk

2 Imagination and nventiveness at a

peak

.

Y
.
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:Bc'ased on Bichler (3, pp 134-99) o
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AGE/LEVEL

DOMAIN

0

*

Tabke 2-2 — Continued
CHARACTERISTIC.

—~

IMPLICATIONS

Primary

6-9 Years

" g

N

Physncal‘.

Extremely active, energy released

in form of nervous habuts

Become fatigued, eastly

Large muscle control sull superior
to fine coordination

Some sull experience difficulty
focusmg on small pnint or objects
Often"underestimate danger involved
in more danng exploits

More selecnive 1n choice ‘of fnendg
Liké orgamzed games but may be
overly donaerned with sules
Quarrels sull frequent, some
phystcal aggression.

Confipetition becomes noticeable,
boasting may be common <
Boys and garls begin_to, show duffer-
ent nteresys, alefough 1n varying
degrees

]

Emotional

2

Become alerttto feeling of others, .
at, tmes use this to hurt others
Sensttive to cniticism and ndicule,
have difficulty adjusting to farlure
Eager to pleasc teacher, like to help
and assume responsibihity

Mental

2

Extremely eager to leasm -
Like to talk, eager to recite

Begin to expenment wnh vulgar
language

Concepts of nght and wrong b'.gm
to-develop .

2%
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AGE/LEVEL

o4

DOMAIN

~Table 2-2 *— Continued
. ChHARACTERISTIC .,

lMPLléA‘TlONS

$

o

Elementary

9—li Years

L)

Physical

Growth spurt occurs, girlstaller and
heavier than boys of same age

Garls reach puberty, concern and
cuniosity about sex almest umversal
amp;lg girls

Fine motor coordination quite good
Bone growth not yet complete, can't
stand heavy pressure

Boys forgc dhead sg'cngth and

cndurancc

—

How

""Social

Peer group becomes powerful, begins
to replace adult influence

Interests of boys and girls become
more divergent

Team gamgs become more popular,
class spinit grows stronger

Crushes and_hero worship common
Begin to question school authonity
Schoal. 15 major setting for social
experiences

Parentd] influchce diminishes outside
home

—

Emotional

2

Conflict develops between group
code and adult rules

Begin to take extenuating arcum
stanges wnto account and become
moral relativists

Mental

Curious about almost everything
Set unreahistically high standards
for themselves, 1nability to meet
standards at imes leads to
frustration and guilt

Want to become 1independent but
alsorwant and need adult gindance,
causes unpredictable behavior

£ &
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Table 2-2 — Continued
AGE/LEVEL | DOMAIN CHARACTERISTIC  +.  {IMPLICATIONS
v . > ] . I
> ¢ I Gurls complete growth spurt, boys’ |1 ’
growth continues and may be
. ’ precipitaus ' .
> -2 Puberty reached by almost all, con- |2
- i .. | Physical cern with sex almost umversal
. . 3 Great deal of contcmbput appear- |3 )
* ) ance . -
* ’ 4 Poor dict and slocepmg habits 4 -
- 15 Limited physical and-mental 5 -
. * endurance : ' '
S
. 1 Peer group becomes source of general |1 .
" behavior, frequent conflicts between
peer and adult codes
Junior High Social 2 Feel need 1o conform, cliques 2
. * common . s
12-15 Years 3 Concerned about what others think |3 * "
_ of them, both fnendships and quar- s
Loo® . rels become more ntenst - i *
s 4 Gurls more advanced soc;:aﬂy than 4
@ bovs . 5
: + | > Likely to be moody and unpre- . 1 2 '
N y .
. ictable - ‘
. ' - 2 May behave boisterously to conceal |2 ,
* lack of confidence . LT
3 Anger outbursts may be common - {3
. * Emouional | 4 Tend to be th)Icram.and opwmon- |4
) . fted, probably dl!C to lack of self- :
.- R confidence . . : -
- 5 "Begin to,look at parents and teachers |5
more objectively, may be angry th#t |
1o they have been deluded 1nto attribut
e Ing ommiscience to mere mortals
1 Can comprehend abstract concepts to |1
increasing degree
Mental |2 Better able to understand moral and 2.
ethical prnaiples. * - -
. ‘ 3. Tendency to daydream and detour, |3 .
- nto fantasv E
. \ - .
-
24, ’
o ‘ . .
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AGE/LEVEL

: Tabl; 2-2 — Continuied -
"DOMAIN

- ’

r

CHARACTERISTIC

Physical

Pa—
1 Most reach physical matunty
2 Realization of probability of
no further physial changes due to
growth may add to self-conscrousnass
3 Sexual matunity established, male
sex dnive at peak

High School

15-18 Years

1 Peer group dominates lives, conflict
. between peerand adult codes
ncreases, pressures to conform
extreme
2 Preoccupied with opposite sex
3 Gurls sull more socially mature

‘than boys

—-—

Emotional

1 Adolescent revolt expresses change-
over from chiidhood to adulthoed

2 Incveasing independence leads to
frequent cohflict wath parents

} At close to maximum mtc\"cctual .
effrciency but lack experience .

2" Realize need to develop phi-

- losophy of hfe but find this

threatening
<

—

S
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Table 2-3 provides an additional opportumty to analyze these
summary data. Choose the age, ‘grade level wath which you are most familiar
or with which you are or will be working. Review Table 2-2 for this age
group and use this and any other information at your dispesal to complete
Table 2-3. ) v

t

. ‘ " Table 23 - -
Personal Analysis of Summary Data *
¢ Physical Soctal | Emotional | Mental
1 Charactehstics which most ! i !
sngmﬁcandy facihitate r
nstruction
2 CHaractenistics which most o ) :
sigmficaritly hinder
instruction )'t A N °
3 Charactenstics which mest -
sigmficantly facihtate : R - E
effective classroom - .. .
management * . .

4 Charactenstucs®which mbst . :
significantly hinder T
. effective classroom

management, *

5 Chanctenisics whch are . - .
most appreciated in a
* general sense

B -
.

T -
6 Chffictenstics which are '
most frustrating 1n a
gcncral sense : . -

’

. " DIFFERENCES AMONG LEARNERS,

Y

For most of 1ts history, education in the United States has operated
according to the policy that schools are the malders of children, In other
words, schools existed to prepare the individual for society through con-
formty Education®was considered something fixed and well defined —
a body of iforgation, skills, and attitudes to be leagned — and students
were considered educated to the extent that they could learn such matter

~ ‘According to this view, it was the responsibility of children to adapt them-

O

LRIC

selves to the school and 1ts conventions, needs, and interests. Those who were
unable’or unWilling to do so were considered uneducable.
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“Starting about fifty years ago, however, this view of education

“has gradually changed The general belef has become that schools must
teach all students, not*just those who are able and willing to benefit from

’ the standard curniculum. Further, 1t 1s thought that all students cannot be
expected 1o’ learn the same things under the same conditions  Thus each

chuld should be helped to devélop his.'her potential and abilities to the
greatest dégtee, based on an evaluation of individual strengths and hmuta-

tions ’ ) ’

Because we have ““discovered”’ individuality rather recently, we

« are just beginping to understand 1ts implications dnd to implement appro-

pnate programs. Perhaps the recent legislatve mandate (PL 94-142)

to individualize the activities of handicapped children wall have a salutary
effect on the programs offered for all children.

. How are learners different? The list s virtdally endless when one
considers differences among individual leariers It 15 formdable even when
one enumerates only differences among groups . Among the maﬁ;; sourges of
difference are heredity, environment, socioeconomic status, ntelligence and
abihity, sex, and personality. It 1s also possible to‘hist a vanety of more
pre&isely defined sources of dufference such as previous knowledge of or
expenence with particular content, leaming skill development, interests,
needs (socal, emotional, physical, psycbological,' and mental), attitudes,
rate of learning, degree of self-motivation, social and emotional development,

© % and cognitve or learning style. A final hst of differences to consider are
those which set children apart in the “‘exceptional”” category These include
problems due to retardation, physical handigapis, and emotional disturbance,
and problems of auditory understanding, visual understanding, 1nabihity to
concentrate, mabihty to leam to read, and 1nability to express oneself

- verbally or physically ' e '

hd 3

© o If teachers are to meet the new U.S. goal of education, to educate
all children with respect to their individual strengths and limitations, they
must develop an effective personal approach to individualizing instruction -
Such an approach should account for these differences by providing variety
in the goals and obyjectives for study, the content considered, the matenals "
. and resources employed, the methods and techriques used, the settings of ,
~  struction utihzed, and the form of evaluatign allowed The process of
individuahzing, shotld be based on continuing diagnosis, continuing indi-
vidual and group planning, and continuing evaluation and feedback
Although 1t 15 impossible to consider here 1n detail all sources of
difference, one general source — learning style — has direct relevance for
teachers and deserves some elaboration. Gregérc hasdeveleped the following

. ‘ 77 . -
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. phenomenological defimition *‘Learning style comsists of distinctive behaviors
which serve as indicators of how a person learns from and adapts’to hls en-
‘vironment. It also gives clues as to how a person’s mind operates’” (14,
.p 234). Style, then, 1s a pervasivé quality i#the behavior of an individual,
a quality that persists even when content is changed
After more than ten years of research, Dunn and Dunn (8) discovered
* that selected methods appeared to be extremel) effective with some young
sters but producedgnly minor gains in others Throu5h a review of the
hiterature and expenmentatlon they found that ‘learning style 1s the manner
1n which at least eighteen different vanables from four basic stumuli affect
a person’s ability to absorb and retain’ (9, p 3) To these researchers 1t
was apparept that regardless of age, ability, socioecenomic status, or achieve”
ment level, individuals respond umgquely to the combinations and vanations
.. possible among the elements of their environment These elements are env1-
ronmental —sound, hght, temperature, and design, emotional — motivation,
persistence, responsibility, and structure, sociological — working with
peers, alone, in pairs, n teams, with adults or 1n vaned combinations, and
ph)Slcal perceptual strengths, intake, time of day, and mobility Further,
the Dynns developed the Learning Style Inventory ( (LYY to identify 1ndividual
learnilg preferences for students 1n grades 3 through 12. The LSI uses
dichotofous 1tems and can be completed 1n approx1mate|y 30 minutes. Some
sample items are as follows I study best whent 1s quiet,” "I try to fimsh
what | start,” T hke to study by myself,” and “When I can, I do my
homework 1n the afternoon’” (9) The LSI1s a source of interesting diagnostic
information, partjcularly for younger students. ‘
Another research team, Fischer and_ Fischer’ (10), has developed
a list of 10 learning styles based on direct observation and experience and
enriched by fruitful discussions with sensitive and competent teachers.
A summary follows. .

