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Theories of Teaching

Principles of Teaching from Theories of Learning

jentists unless
i rning are of use only to laboratory sci ‘
T O d some the facilitation of learning, a function

they are applied somehow to : .
assggned usually in our society to a person designated as teacher

e between theories of learning an(.l theo.riis of
teaching. While theories of leamiqg deal wit.h the ways minw\t\lrl;j Chm;
organism learns, theories of teaching deal with the ;vays )

person influences an organism to learn. [Gage, 1972, p.

Presumably, the learning theory subscribed to by a teacher will
influence his theory of teaching.

Teaching becomes the process of 1:o1'ovidit'1:1 fc;:‘oih:hl:ag:ﬁ zl;z}na;
i i ards as essential. '
Biven e et orov for a given response and rein-

ristg, the teacher must provide cues gl ]
:'I;Zement of that response. For the modphpg theorist, ﬂ:he teaf::;:;
must provide a model to be observed and_ 1‘m1tated. For :h c;osgttillln e
theorist, the teacher must provide a cognitive structure or

that will produce one. [Gage. 1972, p- 19]
recognize humanistic theorists.

mentation of learning theory, hg.s iden-
three different families of theories—S-

A distinction can be mad

Gage apparently dic_ln’t
Hilgard, resisting this frag
tified twenty principles from
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R thet;ry, cognitive theory, and motivation and personality
theory—which are potentially useful:

A. Principles emphasized in S-R theory

1. The learner should be active, rather than a passive listener or
viewer.

2. Frequency of repetition is still important in acquiring skill, and
for retention through overlearning.

3. Reinforcement is important; that is, in repetition desirable or
correct responses should be rewarded.

4. Generalization and discrimination suggest the importance of
practice in varied contexts, so that learning will become (or re-
main) appropriate to a wider (or more restricted) range of
stimuli.

5. Novelty in behavior can be enhanced through imitation of
models, through cueing, through shaping, and is not inconsistent
with a liberalized S-R approach.

6. Drive is important in learning, but all personal-social motives
do not conform to the drive-reduction principles based on food-
deprivation experiments.

7. Conflicts and frustrations arise inevitably in the process of
learning difficult discriminations and in social situations in
which irrelevant motives may be aroused. Hence we must
recognize and provide for their resolution or accommodation.

B. Principles emphasized in cognitive theory

1. The perceptual features of the problem given the learner are im-
portant conditions of learning—figure-ground relations, direc-
tional signs, sequence, organic interrelatedness. Hence a learn-
ing problem should be so structured and presented that the es-
sential features are open to the inspection of the learner.

2. The organization of knowledge should be an essential concern of
the teacher or educational planner so that the direction from
simple to complex is not from arbitrary, meaningless parts to
meaningful wholes, but instead from simplified wholes to more
complex wholes.

3. Learning is culturally relative, and both the wider culture and
the subculture to which the learner belongs may affect his learn-
ing.

4. Cognitive feedback confirms correct knowledge and corrects
faulty learning. The learner tries something provisionally and
then accepts or rejects what he does on the basis of its conse-
quences. This is, of course, the cognitive equivalent of reinforce-



The Adult Learner

ment in S-R theory, but cognitive theory tettlgs to 51?; ll:;(;;c

i i thesis-testing throug .

emphasis upon a kind of hygo O e

i i t as motivation for
. Goal-setting by the learner is important as
’ 1?12 and hisgsus:,cesses and failures determine how he sets future
als. _ ] )

6 %)oivergent thinking, which leads et(;) mve(;m\;e p.r:lt):’elgesc;l::i:;

. i cts, 1

the creation of nmovel and valu products, .
along with convergent thinking, which leads to logically correct
answers.
i lity theory
inciples from motivation and persona Y
« {’rt'rll_c}'lg 1ea{ner’s abilities are important, and provisions hz;ve :1(:02:
. made for slower and more rapid learners, as well as for
with specialized abilities. . ] 4
2. Postnatal development mag{) 'll)ie as Tﬂf;:ff il{sezz;e:!;a?; 311: !
ngenital determiners of ability and 1 .
::susgt be understood in terms of the influences that have shaped
his development. )

3, Learning is cuiturally relative, and both the w1dg ez':l}:il;r:e aa;c-l‘
the subculture to which the learner belongs may
ing. _

4, Aixiety level of the individual learner may c}(eite;mlg? 2111:
beneficial or detrimental effects of certain kinds
couragements to learn. _

5. The sime objective situation may t;zp approplr:'ait: tr;::t;:fl.:rt;;

ne learner and not for another, as for example, .
Eetween those motivated by affiliation and those motivated by
achievement. . o )

6. The organization of motives and va?;es wﬁh?tl t:; gl:d::t?;lii‘il e;s

. t short-r .
relevant. Some long-range goals'a} eC :
Thus college students of equal al?lhty may do better in cg:;s:
perceived as relevant to their majors than in those perce
irrelevant, - N )

7. The group atmosphere of learning (gomge;upnlv:izzogzrg:&

’ - - . . - 180 a
authoritarianism vs democracy, in ividual is
identification) will affect satisfaction in learning as wesl‘l5 2a_s;_ 6t1:]=
products of learning. [Hilgard and Bower, 1966, pp.

One reason for Hilgard’s confidence that l?is’fvycnty plrlin;:iltl:llii:
would be “in large part acceptabli to 1:111 pau‘t:ets0 ‘1; ;l::;l oeriented
“parties” wi hecks them ou - :
the “parties” with whom he ¢ A : ; o
i i ir di out the internal mec.
heorists. In spite of their dlfferen.ces abi nal 1
t(:)f learning, they are fairly close in their conceptualization of the

role of the teacher.
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Teaching Concepts Derived from Learning Theories
about Animals and Children

Let’s examine the concepts of a variety of theories about the
nature of teaching and the role of the teacher. First, the members of
Hilgard’s jury.

Thorndike saw teaching essentially as the control of learning by
the management of reward. The teacher and learner must know the
characteristics of a good performance in order that practice may be
appropriately arranged. Errors must be diagnosed so that they will
not be repeated. The teacher is not primarily concerned with the in-
ternal states of the organism, but instead with structuring the situa-
tion so that rewards will operate to strengthen desired responses.
The learner should be interested, problem-oriented and attentive.
However, the best way to obtain these conditions is to manipulate
the learning situation so that the learner accepts the problem posed
because of the rewards involved. Attention is maintained and ap-
propriate stimulus-response connections are strengthened through
the precise application of rewards toward the goals set by the

teacher. A teacher’s role is to cause appropriate S-R bonds to be
built up in the learner’s behavior repertoire. [Hilgard and Bower,
1966, pp. 22-23; Pittenger and Gooding, 1971, pp. 82-83]

Hilgard summarizes Guthrie’s suggestions for teaching as
follows:

L. If you wish to encourage a particular kind of behavior or discourage
another, discover the cues leading to the behavior in question. In the
one case, arrange the situation so that the desired behavior occurs
when those cues are present; in the other case, arrange it so that the
undesired behavior does not occur in the presence of the cues. This
is all that is involved in the skillful use of reward and punishment. A
student does not learn what was in a lecture or a book. He learns
only what the lecture or book caused him to do.

2. Use as many stimulus supports for desired behavior as possible,
because any ordinary behavior is a complex of movements to a
complex of stimuli. The more stimuli there are associated with the
desired behavior, the less likely that distracting stimuli and com-

peting behavior will upset the desirable behavior. [Hilgard and
Bower, 1966, pp. 86-87]

From B.F. Skinner’s vantage point, “Teaching is simply the
arrangement of contingencies of reinforcement.” [Skinner, 1968, p.
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5] Subsequent statements in The Technology of Teaching throw

further light on his position:

ave recently been made in the field of
ave been designed to arrange what are

called contingencies of reinforcement—the relations which prevail
between behavior on the one hand and the consequences of behavior
on the other—with the result that a much more effective control of

behavior has been achieved. [p. 9]

Some promising advances h
learning. Special techniques h

Comparable results have been obtained with pigeons, rats, dogs,
monkeys, human children and psychotic subjects. In spite of great
phylogenic differences, all these organisms show amazingly similar

properties of the learning process. It should be emphasized that this

has been achieved by analyzing the effects of reinforcement with con-
the behavior of the individual

siderable precision. Only in this way can
organism be brought under such precise control. [p. 14)

A teaching machine is simply any device which arranges contingencies
of reinforcement. There are as many different kinds of machines as
there are different kinds of contingencies. Early experimenters
manipulated stimuli and reinforcers and recorded responses by hand,
but current research without the help of extensive apparatus is un-
thinkable. The teacher needs similar instrumental support, for it is im-

possible to arrange many of the contingencies of reinforcement which

expedite learning without it. Adequate apparatus has not eliminated

the researcher, and teaching machines will not eliminate the teacher.
[p. 651

In college and graduate
now almost universal system of
not teach, he simply holds the stu

student must read books, study tests,
lectures, and he is responsible for doing so in the sense that, if he does

not correctly report what he has seen, heard, or read, he will suffer
aversive consequences . . . . A test which proves to be too easy is made
harder before being given again, ostensibly because an easy test does
not discriminate, but more probably because the teacher is afraid of
weakening the threat under which his students are working. A teacher
is judged by his employers and colleagues by the severity of the threat

schools the aversive pattern survives in the
“assign and test.” The teacher does
dent responsible for learning. The
perform experiments, and attend
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he imposes: he is a good teacher if he makes his students work hard

regardless of how he does
so. [pp. 99-100] so or of how much he teaches them by doing

The i

] gomﬁﬁ o:t'iartutsl:l} d'oes, of course, learn without being taught, It is
2 8004 thin gb : lzam :i is so, and it would no doubt be a good thing if
ot St in that way . - But discovery is no solution to
(o Proalems of ucatlc?n. A culture is no stronger than its capacity to
ranomit | and.ethfnu]St impart an .accumulation of skiils, knowledge
e octal and ¢ .1czd practices to 1?3 new members. The institution of"
et o the s:jgn to serve this purpose ... It is dangerous to
e e I:l en]:; tha.t itis bem?ath his dignity to learn what others
fiready k po“;ers’a’t) there is sognpthmg ignoble (and even destructive of
from lierary works, and that 10 be admired ne sowe tck o ey

. ) mir ink in origi

ways, It is equally dangerous to forego teachii;n :]nsltp:)l:']t:l;tl I;‘a(::l:sg::ill

principles in order to giv i
e i give the student a chance to discover them for

Sysl;lelxlgat"vasi, lp;rin?arily concerned with the development of a
study of ;; chavior theory that would improve the laborato
for teachin:rr;gli’s si;:i Islo :1; ga_we.}‘ittle attention to its implicatiog
. . e si : _
Kingsley and Garry poign X out:gm icance of his work for education,

