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Trané}atinq Learning Style Theory Into Classroom Practice:

“PERMISSION TO REPRODUCE THIS A-Way of Increasing Teacher Effectiveness Through US/DEPARTMENT OF EDUCKTION

NAJ ONAL INSTITUYE OF EDUCATION
MATERIAL HAS BEEN GRANTED BY DUCATIONAL RESUURCES INFORMATION

y i i ivi i . CENTER (ERIC) '
@Q{ybmm_aém . The n e.term-l nat1 on Of Ind1 A dua] Learn-l nq ‘St y1 es $/Trfs document has been roproduced as’

teceived from the pergon of org nization
’ R ) ’ originating it. .
: R . naro."yn MamCh ur / {.] Minor changes have been made to improve -
: reproduction quality.

. TO THE EDUC_ATlONAL RESOURCE!'5 o ! S 1'm0n FY‘aS_eY‘ Un 'i VerS'i tV : ® Points of view o/ opiniohs stated in this docu-
INFORMATTION CENTER (ERIC)." B ] : :

ment do not necessatily represent officialNIE
position or policy.
There isn't a single teacher in the .entire profession who has not .~at
_least once, bemoaned the fdact that."Thorndike couldn't*learn his number
facts," or that "Einstein couldn't pay attention, and was always daydreaming" .
. . . . ’ . - i : - ~ . ’
or that "Picasso couldn't learn to read or write in grade school." As.

4
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7 .teachers contjnued to wrestle with the problems of individual learners, so did .° -

o £ AN .
educators begin to appreciate the idea of individual learning styles and how - : l

- . N

these might deepTy and profoundly inf]uence\a learner's capabilities to

4

~ undértake speddfie learning tasks. (Pronbach and Snow, 1977; Dunn and Dunn, ' 7’;
' 1§77- _Hunt;, 1971 Kagan 1971- Med1ey, Soar and Soar, 1975.) As interest 1n ?’ﬁfﬂ,/

teacher effect1veness and accountability grew, researchers beqan to 1dent1fy'
»

’ the relationship between the teacher's ability to 1dentﬂfy the coqn1t1ve

4

strengths and weaknesse~ of the individual learner and 1mproved learning i:D

- a

*‘performance. (Dunn and Dunn 1974: 1977: Gordon, 1966 Hilt, 1971- ragan, ' o -
. 1971 Med1ey, Soar and Soar 1975 " Solomon and Kende11 1976.) Wh11e the

research and growing- corpus of 11terature in the area of individual- 1earn1nqkﬁ

. sty1es cont1nues to.capture attent:on, there {s as yet 11tt1e help for thet -
c]assroom pract1t1oner who cont1nues t0 quest for how best to help. the '\
Thorndikes and Einsteins and Pi€as sos.' It has not been enough to docuinent the

_ re1at1onsh1p between the faC111tat1on of 1earn1nq qnd the teacher s ability to ‘ -

"plan curriculum which ut111zes to max1mum eff1c1ency the naturan 1nc11nat1on :

@

g of - ch11dren;" (Dunn and Dunn, /4977 ) Some prov1s1on must obv1ous1v be made PR
v 0 ’ . . 4 . "_ - . .\"‘
) P ' ] . N
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for aésdéé:"g teachers.with the means ofmtrans1atinq‘Tearn?ng style thcory

sey

into active classroom practice.. Perhaps the absence of emphacis on means has
had someth1ng to do with the noticeable absence of teachers' app11cat1on of
learning style theory 1n the real wor1d of the c1assroom. . : ™

The work of W1tk1n Moore,- Goodenough and Cox (1977.) prov1des us w1th a _ B

fu11 spectrum ana1ys1s of the studies of cogn1t1ve sty1es and, conc1udes that‘

as educators make p?i%?éss toward more prec1se speCTf1cat1ons -of coqn1t1ve
styles, new ways of each1nq students to use prob]em-so1v1nq strateq1es ' .