W

.

\ oo .
1. The Incremental Learner — proceeds 1n a step-by-step fashion,
systematically adding bits and pieces together to gan darger
understandings .
2 The Intwtwe Learner —gathers mformatlon unsystematlcally,
s using leaps 1n various directions and budden m51ghts to arnve
at meamngful and accurate genefalization.

3. The Sensory Specialist — relies primarily on one sénse, usually visual

- or auditory, for the meqnlngful formulation of 1deas.
4. The Sensory Generalist — uses all or"many of the senses in gathenng -

information and gaimng 1n51ghts

. Q | . ¢ o - ' .- -
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. The Emotionally lnvolved——funcnons best 1n a classroom that 15
an emotionally colorful and vivid learming atmosphere- or an
emotionally active one 1n which active, open discussions occur
The Emotwnally Neutral — functions best 1n a classroom where
the emotional tone 1s low-keyed and relatively neutral. -4
The Exphatly Structured — leams best when the teacher makes
exphait a clear and unambiguous structure for learmng,

The Open-Ended Structured — feels at homg and learns best when

the learning environment 1s fairly opentended

The Damaged Learner —1s damaged 1n self-concept, social com-

petency, aesthetic sensitwity, or intellect i such a way that

he or she develops negative learning styles whlch are super-

imposed ont otherwise 1dedtifiable learning styles

The Edectic Learner — shifts learning styles, may find one or

another style more beneficfal but can adapt to and benefit from

others. (10)

At least brief mention should be made of another system for analyzing

student leamning style Through their Student Learming Styles Questiomnaire,
Grasha (13) and Riechmann and Grasha (27) suggest that the followmg
six learning styles can be 1solated-

B

Independent — likes to” think for hmself or herself; prefers. to
work on own, but will listen to 1deas of others, learns content he
or she feels 1s 1mportant, 1s confident 1n learming abilities

. Dcpmdent-—shows htele ntellectual cunosity and learns only
wwhat 3s required, sees teacher and peers as sources of strusture
and support, looks to authority figures for guidelines and wants

“to be told what to do.

Participant — wants to learn course content and likes to go to
class, takes responsibility for gettng the most out of class
and participates with others, takes part in class-related activities
but does httle that 1s not part of course outline.

. Avoidant —not interested 1 learning course content 1n the
traditional classroom, does not participate 1n the classroom;
is umnterested or overwhelmed by what goes on in classes

. Collaboratwe — feels he or she can learn most by shaning 1deas
and talents, cooperates and likes to work with others, sees
«classroom as a place for social interaction as well as content

learning, .

29
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6 Competitive — leams matenal 1 order to perform better than -
others 1n the .class, competes with other students for the re-
wards of the classroom, views classroom as a win-lose situation
where he or she must always win (Summary based on Berg-

, quist and Phillips [2] ’

\ —

>

When used as part of a systematic program of diagnosis which
includes the’use of existing records, informal questionnaires and invéntones,
sociometric techmques, systematic and informal observation, and referral
and consultation services, these techmques or .schemes for assessing and
analyzing individual learning styles provide an opportumity for the teacher
to bctter understand all the learners 1n his or her classroom * ’

% .

N MOTIVATION o :

Why some pupils seem to have a greater desire to learn than others
1s a question that has troubled teachers over the years In theit search for

’

. ways to arouse-the 1nterest of students, to motivate, teachers have developed

a varniety of iechmques Interpretations of motivation,- however, reflect
differences between two major viewpoints on<approaches to*teaching and
learming These are based on the 1deas of two philosophers, John Locke and
Gottfried Leibmtz Agam Btehler's (3) descnptlon of these differences
18 perceptive and a summary follows. —

Locke arguéd that the mind of a newborn child 1s a *‘tabula rasa,”" .
or blank slate, on which sensations, experiences, and associations make their,
mark He saw human beings as essentially passive orgamsms that react only
when stimulated The behaviorst-associationist-environmentalist view of
learning, then, 15 based on five presuppositions denved from this Lockean
view 1) what 1s external and visible 1s of primary importance, (2) ]eammg
ts the substitution of one effe¢tive stimulus for anothet or of one responsé
for another, (3) what 1s small and relates to the parts 1s of greater concern
than what 1§ large and pertains to the whole, (4) ammals and humans are
basically equivalent, and (5) what comes earlier 1n dewelopment 15 more
fundamental than what comes later- Proponents of this position study moti-
vation by analyzing observable behavior, attempting to trace associations
built up between stimul and responses, concentrating on specific reactions,
doing much of their research on ammals, and emphasxzmg the 1mportance
of early expenences The. behavionst-associatiomst view of motwation.
thus places great emphasis on external behavior and on the ways.1n which .

..
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responses are remnforced For example, 1f a teacher expenences problems
1n encouraging students to learn, the behavionist-associatiomst is likely to
attnbute this to conditions that have been arranged improperly or to rein-
forcement that has not been supphed advantageously.

" Leibmtz,. on the other hand, argued that human beings are not

jpassive, blank slates but are self-propelled and.perpetually active in mampu-

lating what they sense and expenence according to their own inherent.
nature. Thus, the pée¥Bh 1s seen not as a cdllection of acts but as the source
of acts, and activity 1s seen not as the result of stimulation but as purposive
In thissaew, Locke's five presuppositions are reversed. (1) what happens ’
on the 1ns the outside) 15 of pnmary importance, (2) learning 1s
regarded as the perceptionof-sew_relationships (not the accumulation of
associations), (3 understandmg of strueture, e whole; 1s essential (not
what 1s small a%d molecular), (4) higher-order. animials humans are
different from lowerorder ammals (species are not equivalent), amt (5).
present expenences (not past experiences) are of primary importance. This
pont of view, therefore, 1s the foundation of Gestalt. psychology and
cogmtive-field theory. Proponents are botheted by the assumption that
student motvation requires rewards for $pecific actions Instead, advocates
" of the natural view of development and the discovery approach stress.that

¢ learning activity should be — and can be — its own‘feward (3)

A consideration of the basic differences between the Lockean and
Leibmtzian views, then, can help’ teachers understand the differences n
systematic aEproaches tomotivation They can use the well-known approach
of Skinner and other adherents of the S-R associatiomst viewpoint as one *
base for decysions and plans concerning motivation. In other words, through
careful control and manipulation of the learming environment and through
use of approprate reinforcements, teachers can arouse and sustain interest
in learning. Some, however, question the desirability and long-term effects
of such techmques, feeling that they place too much emphasis on control,
manipulation, and Machiavellian power, that they hmit rather than enhance
learning, and that they 1gnore important differences between animal and
human behavior. .

Motvation theory based on the Leibmtzian view, uses the gratlflca-
tion of a hierirchy of student needs defined by Maslow ( 20) to arouse and
sustain learning, According to this, view, when a persop’s lower '’ “defl-
clency’’ needs (physmloglcal safety, belongingness and love, and esteem)
are satisfied, he or she will feel motwvated to satisfy the higher ““being”
needs (self-actuahization, knowing and Understandmg and agsthetic) —
not becauser of a deficit but because &% desire to gratify the higher needs
Because st is assumed that the child will choose wisely if given.the chance,




.

“the basic approach to education involves arranging attractive learming situa-

tions so that students can select activities with personal appeal or value.
Instead of the teacher supplying renforcement, <the child’s self-chosen activity
becomes 1ts own reward Cntics of extreme interpretations of the Leibmtzian
view as applied to motnagion desctibe such approaches as permissive and
romantic. They feel that the lack of gwidance possible in such approaches

will leave students entirely at the mercy of chance, resulting in adisorganized
’

" sharing of ignorance s
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Classroom teachers, then, can make a chorce They can follow one
or the other view or can make use of techmques practiced by-bath camps.
In any case, it 1s important to.keep 1n mind the assumptions underlyl each
point of view As Biehler points out, ““You might strive to function as a
Machiavellian romantic — or, if you prefer, a romantic Machlavelllan?

Por
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, THE TEACHER -
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MODELS OF TEACHING -

In their choice of a title for their vividly written book, Pullias and
#  Young (26) have summanzed a message good teachers have conveyed to
thewr charges for many years — A Teacher Is Many Things Teachers are, Neer
all, required to éngage in many profsional roles, often simultaneously. No
. °single aspect 1s the essence or the whole of the teachmgyand learning process.
A sense of the multiplexity of teachet roles can-be gained by completing
Table 3-1 which follows. It 1s also hoped that this activity ‘will provide
an opportunity for each teacher to analyze the personal and unique combs-
" & ndtion of roles that leads to the creatlon of her/his teachmg self.

L

LS e e Tablen q
.. Roles ‘of the Teacher*

Directions. Circle the number indicating the relative emphasis that you place
on each of the following teaching roles.

2

v o Little Much
. . e . a .” Emphasis _ Emphass
I A gude — leads students on the learning
*  joumey e 1«2 3 4 5
2. A teacher — helps students learn thmgs fge oo
they do not know and understand what e % °
__they leam. - - 12003 4 / 5
<, 3 A modemizer ~ translates expefience into o .
terms that have meaning for §tude o - .
bndges the gap between generitions ﬂyr P &
+ students I - 2 1, o 4 €5
4 A model — 1s an example for students 1 20 ¢33 4 5
5. A searcher’— constaw secks t6 under- T
" stand’ what he/she doesn’t know . 1. 2. 3 4 5
6. A counselor — acts as cpnfldant and M
friend to students.e = . e 1 2 3 4 5
7. A creator — demonstrates and releases - n - ° o
the creative process., - b2 3 4 s
) 8 An authority — knows more than. those who . i .
i * share the leaming joumey . I 2 3 4 5,
C—— L .
i *Based on Pulfias and Young (26). \ '
P - o33 '
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Table 31— Contmucd

. ; < Lirtde ‘ Much
' . Emphasis _ Emphasis

9. An mspirer of vision — releases and develops _— ‘

what 1s in the leamer | . 1
10 A doer of routine — handles rdutine '

“tasks attenuvely and cfficiently

A breaker of camp — helps leamers leave

the old in order to expenence the new.