Syst i

> ;rtst :rr::;u; fc;ﬁe;l arlllcf arrangement would characterize the class room
D o 1 ull’s thec?ry. The development of habits and skills
oo srt(iﬁu:ih; s‘;mple to the complex with a clear under-

nd responses to be associated, The

:}rgll:]:ihl;l?ve .tc} be dynamic and §timulating in view of the centg;?gr:s?

hon that e;e;)n oriiel?ent holds, inasmuch as aroused drives whichpcan

- y satisfying outcomes are an essenti iti

pere: . ial condition of learn-

degSimi f;re;:ftlce would_ be .presented for the purpose of l:)uildinmtrllll
e a 1.ts and n:aamtalning them, but would not proceed tg the

f e;;lonf;; :2:1(:1}5 thekmc;lease in inhibition from repeating the (s)am:

make the child i
Gerry, 1997, por 100 108 reluctant to respond. [Kingsley and

Tolman was also princi
: . pally concerned with the labo
of learning, and Kingsley and Garry point out that “tﬁ%;itsiii{
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Tolman accepts different forms of learning make,ls1 it rr:lo;ci sdltt;?::rl;
to infer how an educational grclgrarﬁler\%h::?kt;soleebe his theory
literally would operate.” I}ut the teac o o thich make it
primarily with “the creating of stimu usl-c ditions e . and
ible for the learner to perceive clearly W :
It): S1smde:1'stand the different means by which a glv;,.l:l goﬂv‘i:gntgz
reached. Emphasis would be placed uponhnlla i gBecause he
relationships between the parts aqd the w 10le . .;,tc ause o
variations in capacity with age, previous qxpenenc;., o B
be necessary to select learning tasks which cla;0 e perc
wholes.” [Kingsley and Garry, 1957, pp- 11’9- k] cing essen-
Hadwrs pSychOIOg_iCSltS iaw th?g?ﬁ'fg;;ts rteai:ti(?;shipsgand to
tially to help the individual see sig ARt TElaon o func,
manage instruction so that he organizes . nsp T etures,
tional patterns. Through verbal explam.a ions, o lctures
i chalkboards, presenting reading matter, @
ﬁ:::; got::: dtsca?:?ling activities, the teacher provides stimulating

situations.

i i d for suitable
ful lesson planning with dpe regar .
ord presentation is essential for good tf:achmg(i
Practices conducive to the establishment of l.'itp1)1'<3mp1'1-.';1te rel:ltlu;l:patoln
ization i i ith the familiar, basing ca
organization include starting wi amiliar, Do o sgether,
Iready taken, putting together fa . (
gil'z?lepiig itezls according to their natural connt:ct‘llclmsE p:.a:;l;gb:::-l
i i i long, using illustrati
nder the topic to which they b ' \ _
:)?lfls;eu learner’s experience, giving major .emph.as1s to dess:git;ail:lsg,
centering supporting details around the main poulnlsi ?;12] a
irrelevant details. [Kingsley and Garry, 1957, pp. 111-

For this reason,
arrangement and orderly

all the divisions and topics of each subject must be
intl:z‘;:;l:::lr,ng;,all the various subjects of a course or program must

¢ another. '
bel{f}':;f(;:\gglt in The Condition:s of Learning (1965) gﬁreg; zv;;lt
these learning theorists that teaching means the a;ra(ril.gla gr of conr
ditions that are external to the le:arner [p. 26], butl e e&s bg e
learning is a phenomenon which can b.e €Xp funes of{eaming
theories. He believes that thers: are elgh.t .dlstmct fyll)l s of ,
each with its own set of required conditions, as fo :

e
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Type 1: Signal Learning. The individual learns to make a general,

diffuse response to a signal. This is the classical conditioned
response of Pavlov,

Type 2: Stimulus-Response Learning. The learner acquires a precise
response to a discriminated stimulus. What is learned is a
connection (Thorndike) or a discriminated operant

(Skinner), sometimes called an instrumental response
(Kimble).

Type 3: Chaining. What is acquired is a chain of two or more
stimulus-response connections. The conditions for such
learning have been described by Skinner and others.

Type 4: Verbal Association. Verbal association is the learning of
chains that are verbal. Basically, the conditions resemble
those for other (motor) chains. However, the presence of
language in the human being makes this a special type
because internal links may be selected from the individual’s
previously learned repertoire of language.

Type 5: Multiple Discrimination. The individual learnes to make 7
different identifying responses to as many different stimuli,
which may resemble each other in physical appearance to a
greater or lesser degree,

Type 6: Concept Learning. The learner acquires a capability of mak-
ing a common response to a class of stimuli that may differ
from each other widely in physical appearance. He is able to

make a response that identifies an entire class of objects or
events,

Type 7: Principle Learning. In simplest terms, a principle is a chain
of two or more concepts. It functions to control behavior in
the manner suggested by a verbalized rule of the form “If A,
then B,” which, of course, may also be learned as type 4.

Type 8: Problem Solving. Problem solving is a kind of learning that
requires the internal events usually called thinking. Two or
more previously acquired principles are somehow combined
to produce a new capability that can be shown to depend on a
“higher-order™ principle. [pp. 58-59]

Gagne further believed that the most important class of conditions
that distinguishes one form of learning from another is its prere-
quisites, since the types are in hierarchical order, as follows:
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3. Providing a model for terminal performance. The importance of
the function of informing the learner about the general nature of
the performance to be acquired has been emphasized previously on
several occasions. There is no single way of doing this, and many
different components of the instructional situation may be
employed. Most commeonly, the “model” of performance to be ex-

prereqluisitesr e connections (type 2). [p. 60] pected following learning is conveyed by oral or printed com-
Stimulus-respons .

i i uisites:
Problem solving {type 8) requires as prerequist :
Principles (type 7), which require as prereqql§1tes.
i i uisites:
Concepts (type 6), which require as prerequisl o
Multipﬂe discriminations (type 35), wh1ch. require as prlr'r??ls}:i::é e
Verbal associations (type 4) or other chains (type 3), which req

Gagne specifies eight component functions of the instructional

situation, representing the ways in which the leamer’.s environment
acts on him, that must be managed by the teacher:

1. Presenting the stimulus. Every type of learning requires a stimulus,

and usually these stimuli must be lcl)lcated ;;vi.thinl t::n iezaran;r;gx tce:-
. . e , j

ironment. outside the learner. Ifa ¢ ain is being

;:Fcuc must be provided for each lmk_. even tht?ugh_ thes; may

become unnecessary later, If multiple: discrimination is to :d ac;

complished, the stimuli to be discriminated must be dlsglay esct

that correct connections can become differentlatefi fror? 1;(:;;: <

i itable variety of oby)

ones. If concepts are being learned, a sui ty ¢ o
i displayed. If principles are

events representing a class mu?.t be _

ing acquiI:'ed, the stimulus objects to w;ucl: t(}leyt a:lzl :i{t?:::;ﬁe:;

ted to the student,
apply must somehow be represen the stude ifprodlem
ing i “ tuation” must similarly

solving is undertaken, the “problem si : :

represinted in many different ways b)f objects .already 1;(1 th:

learner’s environment, or by means of pictures, printed books, o

oral communication.

Directing attention and other learner activities. Environmental

components also act on the learner by directing his attlentlon tooi;r-
tain stimuli or aspects of stimulus f)bject's and cvents. In ;ery Zd fo%
children, vivid or suddenly changing stimulation may1 e ursn d fo

this purpose. Very soon these can be supplan‘t‘ed b)f oriih commber o}
and later still by printed directions such as, “Notice ’ eF nu o
electrons in the outer ring,” or “Lock at the glraph in h1gure,h i;]-
Activities other than attention may alscz‘be dlrectf:d!J ¥y suclzin -
structions, as implied by the statem.ents, Remc:,i;lber ow at‘vities
defined,” or “Complete the following 'sentence.' Th:,;e ac 1st e
are not themselves learning; they are simply actions ::.ititr.nus e
taken by the learner in order to create the proper condl 1o:n o
learning. Verbal directions that have these purposes ¢

presented either orally or in printed form.

munication.

4. Furnishing external prompts. In learning chains as well as multiple

discriminations, cues may be provided in the instructional situation
to establish a proper sequence of connections or to increase the dis-
tinctiveness of stimuli. As learning proceeds, these extra cues may
be made to “‘vanish” when they are no longer needed. Stimuli that
function as extra cues may take a variety of forms. For example,
they may be pictorial, as when a sequence is depicted in a diagram
reading from left to right. Or they may be auditory, as in emphasiz-
ing the differences in sound of such French words as rue and rouge,
Verbal stimuli are often employed for both these purposes, as well
as for the purpose of furnishing distinctive “coding links” in verbal
chains. In Gilbert’s (1962) example of learning color coding for
resistors, the word “penny” is provided as a link between brown
and one, the word “nothingness” as a link between black and zero.

5. Guiding the direction of thinking. When principles are being

learned, and particularly when learning takes the form of problem
solving, the direction of recalled internal connections (thoughts)
may be guided by instructions from the learner’s environment, As
described previously, such guidance is presumed to have the effect
of increasing the efficiency of learning by reducing the occurrence
of irrelevant “hypotheses,” Generally, instructions having this
function of “hinting” and “suggesting” take the form of oral or
printed prose statements.

- Inducing transfer of knowledge. Providing for the transfer of
learned concepts and principles to novel situations may be ac-
complished in a number of ways. The conduct of discussion is one
of the most convenient. Obviously, this is a special kind of interac-
tion between the learner and his environment, and it is not possible
to specify exactly what form will be taken at any given moment by
stimulation from the environment. The process is usually initiated,
however, by verbally stated questions of the **problem-solving”
variety. An important alternative method is to place the individual
within a problem situation more or less directly, without the use of
words to describe it. A science demonstration may be used to serve
this function. Also, motion pictures can be used with considerable
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effectiveness to initiate problem-solving discussion by “getting the
students into the situation” in a highly realistic manner.

7. Assessing learning attainments. The environment of the learner
also acts on him to assess the extent to which he has attained a
specific learning objective or subobjective. It does this by
deliberately placing him in representative problem situations that
concretely reflect the capability he is expected to have learned.
Most frequently, this is done by asking him questions. Although it
is conceivable for the learner to formulate for himself the questions
to be asked, this is difficuit to do even for the experienced adult
leatner. Preferably, the questions must come from an independent
source, so that they will be uninfiuenced by the learner’s wishes, but
will accurately represent the obiective.

8. Providing feedback. Closely related to assessment of learning out-
comes is the provision for feedback concerning the correctness of
the learner’s responses. The questions that are asked the learner,
followed by his answers, must in turn be followed by information
that teils him whether he is right or wrong. Sometimes, the provi-
sion for this feedback function of the learner’s environment is very
simple to arrange: a foreign word pronounced by the student may
sound like one he hears on a tape; the color of a chemical solution
may indicate the presence of an clement he is searching for. At
other times it may be considerably more complex, as when the
adequacy of a constructed prose paragraph describing an observed
event is assessed, and the results fed back to the student.

