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The fr~us of this paper is on the relative roles of

personality and training in enabling teachers to carry out the kinds
of complex learning models which are envisioned by curriculum
reformers in the social sciences. The paper surveys some of the major
research done in this area and concludes that: 1) Most teachers do
not manifest the complex teaching models which are required in most
curriculum innovations in the social sciences; 2) It is possible to
train teachers to acquire comglex models of teaching but personality
rFlays a role in the acquisition of these models; 'and 3) It is
worthwhile to develop instructional systems which modulate training
types to the conceptual style or learning style of the teacher.
Tables, charts and a reference list are included in this study.
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Conceptual Complexity, Teaching Style

and Models of Teaching

Bruce Joyce aig Marsha Weil
Teachers College, Columbia University

Nearly all proposals for improving social studies depend on the assumption
that teachers can learn complex models of teaching and implemcat them in the
classroom. This assumption holds true both for attempts to improve traditional
approaches to the social studies and also for attempts at innovation in both
content and process. Since 191? those social studies specialists wﬁa are
eoncerned with civic education have advacéted extremely complex group dynamics
models of teaching similar to the democratic process models advocated by Dewey, .
Michaelis and Thelen or affectively oriented models such as those developed from
T group thecry or from Gestélt therapy. Complex models of teaching have alsp !
been advocated by those concerned with social values such as Oliver and Shaver
(the Jurisprudential Model) and Shaftel (role playing for social values).
Those wha!have emﬁhasized disciplines of the sacial sciences have employed
strategies which are eithef complex in process (as Taba's inductive strategy) or -
in content (as the approach to encompass developed by Rader and his colleagues).
Some models are complex in both process and content (as Fenton's at the secondary
level). Anthropology Curriculum Project at the University of Georgia uses a
relatively simple strategy at first but increasingly requires both student and
teacher to engage in complex Qcies of inquiry. The éévelgPers of gémeétype
simulations (such as the High School Geography project, Coleman and his assoei-
ates at John Hopkins, Guetzkow and his associates in the case of inter-nation

simulation) have created learning modes requiring difficult teaching skills if



they are to be implemented. 1In other words democratic process advocates,

human relations trainers, ﬁhaée who focus on social values, members of the
écademic disciplines and Cybernetists have all created approaches to the

social studies which place considerable demands on the teacher, These demands
are both in terms of substance (such as knowledge of the academic disciplines or
the processes by which human beings develop values) and also in terms of trans-
actional competencies, i.e. the abilit& to interact with students so as to
produce a particular kind of learning process. In this paper we will be
concerned primarily with the transactional processes, although we do not eschew
the importance of substance or intend to imply thatvit can be long separated
from competence in content.

Our focus is on the relative roles of personality and training in enabling
teachers to carry out the kinds of complex 1éafnin§ mcdels which are envisioned
by curriculum reformers in the sacial studies.

In a previous publication we have described the models of teaching in
terms of four groups or families which are based on different frames of refer-
ence toward teaching and learning. That is to say, the families of models of
teaching are based on different conceptions of educational goals and means.

INFORMATION-PROCESSING MODELS are oriented toward the aéademicrdisciylines,

their structure and modes of inquiry. These sources are concerned primarily

which can be taught him to improve this capability. By information-processing
we mean the wayé people handle stimuli from the environment, organize data,
sense problems, gencrate concepts and solutions to Prablems_and employ verbal
and non-verbal symbols.

SOCIAL INTERACTION SOURCES represent models derived from & conception of
society and models oriented toward the development of interpersonal relations.
These models refiect a view of human nature which gives prigrity to social

relations and the creation of a better society. Academic inguiry is pursued



erm this reference.

The third family of models, THE PERSONAL SOURCES, center on the individual as
the seurce of educational ideas. These frames of reference spotlight personal
development and they emphasize the processes by which the individual constructs
and organizes his realityi- Frequently, they emphasize the personal psychology
and the emotional life of the individual.