A storyteller — uses human sound to

re)ton hife to learming.

A scene des:gncr — creates a setting apd
mood for leaming !

A builder of commumty — works wnh and
1n the commumty.

A leamer — léams and grows with his/ \ .
her students i

17 = A facer of reality — accepts students with
their strengths and weaknesses and places
their attnibutes 1n proper perspective.

18 An emancipator — frees students from un-
fortunate self-images, from ‘ignorances,
and fropy feeings of rejection and -
fenionty.

l%: An evaluator —&constantly evaluates the
gpeed and direction of students’ learn-
ing and his/her teaching.

20. A conszrver — helps students remain patient
mn.Jess important situationg 1n order to be

.  effectve in more mportant situations.

21. A culminator’ — brings focus to the process
of learning by provndmg a sense of com-
pletion_ and achievement

22" A person — is a growing human bemng: -

'N'. § .-

=" Among many other roles, then, teachers are advisors, facilitators,
instructional managers, curriculum designers, dlsc1plmanans, academic in-
“struttors, and evaluators of instruction. They seek alternative methods. to
fulfill their duties as teachers and try to expanid their ways t& be meaningful
to students. Drawing upon a variety of teaching models in order to combine
these roles in a program that is enlighteried, inspired, consistent, eff1c1ent,
" and ‘effective, they master a repertoire of teaching approaches to use In
carrying out the roles. . .

¢ . N
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Different roles require different teaching strategres In their three-
volume Mgdels of Teahing senes, Weil and Joyce describe a number of models

, which mlorporate teaching strategies based on defendable theores of hurman

learning, grow th, and development. According to their definition, *‘A model

“of teaching onsists of guidelines for designing educational activities and

environments It specifies ways 6f teaching and learning tifat are intended
to achieve certain kinds of goals” (31, p 3) The authors group the modelson
the basis of their chief emphases — the ways they approach educational goals ~ *

and means — and orgamize them wito four famibes,

1 Soual Interation Models These emphasize the relationships of the
individual to society or other persons and focus on the processes
by which reality 1s socially negotiated Models from this oren-

. tation give priority to the improvement of the individual’s abihty
to relate to others, the improvement of democratic processes,
and the 1mprovement of society but also are concerned with the
development of the mind and self and the learning of academic

_subjects. The Role Playing Model, the Jurisprudential Model,
and the Simulation Model are examples. (32, pp 3 "and 22)

2. Information*Processing Models These share an orientation toward
the information processing capability of students and toward the
systems that can improve their information processing capability
Information processing refers to the ways people handle stimuly
from the environment, orgamize data, sense problem‘s,~ generate
concepts and solutions to problems, and employ "verbal and
nonverbal symbols. While these models share an emphasis

4 on ntellectual development, they are also concerned with social

relationships and the development of an integrated, functiomng
self. The Concept Attainment Model, the Advance Organizer—
Model, and Inquiry Training Model are 1pcluded 1n this family
(31, pp 3 and 21-22)

3. Personal Models, These share an orientatio\ toward the individual

/ and the*development of selfhood. They emphasize the processes

by which individuals construct and organize their umque reality
They focus on the emotional life of individuals and on helping

__indivrduals develop a productive relationship with their environ-
ment. Exantples of this family are Synectics and N;mdue‘ctive
Teaching. (33, pp. 3 and 22)

4. Behamor Modification Models. These evolved from attempts to
develop efficient systems for sequencing learning tasks and §hap-
ing behavior by mampulating reinforcement. They emphasize

35
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changl'né the external behavior of learners and describe learning
" In terms of visible behavior rather than underlying and unob-
servable behavior. (31, pp. 3-4) - o

While some philosophies of teacher education maintain that a teacher
should master a single model and use 1t well, Weil and Joyce believe that
very few teachers are so limited in capacity Instead, they suggest that most
can easily develop six or more models to use i carrying out their varety
of roles: ““Growth 1n teaching is the increased mastery of a vanety
of models of teaching and the ability to use them effectively” (31, p 4)

CONTEXFS AND ORIENT ATION OF TEACHING

The environment in which the teaching and learning process takes
place is also a vanable controlled by the teacher. In an effdit to help instruc-
tors understand the range of choices available, Bergquist and Phillips (2)
have established a useful framework for classifying styles of educational
environments. The following is a summary of the six styles they define.

-

1. Teacherzorsented envronments In these traditional classroom setings,
- seats generally face toward the front of the room where a teacher 15

routinely behind or beside a table or lectern. At times, seats may

be p«;rmanently fixed.

2. Automated environments These settings use instructional tech-
nologies, 1ncluding audio-tutotial instruction, programmed 1n-
struction, computer-assisted instruction? educational televidion, ,
teaching®machines, and so forth. Room design matches 1ts use

3. Interaction-oriented envyronments Semlﬂxar settings, where students
and feacher(s) face each other or where chaurs are arranged in
circular fashion or are located around a table, are typlcal of this

~  style of environment. The setting here may be quite informal.

4 Student-oriented emaronments Through independent study, contract
learnng; and the hike, students learn 1n what 15 usually a nonclass-
room setting. §tudents make use of libraries, museums, lounges,

- study areas, their homes, and.so forth. .

5. Sheltered zxpcruncc'omnud enironments This style uses simuldted
expériences, such as games, role plays, and ipstructional simula-
tions  Examples include laboratory expenen%, apprenticeships, ,
practicum experiences, and workshops. ”

‘ 6. Experience-onented environments Activities common to this style -

include field experiences, on-the:job experiences, work-study
» programs, internships, academic credit for hfe experiences. They

take place in nonclassroom settings. (2, p. 17)

’ ‘ .
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° Table 3-2 provides the opportumty to rate your use of each (h‘ these
six styles of educational environments 1n order to determine which styles
recerve emphasis 1n your teaching. o .

. Table 3-2
' ’ Styles of Educational Environments .
Directions Carcle the number mdicating the relative amount of tume you’

devote to teaching n each environment
Little Much

Coy Time Time
| gfFeacher-oniented envigonments { 5
2 Automated environments 1 3
3 Idteraction-onented environments 1
4 Student-onented environments B
5 Sheltered expenience-oriented enviranments 1
6 Experience-oriented environments 1

TEACHING STYLES

Just as learners have their own styles, their own set of disuinctive
behaviors wuch serve as indicators of how they learn from and adapt to
their environment, so do teachers have their distinctive teaching . styles
Mann (19) has defined six different teaching styles which Bergquist and
Phillips later developed into an instrument. They are summanzed as part of

" the actvity included 1n Table 3-3. Completion of this activity should help
you 1dentify the charactenstics of your own persopal style

,_ Table 3-3
Teaching Typology* T
Directions. Carcle the number that best charactenizes your use of each style

Unlike * Like
) . Me Me °

1 Espert | see myself as a subject matter c&pcrt. 1 5

and 1 define my classroom role largely as.an -

formation-giver My professional background has

made me more knowledgeable 1n certain areas than

most people, and 1 think students like to be

my classes because they want to learn as much as

they can from me -

-

* Adapted from Bergquist and phl“lds (2.p ZZ)‘
!/ : '
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Table 3-3 — Contnued

Unlike

. ° Me
2. Formal Authonity | c.&t. work to be handed 1n 1 2

on ume, and I insist that 1t be 10 the corgget
form 1 make the rules for fiy classes and ex-"
pect my students 10 follow them. Because we are

ot evaluated all our lives 1n whatever we do, sfu-

dents might as well get used to it | hike 1o

*be éh control when I'am teaching * -

3 Socubzmg Agent Many of my students develop . 2
quitte an interest 10 mf field and later go on o ’
pursue college studies an this disciphne o, o

Whenever my best studentg do that, I fect great
satisfaction Fam, constantly on the alert for
promising students You might say that 1 see -
myself as a gatckeeper, a recrurter for my field
4 Faaluaor 1 think my job 1s 1o respond to the I 2
learning goals of my students, even where their
goals and mine are quite dfferent 1'do not feel
comfortable tclling students what they should

leamn 1 believe 1n taking students on their own =~

terms, so | do a lot of hsteming and question-
ng. I want to enabte students 0 learn what they
think 1s worth learning ¢ )
S Ego lal Students look up to me, not so much as 12
an expert,in my disciphae bt as a model for hv-
ang. | suppose 1t has something to do with my en- ;
crgy and enthusiasm for what 1 am doing,Students
may not remember everything | have 5a1d, but when
the course is over, I think they have been 10-
spired fo find something that 15 as, hberating and
exciting for them as my, wrk 1§ for me,
6 Person 1 leam as much from students s they 1,2
learn from me. Teaching 15 a dynamic social sys-
tem, and students and faculty should leam from
each other. I teach’because I value personal : §
growth, my own as well as othefs. | try to
creatc an atmosphere of trust and openness m my
courses, and'! have no qualms about talking gbout ~
‘my own feclings and efpencnces, even nopaca-
dcmlc ones. | want students to know that |

cxlst bcyond the classroom as well as in 1. -
. . /
/ . ! -
i
: T x40,
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, PERSONAL FACTORS  * .