These eight functions, then, represent the ways in which the
learner’s environment acts on him. These are the external conditions
of learning that, when combined with certain prerequisite capabilities
within the learner, bring about the desired change in his performance.
Obviously, there are many ways to establish these conditions in the
learning environment, and many combinations of objects, devices, and
verbal communications may be employed in doing so. Probably the
most important consideration for the design of the learning environ-
ment, however, is not that several alternative ways of accomplishing
the same function arc usually available. Rather, the important point is
that for a given function, certain means of interacting with the learner
are quite ineffective. Accordingly, the characteristics of various media
of instruction in performing these functions need to be considered
carefully in making a choice. [Gagne, 1965, pp- 268-271]

These are the learning theoris"cs who Hilgard believed would

agree with his twenty principles (with the exception of the motiva-
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ct:l;?’ta:l? egzr:c:tr;lail;g th;pristls,)whom Hilgard didn’t identify, so we
' : ‘ m directly). Obviously these theorist ’
nr.ll(l)us in seeing ?eachmg as the management of prozgdi?;se \l:r?lanl;
;vrrOd sz:ur% hspec;ﬁcd behavioral changes as prescribed !eamilr(:g
s. The role of the teacher, therefore, is
( . { s , is that of a sh
behavior. Stated this baldly, it smacks of what contemporaryscraitl;: (())if

education see as a God-playi .
1970, p. 30] playing role. [Bereiter, 1972, p. 25; Illich,

Teaching_ Concepts Derived from
Learning Theories of Adults

Ch;{cllx::z er\;]f theories based primarily on studies of animals and
theorists. Y ercll we look at the concepts of teaching of those
who derived their theories of learning primarily from

studies of adults they are very di
ry different. C
the sharpest breaks in his lead statement:arl Rogers makes one of

;s:zzhls:lgc,hm my estimation, is a vastly over-rated function. Having
made such EII :;;te%‘?:ﬂizrlgsc;;yn st?t th_e dictionary to see if I really
much interested in instructing anoth(c)::n' struc; e e ot
think. ‘To impart knowledge or skill.” M eactio l?e om0t b mooy
: 1 ." My reaction is, w

;Ifgféenl:; us]tngka; boo!c or programmed learning? ‘To n?gk?ttob;nn:\f?
s(mwminyg ; %cc:) sﬁs rise. 1 hz_we 1’10 wish to make anyone kno‘.v
som show'n s ow, g_ulde, direct.’ As I see it, too many people have

» guided, directed. So I come to the conclusion that I do

hat I said. Teaching is, for m i
: ' e, a relati uni
vastly overvalued activity. [Rogers, 1969, p.al(v)::?]ly tmportant and

paljl:ic:lgersfgl?es on to explain that in his view teaching and the im-
parti giSOWhnquedgc make sense in an unchanging environment
“But if therc:yisltozl:;1 irgfﬁil;m :m qug.s e etion for oenturies’
: one t out modern man, it is that he lives i .
ce)r;v;ricl)lnmgnt which is continually changing,”” and thcrf:fol!::v:;l:zel 1;1}:1111
L0 I—;::t(;o?' must be the facilitation of learning. [Ibid., pp. 104-
oming Tel:] ;r;e;;?:l 1:l>lc of tt?ue teacher as that of a facilita;ar of
ting. 1 ement in performing this role i
relationship between the facili o abich b psonat
itator and the | ich i i
: th : earner, which in
ependent on the facilitator’s possessing three attitudinal qu;;lii?e:
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(1) realness or genuineness, 2) nonpossess'ive caring, pﬁzmg, gu:::
and respect, and (3) empathic understanding and sensitive an

curate listening. [Ibid., pp- 106-126]

He provides the following guidelines for a facilitator of learning:

i ing the initial mood or cli-

ilitator has much to do with setting i al me i
- mﬂ:;ﬁ? the group or class experience. If his own basic plnlosoph):.h is
one of trust in the group and in the individua}ls wht_) compose bﬂe
group, then this point of view will be communicated in many subtle

ways.

2. The facilitator helps to elicit and clarify the purposes of the individu-

i | purposes of the group. If

Is in the class as well as the more genera up-
l‘:e 1; not fearful of accepting contradictory purposes and confllcm}g
aims, if he is able to permit the individualls a sense of freedom 111n
statix;g what they would like to do, then he is helping to create a cli-

mate for learning.

3. He relies upon the desire of each student to .imp'lement thos; i;un;
poses which have meaning for him as the monvatwmfl forgz e'ded
significant learning. Even if the de-slre of the student is ;o eigland
and led by someone else, the facilitator can accept such a n

motive and can either serve as a guide when this is desired or can

provide some other means, such as a set course of study, for the stu-

i ire i dent. And, for the majority of
dent whose major desire is to be depeq And, for th ;
students, he can help to utilize a parn?ular .mdmdl.lal s own drives
and purposes as the moving force behind his learning.

4. He endeavors to organize and make easily a\gzilable t:ze [v‘;rz:]izs; g:isl-
. ing. He endeavors to -
ible range of resources for learning. ' .
:;ft?lee :vrigngi materials, psychological aids, persons, §qmgment,
trips, audio-visual aids—every conceivable resource which his stlill—
dcnt; may wish to use for their own enhancement and for the fulfill-

ment of their own purposes.

i exible resource to be utilized by the group.
5. He regards iuelfas £ £ as a resource. He makes himself

does not downgrade himsel . ; I
:?ailable as a counselor, lecturer, and advisor, a person with experi

ence in the field. He wishes to be used by individual students, and by
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the group, in ways which seem most meaningful to them insofar as
he can be comfortable in operating in the ways they wish.

6. In responding to expressions in the classroom group, he accepts both
intellectual content and the emotionalized attitudes, endeavoring to
8ive each aspect the approximate degree of emphasis which it has for
the individual or the group. Insofar as he can be genuine in doing so,
he accepts rationalizations and intellectualizing, as well as deep and
real personal feelings.

7. As the acceptant classroom climate becomes established, the facili-
tator is able increasingly to become q participant learner, a member
of the group, expressing his views as those of one individual only.

8. He takes the initiative in sharing himself with the group—his feelings
as well as his thoughts—in ways which do not demand or impose but
represent simply the personal sharing which students may take or
leave. Thus, he is free to express his own feelings in giving feedback
10 students, in his reaction to them as individuals, and in sharing his
own satisfactions or disappointments. In such expressions it is his
“owned” attitudes which are shared, not judgments of evaluations
of others.

9. Throughout the classroom experience, he remains alert to the ex-
pressions indicative of deep or strong feelings. These may be feel-
ings of conflict, pain, and the like, which exist primarily within the
individual. Here he endeavors to understand these from the person’s
point of view and to communicate his empathic understanding. On
the other hand, the feelings may be those of anger, scorn, affection,
rivalry, and the like—interpersonal attitudes among members of the
group. Again he is as alert to these as to the ideas being expressed
and by his acceptance of such tensions or bonds he helps to bring
them into the open for constructive understanding and use by the

group.

10. In his functioning as a facilitator of learning, the leader endeavors
to recognize and accept his own limitations. He realizes that he can
only grant freedom to his students to the extent that he is comfort-
able in giving such freedom. He can only be understanding to the
extent that he actually desires to enter the inner world of his stu-
dents. He can only share himself to the extent that he is reasonably
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comfortable in taking that risk. He can ozly pa;ul‘lci::p;t:dz;sn :18 n}::g;b:ru
feels that he an
of the group when he actually hat O b eire
i . He can only exhibit trust of the studes
O ot as e fe s that trust. There will be many times when

to learn insofar as he feel _ : .
his attitudes are not facilitative of learning. He will find himself be-

ing suspicious of his students. He wﬁll find it ll.lnelp‘(;;sllt]):: ‘t::m a;:;;eg;
attitudes which differ strongly from his own. le to
i hich are markedly differ
stand some of the student feelings w : ‘

:E':le ﬁr‘om his own. He may find himself feeling ds;tronﬂy h_]t;c:eg]::::ft:l
i i iencing attitudes whic! -

and evaluative. When he is experiencing &

cilitative, he will endeavor to get close to thefn,.to be clel?r%:l;a;:

of them, and to state them just as they are within hlmse . Once be

has expressed these angers, these judgments, these. mistrusts, hese

doubts of others and doubts of himse_lf, as somcthm_g cc}xlmmig]1 o

within himself, not as objective facts in cutward reahty, e 1;_# e

the air cleared for a significant interchange between himself an

students. Such an interchange can go a long way toward resolving

i iencing, and thus make it
ttitudes which he has been experiencing, and
t;l:s:izlg a1"or him to be more of a facilitator of learning. [Rogers,

1969, pp. 164-166]

spell out his conception_of t_he role.of
teacher, he no doubt would subscribe to P;:)gers’ guldeliltr)niels;;yw;g;
; i hasis on the teacher’s respons
perhaps a bit more emp R S slow
idi 1 followers of both Rogers
providing safety. Severa ; : gers and
i i lating their theories
have experimented with trans . o
i le, describes the developm
behavior. George Brown, for example, i . men ¢
i . the integration or flowing
fluent education (*‘the term fqr ation or
:gget;t:r of the affective and cognitive glem.ents in 1:-1d1\%ccllual ggg
roup learning™) in the Ford-Esalen Project in Affec'tlve ;;a o
ign California in the late 1960’s in gis I{zl;man Tea;::inrﬁ .{rftrto lt‘::fa
ing, 1971. Elizabeth Drews describes an experi y
i:ir';?ggram designed to foster self-initiated le;t.n;uiﬁ atnic?elfs
ization in ni in Michigan, in which the te
actualization in ninth graders in _
defined their roles as facilitators of learning. [Drews, 1966]

Although Maslow does not
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Flowing in the same stream of thought, Goodwin Watson
provides the following summary of “what is known about learn-

ing”—which is easily read as “guidelines for the facilitation of
learning™:

1. Behavior which is rewarded—from the learner’s point of view—is
more likely to recur,

2. Sheer repetition without reward is a poor way to learn.

3. Threat and punishment have variable effects upon learning, but
they can and do commonly produce avoidance behavior—in
which the reward is the diminution of punishment possibilities.