BFHAVIOR MODIFICATION SOURCES have developed from attempts to create

manipulating reinforcements.
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MODEL

Inductive
Model

Inguiry
Training

Science
Inquiry
Madel

Concep*
Attainment

Developmental

Model

TABLE ONL

Hilda Taba

Richard
Sizchman

Joseph J.
Sechwab

(also much of
the Curriculum

Reform Movement,
see Jerome Bruner
The Process of

Education for
the rationale)

Donald Oliver
and James P.
Shaver

Jerome Bruner

Jean Piaget
Irving Sigel.
Edmund Sullivan

FAMILY OR
ORIENTATION

Information
Processing

Information
Processing

Information
Processing

Information
Processing

Information
Processing

Information
Processing

MISSIONS OR GOALE FOR
WHICH APPLICABLL.

Primarily for develop-
ment of inductive

mental processes and
academic reasoning or
theory building but these
capacities are uscful

for personal and social
goals as well.

Designed to teach the
research system of

the discipline but also -
expected to have

effects in other domains
(i.e. sociological
methods may be taught

in order to increase

and social problem-
solving).

Designed primarily to
teach the jurisprudential
frame of reference as

a way of processing
information but also

as a way of thinking
about ‘and resolving
social issues.

[
develop inductive
easoning.

Designed to increase

general intellectual
development especially

logical reasoning but

can be applied to social
and moral development
as well. (See Kohlberg)



-

10.

11.

12,

TABLE ONE (con't)

FAMILY OR
ORIENTATTON

MAJOR

’ THLEORIST

Information
Processing

Advancoce David Ausubel
Organizer

Model

Social
Interactcion

Group Herbert Thelen
Investigaticn John Dewey

Social
Ingquiry

Byron Massialas Social
Benjamin Cox Interaction

National Social
Training Labora- Interaction
tory (NTL)

Bethel, Maine

Laboratory
Method

Non-Directive Carl Rogers Person

Teaching
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Classroom Wil
Meeting Model

MISSIONS OR GOALS FOR
WHICH APPLICARLL

Designed to increase
the efficicncy of
capacities to meaning-
fully absorb and relate
bodies of knowledge.

Development of skills

for participation in
democratic social

process through combined
emphasis on interpersonal
social (group) skills

and academic inguiry.
Aspects of personal
developnent are important
outgrowths of this model.

Social problem-solving
primarily through
academic inquiry ‘and
logical reasoning.

Development nf interper-
sonal and group skills
and through this per-
sonal awareness and
flexibility.

Emphasis on building
capacity for scli-
instruction and through
this personal develop-
ment in terms of self-
understanding, self-

condept.

Development of self-
understanding and. self-
responsibility. This
would have latent
benefits to other kinds
of functioning i.e.
social.



TABLE ONE (con't)

MODEL MAJ  FAMILY oF MISE
ODEL ~ MAagoR FAMILY OF MISSIONS OR GOALS FOR
LHEORIST ORIENTATION WHICH APPLICABLE

13. Aw;;égggs Wi}liam Schutz Person Increasing personal
Training Fritz Perls capacity for self
exploration and self-
awareness. Much
emphasis on development
of inté:p&rsanal awaregm
ness and understanding.
14. Synectics William Gordon Person Personal development of
creativity and creative
problem-solving.
15. gsgiéﬁgual Davij E. Hunt . Person Designed to increase
alstem personal complexity
1 and flexibility.
16. gg§§§2§ L B.F. Skinner . Behavior General applicability
onditioning | Modification A domain-free approach
though probably most

applicable to informatior
processing functioning.

Each of the families of models of teaching require particular kinds of
complexity in teacher behavior. Mast of the models from the Personalistic
Family presume an ability tg take into account the frame of reference of the
other and to modulate one's behavior so as to facilitate individual personal
development. The Group Dynamics madels presuppose the competence Lo help
groups organize to deﬁermine ends and means and to help individuals negotiate
with one ancther Qvef multiple frames of reference, The information processing

-models assume that the teacher is able to process information at a rapid rate,
can induce s%tudents to engage in inductive activity and can facilitate

acquisition of unfamiliar modes of thinking.




COMPLEX MODELS OF T7ACHING AND TRADITIONAL TEACHING STYLES

The research into thgateaching process in the last fifteen years indicates
that the average teacher has a style which is very different from any of these
families of teaching models. Arno Bellack's study 2 of
secondary social studies teachers, for example, resulted in the following

conclusions;

The perscn playing the role of teacher in the classroonms

observed follows these rules:

1. The teacher's nrimary role is that of solicitor:
about ore-half of his moves are solicitations. Further-
mere, the teacher makes a majority of all seliciting

. meves in the game.
¢« In a majority of his soliciting moves, the teacher
calls for the verformance of a substantive task; that is
in about three-fifths of his moves he attempts to elicit
information from pupils about ihe subject matter under
study. In approximately two-fifths of his moves he calls
for an instructional task, directing pupils to perform
activities . lated to the manapement of the classroom as
a social unit.