B appropriate to those styles emerge. ‘NDunn and Dunn (1977) present strong - T

-

arguments for attention to the style of the 1nd1v1dua1 1earner Their- ‘claim.. | - ]

that "to bring-students into one conf1n1nq'eny1ronment and to group them in ST
. ] | b / ‘ -

any manner at all that makes educational sense is virtua11y anrimpossibi1ity

H

-- un1ess we examine ‘each of these complex 1nd1v1dua1s and 1dent1fy exact1y

how he or she is likely to learn most effect1ve]y." (p. 11) Wh11e providing -
2 . q “
. support1no documentat1on in the cause of 1earn1nq style theory, such

admon1t1ons to practitioners may resu1t not on1y in 1ncreased frustration but fy\g '

a1so 1n outright hostility as teachers are left to flounder in ayvo1d of ¢lear
{qu1de11nes and 1mp1emehtat1on strateq1es.‘ fhose'who are concerned nith the
trans1at1on of theory #nto practice need more than the affirmation that "when
“students are exposed to a.teaching sty1e consonant w1th the—ways they be11eve | ,
they 1earn, they w111 improve on test scores, fact know1qdqe, att1tude and - !

_efficiency, more than do those tauc ht in-a manner d1550nant w1th\the1r C

style. (Dom1no 1970). Wh11e the 11terature abounds with research\rs\ta1k1nq

in ever-decreasing- c1rc1es to other. ngsearchers the quaT1ty of what is
: J

~ S

happening in c1assrooms\v1s a vis teachers attent1on to 1nd1v1dua1 1earn1nq

style remains unchanged \P1ck a c1assroom "Any c1assroom w1[n dé. Chances’

are that what you will see Ls the'teacher,.standing,at his or her desk giving

o a . . -




s

»

.

&

' exhaust1ve a task for most teachers.’ The authors recommend a computer

<

the.1esson, while 25for so students sit at their desks, 1istening'to the

teacher; If children's styles of learning are differeﬁt, and df teaching is

?

,'supposed to reflect those differences, Miss Flintstone, of the, Archive School,

has yet to act on that accumulated wisdom, “

-
- ~

In an attempt to bridde the aap between'theory and practice 'Dunn Dunn,

and Price (1977) deve1oped an 1nstrument -for classroom use wh1ch Wou1d
\ :
“jdentify the learner‘s "preferred 1earn1nq stv1e " The 1nstrument Learn1nq

2

,Sthe Inventory (LSI) assesses (a) immed iate envtronment, (b) emotionality;

(c) soc1o1oq1ca1 needs, and (d) phy 1ca1_needs, This 1nstrument was one of

[ L

the first steps taken towards the 1mp1ementation of learning style theory.L

s

:'It's infrequent use by classroom teachers may'ref1ect some of its limitations

-- which appear to lie in several domains. First, and paradoxica11y,‘the many

sues of 1earn1ng sty1es addressed make its ana1ys1s far too comp1ex and

1.

;
'

1ana1VS1s of the results and such an ana1ys1s ‘can 1nc1ude curr1cu1um

o

cost1y, d1ff.cu1t to core hy and the number of poss1b1e preferenqes 1s 11ke1y
to be overwhe1m1nq. A second weakness of the“LSI 71es in tHe fact that
comp1et1on of the 1nstrument requ1res a high 1eve1 of literacy. Often,
students most in need" of such diagnostic procedures are the very bnes with
Timited read1ng capab111tv - thus render1nq the potent1a1 data collected
V1rtua11v use1ess.J/A th1rd shortcom1nq is manwfest 1n a1most everv 1nstrument

which relies heav11v on self- report - and “that is the assumpt1on that

students cdmp1et1ng the 1nstru1ent w1|1 respond honest1y. Combs and Snvqg

w-

(1959) sugqest that when emot1ona11tv is in play, such an assumpt1on wou1d be -

suspect, at the very least, for the calf- erort 11ke any other behav1or, "is

- a product of the 1nd1v1dua1 S tcta1 phenomena1 f1e1d, and is 11ke1y to be

- N
. . Ny
- . o . - (r'\\.u
. . , .
. . . . .
\ .