4. How “ready” we are to learn something new is contingent upon
the confluence of diverse—and changing—factors, some of which
include:

a. adequate existing experience to permit the new to be learned
{we can learn only in relation to what we already know);

b. adequate significance and relevance for the learner to engage
in learning activity (we learn only what is appropriate to our
purposes);

c. freedom from discouragement, the expectation of failure, or
threats to physical, emotional, or intellectual well-being,

5. Whatever is to be learned will remain unlearnable if we believe
that we cannot learn it or if we perceive it as irrelevant or if the
learning situation is perceived as threatening,

6. Novelty (per 4 and 5 above) is generally rewarding.

7. We learn best that which we participate in selecting and planning
ourselves.

8. Genuine participation (as compared with feigned participation in-
tended to avoid punishment) intensifies motivation, flexibility,
and rate of learning,

9. An autocratic atmosphere (produced by a dominating teacher
who controls direction via intricate punishments) produces in
learners apathetic conformity, various—and frequently

devious—kinds of defiance, scapegoating (venting hostility
generated by the repressive atmosphere on colleagues), or es-
cape...An autocratic atmosphere also produces increasing
dependence upon the authority, with consequent obsequiousness,
anxiety, shyness, and acquiescence.
10. “Closed,” authoritarian environments (such as are characteristic
of most conventional schools and classrooms) condemn most



11. The best time to learn anyt

itari can,
12. An “open,” nonauthoritarian atmosphere

Houle has proposed 2 “fundamental system

The Adult Learner

g T . an
1 1] 8 H]

failure so that self-confidence, aspirat

_concept are destroyed.
cape), and a healthy self c;rilngi;s when whatever is to be learned

is immediately useful to us. then, be seen as

A o the
i initiati d creativity, encouraging

ducive to learner initiative an vity, gin ,

;:::rning of attitudes of self-confidence, originality, self-reliance

enterprise, and independence. All of which is equivalent to learn-
ing how to learn. [Watson, 1960-1961]

» of educational

design which rests on seven assumptions:

system,

. e ten g is
1. Any episode of learning occurs in a specific situation and

influenced by that fact. s
2 'li‘li:)ef (:rlll;,?)l;i; or planning of educational actm;lc?s mustt:;tb:;:: g0;1
. 1Ly : their cons .
the realities of human experience and upon ¢) which draws on

3. Education is a practical art (like architectur

many theoretical disciplines in the humanities, and the social and

iological sciences. ) “An
4 %duciion is a cooperative rather than an operative art. (

operative art is one in which the creation of a p?odutcl:]teoarrt perfo;
mance is essentially controlled by tl:lg person using 'din. .;;nd
cooperative art. .. works in a facilitative way by guiding

. d
directing a natural entity or process. The farmer, physician, an

educator are three classic examples 'of coopt?ra.ativ'e artlshs. u)nder-
The planning or analysis of an educational activity is usuatly 5
> tak?ag in terms of some period which the rpmd abstracts for
analytical purposes from the comphc?ted real.lty. oo under-
6. The planning or analysis of an educational activity may nder-
' taken by an educator, a learner, an independent analyst, or
combination of the three.

7. Any design of education can best be understood as a complex of in-

teracting elements, not as a sequence of events. [Houle, 1972, pp.

32-39]

. e us 1
He then identifies the following component§ in his fux.ldamenta
which it is the task of the educator to manage:
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1. A possible educational activity is identified.
2. A decision is made to proceed.
3. Objectives are identified and refined.
4, A suitable format is designed.
a. Learning resources are selected.
b. A leader or group of leaders is chosen.
¢. Methods are selected and used.
d. A time schedule is made.
¢. A sequence of events is devised.
f. Social reinforcement of learning is provided.
g. The nature of each individual learner is taken into account.
h. Roles and relationships are made clear.
i. Criteria for evaluating progress are identified.
j. The design is made clear to all concerned.
5. The format is fitted into larger patterns of life.
a. Learners are guided into or out of the activity both at the begin-
ning and subsequently,
b. Life styles are modified to allow time and resources for the new
activity.
¢. Financing is arranged.
d. The activity is interpreted to related publics.
. The program is carried out.
The results of the activity are measured and appraised.
. The situation is examined in terms of the possibility of a new
educational activity. [Ibid., pp. 48-56]

m:.,]a\

Because Tough’s studies have been concerned with the self-
initiated learning projects of adults, he has focused on the *helping
role” of the teacher or other resource person. His investigations

have produced the following “fairly consistent composite picture of
the ideal helper”:

One cluster of characteristics might be summarized by saying that the
ideal helper is warm and loving. He accepts and cares about the
learner and about his project or problem, and takes it seriously. He is
willing to spend time helping. He is approving, supportive, en-
couraging, and friendly. He regards the learner as an equal. As a
result of these characteristics, the learner feels free to approach this

ideal helper, and can talk freely and easily with him in a warm and
relaxed atmosphere.
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cteristics involves the helper’s perceptions of
elf-planner. The ideal helper has confi-
to make appropriate plans and arrange-
s a high regard for his skill as a
ke the decision-making control

A second cluster of chara
the person’s capacity as a §
dence in the learner’s ability
ments for this learning. The helper ha
self-planner, and does not want to ta
away from him.

Third, the ideal helper views his interaction with the learner as a dia-
he listens as well as talks. His help

logue, a true encounter in which
will be tailored to the needs, goals, and requests of this unique learner.

The helper listens, accepts, understands, responds, helps. These pei-
ceptions of the interaction are in sharp contrast t0 those of “‘helpers”
who want to control, command, manipulate, persuade, influence, and
change the learner. Such helpers seem to view communication as “‘an
inexhaustible monologue, addressed to everyone and no one in the
form of ‘mass communication’ . . . Such a helper perceives the learner
as an object, and expects to do something fo that object. He is not
primarily interested in the other person as a person, and in his needs,

wishes, and welfare.”

Another cluster of internal characteristics involves the helper’s
help because of his affection and concetn

reasons for helping. He may
for the learner. Or the helper may, in an open and positive way, expect

to gain as much as he gives. Other sorts of motivation, too, are possi-

ble—pleasure for knowing he was helpful, satisfaction from seeing
progress or from the learner’s gratitude . . .

Finally, the ideal helper is probably an open and growing person, not a
closed, negative, static, defensive, fearful, or suspicious sort of person.
He himself is frequently a learner, and seeks growth and new ex-
periences. He probably tends to be spontaneous and authentic, and to
feel free to behave as a unique person rather than in some sterec
way. [Tough, 1979, pp- 193-197]
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Table 4-1.
The Role of the Teacher

Conditions of Learning Principles of Teaching

The learners feel a need to learn.

The

characterized by physical com-
fort, mutual trust and respect
mutual helpfulness, freedom oi'
expression,
differences:

1. ;l'he teacher exposes students
o new possibilitie -
fulﬁllmetft. * ofself

2. The teacher helps each stu-
deqt clarify his own aspi-
rations for improved be-
havior.

3. The teacher helps each stu-
dent diagnose the gap be-
tween his aspiration and his
present level of performance,

4. _The teacher helps the students
identify the life problems they
experience because of the
gaps in their personal equip-
ment,.

5. The teacher provides physical
conditions that are comfort-
able (as to seating, smoking,
tFmPerature, ventilation
hghltmg, decoration) and con:
ducive to interaction (pre-
ferably, no person sitting
behind another person).

6. The teacher accepts each stu-
dent as a person of worth and
respects his feelings and ideas.

7. The teacher secks to build
relationships of mutual trust
and helpfulness among the
studen.ts by encouraging co-
operative activities and re-

learning environment s

and acceptance of

These characteristics fit well into my own conception of the role

of the andragogical teacher, which 1 have attempted to make

operational as a set of principles as shown in Table 4-1.

frai.ning from inducing com-
petitiveness and judgmen-
talness,

{continued on next page}

e

'e
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Table 4-1. continued

Conditions of Learning

Principles of Teaching

The learners perceive the goals of
a learning experience to be their
goals.

The learners accept a share of the
responsibility for planning and
operating a learning experience,
and therefore have a feeling of
commitment toward it.

The learners participate actively
in the learning process.

The learning process is related to
and makes use of the experience
of the learners.

10.

1.

12.

13.

. The teacher exposes his own

feelings and contributes his
resources as a colearner in the
spirit of mutual inguiry.

_ The teacher involves the

students in a mutual process
of formulating learning objec-
tives in which the needs of the
students, of the institution, of
the teacher, of the subject
matter, and of the society are
taken into account.

The teacher shares his
thinking  about  options
available in the designing of
learning experiences and the
selection of materials and
methods and involves the
students in deciding among
these options jointly.

The teacher helps the students
to organize themselves (pro-
ject groups, learning-teach-
ing teams, independent study,
¢tc.) to share responsibility
in the process of mutual
inquiry.

The teacher helps the students
exploit their own experiences
as resources for learning
through the use of such
techniques as discussion, role
playing, case method, etc.
The teacher gears the presen-
tation of his own resources to
the levels of experience of his
particular students.
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Table 4.1. continued

Conditions of Learning

Principles of Teaching

The learners have a sense of

progress toward their goals.

14. The teacher helps the students

15.

16.

to apply new learning to their
experience, and thus to make
the learnings more meaning-
ful and integrated.

The teacher involves the
students in developing mu-
tually acceptable criteria and
methods for measuring pro-
gress toward the learning
objectives.

The teacher helps the students
develop and apply procedures
for self-evaluation according
to these criteria.

[Knowles, 1980, pp. 57-58]

Concepts of Teaching Derived from
Theories of Teaching

i+ Sor.ne teachlpg theories have. evolved directly from learning
eories, especially the mechanistic models. Other theories of
teaching evolved from analyses of teacher behavior and its conse-
quences and ‘frorn experimenting with manipulation of the variable

in the teaching-learning situation. Since the previous section ha:

Dewey’s Concepts

presented teaching theories derived from learning theories, let us
turn now to concepts derived from theories of teaching. ’

Perhaps the most impactful s i
. ystem of ideas about effecti
teaching was propounded by John Dewey during the first half“;?'
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this century. Dewey contrasted his basic principles with those of

traditional education:

pposed expression and cultivation of .in-
ine is opposed free activity; to learning

from texts and teacher, learning through experi:;ce; to gl.:ic(l;lllis;?(:ﬂe;t"
i i i ill, is opposed acquis

isolated skills and techniques by drill, ’ ' ! hem

ini i ke direct vital appeal; to prep

as means of attaining ends which ma . ' i

osed making the most 0

tion for a more or less remote future is 0pp o most of

iti ife; tatic aims and materials 1s Op

e opportunities of present life; tos )
11;3121sc:dpIa)wquaintam::vs with a changing world. [Dewey, 1938, pp. 5-6]

To imposition from abovg is. 0
dividuality; to external discipl
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business to be on the alert to see what attitudes and habitual tenden-
cies are being created. In this direction he must, if he is an educator, be
able to judge what attitudes are actually conducive to continued
growth and what are detrimental. He must, in addition, have that
sympathetic understanding of individuals as individuals which gives
him an idea of what is actually going on in the minds of those who are
learning. [fbid., p. 33]

A primary responsibility of educators is that they not only be aware of
the general principle of the shaping of actual experience by environing
conditions, but that they also recognize in the concrete what surround-
ings are conducive to having experiences that lead to growth. Above
all, they should know how to utilize the surroundings, physical and

i i ncepts. The
Dewey’s system is organized around several key concep

social, that exist so as to extract from them all that they have to con-
central concept is experience:

tribute to building up experiences that are worth while. {1bid., p. 35]