3. 'he teacher generally makes it known that he expecls
only cne pupil to respond at a time, although other inter-
action patterns are possible. As a major exception to
this rule, when the task is an instructional one, he may
sometimes expect all pupils to respond in unison;: but
when the task is a substantive one, he rarely expects
pupils to respond in unison unless a vote to indicate
opinion is involved.

Whila the teacher is the only smeaker who may expecl the
agent to perform some activity outside the classroom
and/or at some future time, even he does not attemnt to
elicit sueh activity very frequently.

L. The teacher seldom calls forthe performance of more
vhan one task ir a given move. If he chooses to do so,
at least one of the tasks is normaily a substantive one;
only infrequently does he make s move pregenting more
than one instructional task. In his multi-task moves,

"the teacher expects the same informatson prucess in
both comronents--most often constructing-~but expects
two different logical process activities, usually fact-
stating and explaining.

Flanders and other teachers in their work in social studies have indicated
that students ask very few questions in classrooms (only about one to three per-
cent of all classroom commnications are questions asked by pupile). Teachers

ERIC
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ask many more questions and the vasl variety are narrow onas desipgned to
elicit a specilic TESPDHSE-B

In our own studfes we have scrutinized the styles of teachers to compare
them with the various models o teaching. We have found 1itple evidence of
rellective communications (essential for personalistic models) negotiated
procedures (essential for interactive models) and very few inductive episodes
(essential for most information-processing models). 1In one study of twenty
experienced teachers we found only one example of a communication by a teacher
which was clearly designed to elicit sroductive t,,l'lz'Ll'xlaf:i,z*.g-LL

Our previous investigations have also indicated that many teachers in
training appear to &ecome less variable iﬁ'teaching styles during the course
of training. By the end of training they have also become less rewarding and
more punishing, ask fewer guestions (ggg fewer open questions) and plan much
less with students phan they did at the beginning of training. Hunt 5 describes

this as a “funﬂéling? effect, where a range of teaching styles at the beginning

- of training is gradually funneled into a more homogenecus model.

Reviewing the history of studies of teaching Hoetker and Ahlbrand renorted
that this "average" nracticed pattern of teaching is best described as a reci-
taticn style, A "model" quite different from the complex models of teaching

advecated by reformers in social studies edugation}é

PERSONALITY AND TEACHING STYLE

Over the last ten years Hunt, Joyce and their collaborators have attempted
to determine the interrelationship between conceptual egmplexity and teaching
style. In 1966 Hunt and Joycel! reported relationships between several dimensions
of teaching style and the gancegtuél development of the tedcher. . The less com-

plex (Low CL) teachers had the more restricted styles with the teachers of

higher conceptual level manifesting a greater variety of style and complexity,



?:

The high CL teachers ésk mncére complex questions and make more complex procedural
noves in the classroom. Murphy and Brown replicatéd and extended this line of
jnveatipﬁtiﬁnﬁ and found that high concentual level teachers were more ﬁuﬁitiveg
asked morc complex and cpen questions and ﬁ@g@tiitéd more with students.

Rathhone§ found that personality deveiopment not only influenced teaching
behavior but learner hehavior as well. The personality interaction between
teacher and student considerably affected the environment of the c¢lassroom.

When high CL teachers and studenis wbrkeﬁxtcgether there was a vastly more
complex interaction. Brown and his associates did not find a relationship
between personality and teaching style but reported that nearly all of their
subjects were extremely low in CL (a situation apparently typical of many
teacher training institutions).

Hence, thefe is substantial evidence that there is a relationship between
conceptual level and teaching style especially complexity cf teaching style.
This combined with the fact that apparently many teachers employ a recitation
teaching strategy, makes it a matter of serious concern to explore the processes
by which teachers t%ke @n.c@mplex teaching styles or models of teaching which
are necessary to many social- studies innovations.