While researchers are still trying to determine exactly which teachin
behaviors make a difference in student learning, especially as related é
student performance, the utility of some basic teaching behaviors in prototing *
growth n learners generally has been validated. For the present at least;
these behaviors provide a reasonable yardstick for evaluating teaching
effectiveness (23) ° . N N

Some of these teacher behaviors are the direct product of preparation
for and instruction urgeaching. For example, a prospective teacher’s expert
knowledge of his, her subject and ability to present such content with
clanty can be measured objectively and with some precision. Other behav-
1ors, though more difficult to develop and asséss, also lend themselves to
this more scientific approach to teacher education. In other words, 1t is
possible to help the preservice ‘or m;service teacher develop the ability to
communicate effectively, to ask better questions, to hsten carefully, to
motivate consistently, and to use indirect teaching techmques — and to
evaluate these skills fairly. I ‘

Other teacher belaviors fit less neatly into, this scientific and objec-
tve model: Research, for example, indicates that a' “'good” teacher 1s en-
thusiastic, warm and .sensitive, dnd flexible. While 1t 1s ‘possible to list
behaviors which describe” enthusiastic, warm, or flexible teaching and
while 1t 15 reasonable and desirable to attémpt to develop these skills i
teachers, 1t 1s net necessarlly possible, reasonable, or desirable to fO{CC
another human being to bend his, her personality and attitudes to meet any
particular model or style. ~

"Personahty and attitude are 1mportant, however Although® no
single combnation of know ledge, skills, and personal forces 1s required, some
combinations are clearly more effective than others It 15, the responsibility
of the mdividual teacher to develop that effective personal combination
It 1s the responsibility of pre-service and n-service teacher educators to
assist 1n that search for growth; :

/




..  CHAPTER4 . .
' INSTRUCTIONAL CONTENT = -

This chapter wrll discuss a third element of the teaching and learning
procgss, the content of ‘courses. Because this topic receives a great deal of
attghtion 1n teacher education programs, 1t will receive only a bref review
he iformation, however, 1s orgamzed and presented soas td stimulate recall
of already- leamed matenal and to provide new ways of orgdmzing this .

material. \© ’ -
N

e

o s

‘ STYLES OF INSTRUCTIONAL CONTENT

_ Most pre-service and wn-service teachers are probably quite famlhar
. with the classification scheme developed more than 20 years ago by a small |
_group of researchers workmg under the direction of Benjamm Bloom. The

scheme describes three * “domains” of learming. (1) the cogmtwe domam —
concerned with the acquisition and mampulation of factual information, (2)
the affective domam — concerned with such things as emptions, traits, atntudes
reactions, values, and moral ]udgments and (3)-the psychoniotor domamn —
concerned with the development of physiological skilis (5). .
Bergquist and Phillips (2) have suggested a shghtly dlfferent way of _
organizing the domains of teaching and learning, one particularly useful for
instructors of secondary and older students Their scheme_describes various
styles of instructional content n.terms of thgee relatlvely independent
" categories Table 4-1 describes thie categones as part of the activity Com-
pletian of this activity should help you understand the. categonies and will
provide the opportunity to rate your use of them. Subsequent sections of this
’chapter contdin bnef analyses of each style. : -

3




k ) o U Table4l T o
Styles of Instructional Content* -

Directions. Circle the number indicating the relative emphasis that you place
on each of the followng content orientations

h ’ ‘ . . Little Much
. - Emphasis Emphasts
V- ’ 1 Cogmywdy Oriented Content: This kind of content s . -
primanly related to the acquisition of new informa- <,
. tion or the reorgamzation of existing information
- Cogmuive content 15 usually conveyed by means of
-+ a lecture, classroom discussion, reading, or vanous | ¢
technological means such as television, audio-
tutonal, and programmed nstruction Cogmtive
acquisition 1s usually measured by means of objec- )
- . e tests, papers, or highly structured interviews. 1 2 3. 4 5
. 2 SkillsOriented Content Courses with this cortent
onentation are concerned with cffective perform- .
ance of specific tasks Skills-onented“content 15
_ usually conveyed by means of lectuning, modelirig,
practice, and immedhate feedback The acquisition
of these skills can be rather easily assessed by
- : means of performance tests which measure speed,
' - accuracy, endurance, and so forth 2 3 4 5
3 Affatiwely Oriented Content: This content 15 rclated t0
an ncreased understanding of and, 1n some -
stances, control over the subjective aspects of one’s
personal hfe (such as emotions, attitudes, values,
“self-images, and fantasies) Affective content 15
usually conveyed by means of persohal expenences )
that are erther spontancous, as 1n some fieldwork,
-or planned, as 1n simulations and certan kinds of
group actvities. The acquisition of affegtive content
1s difficult to measure, though 1t 15 usually assessed '
through more or less subjective means, such as , .
interviews, diartes, and essay examinations. 1 z 3 45 5

.

—_—

~

*Based on Bergquist and Philhps (2, pp 15-17)

’

£ FCOGNITIVELY ORIENTED CONTENT,

. Most classrooms tend to be oriented toward cognitive learning, The
es  nchnanon of teachers to accept this traditional role as a pfimary focus of
their teaching does not, howevet, eliminate the need for careful and thoughtful

, planning, A'major task remains — the selection and otganization of the .
subJechatter to be taught. The vast amount of important information
41 .
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from whichto choose, makes this a difficult problem. Although teacher
choices are narrowed somewhat by the nature of the curriculum set by the
 school or district, much freedom and/or flexibility are nonetheless generally
available Purther, these teacher decisions can have great iinpact on student
interest and motivation. ‘ ) g
’ A first step toward solving this problem 1s to select and order topics
that make up a course outline It 1s important to avoid selecting both too
many or too few topics In the former case, development may be too Limited
and superficial; in the latter, the year's work may be too narrow and
limited in scope It 1s also important to choose certain content over other
. content carefully and purposefully Ope’s rationale for curficular decisions
must be clear, based on goals and objectives stt for the course, preferred
teaching and learning styles of those in the classroom, and philosophical
* and pedagogical needs In short, such decisidns involve many personal
considerations. .
A second important step is to select the kinds of subject matter to
be emphasized Some would suggest this is a matter easily settled since 1t

is”the teacher’s role to help students learn the “facts” — those testable

propositions or stat whose truth is contihgent upon the presence of
empincal evidence with which any disinierested or impartial observer would
agree and whose truth or falsity can be tested by anyone desiring to do so
(11). It is impossible, however, to teach all available facts, even on any
one topic. Fraenkel suggests that what we need isa viable method of select-
ing information that will have maximum educational value. Further, he
proposes: - : |
Students need to acquire as much factual information as their indi-
vidual capabilities permit, since facts are the building blocks of
knowledge. It is impossible to make sens¢ out of the world without
facts, since they tell us something . . . about-eccurrences, incidents;
" events, or individuals which exist today, or have existed.in the past.
Bit students must also learn how totie together the facts they acquire
' iz‘to meaningful relationships of various sorts that will help them
understand and explain more fully some part of their personal or
~ social existence. o

Thus, if you wish to help students under;tan_d themsflves and their
world more completely, you must go beyond helping students leam
facts. You must also help them acquire knowledge that is more widely
applicable to other people, other times, and other places — in short,
you must help them to-acquire concépts and generalizatiohs.
(11, p. 57) '

-
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Unlike facts, concepts are definitional 1n nature They are categones
that represent charactenstics common to several events, objects, or indi-
viduals. They are nvented, symbohc mental constructions that attempt to
give order to reality Concepts, further, have many uses and effects DeCecco
and Crawford (7) suggest the following-

1> Concepts help us to deal with the tremendous complextty of our
eavironment’ and to reduce 1t to manageable proportions by
cla551fymg objects, events, 1deas, or ndividuals ’

. 2. Concepts help us to 1dentsfy and make sense out of ti various

objects we find around us. .

3 Concepts reduce the necessity’ for continual relearning since
concepts can be applied to a large number of examples.

4 Concepts help 1n solving problems because objects are placed
in understandable categortes

5, Concepts make more complicated instruction and explanation
possible.

6. Concepts can be stereotypes, implying several charactenistics

7 Concepts represent our picture of reality and thus describe our
world for us. (From Fraenkel's summary [11, pp.64-68])"

Concepts, therefom,gre an efficient and powerful tool for treating content in
the classroom. .

* Whle concepts 1 part classify relationships among facts, generali-
zanons express relationships among concepts Like facts, generalizations
can be supported or refuted via observable evidence and offer nsights into
the way the world works- They are aids to thinking and understanding by
describing data, but they also give structure to information The more facts
to be found to support the relationships described in a generalization, the
more warranted the generalization 1s considered to be Key generalizations
are important tools 1n all content areas for all levels. .

To complete this section, at least bnef mention should be made of the
six major categories of the cogmtive domain developed by Bloom and
associates (5) :

Y .

1. Knowledge — the ablllty to r&member previously leamed mate-
ral.  °

2. Comprehension — the ability to graSp the meaning of material.

3. Apphcition — the ability to use leamed material in new and
concrete situations. : : . .

P




« 4 Analysis — the ability to break down matérialinto 1ts component
parts 1n order to understand 1ts organizational structure

5 Synthesis — the ability to put parts together toform a new whole,

6 Eualuation — the ability to judge the value of matenal for a given

purpose
These major categones, as well as their many subcategories, serve to give

direction to teachers seching to present cogmtively anented content
'

- SKILLS-ORIENT ED CONTENT . ) .

Teachers attempt to develop a vanety of type of skills n their
classrooms While our working defimtion of skills-onenféd “content 1s
fairly hmited — that 15, 1t seems to focus on fairly rudimentary performance-
onented skills — this section wall discuss four broader groups. academic
skills, research skills, thinkig skills, and psychomotor skills. The final
section of the chapter will treat social sklls.

‘ Skills allow us to use knowledge or information that has becn
acquired. Certain academic skills are crucial n any classroom Such abilities
mnclude reading, wnting, speaking, viewing, hstening, reading and -
terpreting maps, outlimng, graphing, charting, and note-taking While
teachers can test students to determine the possession of such slulls they are
‘more likely to note their absence when asking students to complete tasks
calling for their use '

Research- skills, which constitute the second group, are also con-
spicuous when absent. Included 1n this group are the following abilities.
to defyne problems, to formulate reasonable hyppthéses, to locate and gather
relevarit da{z, to analyze data, to evaluate hypotheses in light of these data,
and to draw conclusions Those famihar with the inquiry method of*the -
smen}lﬁc method will tecogmze the hst. Those who have tried to help
students develop such abihties will probably agree that much tume,
attention, and effort are required for students to master them

. The third group, thinkingskills, includes suchabilities as describing,
defmmg, classifying, hypothesizing, generahizing, predicting, comparing and
contrasting, and offering new 1deas Developing these skills — helping
students mentally try to make sense of their world « 15 another task most
educators assume. Four different types or forms of thinking can be 1dentified.

‘Conwrgent thinking — OCCurswhen individuals organize their ideas
so that they converge or pomt toward one loglcally correct
- answer. °

.
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2. Divergent thinking — occurs when there 15 no one'nght answer and
many equally acceptable and correct @nswers are possible

v3  Critneal thinking — occurs when individuals try to make an intelli-
gent and reasoned judgment as to whch of tworormore alterna-
tives 15 better, using some type of critena.