All genuine education comes about through experience. [Ibid., p. 13]

m of an education based upon experience is to select

e oo itfully and creatively in

the kind of present experiences that live fru
subsequent experiences. {Ibid., pp. 16-17]

A second key concept is democracy:

The question T would raise concerns why. we prefer democrta.uc :ﬁg
humane arrangements to those which are autocra 1cd nd
harsh . . . Can we find any reason that does not ultimately comeb otter
to the belief that democratic social a;rangement§dgll';$c;:s?bleeand
i i hich is more wi
uality of human experience, one w . _ :
gnjoy:d than do non-democratic and anti-democratic forms of social

life? [Ibid., pp. 24-25)

Another key concept is continuity:

i erience
inci tinuity of experience means that every exp
T B som y y ose which have gone before and

th takes up something from th - :
:)odifies inp some way the quallty. of those whlqh lfolt:)n:
after . . . Growth, or growing and developing, not only physically bu

intellectually and morally, is one exemplification of the principle of
continuity. [Ibid., pp. 27-28]
It is worth while to say something about the way in which the adult

[teacher] can exercise the wisdom his own wider expenel'{%e gi.\;e?sh;lr;
without imposing a merely external control. On one side, 1

Another key concept is interaction:

The word “‘interaction™ expresses the second chief principle for inter-
preting an experience in its educational function and force. It assigns
equal rights to both factors in experience—objective and internal con-
ditions. Any normal experience is an interplay of these two sets of con-
ditions. Taken together, or in their interaction, they form what we call
a situation. The trouble with traditional education was not that it
emphasized the external conditions that enter into the control of the
experiences but that it paid so little attention to the internal factors
which also decide what kind of experience is had [the powers and pur-
poses of those taught). [Ibid., pp. 38-44]

It is not the subject per se that is educative or that is conducive to
growth. There is no subject that is in and of itself, or without regard to
the stage of growth attained by the learner, [an end] such that in-
herent educational value may be attributed to it. Failure to take into
account adaptation to the needs and capacities of individuals was the
source of the idea that certain subjects and certain methods are intrin-
sically cultural or intrinsically good for mental discipline . . . In a cer-
tain sense every experience should do something to prepare a person
for later experiences of a deeper and more expansive quality, That is
the very meaning of growth, continuity, reconstruction of experience, -
[Ibid., pp. 46-47]
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The educator is responsible for a kqﬁwledgle of ;ncia:glizli eax::lgg:' eg
f subject-matter that will ena e activities to be :

]\:flll;i)c‘:‘lr'}?gs; tc;'nemsilves to social organization, an orgamzattll:_)n in av;l;u;l;

all individuals have an opportunity to (;ontrﬂ;lﬁiec;?;?;rﬁf; and in

i ivities i i articipate are

which the activities in which all p ; hicl carrler O boat
. rinciple that development ol exper : '

::::lough fr?ti:rlz)actiorf means that education 1s essentially s; 's::ili
rocess. . . The teacher loses the position of _external boss 02 1 1;6] :

lt)mt tak;aé .on that of leader of group activities. {Zbid., pp. 61-

It is possible of course to agl.ls; the oefgc:il :ntfi ::hf:;f:ept;lr; 2:’;1::3h$

oung into channels which expr e ez ;
tﬂl::nythatgof the pupils. But the way to avoid this d;m%er ;]s; ;o:of?; till]:
adult to withdraw entirely. The way 1s, first, for the :railenm obem
telligently aware of the capacities, needs, and past exp e e o
under instruction, and, secondly, to allow tht; SI;gl-gth O atons
develop into a plan and project by means of the utms e up,
contributed and organized into & whole.by the mem of the grosP-
The plan, in other words, is a cooperative enterprise, no

[Ibid., p. 85]

i i isinterpreted, and ex-
f Dewey's ideas were distorted, misin
a l\:?:t{adoduring ghc heyday of the progressive schooltmozzr;eﬁz I:
gxgleration ago, which is why I thou_ghtf it important hgnq oot
flircctly. In light of contemporary thinking about teaching, .
don’t they seem fresh and useful?

Teaching through Inquiry

t of concepts about teaching yvith roots poth_ in
Dgw:;?: n‘iid:Zs—espf:cially his fqr_mulatloq t:fis s:;ermg;
thinking—and in those of the cognitive t_.hem_qs s vasiowy
referred to as the discovicry n}egllodl,ea tjl:inlgnqulry .

i i -solv . _
dlr;ct :ﬁnl:cgl;'?llgegr O;cl:g;?a: rtrllxz mostg notable proponent of thleS:I)-
pro:::h to teachin’g, is in the process of co_nftructlng a theory of in-
struction that will meet these four critena:

i i iences which most
of instruction should specify the experien t
) eAffglzfi(:rre){y implant in the individual a predisposition toward learn

ing.
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2. A theory of instruction must specify the ways in which a body of
knowledge should be structured so that it can be most readily
grasped by the learner.

3. A theory of instruction should specify the most effective sequences
in which to present the materials to be learned,

4. A theory of instruction should specify the nature and pacing of

rewards and punishments in the process of learning and teaching.
[Bruner, 1966, pp. 40-41)

His system is predicated on the existence in all people of the will
to learn.

The will to learn is an intrinsic motive, one that finds both its source
and its reward in its own exercise. The will to learn becomes a
“problem™ only under specialized circumstances like those of a
school, where a curriculum is set, students confined, and a path fixed,
The problem exists not so much in learning itself, but in the fact that
what the school imposes often fails to enlist the natural energies that
sustain spontaneous learning—curiosity, a desire for competence,

aspiration to emulate a model, and a deep-sensed commitment to the
web of social reciprocity [the human need to respond to others and to

operate jointly with them toward an objective]. [1bid., pp. 125-127)

Bruner further makes a distinction between teaching in the ex-
pository mode and teaching in the hypothetical mode.

In the former, the decisions concerning the mode and pace and style of
exposition are principally determined by the teacher as expositor; the
student is the listener. . .In the hypothetical mode, the teacher and the
student are in a more cooperative position. . .The student is not a
bench-bound listener, but is taking a part in the formulation and at
times may play the principal role in it. {Bruner, 1961, p. 126}

The hypothetical mode leads to students’ engaging in acts of dis-
covery, a process which Bruner sees as having four benefits: (1) in-
creasing intellectual powers, (2) shifting from extrinsic to intrinsic
rewards, (3) learning the heuristics of discovering and (4) making
material more readily accessible in memory. This mode is more
congruent with and more likely to nurture the will to learn.

Bruner conveys the operational aspects of discovery teaching by
describing it in action in case studies of actual courses. But Postman
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always in the process of acquiri i
. . acquiring skills, assimilating new i -
tt}gn, f(i;l(')mulatmg- or reﬁn. ing generalizations. Thus, hf is alwl:)f:rza]:.
us about defining the limits of learning, about saying, “This is what

and Weingartner provide the following list of behaviors observable
in teachers using the inquiry method:

The teacher rarely tells students what he thinks they ought to know.
He believes that telling, when used as a basic teaching strategy,
deprives students of the excitement of doing their own finding and of
the opportunity for increasing their power as learners.

His basic mode of discourse with students Is questioning. While he
uses both convergent and divergent questions, he regards the latter as
the more important tool. He emphatically does not view questions as a
means of seducing students into parroting the text or syllabus; rather,
he sees questions as instruments to open engaged minds to un-
suspected possibilities.

Generally, he does not accept a single statement as an answer 10 @
guestion. In fact, he has a persisting aversion to anyone, any syllabus,
any text that offers The Right Answer. Not because answers and
solutions are unwelcome—indeed, he is trying to help students be
more efficient problem solvers—but because he knows how often The
Right Answer serves only to terminate further thought. He knows the
power of piuralizing. He does not ask for the reason, but for the
reasons. Not for the cause, but the causes. Never the meaning, the
meanings. He knows, too the power of contingent thinking, He is the

most “It depends” learner in his class.

He encourages student-student interaction as opposed to student-
teacher interaction. And generally he avoids acting as a mediator or
judge of the quality of ideas expressed. If each person could have with
him at all times a full roster of authorities, perhaps it would not be
necessary for individuals to make independent judgments. But so long
as this is not possible, the individual must learn to depend on himself
as a thinker. The inquiry teacher is interested in students’ developing
their own criteria or standards for judging the quality, precision, and
relevance of ideas. He permits such development to occur by minimiz-
ing his role as arbiter of what is acceptable and what is not.

He rarely summarizes the positions taken by students on the learnings
that occur. He recognizes that the act of summary of *“closure” tends
to have the effect of ending further thought. Because he regards learn-
ing as a process, not a terminal event, his “summaries” are apt to be
stated as hypotheses, tendencies, and directions. He assumes that no
one ever learns once and for all how to write, or how to read, or what
were the causes of the Civil War. Rather, he assumes that one is

you will le‘z‘n'n _be_tween now and the Christmas holidays,” or even (
p;mglly), Tlns_ is what you will learn in the ninth gra,de ” The o:?ls :
ftlmgmficant terminal behavior he recognizes is death, and ile Sus; .
_ ﬂ: those who ta]k of learning as some kind of “te;minal pointm
ziosztl'yc;;gg;lhslﬁoﬁaveler; or have simply not observed children
( - Moreover, he recognizes that learning does not occur
:;lnt; ttsh(:o s;nsaree ;nat:dnsﬂlg Ec:na); ;wo peop_le,fand he regards verbal at-
; semantic ficti
rived ata particular conclusion, then little 1:u ;agﬁgi;tﬁ:l:;ah:; al’-
restating it. If the student has not arrived at a conclusion, then ::ri:
p;sumptuous and dishonest for the teacher to contend th’at he has
(Any teacher who tells you precisely what his students learned duriné

any lesson, unit, o ite It
talking about.) r semester quite literally does not know what he is

His lessons develop from the res
. velop from ponses of students and not -
zo:;ﬁ); ;z'etenthr:n;ik logical” structure. The only kind of lggglnap‘;)a’ﬁ
us, that es sense to him is one that tries to i ’
for, and deal with the authentic res et accoculmlart
. _ - ponses of learners to a i
g:;)ligtirth‘:n liln(g:s ot‘h questions they will ask, the obstaclesptialret; will
e, attitudes, the possible solutions they will off

2;11; ra_trely frustrqted or inconvenienced by ‘?wrong auesl;;.f:rt: .”Tfl:]lssé
suart ;nlgrelevant d.ll"eCtIOIIS. These are the stuff of which his b’est les-
sons opportumtles. are made. In short, the “content” of his lessons
e responses of his students. Since he is concerned with the pro-

;:szzse;)f l:h:n;ghlt rather than the end results of thought (The Answer!)
; ot feel compelled to “cover ground” (There’s th er
?ogg:gl, ?ir to msdu;'e that his students embrace a pz(zrticular do?:t;'lr'?]‘;elg

ude a stu nt’s idea because it is not germane. (Not erman,

whzla)tl? Obvmu_sly, it is germane to the student’s thina:ingg about ethtg
;t)l:o :lrln.) He is engaged in exploring the way students think, not what
! e.);1 h ould l:hmk (Pefo::e thg Christmas holidays). That is why he
pends more of his time listening to students than talking to or at them.