The seriousness of this problem is illustrated by the many reports of
difficulty in implementing innovative curriculumsg! For example, AlmleexpaseS
the extent to which implementation of a variety of discipline-based curriculum
models might influence the acquisition of mafe advanced stages of thinking by
primarysle§el children. She was forced tc conclude that implementation of the
curriculum models in the classrooms varied ﬁidely; The teachers apparently did
not acquire the transactional competence necessary to implement, ihé curriculums
or at least did not display those competencies in their classrooms. Bond and

Dykstra11 reported gfeat variety in levels of implementation of complex models
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for teachirg reading indicating that either beachers did net acquire the models
recessary to implement those curriculum plans or, if they had acquired the
necessary skills, were noi using them in the classroom.

Oliverl¢ and his associates have repeatedly reported difficulty in teaching
teachers to impiement their Jurisprudential model and have suggested a relation-
ship between teacher rersonality and the ability to.acquire ;hat model. The
literature is replete with examples like these.

The question which emerges is this: "Can teachers learn complex models
of teaching at varianee with the typical teaching style of the American class-
room?" This question is closely related to the ér@bleﬁ: "If personality and
teaching style are related, what is the relationship between perécﬁality and

the acquisition of uniamiliar models of teaching 7"

TRAINDIG RESEARCH: PERSOUALITY AND IHE ACQUISTTION CF COMPLEX NMODELS OF TEACHING

The systematic training of achers to use complex models of teaching has
cnly recently been combined with the objective study of teaching. To date there
are only a few studies which can help us answer the question about the functicﬁ
of personality in the acquisition of complex teaching models.

The engineering research whiech has écc@mpanied the development o the Mini-
- courses al the Far West Laboratory has indicated that it is possible to build
instructional systemé through which teachers can lezrn to employ teaching skills
which are at variance with their accustomed veaching stflea13 Meredith and Borg
conducted research which anpears to indicate that ;ersgnaiity:ﬁay play some
role in susceptibility to training.
During the last three years at Teachers College, Columbia University, we

L , ; A . .
~ conducted an extensive series of invest-

have, with Vald and other asscciates]™
igaticns associated with our attempt to build instructional systems which can

RJKfElp teachers acquire = revertoire of models of teaching. Hearly all the m@dels‘
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of Lencking we hinve concentrated on have heen rela ibed to goeial studies teacl-~

ing sand the implementation of the models has normally been in the soeial studies

L]

donain or domiins quite closelv ass 3Cﬂ1ted with 1% (cuch as the lanpuape arts.)

- y = i

) .- ) .. 17 .
We beran by building 2 series of instructional systams. several media

are employed and the instructional systems are organized in five sequential
phases as follows:
Stage one constitutes an exploration of the theory of the

model. Readings are combined with discussion and exercises com-

paring the theories of dif ferent models with one another.

Stage twe demonstrates the model through televisien tapes,
transcrints and descrintion of learning activities.

State three involves peer teaching. During this phase

teacher candidates beach one another using materials which have

been prenared beforehand.

Stape four is microteaching practice with small groups of

children. Trainees take turns observing one another and tele-
vision recording are used to facilitate feedback and analysis.

The fifth

first with materials supplied to the candidate and later with

ﬁaterial he prepares himself.

In 1970-71 a group of teacher trainees were exposed to instructional sSys-
tems to teach them three models of teaching: Concept Learning, Synectics

and Group Investigation. The Concept Learning Model (from the information-
)

M‘

is a directive strategv primarily focused on inductive

thigkingjb’ Hypothesis develooment, validation and ana lysis of thinking

strategies are encouraged throurh the analysis of concepts. Group Investig-

]

ation (interactive damaln) is a deﬂccratlc process medel built around co-

o

Aruitoxt provided by Eic:



14
operative problem solving. The essence of the strategy is oupil formulation

of Aan academiec inquiry iﬂ a cooperative social system. DBecause Group Invest-
igation is much less directive than the other models, it is in some ways the
most comolex ‘o caﬂafsﬁt, Synectics (personul domain) is built around training
in the use of metaphors to develop creative thinking.15
The teachers were studied as they attempted to implement the models in
Sﬁﬂllvgféuﬁ teaching situations and their behavior Whén doing so was compared
. ﬁith their behavior when teéchimg normal ? in the claésroami Table Two »resents

‘the results of part of these invesiipgations in terms of a series of caterories

used in the Teacher Innovator Interaction Analysie System.