4 Creatwe thmking — occurs when individuals attempt to orignate

a nzv idea not bound by logic or any other restriction. (11)

-
'

All these skills and types of thinking are closely interrelated, they are not
separate and distinct forms of mental activity Further, they can be used to _
make sense out of information drawn from all three domains of learing Each,
therefore, seems to demand a place 1n the teacher’s instructional planning
The final group, psychomotor skills, deals with the physical develop-
ment of students Harrow (16) has organized the psychomotor domain into
six major levels, each divided into subcategones and divisions Through
guided ‘practice and corrective feedback, leamers progress from relatively
gross bodily movements to highly refined, complex, and creative-expressive
movements Although emphasized more heavily with younger or handicapped
students and 1n certain subject areas, the development of such skills has a
place in all classrooms The followingfs a summary of Harrow’s major levels

2

{
1 Reflex mouements — actions elicited wathout conscious volition in
response to some stimuli. :
2. Basic fundamental movements — 1nherent movement patterns formed
from a combiming of reflex movements,' the basis for scomplex
- skilled mqvement. , .
3. Perceptual abihities — 1oterpretation of stimuli from various modal-
ities providing data for leamers to make adjustments to their
environments. , . ‘
4. Physial abilities — functional characteristics, of orgamc vigor
. essential to the development of highly skilled movement. )
5 Skilled movements — a degree of efficiency when performing com-
*  plex movement tasks which are baséd upon inherent movement
pattems. ’ :
6. Nondiscurswe — ommu?ication through bodily movement ranging
" from facial expréssions through sophisticated choreographies. -

(11) ;

}
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AFFECTIVELY ORIENTED CONTENT

Dealing with affectively oriented content is not a new phenomenon
American education. For years, with varying degrees of emphasis — and

— téachers have tried to help students develop *‘appropriate”

" attitudesialues, and social skills. Moreover, whether planned or incidental
to other learning experiences, students’ daily school activities help shape their
emotions, attitudle , fechngs, and values For this reason, teachers are
increasingly attemptl g to identify elements of the affective doman and to
improve student understa ding and achievement of selected affective.
objectives.

Krathwoﬁl (18) has described five major categones or levels 1n this
domain As with the levels of the cognitive and psychomotor cjotﬁ@s/\h&\.\
categones are hierarchical in organization so that each category 15 subsumed
by those following The following is a summary with examples of these
categories:

-

AN

Reaving — refers to student willingness to attend to pafficular
phenomena or stimul, e g., histening attentively; showing sensi-
tivity to human needs. i

. Responding — refers to actwve student participation; e.g., comr
pleting assigned work, volunteering for tasks

. Valuing — concerned wath the worth or value students attach toa
particular object, phenomenon, or behavior; e.g., appreciating
good hiterature, demonstrating belief 1n the derhocratic process.
Orgamzmg — coneerned with bringing togethet different values,
resolving conflicts between them, and beginming the building of
an internally consistent value system; e g., accepting responsr-
bility for individual behavior, recogmzing the need for balance
between freedom and responsibility. )

. Characterizing by, a value or value complex — having a value system
that controls behavior for a sufficiently long time for one to have
developed a characteristic “‘lifestyle”’; e.g., practicing coopera-
tion in graugZktivities, demonstrating self‘rellancc in working

mdependently (15) L .

A

Through' modeling, yalues inculcation, values clanification, values analysis,
values neutrality, and e use of moral dilemmas, teachers attempt to foster
the affective growth of students. -

Finally,«as you may remember, the discussion of ong type of skill
development was also reserved for this section Among the abihities students

’ s 7, 46
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must develop m order to understand and control their personal life are social
sklls, ncluding cooperating harmoniously with others, contributing pro-
ductively to group tasks and discussions, working jointly with others, picking
up on nonverbal cues given by others, responding helpfully to others’ prob-
lems; remnforcing another person’s strengths, dealing effectively with mter

personal conflict, and supplying leadership when and if necessary and -*%

appropnate (11, pp 9-10) Because these social shiils play such a crdcral
role 1n the creation of a positive classroom chimate, even the busiest content
specialist cannot overlook them. Pls for their development clearly deserve
a place 1n the teaching and leartting process as well

~
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. CHAPTER 5 L
INSTRHQ}:ION -

PURPOSES OF INSTRUCTION - % -

The debate ovgr the role and purpose of education j in sbcié has been
long and ardent Educational philosophers have helped give dxregtlon to this
discussion by applying for l’phﬂosophy to the field of educatign and by
seeking to comprehend education m its entirety, nterpfeting 1t by means of
general concepts to guide our choices of educational ends and pthxes
A brief review of these analyses of contemporary education should the}efore

. be helpful 1n understanding the options available to pre- service and n-service

‘teachers as thg_v .organize for i iAstruction. -

, Educancmal Pluioséphy serves a vahety of, needs. As 1t searches for
~ Srder and &wholenegs 1 cs‘tab]lshmg theories_of the gature of humapkind, -

society, @d the world 1t ls ,,,spequlatlve As 1t examipes, the ratiopality. of .
1deas, 1 ,nvé’sugates mcbn;m;t}:ucms m ;Bmkmg and defines and clanfies words

and mea-%kgs, it'is analygl’fa Qf most fmpqrtz,:{:c%: to the classtbom teacher,
however, s its prescripyve farure As it specifresjthe ends of edycation and

.

the general meaps tq attgn them®it dlsc@ovgrs and/tecommends principles fot
deciding what actions andg%almes cﬁosertfrpm %brggi rarfgq,uﬁa“ltemauves

are most worthwhile and why Once ’fhe varipus’ opt n§ areolmowm rt JS
the responsibility of the classroom teacher to chgose ng ,theg‘n e

Teachers need not, however, begini ‘to bdeVelop their @efSOnal ‘

philosophy of education — to make their decision regarding these, ends
and means — unaided Five contemporary educational viewpoints —
‘Perennialism, Essentialism, Progressivism, Reconstrucnomsrg and Existen-,
tialism — describe common pattems of orgapizati ,Floyujﬁ‘f fr9m the .
more formal philosophies, . these vnev(pomts ta
because they are largely conditioned by expeTiestes, unique edjlcanon 4

" Thus theyoffer_ classroom  teachers practical and meanmgﬁﬂ gundelmes

Table 5-1 provxdes an actmty that you can use to begin to, sxft through the |
tenets{)f these five viewpoints. C .

.
. . I
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48

i

on Special ;haractex :

4

L 4




o Table 5-1
Contemporary Educational Viewpoints Inventory*
Directions. Mark the response that best explains your reactions to each
tatement. Mark SA 1f you strongly agree, A if you moderately agree, U if you
re undecided, D of you moderately disagree, and SD 1f you strongly disagree
- . SA. A Ux D D

Despite differing cnvirgnments, human nature &
. .
remams the same everywhere; hence education

. . w

) should be the same for everyone D S —
1 It 1s the educator’s task to impart knowledge of

\ ctemal truth  « . L —— e — —
30 Education 1s not an imatation- of life, but a ’
§ preparation for 1t . e et
4.} Students should study the great works of -
\literature, philosophy, Justory, and science 10
hich humans through the ages have revealed
Yheir greatest aspirations and achievements. S —
k carming, of 1ts very nature, 1nvolves hard work .

and often unwilling apphcation — e ——— ——
imitiative 1n education should be with the

acher rather than the pupil —_— =

asgmilation of prescribed subject matrer. — e e —
83 Thi school should retamn traditional methods of '
mengal disciphine — - ——— —
) Yation 1s always in the process of develop-
* \ menand mast be ready tgmodify methods and

ks ih hght of new ﬁ:\:ledgc and changes

fod
©
m
o

environment. e e —— —
#A10n should be hic itself, not a preparation

forhvipg - . — . ——————
11 Learnjg should be dircctly related to the
interdSt of the child, e e e ———
12. Learmink through problem solving should take - .
precedesce over inculcaning subject matter, e e ——
13 The t;accr’s role 1s not to direct, but to advise e — — \___,_
. 14 Educatio} must commt stself to the creation of a
-
N

new socidl order that wall fulfill thc. bastc values

of our culture and at the same time harmonize

with the daderlying social and economic forces

of the modtrn world : Ve A — ——
15 - The chuld, Yhe school, and education itself arc :

conditionédy, qcxorgbly by social and cultural

forces. - N e S e e

a——

*Based onh Johnsop ctal (17) \
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Table g‘l — Continued

-
’ SA

. The means and ends of education must be com
pletely refashioned to meet the*demands of the
present cultural-cnisis and to accord with the
findings of the behavioral sciences.

Education should emphasize deep personal
reflection on one’s computments and choces
By the choices we make, we create a personal
definion We are what we choose to be.
Education should allow and support this

- While we live in a world of physical reahties
and while we have developed useful and
scientific knowledge about these realities, the
most sigmfrcant aspects of our lives are personal
and nonscientific

. Teaching methods should focus on'a questioning
process aimed at encouraging self-defimition

z

]

»

Statements 1 through 4 reflect beliefs consistent with the Perennialist
viewpoint Perennialists call for alleglance to absolure principles and feel
that permanence is more real and more desirable than change They believe
that the aim of education in every age and in every society should be to 1mpart
knowledge of eternal trhith, the knowled%found in the study of the “‘great
works "’ In this view, the teacher’s job is to cultivate students’ rationality
and desire for learning through exteral discipline and control.

Statements 5 through 8 summarize Essentialist beliefs. According to
this view qschools exist to conserve our heritage and transmit knowledge of
the physical world. This view emphasizes traditional, prescribed subject
matter, leamed systematically and completely, and traditional methods of
mental discipline, enforced by a teacher who wields great authority. A
reduced attention to “intellectual” education, a willingness to use knowl-
edge to help students adjust to the contemporary world, and a more diverse,
less elite, conceptualization of the goals of education distinguish Essentialism
from Perennialism. .