-~ ‘A

spec1f1cat1ons for the individual! s 1earn1nq needs. However, such ana1yS1s is

C

LN
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dependentwupon the clarity bf'the'subiect‘s’awareness; social expectancy, -
cooperat1on of the subject_ and ‘change "in. f1e1d orqan1zat1on.. With such

11m1tat1ons 1t is no wonder that the use~§f the LSI by c1assroom teachers is

infrequent1v seen.. /mJ N

Severa1 other dev1ces for c1assroom 1mp1ementat1on were also'

]

nntroduced Gognitive Stv1e Mapping (H111 1971) -- a very comp1ex 1nstrument
demand1nq the administration of a four hour test, a1so requ1res computer
na1vs1s for f1nd1nq mean1ngs 1n the responses.' The S-Scale, of Gu1]ford S..

Inventory of Eactors STDCR, is des1qned to assess the act1on d1mens1on of the

'sociobi1itv trait It was used 1n a study in_ wh1ch it was hvpotheS1zed that
the more soc1ab1e stident would achieve more Under conditjons perm1tt1nq

. max1ma1 student 1nteract1on wh11e the 1essj§oc1ab1e student would ach1eve more

under cond1t10ns of- minimal #nteract}on. (Beach,.¥960\. Tt may be that the

. ' ;e ) . T
contradictory and confusing resuits of the -Beach study,. which was more

_ concerned with the person§1ity of the 1earner than cognft?ve stv1e,

‘o

v

contr1buted to its very 11m1ted use in the app11cat1on of 1earn1nq theorv of

c1assroom pract1ce. ' . . : T

* AORO Learn1nq Style Theory 1nto C1assroom Pract1ce ‘ . . .

Dunn and Dunn have written fhat "match1nq stu”ent 1earn1nq ‘style . s

characteristics and comp]ementarv methods and/or mater1a1ss1s one of the most .

»
o

ce T potent responses to the public's demand. for educat1ona| accountab111ty. .US1nq

an appropr1ate 1earn1n§ style 1nsarument to diagnose. how the students learn is

E3 . . . ’
a

a professional requ1rement. ,(1977 p. 15) L
) 9

The observation 1nstrument AORO - Act16n 0r1ented Reflection 0r1ented

makes it poss1b1e for the classroom téhcher to address the . 1ssue of -
, trans1at1nq 1earn1nq style theory 1nto c?assroom practwce. The 1nstrument was °

desxgned td}he]p teachers to determlne coqn1t1ve preferences of middle schoo1




-
.

) ~students; so that instruction might be then adapted to the +ndividual
. . i TP 4 'S

«. - learner.: The hasic assumption which ugder 14 es this instrument is that
’ : e . :’ B . . ' \. ' ‘ 5 ] ! ‘ ] '
learning is enhanced when ‘teaching strategies and materials take into account

the natural bent of children toward action or reflection. Because the

. Titerature in learning styles reflects “an.awarerness of both co§n1tive style as

,‘we11 as oersona1itv as factors which influence individua1 learning (Cronbach

©»

-

* + . and Snow 1977), AORO also prOV1des the means of e1evat1nq awareness of -

persona11tv factors as ar 1mportant d1menS1on of understand1nq individual
., '/”n
N 1earn1ng.sty1e.,- o

I ’

~ _AORO_and Jungian Theory | Lo

_The support1nq theory Peh.nd AORO has its basis in the works of .Car1 Jdung

and his discovery that "bes1des the many 1nd1v1dua1 dnfferenLPs in human

’ -

+.psvcholoqy there are also tvp1ca1 differences. Two tvpes especialiy Qecome

. c1ear to meQ ‘T have termed them the 1ntroverted ,and the\extraverted type.
WHen we cons1der the course of human 11fe, we see how the flate of one
. ,1nd1v1dua1.1s determ1ned more by the obJects of his interest, while.in another
o it is determined more by his own inner'se1f by the subject. " Since we all
TN
swerve rather towards one side or the other we natura11v tend . to, understand