PArunText providea by enic ||
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ch model remquires certain hehaviors whiéh are guite different from
normal classroom behavior. Group Investiga ti on rerquires teachers to nefctiate
with children the goals and means of their study following a suzzling con-

fronting incident. -Smectics requires the use of me tapherice thinking over

ocial wrablez%, Concest learning (which is derived from Tabz's instructional

luctive gaﬁuence erphasizing conceptual level thinking.

|J "
@
i
&
—
v
(=Y

stratepv) requin
Ihe results indiecate very cléarly that teachers taught verwv dif fferently
vhen teaching each of the models than they did ncrmally. The amount of neget-

iating behavior on the part of the teachers and students was considerable in -

grous investigation, synthesis level communications for both teacher and student

o

were greatly increased when Synectics were being practiced and conceptual level

behavior was greatly increased when concept learning was being npracticed.

I those tyves of behavior and presents

o

Tfable Three shows the mean indices

the results of the anzlysis of variance corparing thie means of the critical

behaviers Lfor .each of Lhe nedels.




TABLE THREE
_ SUPPLEMENTARY ANALYSis:
THE DETERMINATION GF MODEL ENVIRONMENTS
USING ANALYSIS OF VARIANCE
Tf ve tbinF of Models nf teachine as ereating Aistinet learnine

environments, nne imporrant Auestion to asl with respect to thig studw 1=
whether the envirenmente were different, 1In other words, vere there
Freater variations in the nine enviranment inﬂiges among the four envirnﬂ-.
ments than within a mndel environment, thke four envireonments hginﬁ Concent
ftealnment, Croup Investieation, S?ﬁectics and Non=''ndel? For each index,
A one vav ana]“siS‘ﬁF variance withk fepééted measures was computed for cach
0f the twéntvisfx subjects iﬂleagh nf EEE>fﬁUT;EBﬂﬂitiﬁﬂ5 of teachinp., The

results can bhe found below:

CI™MARY NATA AND ANALYSTS OF
VARTANGF DATA OK
NINE MODFL ENVIRANIENT TMPTCRE
FOR THREE MODELS OF TEACHING AND NON-MODEL BEHAVIOR

TMDFX 13 TEACHER TATK

Concept . Group 7 Non= firand
“Attainment Investipatinn Synectice Mode] Mean

lean 63 - .53 + 56 . .63 _5"_]

Source of Surs of Derrees of Mean
Variation Squares - Freedom Squares - F

Patvean Snhiacrs 17 25

Yrhin Snhieces .35 79

—

o
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o
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TABLE THREE (continued)

3 YTGOTTATED T‘R("-(‘Fﬂ[?ﬁf’?‘ TrACHER

Conecept Creun Kone= Grand
Attainment Investiration Svnectics Model Mean

Yaan L2 14 .01 .M «05
Source of Sums af Nagrees nf _ Mean
- Variatien . fauares Preadom ' Souares F
Fetween Subjects .M | 25
Vithin ?uhjéatg V37 ' 78
Colurns + 28 3 .9 75.50%
QF%iﬁl‘ﬂl -ﬁq - 75 ,Dﬁ
Total A 103
INDEX 3: MNEGOTIATED RROCENURES, STUDENT N ) )
Concept Croup Non= Crand
Attainment Tnvestiration Synectica  Model Mean
Mean .00 .15 .00 01 ns
Source of Sume of Neprees of - Mean
Variatien Squares Fraedom " Bquares v

Between Subjects . 06 25
Uithin Subiects 64 . 78
- Columns A1 3 .13 47.00

Residual ' £22 75 .00

Total ‘ .70 ‘103




‘TABLE THREE ( contirued )

INDX 4:  HIGHGR-LEVEL INFORMATION PROCESSING

Concept Group Non- Grand
Attainment  Investigation Synectics Model Mean
Mean .07 02 .27 .04 10
Source of Sums of Degrees of Mean
Variation - Squares Freedom Square F
Between Subjects 3k 25
Withia Subjects 1.65 78
Columms 1.01 3 33 39.90x%
Residual .63 75 .00
Total 1.99 103
 INDEX 5: MIDDLE-LEVEL INFORMATION PROCESSING _ _ _
Concept Group Non- Grand
Attainment Investigation Synectics Model Mean
Mean .19 Ol .19 W11 .13
Source of Sums of Degreas of Mean
Variation Squares Freedom Squares F
Betwsen Subjects ' .28 25
Within 3Subjectas 7L 78
Columns .36 3 .12 23.31%
Residual .38 75 .00
L — e
— ~ — S — -
Total 1.03 103
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the "normel" trpes of teaching