Generally, each of his lessons poses a problem for s

lc:ﬁ h1s questions, propqsed activities, and ass'{gnmag;m;e&ajnxﬁaﬁ
ving h.Js students clarify a problem, make observations relevant to

the solut‘lon of the problem, and make generalizations based on thei

observations. His goal is to engage students in those activities whicll:

produce knowledge: defining, questioning, observing, classifying,
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generalizing, verifying, applying. As we have said, all knowledge is a
result of these activities. Whatever we think we “know” about
astronomy, sociology, chemistry, biology, linguistics, etc., was dis-
covered or invented by someone who was more o less an expert in us-
ing inductive methods of inquiry. Thus, our inquiry, or “inductive,”
teacher is largely interested in helping his students to become more
proficient as users of these methods.

He measures his success in terms of behavioral changes in students:
the frequency with which they ask questions; the increase in the
relevance and cogency of their questions; the frequency and conviction
of their challenges to assertions made by other students or teachers or
textbooks; the relevance and clarity of the standards on which they
base their challenges; their willingness to suspend judgments when
they have insufficient data; their willingness to modify or otherwise
change their position when data warrant such change; the increase in
their tolerance for diverse answers; their ability to apply

generalizations, attitudes, and information to novel situations.

These behaviors and attitudes amount to a definition of a different
role for the teacher from that which he has traditionally assumed. The
inquiry environment, like any other school environment, is a series of
human encounters, the nature of which is largely determined by the
“teacher.” **Teacher” is here placed in quotation marks to call atten-
tion to the fact that most of its conventional meanings are inimical to
inguiry methods. It is not uncommon, for example, to hear “teachers”
make statements such as, “Oh, 1 taught them that, but they didn’t
jearn it.” There is no utterance made in the Teachers’ Room more €x-
traordinary than this. From our point of view, it is on the same level as
a salesman’s remarking, “I sold it to him, but he didn’t buy
it"—which is to say, it makes no sense. It seems to mean that
“teaching” is what a «teacher” does, which, in turn, may or may not
bear any relationship to what those being “taught” do. [Postman and

Weingartner, 1969, pp. 34-37)

Suchman has described vividly the success of the Inquiry Train-
ing Project at the University of Illinois in developing inquiry skills
in elementary school children. As a result of this experience, he feels
confident in the feasibility of “an inquiry-centered curriculum.”

.. in which the children would find themselves launched into areas of
study by first being confronted by concrete problem-focused episodes
for which they would attempt to build explanatory systems. Part of
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their data gathering mi

_ g might well be in the i i

h ‘ question-askin

Sk;‘}t]::ntl:l); :lllorﬁlg th'e.way time would have to be spent in builﬁirtlr:iie :ind

Shills throu ri \ ::glclw_es all'lld other such procedures. Yet there w('loug
elping the children enla i ct

through more teacher-directed means. [Srf:l:[l:leal; C?S%I)t;all?és]tems

Crutchfield counts four i
' : sets of skills involved in producti ]
ing, his synonym for problem-solving or inquiryqezr:i;téve whinke

8; sISlls_ of prob!egn discovery and formulation
s 5 }ll in organizing and processing problem infi i
) skill in idea generation, and ormation

(4) skill in the evaluation of ideas. [Crutchfield, 1972 pp. 192-195]

The notion that the dev
. elopment of skills of inqui

- » I h
gstn::ﬁr% f(:;l ;)t; i)fr:ll:)t:geducatlon is the cornerstoneqof ?111: cg:i:i;teo?'

process. This makes i i igni

o« ] es it espe
ina}ti ;l:;biiovegnng Board (?f the UNESCO Instilt)uf;atl'(l)); %ﬁﬁtﬁ?nt
in Har crirg, ermany deglded in March 1972 to focus on restijlamll;l
e ]_’F Er:llenta} projects in an exploratory study, “The Conc e
relo k?n . pl;cailtlm and Its Implications for Sch’ool Curricuﬁll::lq{
A per I prepared for this study is reproduced in Appendl:x

Teaching through Modeling

The
”ﬁccn‘io::1 gitme;zb?rate system of thought on imitation, iden-
by Albert Band eling as concepts of teaching has been developed
social learning u?aa; Stanford University. He labels the Systlzzm
. Bandura regards reinfor :
str " cement theori in-
theu(l:l;l;r::ai c?nchtlgnmg, such as Skinner’s, as able to aczf)u(r)li ;ﬂ
account t(':)rothirewous'y learned matching responses, but unable ?;
; way new respon .
Obfervatlon and imitation. ponse patterns are acquired through
n i .
wantstfg(e:hllenag by modeling, the teacher behaves in ways that he
modeling Barndcr to imitate. The teacher’s basic technique is role
effects fr(;m en ura and Walters (1963) identified three kinds of
S harebe Xposing the' learner to a model: (1) a modeling eff
inhibito{- ¢ l::if_lr-ner. acquires new kinds of response patternf' (2)€Ct,
y or disinhibitory effect, whereby the learner decre;lses ?:
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increases the frequency, latency or intensity of previously acrcrl:;r;;ll
s . and (3) an eliciting effect, whereby the learner ey
resppnse?_ , m the model a cue for releasing a response that is net hgn
;Zc\:l;?r g:hibitcd. For example, the modeling effect occurs whe:

i i one
the teacher shows learners how to listen empathically to

another by himself listening empathically to them. The inhibiting or

w,
disinhibiting effect occurs when' the teacher l:ctls ’:hlfa?ii?gseﬁfess
through modeling, that it is or is not approv ; avior o xpre

heir feelings openly, and thus inhibits or disin bits 8% the
11;'espm1.se. The eliciting effect occurs when, thrft‘);’;ggack " inv’iting
teacher teaches the art of giving and receiving et
the learners to criticize his own pe}'formance ‘ il:1 hibit,ed.
roviding a cue eliciting a response nelth.er new no it
P Gage remarks that “Learning through }mltatlon.s'eemi 0 be e,
ialgl appropriate for tasks that have little cognitive s nicb t1'1e
l[:'gicagta y1972, p. 47] This observation seems to l?e tlilontw s:hav{mal
fact tt;at social learning has been applied prmc;,llpa. ¥1t t())r chaiore
modification in therapeutic settings to co'rFeCtedewational s
behavior, but its application to SUCI.I positive i1‘.1<:a nel putpores
s the development of attitudes, beliefs, and per orné; Skills e
a1 been demonstrated. [Bandura, 1969, pp- 599-6. | dout
:\:‘y teacher employs modeling as one of his techm;[;cxig hether
consciously or unconsciously'. His potency as a}oi:;gonomic De inv
fluenced by such characteristics as age, §ex,1isoctl e el
social power, ethnic background, and intellectua
Sta:ﬁl.lgf;f';olc):'iallglselarning has been employed ch1eﬂ3f tfo 221;:;2
pehavioral changes through external management o‘t;v ;'zmig:erest n
contingencies, in recent years then_e h?.s. been a grol : g et
1 processes in which 1nd1v1dpals regulate J owr
sellt;-co'n:'r% i:a.rranging appropriate contingencics for themse .es.
1:)I'eho:as‘c-,:wselt'-);iire,cted endeavors comprise a variety of strategies,
about which Bandura makes these observations.

. . . I
The selection of well-defined objectives, .both e‘;nterrnrt:ldrila'z;:f 2.}1!1:11 ;e'
timate, is an essential aspect of any self-direct prc:gt o ecihed
The gc;als that individuals choose for themselv?; m\:] e anec
sufficiently detailed behavioral terms to provide ad (‘led , Buidance
for the actions that must be taken daily to attain desir
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To further increase goal commitment participants are asked to make
contractual agreements to practice self-controlling behaviors in their
daily activities. Thus, for example, in modifying smoking behavior
{Tooley & Pratt, 1967] and obesity [Ferster, Nurnberger, & Levitt,
1962], clients agree to restrict increasingly, in graduated steps, the
times and places in which they will engage in the undesired behavior.
Under conditions where individuals voluntarily commit themselves to
given courses of action, subsequent tendencies to deviate are likely to
be counteracted by negative self-evaluations. Through this
mechanism, and anticipated social reactions of others, contractual
commitments reinforce adherence to corrective practices.

Satisfactions derived from evident changes help to sustain successful
endeavors, therefore, utilize objective records of behavioral changes as

an additional source of reinforcement for their self-controlling
behavior. . ..

Since behavior is extensively under external stimulus control, persons
can regulate the frequency with which they engage in certain activities
by altering stimulus conditions under which the behavior customarily
occurs. Overeating, for example, will arise more often when appetiz-
ing foods are prominently displayed in frequented places in the

household than if they are stored out of sight and made less
accessible. , . .

Behavior that provides immediate positive reinforcement, such as
eating, smoking, and drinking, tends to be performed in diverse
situations and at varied times. Therefore, another important aspect of
self-managed change involves progressive narrowing of stimulus con-
trol over behavior. Continuing with the obesity illustration, in-
dividuals are encouraged gradually to delimit the circumstances under
which they eat until eventually their eating behavior is brought under
control of a specific set of stimulus conditions. This outcome is
achieved by having the clients commit themselves to a graduated
program in which they refrain from eating in non-dining settings,
between regular mealtimes, and while engaging in other activities such
as watching television, reading, or listening to the radio. . . .