N
everything dn terms of our own type." (Jung, 1971, p. 3). Jung s ideas add

o s

impetus to the notion that it is essentia1 for the teacher to be aware of the |
‘student's preferred way of,tun1nq 1nto the wor1d In add1t1on to the obvious
' //'_ fact of the student s preference, the teadher S own” preferences may hinder
' th1s understand1nq unless some spec1f1c means is afforded h1m/her. Jung
\\ (1971) has warned that the »a1ue of one type is the non- value of ‘the other,

AORO was deS1qned to be equally usab1e=by both.act10n.and ref1ect1on-or1ented

teachers. "It was also designed to help teachers become more aware of the

. concept of "type"_and the .Tearning preferencas which arise as a consequence of




action.and roflectior, orientations. Such awareness makes possible an -

appreciation of ‘and 1ncreased patience with opposwte types. Moreover, it

gives teachers speC1f1c clues in p1ann1nq curr1cu1um wh1ch may not be natura1

to them, but which meet the needs of both types of childrén in their

4

c1assrooms.

AORO focuses upon student. behaviors which indicate that a student's

L

"attitude type" preferencz -- or as Jund defines it, indicating the hroad area

of the individual's inEEQests either through an introverted’ or extraverted -

perspect1ve. - T R

_ Extraverted peop]e are, by nature, cont1nuous1y a1ert to events
. outside themselves, turning cutward to pick up cues, 1deas, '
expectations, values and interests. -This inclinatisa to ‘scan
,\- the environment gives them a variefy of interests. In
. contrast, introverted pe6ple naturally look inward for
N . resources and cues, and pursue fewer interests-more deeply:

' Attending more often to the inner storehouse of perceptions and
judgements, introverts take a reflective approach to life,
while extraverts take an active, trial-and-error approach. Of"
course, extraverts often do 1ook inward and introverts often do
turn outward A11 four pairs of-preferences described in/ this
section refer to habitual, but nat constant. tendencies.
(Lawrence, 1982, p. 38) :

_ o !

-

'AORO categorizes these two type prefenences as action oriented (extraversion) 4
. or ref1éction oriented (introversion) While Jung also defines "function
Qpreferences" - wh1ch indicate how a person deals with world he/she perceives-,

these preferences were not included in the design of AORO." - Instead, the

N A

. 1nstrument emphasizes only "attitude type". preferences because\they are,

-

_accord1ng to Jung, the: most 1mportant preferences, affecting a11 other

4

funct1ons and be1ng the. most c1ear1y visible.

-

It 1s 1mportant to note that the terwms extravers1on and 1ntrovers1on are

not used whth the deroqatqu connotatiofis somet1mes attr1buted to these

.

’ classifications in western social contexts, One of- the pos1t1ve attr1butes of

.

AORO is that there is_no 1udgmenta1 factor under T 1nq the c1aSS1f1cat1ons.

58




' , \\
"AORO is not used to make value judgmentsvabout these two preferences; it
) . .

merely indicates what ‘the preferred mode of,fonctjoninq is. Because of the
socia1 connotations of the wordeextrayert and dntrovert, these terms were.

abandoned in favor of the more non-evaluative terms action orientation and

reflection orientation. Action-orientation is a preference for the outer

™

warld of peop1e and things demonstrated hy practica1, active vocal, group

.

or1entat1onﬂ Ref1ect1on orientation is a preference for the inner world of

concepts and ideas demonstrated by a subjective, ref1ectiye, individua1

orientation. ' E '

Inward‘turning and outward turning go on in every stodent, every daw.
But each student prefers,one‘mode over the other,-uses'that more frequently'
| and is ﬁore comfortabje wjth that one. Some focus main1v outward.-- toward
people and things. in the wor1d around them, Such nup11s are more_actlgn .