Statements 9 through. 13 present some of the major benefits of the
Progressive viewpoint. In this view, education is a dynamic procéss, con-
stantly changing to meet the needs of the contemporary scene. Teachers of less
authorltanas bent lead students to interpret their real experiences. Through
problem solving and other process- and skill-focused strategies employed in a
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setting stressing cooperation rather than competition, students have some

choice 1n what they must learn. Thus they strive to learn because they need and

want to leam, not because someone else thinks they should.

,  Statements 14 through 16 summanze Reconstructiomst  beliefs

. Following Progressive methods, Reconstructioists seek to use the schools

to bulld a new and more equitable society Accordingly, teachérs of this

view attempt to convince students of the validity and urgency of the Recon-
b structigmst solution, but they do so with scrupulous regard for democratic

principles. . -
Finally, statements 17 through 20 recount key educational beliefs
joof Existentiahsm Less a formal philosophy or viewpoint than a systematic

way of examining hfe 1n a personal manner, Existentialism 1s concerned with
 the individual and his,‘her control over his/her destiny Because of heavy
 emphass on self defimtion through **authentic”” choices, proponentsadvocate
a curnculum of experiences and subjects that lend themselves to philosophic
dialogue, conscious analysis, and thoughtful choicemaking The teacher’s role

1n this view 1s necessanly nondirective (17) ‘

While these farrly traditional classifications may be quite helpful
. for defining a personal_view of the nature and purpose of education, other
approaches to this task are possible ,For example, Searles (29) has proposed
- a particularly nsightful scheme to analyze and classify the purposes of
instruction. Table 5-2 (onp 52) mcludes elements of his Five Searches for
. Teaching and Learning .

N

; _ Searles suggests two possible Latin roots for the word “'education ™

Some say the word derves from “‘educare” which means **to mold”,
others,say the dervation 1s from “educere” which means to “‘lead

“out.” The difference to school and mstruction 1s“obvious. . . .
Examnation of the varnious schools about schooling shows a con-
tinuum of choices for searches bound by the poles of “‘molding” on
the one hand and  leading out™ on the other Because of the connota-
tions theren, the one pole could be called society-centered, the other
self-centered (29, p 5)

»
»

~ Along the continuum Stretching between these two poles, Searles
describes five searches. The first two statements of the activity 1n Table -2
reflect views consistent with the first of these searches, the search for
o .. conformity. Those who believe 1n ths search emphasize the need for students
to-“fit,” to live according to society’s rules. The curriculum and teaching
. methods would be chosen to reflect this need to prepare students for society
" through conformuty. . ‘
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Durections. Mark the response that best explains your reaction to each
«statement Mark SA if you strongly agree, A 1f you moderately agree, U if you *

Table 5-2

;- Five Searches for Teaching and-Learnmg*

are undecided. D if you moderately disagree, and SD 1f you strongly disagree

- -

1~ Society 15 supenior to the individual
"2

8

9

“The functon of the School 1s to prepare indy-

viduals for society through conformity

The function of the school 15 to relate a certain
amount of information which 1s basic and neces
sarv for particular purposes

Education should focus on how to pass on
information, not how to use 1t

Knowledge (undetstanding). not the pieces of
information composing i, should be the central
focus of schooling

J he emphasts 1n schooling should be away from
memorization toward inquiry, discoverv, and
investigative methods which make students think
at higher cognitive fevels —prodess focus
Students should be guided toward learning to
survive 10 society by applying skills and abihiies
which the school has enabled them to learn
Education should deal with the arts and skills

~of survival both 1n an individual and societal

{cubural) context.
Education should emphasize the search for
freedom of the mdividual within soctety

10 Education should encourage the individual to

become self-directed, sclf monvatcd self-
actualized

*Based on Searles (29)

»

Believers in this search view the student as an information (data) processing
amimal recewving ipulses through the five senses They see the human
brain as analogous to a computer, storing and organizing bits and pieces of
information for later use. The function of the school,and the tefcher is to

14 o

9

SA A U D SD

—— ——— ——— —— —

Statements 3 and 4 present key concerns of the search for information.

provide this information. The emphasis 1s on how to pass on the mformatlon
not how-to use,1t. / ‘

s
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Statements 5 and 6 describe the search for knowlédge, Thrs search
imolves the active process of relating bits of information to provide structures
of knowledge Know ledge itself becomes the central focus, emphasis is away
from memonization toward inquiry, discovery,”and other investigauve
methods which make students think at higher cogmitive levels This 1s the
creative act of relating new information, to the old and creaung new ideas

Statements 7 and 8 reflect the seaich for competénce In this search,
the teacher provides an environment 1n which students can learn basi skalls
and abihities w hich will allow them to compete and survive in society The
progratn focuses on the deselopment of coping skills — those needed to handle
individual stresses — including decisionmaking, problem analysis, gaming,
learmng to learn, and a tolerance for ambiguity .

Statements 9°and 10 concern the other pekax position, the search for
self. This search emphasizes all elements of human'dev elopment — cogmuise,
affective, physical, and social — and encourages individuals to become self-
directed, self-motrvated, and self-actualized It 15 based on the 1dea that
humans are free to follow the dictates of their consgience, seeking self-
acceptance on their ow n standards rather than acceptance by others on theirs

The contemporary edutational viewpomnts and Séarles’s’Searches,

then, canshelp give direction to the choice of educational goals and purposes

By choosing one of these instructional emphases or by combining one or more
into a personal statement of mstructional purpose, teachers can develop yet

another element fewessary to understanding the teaching and learning process
. , : ¢ Rl

A
v

.

v

METHODS OF INSTRUCTION

» Although space imitations do not permit a review of all the mthods,
strategies, and techniques available to the classroom teacher, 1t 1s important
to consider, at least briefly, the mplications of tcacbe:\honccs of these
approaches for planning and implementing mstructional programs There-
fore, this'section will discuss three broad classification schemes.

First, methods chosen may differ yn the degree to which they plan or
allow student participation. McKeachie (21) has defined two differing
perspechives, instructor-centered and student-centered methods Table 5-3
summarizes the dimenstons of their differences.

-~
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: Table 5-3 °_‘

,Dafferences Between Instructor-Centered and Student-Centered

i H
-

.
Instructor-Centered
Jnstructort.cntered

I Determined by nstruct ,

2 Emphasts upon intellectua] changes

3 No attempt to develop group co-
~% _hesiveness. ’

s
Classroom Activities

1 Much instructor participation
2 lostructor-student interactign  ~
3" Instructdr corrects, cnticizes, or
rejects crroneous, or rclevant student
contnibutions N
4 Instructor determines actiyities |
"5 Dascussion kept on course activities

6 Traditional use of tests and grades

’

Methods of Instruetion*

© . s

N Student-Centered

Goals *

I Determined by the group ®

2 Emphasis also on affective and attr
tudinal changes

3 Attempts to develop group cohesive-

- ness,

.

I Much studept parucipation

-2. Studem'stt interaction
+ 3 Instructor

ccepts and wotks with,
erroncous or irrelevant student
contributions ° .

4 Group decides own activities

5 Duscussion of personal experiences

cncoumgcd\\d .
6 /Deemphasis of test*and grades
* 7 ‘Students share responsibility for

7 Instructor responsible for evaluanon.

8 Instryctor avords interpretation of
fechngs. ation. ‘

8 Ingtructor interprets’feclings and ideas
of class memhgrs when necessary for

class progress

*Based on McKeachic (21, pp 65-76)
A ] v

» »
”
a2 7
M
'

The purpose of student-centered methods is to break away from the
traditional teacher-dominated classroom and to encourage greater student
responsibility and participation. While retaining authority 1n such class-
rooms, the teacher delegates much responsibility to students and surrenders
‘the authoritarian role common to the instructor-centered classroom. In his
review of the research on these two methods, &QKeachng (21, ppag6-177)

"+ found that student-centered instruction fared well when compared to
instructor-centered teaching. He found student-centered methods to be
superior it} developing the ability to apply concepts and in fostering attitudes,

_ motivation, and group menibership skills. Student-centered classrooms

.
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also evidence more higher level cogmtive growth.: Finally, McKeachie also
disproved the suggestion that student-centered methods might be less effec-
tive than mstructor-centered methods i achieving lower-ordet cogmuive
objectives . .

* The chowce of instructor-centered vs student-centeréd discussion
. thus appears to'depend upon one’s goals The ore highly one values
outcomes going beyond know ledge acquisition, the more likely, that
« student-centered methods will be preferred (21, p. 76)
Agam, the choice; 15 one for dach teacher to make ‘
. A second broad scheme for classifying approaches to nstrucgion
focuses on the style of instruction . Table 5-4 hsts the elements of two styles,
exposttory and inferential
e
\ h .
o
\ . . Table 54
. , Two Styles of Instruction
°. - - v
a -Exposttory Style Inferential Style
’ -l Sees communication mainly from 1 Thes o see commumcation from
the side of the sender (teacher) - . the s®¢ of the receiver (learner)
. 2 Concentrates on imparting wfor 2 Relies more on giving instructions
mation ' which encourage self-directed nquiry
3., Keeps content and scquence of 3 Delegates control to students
' ¢ wformation under the control of - whefever and whenever possible
. the instructor )
4, Al sequencesto be deter- 4 Makes allowance for the individual
mined by the requirments of the learner's psychological needs
subject matter
S Amms at the direct acquisition of 5 Indirectly inculcates values and at-
cogmtive skills — “ntellectual titudes — "‘moral excellence '
excgllence ™ i .
6 Is opénly didacuic 6 Resorts to heunstic methods ~ ©
9 Thinks of instruction as an ad- 7 Answers to a cychical pnnciple —
ditive process, advancing gradu- the sudden apprehension of wholes
ally step by step . )
8 Appeals ar all points to the 8 Engages the learner’s sympathy
leamer’s rationahty . - .
9. Belicves 1t 1s not safe to leave 9 Beheves that under"gmdance the
the learner to his or her own léarner can look after himself or
devices hetself ’
» - » \d
" : ' ' 55 L
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Lecture, lecture-recitation, dnlling, directive questioning, and heavy
reliance on textbooks and structured assignments are examples of the fairly
“- traditional expositoty style Inquiry, discovery,student-centered discussion.
simulations, valuing, brainstorming, and independent studv, on the other
* hand, serv as examples of the nferential stvle .
R Bergquist and Phillips (2) suggest this final classification scheme for
looking at the complex phenomenon that 1s instruction Basing their outline
in part on a threefold distinction suggested by Axelrod (1), they developed
descriptions of what are, essentially three basic configurations of teacher
types, student learning styles, educational environments, and content orien-
tations  Although written to describe teaching and learning at the higher
education level, the three configurations clearly have value for teachers at
other levels as well N ’