The foregoing procedures are primarily aimed at instituting self-
controlling behavior, but unless positive consequences are also
arranged the well-intentioned practices are likely to be short-
lived . . . Self-control measures usually produce immediate unpileasant
effects while the personal benefits are considerably delayed. Self-
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4 de immediate challenged to examine their previously held values, beliefs, and behav-
employed to provi

reinforcing operations are, therefore, efits that eventually lors and will be confronted with ones that they may not want to consider.

support for self-controlling behavior uqtil the ben Such challenges and confrontations need not be done in an adversarial,
accrue take over the reinforcing function. combative, or threatening manner; indeed, the most effective facilitator
' 4 change programs, increases in is one who can encourage adults to consider ratiopally and carefully per-
As a final fe:ature of self-Fllrzci'l; undesired behavior are attempted :iect‘livez c;lclid lqErprfztal;i::]s (:f; the awd?lﬁ;l ﬁt tgwerge ;reqm thqs? e;hey
desired behavior and reduc tl(')clllence of experienced discomforts is kept thr:tey ed :I‘I‘Ev, out making these od ce’ they a"‘;’) g chajo . Of
gradually. In this way the inci 3 the eventual goal can be achieved. o uldrll;.e . experience may produce anx:eyy, ut suc ann.ety
low, and steady progress towar 0 _ accepted as a normal component of learning and not something
[Bandura, 1969, pp. 254-257] to be avoided at all costs for fear that learners will leave the group. There
i o are forms of fulfillment that are quite unlike those produced by a wholly
Perspective Transformation/Critical Reflectivity Joyful encounter with a new form of knowledge or a new skill area. It is
P h of teaching/ this dimension of increased insight through critical reflection on current
thrust in theorizing about the purpose - assumptions and past beliefs and behaviors that is sometimes ignored in
A {-eceflt ew tionStthl:t glis not sgufﬁcient for adult education pro- treatmIfJ:nts of adu??iearning. [Tbid., pp. 285-286] &
i tt}l T’Yn&e identified learning needs of individuals, organiza-
atis
grams {0 ; society, but that they should seek to help adult 16”3:’:3 Change Theory
oo their v;,ry way of thinking about themselves and their
1v:rvt::;it;(f\lvlvhateMezirow calls “perspective transformation. [Mezirow, Another system of thought that has great implications for

1985] Brookfield (1986) proposes that thi§ r?‘s‘ﬂ‘tticcﬁ l::fla:cot(:\l::tl;h’fh;g educational practice has to do with inﬂuencing th? edu?ative gquality

the development of competence in “cri of total environments. Concepts and strategies in tt.us system are
‘hfough_ in these words: drawn from field theory, systems theory, organizational develop-
states his case in _ ment and consultation theories, and ecological psychology.
personel learning adul:; The systems theorists have provided conceptual frameworks for
objectives to bec(;m analyzing organizations of all types as complex social systems with
tained or behaviors (of whatever kind) to be ﬁ?@;ﬁfﬁuﬂm interacting subsystems [Cleland, 1969; Kast and Rosenzweig, 1970;
personal learning migl:«tbeclo:fmedasthLat.16‘411‘111f1n%;1“m pts, question their Parsons, 1951; Seiler, 1967; Von Bertalanffy, 1968; Zadeh, 1969].
to reflect on their self-images, m t:;f :;d-fn oral) ond reinterpret My own interpretation of some of the applications of their work for
previously internalized norms 4

X Ve . .. human resources development was presented in one of my previous
their current and past behaviors from a new perspective books. [Knowles, 1980, pp. 66-68]

Significant personal learning entails fund?memn:lmsg:i;ln m;lﬁ One qf th-e miscgmceptions in our ?ultural heritage is the notion th:.at
leads them to redefine and reinterpret their personal, . ai‘f ective, cOg- organizations exist purely to get things done. This is t_)nlx one of their
tional worlds. In the process, adults may come to :!;f 0£d ot perc,eiv od purposes; it is their work purpose. But every orgam;atlon is also a
nitive, and psychomotor domains that they previously social system that serves as an nstrumentality for helping people meet

jgnificant
will be the case, then, that th‘e most s:gn}f
ll:ndertake cannot be specified in advance in terms of

relevant to themselves. [Brookfield, 1986, pp. 213-214] human needs and achieve human goals. In fact, this is the primary
as - nent” to the purpose 1;or wI_1ich p;qple take palzjt inhorganization§—t'o m:ct their
: ddition of this “analytic compo needs and achieve their goals—and when an organization does not
He points Ol'!t-ﬂlat thi‘ ?earning serve this purpose for them they tend to withdraw from it. So
role of the facilitator o organizations also have a human purpose,
. o ©
. requires that the facilitators and p.racutlonn:tis Pl'];)t;?t;l lweatornekl’s and Adult education is a means availal:!le to organizations for furthering
. i ves on the . oth purposes. Their work purpose is furthered to the extent t at they
consider alernative perspectives on thei personal politial, work, d both Their work furthered to the extent that th

social lives. Hence, effective facilitation means
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adult education to develop the competencies of their pers;r;rtlie(: I;c:
d he work required to accomplish the goals of the organt o
dT%:irehuman purpose is furthered to the extent that thgysuts;a? e~
education to help their personnel develop the, <:0.1111:Jeteli1clef that W

ble them to work up the ladder of Maslow’s hierarc yto e
:E?vival through safety, affection, and esteem to self-actua .

As if by some law of reciprocity, therefor'c,. organizat;orlll ll)\;I(::‘]‘r_l,g;sa;’I;
i t for adult education. In the spirit of Mars al cLuhans
The Mediu Is the Message, the quality of learning t.hat takes plac
_'I?le Mea’mr_n t?on is affected by the kind of organization it is. :I'hlr;_ is
:;‘:) a;;r%;::zzn organization is not simpl)('] 5;;1 i}lszzomzlzga:};éis :;
idi i learning activities to adults; it
E;?Eggﬁeglt‘g&nalfﬁthet fac?litates or inhibits learning. »
ng taught in his corporation’s

i tive is bel ‘ -
For example, | 2 ¥ et pr involve his subordinates in

rogram to ]
ilnar'l%;r—nrz;ﬁlegvi?&ﬁe?ltis I:k:pg:;ll'rtment, but his own super1ors 1;:\';;
'ectlive him in making decisions, which manggen_:ent praﬁtlf: o he
;?;ely to adopt? Or if an adult chlg:ch hmir.r;be; lsc‘lb;;gi tt:;lifed o
ighbor,” but the total churc ife r . s
::hr}'mril:agtion, jealousy, and intolerar_lce, which valu:: 13 ’;nhzrel\}ll:aerll)i( 1:; be
learned? Or if an adult student in a course ot T oo
Democratic Behavior” is taught that the clearest p Lof different™”
ion between democracy and other forms of governmen itizon s
charing | the process of public policy formulation, but the teache: >
B v hil:n a chance to share responsibility .for conducting the
cours gw?inthe institution has never asked his advice on what cc.)urs:sf
:ﬁgﬁ;ffone offered, what is he likely to learn about the meaning

democracy?

j its courses,
i institution teaches just through i urse
No o atitaes: 1 tion teaches just through its in-

i . They all teach by
j its meetings and study groups. 1 ‘ _
g ﬂl]'ll;ggg?he;sdo, andgoften they teach opposite lea_‘.soer:: 1:;(1)1:;1;
Z‘r:gltizational operation from what they teach in their educ

program.

This line of reasoning has led n_lodern adult-fe;l)uggn:n ::Zgﬁifﬁiz
place increasing emphasis on the importance o ulthlatgundertake ve
environment in all institutions and organgat'lons e on.
le learn. What are the charact.enstlc‘s of an e o
h.elp pcopio They are essentially the manifestations of the con L ¥
‘(’)ltfil)er:f:ir:lg. listed at the end of the last chapter. But they can probably
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be boiled down to four basic characteristics: 1.) respect for personali-
ty; 2.) participation in decision making; 3.) freedom of expression and
availability of information; and 4.) mutuality of responsibility in
defining goals, planning and conducting activities, and evaluating.

In effect, an educative environment—at least in a democratic

culture—is one that exemplifies democratic values, that practices a
democratic philosophy.

A democratic philosophy is characterized by a concern for the
development of persons, a deep conviction as to the worth of every in-
dividual, and faith that people will make the right decisions for
themselves if given the necessary information and support, It gives
precedence to the growth of people over the accomplishment of rhings
when these two values are in conflict, It emphasizes the release of
human potential over the control of human behavior. In a truly
democratic organization there is a spirit of mutual trust, an openness
of communications, a general attitude of helpfulness and cooperation,
and a willingness to accept responsibility, in contrast to paternalism,
regimentation, restriction of information, suspicion, and enforced
dependency on authority.

When applied to the organization of aduit education, a democratic
philosophy means that the learning activities will be based on the real
needs and interests of the participants; that the policies will be deter-
mined by a group that is representative of all participants; and that
there will be a maximum of participation by all members of the
organization in sharing responsibility for making and carrying out
decisions. The intimate relationship between democratic philosophy

and adult education is eloquently expressed in these words of Eduard
Lindeman:

One of the chief distinctions between conventional and adult education
is to be found in the learning process itself. None but the humble
become good teachers of adults. In an adult class the student’s ex-
perience counts for as much as the teacher’s knowledge. Both are ex-
changeable at par. Indeed, in some of the best adult classes it is
sometimes difficult to discover who is learning most, the teacher or the
students. This two-way learning is also reflected in the management of
aduit-education enterprises. Shared learning is duplicated by shared
authority. In conventional education the pupils adapt themselves to
the curriculum offered, but in adult education the pupils aid in for-
mulating the curricula . . , Under democratic conditions authority is
of the group. This is not an easy lesson to learn, but until it is learned
democracy cannot succeed. [Gessner, 1956, p. 166]
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I have a suspicion that for an organization to foster adult Jearning to
the fullest possible degree it must go even farther than merely prac-
ticing a democratic philosophy, that it will really stimulate individual
self-renewal to the extent that it consciously engages in continuous
self-renewal for itself. Just as a teacher’s most potent tool is the exam-
ple of his own behavior, 50 i believe an organization’s most effective
instrument of influence is its own behavior.

This proposition is based on the premise that an organization tends to
serve as a role model for those it influences. So if its purpose is to en-
courage its personnel, members, of constituents to engage in a process
of continuous change and growth, it is likely to succeed to the extent
that it models the role of organizational change and growth. This
proposition suggests, therefore, that an organization must be in-
novative as well as democratic if it is to provide an environment con-
ducive to learning. Table 4-2 provides some illustrative characteristics
that seem to distinguish innovative from static organizations, as I in-
terpret the insights from recent research on this fascinating subject.
The right-hand column might well serve as a beginning check list of
desirable organizational goals in the dimensions of structure, at-
mosphere, management philosophy, decision making, and com-

munication.

An expanding group of applicators of systems theory are
developing sophisticated procedures and tools for assessing
organizational health, diagnosing needs for change, feeding data
back into the system for continued renewal and using the data for
precision in planning. [Baughart, 1969; Bushnell and Rappaport,
1972; Davis, 1966; Handy and Hussain, 1969; Hare, 1967; Hartley,
1968; Kaufman, 1972; Optner, 1965; Rudwick, 1969; Schuttenberg,
1972]

The change theorists, building largely on the field-theoretical
concepts of Kurt Lewin, have been concerned with the planning of
change, the choice and use of strategies of change, organizational
development, the role of the consultant and change agent, manage-
ment of conflict, intervention theory, resistance to change, human
relations training and the ethics of change agentry. [Argyris, 1962,
1970; Bennis, 1966; Bennis, Benne, and Chin, 1968; Blake and
Mouton, 1964; Eiben and Milliren, 1976; Greiner, 1971; Lewin,
1951; Lippitt, 1969; Schein, 1969; Watson, 1967; Zurcher, 1977]

Table 4-2l
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Some Characteristics of
Static Versus Innovative Organizations

DIMENSIONS

CHARACTERISTICS

Static Organizations.