.oriented. Other pup11s focus pr1mar11y inward toward the private world of

[} )

ideas. Such children are more ref1ect1ve -~ or reflection oriented. matur1tyA
/ ) . [ .

grows when a person increases his/her .capabilities to choose inward or outward

turning,'ref1ectidh or‘action,‘as each is dictated by a spectfic situation;

o ﬂ;f 'He1p1nq students to qrow toward maturity by enab11nq them to fincrease the1r
capacities to choose takes a very aware kind of planning and timing on the J

~

part of the teacher.

The teacher who is aware of the d1fferences 1n type preferences of each

” . -~

learner, and who possesses,some teaching strateq1es,to enable both act1on-and

ref1ection oriented‘chi1dren'to function in a way that is best for them will

4

1

reduce 1mmed1ate1y the tension and frustration for teacher and chq1d N A
Moreover that teacher will generate’a c11mate in which each child's Dreferred

~orientation is equally valued and respected and in which action or1ented and

reflection oriented children learn from each other. When this can occur, the

- o - B} . . . . e




chances for the teacher to feel a sense of success in teaching are enormous1y
f - . .

increased,

[y
.

AORO is a low-inference, systematic observation instrument which requires

the teacher to record what he/she sees in the behavior of studénts, allowing

.for the determination of action oriented or reflection oriented styles of

learning. The instrument may be scored flexibly and there are no time .

¥

requirements; It is relatively easy to use and easy to score -- making ib’a
more usefu1 c1assroom tool for the harried teacher. C1ear‘and.uncomp1icated~

1nstruct1ons are provided for its adm1n1strat1on.'~

4

The process of using AORO results in the teacher s- increased know]edge .

about the individual léarner and his/her preferred mode ‘of functioning. It is

AN

designed to help the teacher develop ‘a new frame of reference for observing

) 'and understandinq\student behavior. Such data makes it possible for feachers

to then plan curriculum for the individual learner which ds more appropriatefy

’ . .
v ®

i matched to his/her Tearning style.

\.-:; ,

AORO: Research'Findinqs

The Action 0r1entat1on RefTéEt1on Nrientation instrument was developed by

Mamchur (1978) and tested in a field research W1th six teacher observers and

+

eight outside observers on a sample of ten middle schoo1 students and ten
kindergarten students. Re1iabi1ity was determ1ned“by corre1at1ng teachEr
observat1on scores with, each other and W1th teacher rater scores., Three
hypotheses were tested usunq Pearson Product Moment Corre1at1on and Spearman

Rank Correlation: - ' ) . .
Fhere will be a siqnificant and positive corre1ationébetween .
.the teacher observers using AORO to score the students and’ the

teacher raters us1ng the teacher check 11st




’ n
fhere will be a significant and positive correlation between

' )\
teacher observers and outside observers using AORO fo score the

. students,

there will be a significant and posﬁtjve cdrre1ation between
-, teachdr rater, parent rater and studént self-rater scores.

Average r and Sr correlations between the middle schoo1)teacner observers
and the middle school teacher rater were .91 and .90 resbective1y and showed
significant and positive agreement. Average r and Sr corre1at19ns'between

“kindergarten' teacher observers and teacner rater were .46 and .48 respectively
and were not sufficiently high to be qreater than would be expected On‘the
. basis of chance® ‘Cdrre1ation of scores betweep middle school teacher raters
and parents of midd1e schod1 students were .70 and .60frespective1y and were
pos1t1ve and significant- To furtner test the overall h&pothesis, and to make
it poss1b1e for data to be eas11y understood. by classroom teachers, agreement
between teacher observers, outside observers and teacher,<parent and student
self-raters were compared usind simp1e pereentage of agreement. ,
Teacher observer agreement-of basic categories was tested by chi-square
Test -of Indeendence. The chi- -square test statﬁst1c for m1dd1e schoo1 teacher -
. observers was 11. 34,. exceeded the tabled value of 3. 84, at the .05 g el, and
v was pOS1t1VP and s1qn1f1cant/' Kindergarten teacher observers* scores |ere not
.compared us1ng the chi- square test statistic due to 1ack of sufficient number .
of observatlons. The outside ‘observer inter- observer cateqory choices did not