Content-centered teachng and learmng. The primary task in this mode
- of teaching and learmng 15 tongover the material of a course or discr-
pline 1n a coherent and syst ¢ manner. The content of various
: courses within a discipline 1s ustllly kept discrete, and the organi-
;zation of the disctpline 1s ordered 1n genarally the same wav 1n”
most colleges and universities The teacher 15 viewed as expert, 9
' . formal authority, or “priest”, the most compatible students are )
those who exhibit competitive or dependent learning styles The
goals of courses with this orientation are usually set by the demands” .
of the matenal, evaluation 1s usually objective and performance -
15 measured aganst the material Lectures” and formal discussions
are the usual method of instruction The content of these courses
ot 1s prmarly cogmitively and, ‘or skills ortented, and the environment
will ‘probably either be oriented toward the teacher as a source /
of information or will be automated. o

Instructor-centered teaching and learming In this mode of teaching and
learning, attention 1s most often focused on the nstructor. not
primanly as a source of information, but as a model of the-way one .
should approach a particular. field or disciplisic. The best ways of .
. understanding and handling the concepts of the course are demon-
: strated by the instructor’s own behavior and personality T he teacher
s is usually viewed as a socializing agent or ego 1deal, he 1 a “'shaman”
. “and performer, when particularly talented, he can he very chans-
matic He may make dramatic use of- the lecture format, while -

discussion sessions tend to he onented toward him  Studentt who are p
) highly dependent will rather non-cntically embrace this mode, *
.~ . EAPY N " - -
. ‘_ - A . +~
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participant students will approve of this mode 1f the. instructor
appears to be competent, the discouraged worker may find this mode
comfortable 1f the instructor pays some attention to hum Both the

goals and standards of evaluation are usually set by the teacher,'

often-1n a subjective manner The cantent of these courses, though
often cogmtively onented, may have an umportant affective com-
ponent The enyironment may be either teacher- or interaction
oriented. with the focus 1n the latter case clearly on the teacher

‘.

Student-centered teahing and larmng: This kind of teaching and learning
emphasizes the ntellectual traming and ‘or personal growth of
the students The teacher acts primanly as a facilitator and as a
person 1 relationship to students who are collaborative or inde-
pendent This mode 1s also appropriate for the avoidant student

if he gives the expenence a chance. Rather heavy emphasis is often

given n this mode to establishing learning contracts between teacher
and sstudent which enable them to defyne specific learning goals,
» resources, and means of evaluation which are umquely tailored for
each student The teaching methods most frequently used are
student-run discussions, group discussions, role plavs, simulations,
Treld work, and independent study The content here will be either
cogmtively or affecuvely onented (or both), and the environments
mav be interaction-oriented, student-oriented, sheltered experience-
oriented, or cxpengncc*onevtcd. (2,p 18) .

13

-

For the convemence of the reader, Table 5-5 presents these three
cogfigurations 1n graphic form By reviewing your responses to.activities
in which vou assessed your teaching style (Table 3-3), the style of educational
environment you use most frequently (Table 3-2), and your cont¢nt onientac
tion (Table 4-1). and after evaluating yaur preference for certain types of
students (based on the Grasha and Riechmann descriptions included as

N

part of chapter 2), you should be able to place yourself generall¥ intq one *

of the three configurations .
) : A
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Table 5-5

. . . - . &
Three Basic Configurations of Teacher, Environment, Content,
- and Student Styles*

C,ontcnt-Ccntcrcd Instrictor-Centered | Student-Cehtered
Type Teaching and Learning JTeaching and Learning [ Teaghing and Learning
Style (focuses on teacher (teacher more a '(cn‘fphasnzes intellec-
. as giver of nformation)|model than source tual traning and/or
\ of informatiop) personal growth of
; students) © .
Teaching Expert . SOCIﬁllZIn& agent | Facihtator -
Typology Formal authonty -~ |Ego ideal Person *
Educational Teacher-onented Teacher-onented Interaction-onented
Envitonment | Automated * |lnterscnion-onented  |*Student-oniented -
. . (of focused on Sheltered expenence
teacher) ¢ - onented
) Expenence-onented
Instructional Cogmtively onepted  [Cognitively onented Cognmvcfy onented
Content “Skalls-orsented Affccnv;:ly’?ncntcd . Affectively onented  *
. (as relates to .
. teacher) - " )
Learnng ] Compentive + {Parncipant® - -Collaborative -
Style Dependent Avoidant Independent
. : . , Avoidant
*Based on Bergquist and Phillips {2, pp 17-19) .‘~ -0 " -
GROUP PROCESSES . .~

Two.decades ago-Getzels and Thelen made some 1mportan d{abserva'

t1ons on the classroom group as a social system These,included the f 0wmg.
f /

I The classroom 1s an *‘accidental” collection of persons having
%hittle or no legitimate recourse from participating in “‘a priori”
goals and procedures of the school.

2. Inaddition to the problem of relating one’s self to the associations
and a’ctwities required in the classroom, each individual must also
“‘gear in” his or her own needs, goals, and attitudes to the way

of life that 15 prescnbed in the classroom. '
3. The teacher 15 1 almost absolute power in the sense that the only
power students may legitimately have over the classroom group

e
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: 1s that permitted or delegated by the teacher:

4. The “‘acadental’” and compulsory, interaction 1n the classroom
may be modified by students who set and enforce their dwn goals
and standards within the classroom” (12, pp- 62-65)

The dimensions of the problem generated by the “‘accidental” and
“enforced”’ nature of the classroom group ‘and the effect of these other
“factors” -on mstruction and classroom learning haye received increased
attention In,recent years .

As Schmuck and Schmuck (28) have pointed out 1n their outstanding

" hook on this topic, the classroom 15 not a depersonalized setting Rather,

1t 15 charged with.emotion between teachers and students and between
— eachstudent and his or her peers® Teaching and learning, therefore, are
¢ complementary acts that 1nvolve a varfety of interpersonal processes

When this process takeseplace in the classroom, 1t 1s complica{ed and
affected by the relationships among students, and between the
students and the teacher. In some classrooms the learhing process
1s enhanced by peer relationships that actively support a proddcuve
learning atmosphere, 1n others, 1t 15 inhibited by peer relationships -+
The teacher’s instructional style and the curnculum, the student’s
feelings about tumself and his dcademi¢ dbilities, ahd the nature” ™
. of the interpersonal relationships i the classroom are major influ-
énces on this teaching-learnmg process. (28, p..3)

- .
Because of the “‘accidentak” nature of their composition, classroom
urlits are not necessanly groups. Each varies on a dimension which may be
called **groupness” — the ability of teacher and students in a teaching ind
learning setting to create a positive classroom chmate In such a chmate
students share high amounts of potential mfluence — wath one another and
the teather, high levels of attraction exist f,or'tl']e group asa whole and between
" classmates, norms are supportive for getting academic wopléone, as well asfor . .
maximizing ndividual differences, «ommuncation 15-6pen and featured by
dialogue, and the processes of working and developing together asa groupare
considered relevant for study in themselyes. It is the style of relating among
members of the classroom group (28). : :
Most classroom research corroborates the view that a positive class-
room chmate enhances students’ self-esteem and thereby improves their
&  academic performance. For example, researchers have found that —

.

b .
., Classrooms are more productive when leadership 1s executed by
" many members of the class umt. In classrooms where only a few

ERIC o 62 -




students are able to influence others, powerlessness and negative
™ feelings about self and ‘school réstlt.

2 If students feel liked and respecfed they will be more likely to
behave 1n,ways which make them worthy of the liking and respect
of others When the classroom environment 1s filled with anxiety,
héstility, and self-doubt, students will behave 1n unconstructive
and unproductive ways

*3 Classrooms 1 which there ~a tone of cncouragement and
flexiblity rather than -one of restramt and ngldlty n group
‘norms are more productive .

4 'Communication patterns that are open — that mvolve high

. amounts of lively drdlogue and feedback — lead to more lcammg ’
than do commumication patterns that are restricted —” where
members_hesitate and hold back from speaking, where little
empathy and 1nvolvement exist, and where the teacher docs
most of the talking

5 Hggh levels of cohesiveness toward productive goals are supL
. portive of classroom learning. (28)

L4

v * The té'acher iiterested 1n improving the leammg of all students will be welf

advised, therefore! to consider these nformal xelatlonshxps in planming the

more formal instructrond] prggram .

L

- DEVELOPING A PERSONAL, MODEL

For yeats currculum theorists have attempted to describe accurately
and succinctly thé process that 1s teaching and learning. This publication
has used two fairly broad models to give structure to this discussion. Searles’
System of Instruction and the authior’'s Model of the Teaching and Learning
Process It has alsb examined several models describing the more specific .
actnities of the instrictional process A brief dlscussmn of two additionil
models follows.

Popham and Baker (25) have proposed a Goal Referenced Instruc-
 tional Model, a scheme featuring four essentially distinct operations. Figure
5-1 (on p 62) presents their model and the courses of action dictated by
evaluation of results throygh the model.