In a further series of investipations, Wald, Veil and Joyce attempted to

riiue the eitent to which personal values and conceptual level were related
LILlity to wmaster these models of veaching, In one 'WVFH‘jiguxuﬂ ratings of
cliveness" “in model implementition were correliterd with crncentagl

1 uiid neasures of values and cducational abtibudes.

rour measures of personalitby wnd atbitudinal orientation werae ennloyed.

" 1 {3

o

Concentuul Level (The Sé@bsﬂca Gompletion Te sL,. This ig » yeners) mensure

o

tive flexihvility

inventory determines the
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The Allp@rt/vmrnﬁﬂ/Ljnd zey

L
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exhbent to which = person has affinity to siw basic value orientations. O

cial and Theoretical orientations were selected because thesc

Ly
[

these the
relate logically Lo the gocial and information-processing families.
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Wehling/Charters Inventory of Iegéher Gonceptions of the Edueative Process
imis Lest measurey éﬂucabiunal heliefl SSSLems, Sub=-gscores pertinent to
specifiec nodels are: Spbiect Matter Emphasi fersonal Adjustment Tdeolopy,
and Student Autonomy.

The hraltlaw[DreJPr Inventory, A Scale for Determining Teacher Eglief@*ﬁ

This test ylelds these scores: Progressive (shild-centered), Comm:nity

(soclally oriented), and Academie (subject matter oriented).

bt
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overall ef fzr,lvﬁne 5 seore {(a comwosite of the nodel-snecific zcores) were
corvelated with the measures 27 educztional attitude, value orientztion and
nerscnality (C1L). The results are nresenterd in Table Four.

Coneeptual level was not related to the avility o acguire any single

modal ol

ibility and ghe deqiisition of complex Leaching behavior is associanted with
the develommenit of cﬁncéﬁtuzi comalexity, Hence Lt unpears that conceniiul

developient is not only related to a @ersaﬁ's ratural teaching style imb to
hieg ability fo 2cquire new modes oif He having mth studenus.  Personal snd
social voluen vere onr She whole nouv influential in “he acquiisibion ol models
el teaching.

The sovial values scores for the Allport/Vernon/Lindzey Study of Values

wag associaled with the acquisition of Croun I Investiration (which ig a socinlly

oriented teaching straterv) bul none of the other correlations vere significant,

We believe that it is probably pessible to teach a person minimal competence

mﬂ

in-a complex model of teaching irrespective of his social and personal values

townvds 1cich3n§ provided he has conceptual fle: gility! But "the incornoration

of the model of teaching into a regularly used repertory of teaching behavior

~le probably related to bthe “-ulues the individual holds.

In 1971-72 Veil 0 é@mpaféd teacher candidates rated highly effective in
implementing several models of teaching with individuals who implemented them
at a minilmun level.. She studied the transactions between teachers and learners
in each case and found considerable differences that again are suggestive for

the role of personality in teaching behavior. In the first case the su uccessiul

~implementers apnarently used informational :vmmunlcztlcn‘ moreg effectively. In

the Group Invesbizatdon model they used communications 1t the facbual level to

PRI A\ Text Provided by ERIC




TARLE ¥iiMy

"COEFFICLI TS OF COMRELATTON AMONG PERSOMALITY MEASURES AND EFFECTIVENESS N
SCORES I'C2 ALL NMCDELS aND CVERALL MCDEL PERFORMANCE

= = )

Erfectiveness Scores

£

Measures of

Personality Cencept Group Overall

and Values Attainment Investigation  Synectics ~ Fffeativeness

(Pertinent Models are indicated in parenthesis)

Conceptual , .
Level 0.239 0.150 0.356 0.420%

Alport/Ver-
non/Lindzey: _
Theoretical 0.289 -0.271, 0.230 0.177 ,
(Concept Atainment)

Social -0.0l1 0.611%* 0.178 0.260
(Group Investigation) : : '

Wehling/

Sﬁﬁjecﬁ

Matter . 7

Emphasis 0.22 0.136 0.293 0.236
(Concept Attainment) , ,

Personal

Ad justment

Ideology -.0.229 - 0.101 0.216 0.169
(Group Investigation) ,

Student ,
(Synectics)