show a greater degree df agreement than would be expected on the baS1s of

-
e

chance.~ = . : ) v
: P _ . . :
The findings. from. this study showed that AOR(N proved to be a valid

instrument nhen'used by experienced teachers who were. familiar both with the
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t v
A

teaching process in general and with the students being observed in

'8

particular. These data:sug?ested that AOBO was a viable tool for teachers to "t
use after they hap had some experiences with téachinq/and with the children --

that is, well into the teachina year. However, since it {is more valuahle for
teachers to possess this data about preferned‘ortentatﬁon early in the school

year, so that curriculum plans may be made at the beqinninq, rather t.an in

mid-term, further rasearch was conducted to test the degree ‘of 1inference of"

the instrument. Lawrence and Branch (1978) 111ustrate the need for Tow-

1nfe\ence 1nstruments in their discussion of peer support systems. 'Low
1nference jtems are described as‘be1nq prec1se and evaluative. A1thouqh
researchers prefer low inference, Gellert (1955) cautions that low inference
items may distort behaviors in compiex SitUatjons and his advice may be worth
heeding. A more reasonable approach may he that suqqested by Herbert and
Attridge (1975), "that items be as ]ow.in the degree of observer inference
nequired as the. comp1exitv of behavior under study wi11 permit."\ (p. 1)
Pearson Product Moment Forre1at1ons were used to determine 15¥E; obsenver
agreement among nine student teachers who observed 10 pupils in the eighth
grade. In choosing the students, ratﬁona1 rather than randomwselectton was

used. (Good, Biddle and Brophy, 1975). %he nine student teachers had no

teaching exper1ence ‘and no familiarity with the students being observed. Each

-student teacher ‘read the Teachers Manual (Mamchur, 1978\ deS1qned to accompany

ACRO. Each student teacher .agreed with every other observer in the

determining of act1on and reflection or1entat1on for all 10 pup11s w1th one

exception. That is, all correlations, except one, were over the “critical

value of .49;ﬁat the .05 level of significance for a one-tailed test with an n

of 10. (Roscoé, 1975, p. 438). These correlations supported the hypothesis

under investigation and contributed to the classification of AORD as a 1ow-

.
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o

! ' 11.

inference instrument.

6ther interesting data emerqed from the study. Teachers andistudent
teachers‘who had used the AORO instrument felt an increased sense of
competence as'teache[§. If Combs' thesis that teacher educators must cqpcerﬁ
themselves with "providing experiences designed to help stuhents see
themse]ves as édequate,-gffective peop1é" (Combs, 1965, .p. 77) has validity,
then the use of the AORO instrument can be seen as an important tool in the '

training of teachers.

Conclusions

LIA

-1t is frustratina and disanpointing when valuable research findings which

cqntriﬁute enormously to our understanding of teaching and 1ea}n1ng do. not

““““

filter down into the day-to-day life in classrooms. The reaéoﬁs for this are

varied and complex; nevertheless one critical variable appears to bg the lack

of clear and uncomplicated teaching stréteqjes available to practitidners

which flow from the theoretical understardings aenerated by the research.

Learning style theorists havg contrihuted areatly to our understanding of“

the need for knowledge about the particu]af, idiosvncratic and specific mode

by which each 1earnenAconfronts each learning task. Such knowledge, when-it

[}

also has potential for identification of teaching strategies, curriculum

-

development and materials selection, may contribute substantially to the

P

“increased capability of the individual learner. Yet, iﬁ the‘dozen years since

.

the research data have been ayai]ab]e, the app1ication‘of 1earn}nq style

i Ry g

theory to c]assrobm practices has been underwhélminq.

The low-inference Actjon-Oriénfation/Ref]ection'Orientation iﬁstrument

~——

may be aﬁ impbrtant tool -in helping the classroom teacher‘to bridge the gab :

between fhedry and.practice.' It may work-to promote not merely understanding,

"but also, some practical help in dealing with individual learning style thus

working toward increased feachinq efféctiveness. ‘ o
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