The Popham and Baker model emphasizes the teacher’s wntellectual
decisionmaking prior to and after instruction, 1t 1s really more a planning
and assessment model than a teaching procedure schéme The teacher furst

- v v
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spetifies the objectives of instruction 1n terms of learner behavior, next
pre-assesses students as to their current status with respect to those objec-
tives, then designs ipstyuctional actiities to bring about the intended
objectives, and, finally, evaluates students’ attainment of objectives When™
the specified objectives are not achieved, Popham and Baker assume this
reflects inadequacies in mstruction and requires revision in teaching plans
or implementation If the objectives are achieved, the teacher should briefly
celebrate his or her accomplishments and consider the possibility of aug:
mentig the objectives 1n order to accomplish even more (25, pp 18-17)
Pierce and Lorber (24) their Logical Instruction Modet have
offered a similar but more precise model The LIM builds upon the work of
Popham and Baker and diagrams schematically a foundation for the teaching
and learning process that i1s more complete and self-explanatory than most
other models Figure 5-2 (on p. 62) presents 1t graphically. . )
The major steps of the LIM generally parallel” those of-the earlier
model The preassessment phase, however, provides additional detall
This phase answers tWo speafic questions and delineates two specific
courses of action. In. some cases students may already possess the required
skills or -information and meed no further ihstruction In a few instances,

"despite carcful teackier planning, students may not have acquired the beginr

ming competencies needed for successful Progress In such cases the teacher
must wnte remedial objectives and provide the necessary background (24,

P 1)

. These two models provide a starting pomnt for teacher efforts o
develop, or refine :hk model which best meets individyal needs, ‘a persopal

model of teaching and learning The next chapter will provide additional’
information and direction to assist n this endeavor .«
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., If objectives are not achieved, revise
£
Specification Pre-as » Instruction }—» Evaluation
of Objectives . ] v
If objectives are achieved, augment <
Figure 5-1 .

Goal- Referenced Instructional Model and Courses of Action Dnctated
by Evaluation of Results*

- PEY

. ‘P'opharﬁ and Baker (25, pp 13 and 17)

-

State precise
instructional
. objectives

Preassess
1. Can student g
already achieve

the objectives?

§tate
remed{al yes
objectives ’

2. Do students
need remedial
work?

Instruct

Evaluate
Can students
achieve the
gbjectives?

Repeat procesgd
! with next
| objective .

: Figure 5-2

4
. - Logical Instruction Model* -
\ e \ N . o =
o *Picree and Lorbér (24, p 9) ) " .
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. | ' CHAPTER 6 o
. PRESCRIPTION, APPLICATION, AND
o EVALUATION ; '

28,

The four precedirig chapters discussed .1n some detail the subsets of
the Identification phase of the modet for teaching and learning This chapter
wil describe very briefly the remawnng elements of the model To refresh
your memory, Figure 6-1 graphically depicts those elements again -

i ’ . . Summative Evaluation

Identification Prescription —7 Application (—» Evaluation

R

3

Formative Evaluation
’ Figure 6-1
Elements of the Teaching and Learning Process

PRESCRIPTION _"

. 'Duning the Identfication phase, you were asked to make a senes of -
" "decisions regarding the nature of (1) the leamers with whom you will-be
working, (2) the content with which you will be dealing, and (3) the process
which 15 instruction. Further, you wert asked to exatnine your role as teacher
1n this process. Those detisions form the base from which planning for nstfuc-
tion — termed here Prescniption — develops Inother words, as a result ofan
analysis of each of these concerns, 1t 15 possible to establish the context of
istruction — to make long-rahige diagnoses and to set the rationale and the
goals of instruction — and to move to the all-important phase of instructional
* planning or Prescniption. ’
n _The elements of the Prescription phase are not unusual or difficult
It 1s important, however, to take care to énsure that planning is complete
The furst 3tep 1s based on decisions made earlier — during Idenufication —

- -
N

63 .




- ' .

* L4

about the content to be treated, its place 1n the overall curniculum, and
broad-ranging goals for wstruction. Now, 1t 1s tme to write specific
instructional objectives — stating them i terms of specific behaviors,
meeting the critenia of some established system for clanty, and rcﬂecnng
the onenmnonfof the content selected for study (cognitively onented; skills-
oriented, affectnvely oriented,” or some combination thereof ) Further, the
objectives should match the rationale and goals of instruction and should
- be suited to the age, grade level. and interest of students

>

Draw ing from the long-range diagnosts that 1s part of Identification,
then, teachers can establish the basis for indiv idualization for a unit of instruc
<thon In other words, they can use what they know about the varying know |
edge interest, ability, and need levels of individual students to determine
how to offer ‘differential treatment to individuals or groups of students
Diagnosts, for, example, may show that some students have mastered almost
all, of not all, the objectives for a unit, “while some may have mastered
Jfow, if any, of these objectives The majority of the class, though, will
probably be somewhere between these extremes Careful planning 1s neces-
sary . therefore, to match the activities of individual students to the ob)eutl\ es
they must vet master Because of varsing student competence, relatwe both
" to one another and to goals and objectives for study, this basis for individuali
zation should be established separately for each umt based on unit goals, as
part of a yvear-long, planned .program addressing many and varied goals.

Advance planning should also include procedures for implementing a
unit of instruction and for utihzing staff, faciliuies, resources, time, and
contracting, scheduling, and recordheeping devices Provisions for manage
ment and motivation should also be consldered

©

“ After examming all the various o the teacher can fipally design
and create activities matched to the elﬁ[:,:us sviously established, using
. many kinds of available instruct®tal matenals — varied texts, media hard-
" ware and software, programmed nstruction hardware and software, library.
materials, and so forth He she should also consider a variety of learning
settings, such as large and small group nstruction, mdependem study, and
tutorials The range of mstrucnonal methods, strategies, and techmquts —
¢ including discussion, questiomng, lecture, simulations, group projects, role
‘playing, and inquiry — should be diverse enough to sut the teacher and the
clads* Finally, there should be varied forms of evaluation. Only the bounds
of a reacher’s own creatnity and imagination should set the limits of thc
choices available to students.

’ Ny
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! APPLICATION
The next important phase 15 the 1mplementation of the teacher’s plans
If each objective has a choice of activities, an interesting format for both
teacher and students 15 possible The teacher may hist objectives in graphic
form ncluding the activities designed to meet each objective. With this mode
of mstruction, the number and nature of both objectives and actwities, of
course. are subject to individual preference and should be matched to the
nature of the umt and to, the skills and expenence of teacher and students
“~As a furst step in implementing such a design, students would have the
opportumity tostudy the objective and activity chart What the student does
with'the chart depends upon the teacher’s plans for the umt The teacher
! may decide to completely prescribe a student’s program, based on diagnostic
data, that 1s, the teacher would sndicate the objectives the student needs
to meet.and then choose
abilities, ingerests, and needs. . . .
' While this method 1s an 1deal use of diagnostic data, 1t allows the
individual student littl freedom of choice Analternate method 15 to indicate
~to the student the objectives stll'to be met and fo allow him or her free choice
- of activities to meet the objectives, assuming that the student will select
. those activities best suited to s or her needs 1t 15 possibe to use each of
. these methods at different times or to combine the two. :
When ustng such a format, the teacher must consider at least two
problems. First, the system 1s not practical w1tbou.t a clear and fully devel-
oped form for contracting, stheduling, and recording student work One
teacher cannot keep track of the work of 25 to 35 students without such
help. The second problem-concerns the need to keep students together as a
class group. With totally self-paced mstruction, some students will move
ahead of others 1 the class, and group-onented actiaties wall be lost
.. Figure 6-2 presents a plan to deal with such problems This design ‘pro-*
, vides both flexibility for indiiduals and control over the class as a group

-
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ety other ettuiessa .
activity help others ’ V N
Complete — )

. Activiey [ 7 |

//’— ’ .
’ A4
' Flgure 62 |
Y Flow Chart of Studefits’ Progress 1 Charted Activities*
‘B‘lu$ (6). K " C a
» EVALUATION '

o 4
v
~
t ’ - V-4
’ - . [y
[ . .
START -
- . ; -
, Check .
' Objective -

Activity Char

The final phase of the model 1s Evaluation. Two forms of evaluation,
formative and summative, will be treated here. (As you will remember, the
earlier chapters on Identification included diagnostic evaluation — see
especially chapter 2.)

Formative evaluation assesses the progress of instructionas 1t 1s takmg
place. While teachers frequently exhibit such behavior as they “think

. on their feet” in presentinga classroom activity, for example, less frequently

do they use a systematic approach to find out if they are moving toward )
their goals as efficiently and directly as possible. The use of tests and other + =
techmques/ to provide feedback during instruction, to 'modify instruction, ’
and o evaluate podlflcatlons of instryction, however, is an important com-
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ponent of the teaching and’ learming process. Few mstructional plans are
perfect, and even fewer plans are applied perfectly It therefore .becomes . -~
nécessary to gather information_ continuously, formally and informally, in
order t:)y makf adjustmen}s mm(::i desigii'for Identlﬁianon, Prescnp)tllon,
and Application. Plags for Evaluation, moreover, should also be subject td
the same continuous serutiny . :
Teachers are constantly receving informal feedback upon which to
“base formative evaluation Blank faces, slouching bodies, tappipg pengils,
notsy classroorgs — all are speakung to thegbservant, concerned teacher They
call for changes i some element of the instructional process v, i
. More formal measurement of student growth 1s alto possible Through
systematized observational techmques, teachers can evaluate student progress
Through the use of tests and other evaluative devices during the’cotirse of a
umt of wark, teachers can determine where msnﬁmn has or has not been

seffective Through the use of student evaluapive feedack instruments, rating ~ *
scales, and questionnaires, teache# can give studerits the opportumty tooffer °,
their opintons on the umit’s progress and the teacher’s-pérformance Such
student evaluations .of, teachers should Se course be the private property of
tndividual teachers for their own use, they should not be used as part of the
formal evaluation, process of teachers for purposes of retention, tenure, -or® |
promotjon. Finally, student self'evaluauonsqm provide the nstructor with
one other piece of information for use, 1n redestgning an educational plan

* Summative " evaluation determinds whether 1nstruction has been
sucgessful after completion of ghe mstructional program According to this
broad defimtion, 1t refers to virtually all techmques ®ed by teachers to .
measure student growth as a result of instructional and other related activities
It, too, can be both nformal and formal Because of the demands of grading
"and reporting, however, most teachers tend to employ fairly formal-measure-
ment techniques to gather Yata for summative evaluation Thes€ techmques
serve to assess student development with more precision and to provide the;
information necessary for designing subsequent units of instruction,
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ThlS bnef book has examined }nd analyzed kev elements of the
teaching and learning process By design, some phases of the process received
more attention than others Inno case, however, was the treatment of a topic
exhaustive Fortunately, other sources of information are ayailable to supple”
ment this discussion When combined with the ‘references cited 1n each
chapter, these sources providt matenals for a fairly extensne review of .
selected elernents of the teaching and learning process. ',

. These entries are arranged alphabetically Numbers 1n parentheses
following céytan entnes, indicate chapters to, which the source refers.
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