Kraitlow/
Dreier '
Progressive  -0.067 =0.018 : 0.121 0.168
(Synectics)

Community -0.2L9 =0.17h -0.121 ~0.165
(Group Investigation) '

Academic ~  -0,240 ~0.016 -0.26l -0.152
(Concept Learning) . : ‘

‘ - *Indientes significance at the .05 level for a. two-tailed
test. Critical r with 23 df = + [396. '

' S *dicates significance at the .01 level for a two-tailed
"ERIC - test. Cribical r with 23 df = » .505. S '
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elariiy=1ssues to move the discussions. achers who had difficulty im;lémegts
ing Group Investipation employed much less negotiating behavior but also dealt
with information much less frequently. Thus they téﬂdeﬁ to nlan with st,dénts
over a much thinner informational base than did the high implementers. This
was true alsec in the Gaﬁcept Learning model. The high 1m376m9nterﬁ dealt more
often at the canceacuu level 1ut the3 al 6 uéed'lawer level informaticnal com-
ﬁunlcatzﬁng more frequently and apparently more effectit elé They evidéﬂtly_
fecggnized the importance of helping the studeﬂts to identify the data clearly
and to build concepis with a constant relation ﬁo‘ihe dats base. The poor imp-
lementers would often move to a level of abstraction W‘LFDLt Fé1gt1ﬂg it to the

dato over which the students were suoposed to ba thinking. Weil's study of

role playing (a teaching strategy d veloped by Fanny ahaftel of Stanford University)

was especilally instructive because Role-Playing is designed to teach students to

make their own values the data of their investigations. By Role-Playing con-
Tlict stories the students obtain d%tﬂ about Fhe:r own behavior in and their
own reactions to conflict situations. The effective implementers tend to refer

back to the data of the PDlE*pla’lﬁg 1ncldenf wherezs the less effective

implementers tend to refer to the PGlEsplaylnﬁ

|l.".|’]|

ituations much less frequently.
They have much greater difficulty handling the informational complexity of the
situation in which the student studies a conflict by acting it out and then
makes his own behavior the subject of his investigation.

At this point we tend t? conclude that perschzlity plays a considerable

role not only-in the normal teaching style and also in the acquisition of

complex models of teaching. At present we are exploring the role ol nerson-

Aality as it interacts with training conditions in an effort t find access

particularly to students of a lower conceptual level. An investigation of a

. , ‘ P | .
study in this domain is the current one by itoma Reid, one of Hunt's

RIC

A i Text Provided by ERIC




associates at‘thé Ontario Institute lor Studies in Educ ?i@ﬁg In Reid's Study
teachers are exposed to instructional systems designed ‘to teach complex teach-
ing skiiis under different training conditions which are Eystemat4351]3 matched
and unmatched with the personality charactteristies. (This is an application

of the matching model which Hunt will exvlore in his section of this symposium. )

azlso has xplored & differential training model in sensitivity traininmy

\lH]

for teachers. The assumpbion is that if we can find the kinds of traini ing con-

ditions which are gptimil for learners of various conceptual levels we may be

able to assist them to ddvelop the kinds of camplex modes of teaching which

are essential fo the social studies.

At this point we believe the following conclusions are warranted:
1. Ordinarily teachers do nat manifest the complex teaching models which are

ﬂ

seems to play a very definite role in their manifestation of an expanded

or variable teaching style.

(K]

. It does anpcar posgible to train teachers to acquire complex models of
teaching but personality plavg a role in the acquisition of those models.

Without systematic training it is very unllke]y that teachers will ncquire

the models ol teaching required by current curriculum refﬁrm projects.

3. It appears worthwhile %o develop instructional systems which modulate train-

ing types to the conceptual style or learning style of the teacher and to

try to detérmiﬂe whether it 1s possible to teach teachers of low chEepbu 1

develapment the comﬁlex models required by contemporary ecurricular svstems.

We are optimistic due to the relatively high yield of the few training
studies which have been conducted. Ve believe that it may not take too lonp

Lo Lay a knowledre base on w}nch we can huild the teacher Lraining propramg;
i ; . : _
necessury to bring teachers Lo competency in. the transactional skills of the
soclal studies.
o )
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