Innrvative Organizations

Rigifi-‘—much energy given o main-
mmmg permanent  depariments,
ﬂ‘.t'lmmmecs: reverence for 1radi-
tion, constitution & by-Jaws.

Structure

Hierarchical—adherence 1o chain of
command.

Roles defined narrowly

property-hound,

Task-centered. impersonal
Cold. formal, reserved.
Suspicious.

Atmosphere

Management
Philosophy
and
Attiludes

Funetion of manasgement is 10 control
personnel through cocrcive power.

Cautious—low risk-taking.
Attitude toward errors: to be avoided.

Emphasis on personnel selection,

Self-sufficiency—closed system re-
garding sharing rcsourc-:cs.

Emphasis on conserving resources.

Low tolerance for ambiguity,

High participation at top. low a1 bot--
tom,

Clear  distinction between  policy-
making and policy-execution. ’

Decision-making by legal
mechanisms.

Decisions treated as final,

Decision-making
and
Policy-making

Restricied flow—constipated.

Communicati
nication One-way—downward.

Feelings repressed or hidden,

Flexible~much use of temporary
task forces: casy shifting o’f
deparimental lines: readiness 10
change constitution, depart from
tradition.

Multipie linkages based on functional
colizboration,

Roles defined broadly

Property-mobile.

People-centered, caring.
Warm, informal, intimate.
Trusting,

Function of management is to release
the energy of personnel: power is
used_ supporiively, '

Exr{cnmemui—»high risk-taking,

Altitude toward errors: 1o be learned
from.

Emphasis on personnel development.

Inferdqvendenc_\‘-—opcn system regard-
ing sharing resources,

Emphasis on developing and using
resources.
High 1olerance for ambiguity.

Relevant participation by
y 3l
aflected. 1 those
Collaborative  policy-making  and
policy-excoution,
Decision-muking by problem-solving.

Decisions treated as hypotheses to be
tested.

Open flow~—easy access.
Multidirectional—up, down, sideways
Feclings expressed.

Knowles, 1980, p. 69]
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A special focus of interest of a number of the msmhm agdpr;c(tlll:
tiopers in this field has been the use ;):‘d%ro:ps as ?ﬁgbbml oo,
vidual and organizational change. [Bradford, Benne, R praag

: : Knowles and Knowles, :
Hare, 1962 and 1969; Jaques, 1984; \ 1ot
i i ; Berzon, 1972; Zander,

hein and Bennis, 1965; Sotomon .and' .
f‘tcise l;111'obably a defensible generahzat.ton that one qf the. 'mositnd pru::
nounced trends in educational practice in schoolg, universities, ndus-
trial and governmental training, and adult education progn;a;:s bI:en o
munity and voluntary agencies in the past two decades

increasing use of small groups.
- The s%udy of group dynamics has begun to proi‘uoe sosng
generalizations about the factors which affect the value of group.

instruments of change.

1. A group tends to be attractive to an individual and to com-

d his loyalty to the extent tha:t: ’
afmﬁl satisﬁesy his needs and helps him achieve goals that are

mpelling to him. ]
| b (I:f pr%vidci him with a feeling of a_cccptanoe and security.
c. Its membership is congenig(ll to him.
is highly valued by outsiders. -

2 dﬁ:;hli)ersgonytends to feel cornmltted. toa decxs.lo-n or goal to
" the extent that he has participated in determuugg 1t.Wth "

3. A group is an effective instrument for change and gro

individuals to the extent that:

amﬁzlos‘; who are to be changed and those who are to exctrt
. influence for change have a strong sense of belonging to

the same group. ' ’
b. The attraction of the group is greater than the discomfort

hange. .
c ’(i‘i;hin‘;r:ggrs of the group share the perception that

change is needed.
d Inforgmation relating to the need fo.r change,bpl:lris eiic:
' change, and consequences of change is shared by all r
t people. _ o
e "ﬁ; grmfp provides an opportunity thfor :he mg:;‘;gﬁ ntto
. i i i orp .
ctice changed behavior without threat or [
f 'Ilj‘;xae individual is provided a means for measuring progress

toward the change goals.

4.
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Every force tends to induce an equal and opposite counter-
force. (Thus, the preferred strategy for change, other things
being equal, is the weakening of forces resisting change
rather than the addition of new positive forces toward
change. For instance, if a group in a factory is resisting a new
work procedure, it may be because they don’t understand
how it will work, in which case a demonstration or trial ex-
perience will be superior to exhortation or pressure.)

. Every group is able to improve its ability to operate as a

group to the extent that it consciously examines its processes
and their consequences and experiments with improved
processes. (In the literature this is referred to as the “feed-
back mechanism,” a concept similar to that used in guided
missiles, which correct any deviations from their course
while in flight on the basis of data collected by sensitive in-
struments and fed back into their control mechanism.)

. The better an individual understands the forces influencing

his own behavior and that of a group, the better he will be
able to contribute constructively to the group and at the
same time to preserve his own integrity against subtle
pressures toward conformity and alienation.

. The strength of pressure to conform is determined by the

following factors:

a. The strength of the attraction a group has for the in-

dividual.

b. The importance to the individual of the issue on which

conformity is being requested.

c. The degree of unanimity of the group toward requiring

conformity,

8. The determinants of group effectiveness include:

o'

- The extent to which a clear goal is present,

- The degree to which the group goal mobilizes energies of
group members behind group activities,

. The degree to which there is agreement or conflict among

members concerning means that the group should use to
reach its goal.

d. The degree to which the activities of different members are

coordinated in a manner required by the group’s tasks.

e. The availability to the group of needed resources, whether

they be economic, material, legal, intellectual, or other.,
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f. The degree to which the group is organized appropriately
for its task.

g. The degree to which the processes it uses are appropriate 10
its task and stage of development. [Knowles and Knowles,

1972, pp. 60-641

Another source of knowledge potentiaily valuable to educational
practice is the emerging field of ecological psychology. Researchers
in this field are studying the effects of environmental settings on
human behavior and constructing a theory of behavior settings. The
particular attributes of over- or understaffed settings have been the
subject of most of their theoretical work to date. For example, in
understaffed settings more people participate in more events and
take more responsibility and are less evaluative of one another.
Another proposition is that settings in which the participants have a
heterogeneity of motives tend to be more stable than those in which
there is 2 homogeneity of motives. [Barker, 1963, 1968, 1978; Barker
and Gump, 1964; Bronfenbrenner, 1979; Ickes and Knowles, 1982;
Moos, 1974, 1976, 1979; Schlossberg, 1989; Willems and Raush,

1669]
Characteristics of Etfective Teachers

One of the more or less futile quests of educational researchers
over the years has been the identification of the characteristics that
distinguish excellent teachers from mediocre teachers. The problem
is that the number of variables affecting the teaching-learning situa-
tion, (the students’ background, genetic equipment, subconscious
state, motivation, aspirations) the teacher (the personality, training,
educational philosophy, skill) and the environment (social, cultural,
physical, administrative forces), are so great, changeable, and hard
to measure and control. Stephens (1967), after looking at scores of
research reports on the relationship between such variables as
teacher characteristics and instructional techniques on the one hand
and such measures as test sCores and grades on the other, concluded
that practically nothing seems to make any difference in the effec-
tiveness of instruction. Similarly, Dubin and Raveggia (1968) ex-
amined not only the conclusions but the data of nearly 100 studies
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made - :
methog:i; :kfortydlfear period and concluded that college teaching
ns. And these are but two of a
num
research that have come to similar conclusions. ber of surveys of

The m
picture, éitgieﬁffétsfﬁf.ve? ,tlll)g ;f't?ige n 1972, paints a different
o ntitative mod
teacher characteristics in previous research els and the focus on

On . .

on gee:?lgl; Lc; ru;ptlilove these moc.iels is to obtain better measures of a
werge number of| e teacher z?.ttrlbutes that are significant to the ability
timation e ol pli:?ve learning, Sucfh measures will come closer to es-
nating the ful effect of teachers, independently of home and school
variabl'es-—‘thos err;lores, these_ measures should be aimed at ﬁrocess
ko uman actions which transform the raw materials of
input & actigi;:?e:rtun:l:les for learning’ [Gagne, 1970, p. 170], i.e
weacher act » rather than teacher characteristics such as an;oun';

n, experience, or verbal ability. [Gage, 1972, p. 34)

Gage examined research usi
( arch using such process measu
gff)llllué:s;:;i Teach;rfAttltude Inventory and the Flandengsmaiir;]:
ries and found that *(a) teachers diffi i
tie i “(a) er reliably from
. :;?e;ez? ;1 series of measuring instruments that seemyto havzn:
common. (b) These reliable individual differences

among teachers are fairly consi i
i st roechocen [yI bid.,sﬁfe;%y related to various desirable

Among his findings are the following:

Teachers at the desirable end t
: end to behave approvi
:::lc(l] s1:p;.)ort1ve]y; they tend to speak well l:)l; tl:i:nu'gl i’wa:o:g:n o
l-mho;n :h in general, and people in general. They tend to like and :n "
er than fear other people of all kinds. [/bid., p. 35] i

g(l)izge;tsugﬁ: Emo‘? (1969) concluded from their examination of a
A anda:, pitnhiz ::;cgigﬁlof teacher ‘.;tatemeuts that make
ly expressed by pupils is di

;zzte;: I;?navf}:agj class scores on attitude scales ofj';gzcgzelr ;tf;;if\tz
aayu;ted jig;r e ca}s's efc., as well as to average achievement scores
e ”l)t;uu.a ggrhty (p. -1426, italics in original). Ausubel
concl{;déd A et\:lew _thf, experiments on learning by discovery and

at the furnishing of completely explicit rules is relatively
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less effective than some degree of arranging for pupils to discover
rules for themselves. It seems safe to say that some use of the guided
discovery method, and “indirectness,” in teaching is desirable.
[Ibid.. pp. 36-27]

The third dimension of teacher behavior . . . reflects the teacher’s in-
tellectual grasp, or “cognitive organization” of what he is trying to
teach. [Ibid., p. 37}

Our last example of a sifting of the literature to identify a desirable
kind of teacher behavior is one recently provided by Rosenshine
(1970). He reviewed the evidence from a variety of sources on the
degree to which the teacher’s “enthusiasm™ was desirable. Some of
the studies reviewed were experiments in which “enthusiasm” was
manipulated. In other, correlational, studies, enthusiasm as it occurred
“naturally” was rated, counted, or measured with an inventory. In
some of the studies, the dependent variable was measured achieve-
ment; in others, evaluative ratings of the teacher by his students or
other independent observers. The varied evidence seemed remarkably
consistent in supporting the desirability of teacher enthusiasm.
[Ibid., p. 38}

These four variables—warmth, indirectness, cognitive organization
and enthusiasm—merely illustrate the kinds of contributions that
research on teaching, in its present early stages, can support. {Ibid.,

p. 38}






