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2, segregate topically homogeneous materials without
reference to other topics in lecture
3. fully explain each topic or idea independently from
others in lecture
C. Definitions
1, define all new key words at the beginning of lect re
D. Summary
1. presentation of primnciples, concepts, propositions that
follow inductively from the specifics recently presented
2, integration of previous information into principles,
concepts
3. rely on repetition, condensation, selective emphasis on
central concepts of lecture and self-study

Criteria for Factual Self-Studys Sequence B

I. Subject-mattear Presentation
Sequence presentation of summaries from the most factwal,
detailed to the most general, conceptual,

II. Questions to Accompany Self-Study
Sequence questions from factual requiring comprehension and
iknowledge of the material as it is presented to comceptual
requiring answers not directly given in the self-study,




METHOD

Sub jects

Students in Psychology 56 (Educational Psychology), a three hour
night class taught at Louisiana State University in the Spring semester,
1973-74 served as subjects, When the study began, 90 students were
enrolled in the course,

Initially, sex, ACT, and ESS scores were recordsd for each student,
Presumably, the ACT score provides a measure of ability; the ESS, a
measure of cognitive style., A distribution of students according to
thelr educational sets was constructed; it was trichotomized by
arbitrarily designating subjects scoring within the lower and upper
thirds of the ESS distribution as '"factually"” and "conceptually” set,
respectively, Table 1 presents descriptive statistics for the ESS

distribution,

Procedure

All students were divided randomly into two instructional sections
with the restriction that each contained approximately equal numbers
of factually and conceptually set male and female students, Within

each section, then, the critical subjects fell into four groups:

Section I Section I
Factual Conceptual Factual Conceptual
M F M F M F M F
n= 4 8 4 10 n =529 b 9

A night class is composed of a heterogeneous population with a
higher population of older students than 1s typical in undergraduate
student bodies. Since Ausubel’'s theory and the educational set
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TABLE 1

DIVISION OF ESS SCORES

11

Conceptually set

Factually set

Range
Mean
Standard deviation

nmales

Nremales

+#2,,.+16
+24 .11
7.18

8

19

+2,..-17
-5.46
4,86
9
17
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literature were established with adolescents, there exists no
evidence as to wvhether their conclusions hold for older adults,
Thus, no subject over thirty years of age was included in the
pool of eritical subdbjects.

Random assignment t0 sections assumes relative equalisation
of such variables as motiwation, prior knowledge of subject-matter,
prior performance, etc,, which conceivably ocould affect classroom
learning and retention, I.D, numbers were used in assigning students
to instructional sections; the students were informed that they
were participating in dissertation research,

The two instruttional sections were created in order to permit
inplementation of altermative instructiomal sequences, hereafter
designated Sequence A and Sequence B, Sequence A consisted of a
conceptually oriented lecture followed by a factually oriented self-
study, while Sequence B consisted of a factual self-study followed
by a conceptual lecture, The same instructor delivered both lectures,
which covered largely identical subdject-matter; the sequence of
presentation of information, as previously outlined, differentiated
the two lectures,

A proctor assisted in the self-study session, Again, the
material was identical between sequences, composed primarily of
summaries of ressarch evidence supporting points made in the lecture.
Sunmaries were studied in an order corresponding to their appearance
in the accomapanying lecture, Sets of questions following each summary
further differentiated the two self-study sessions, as previously

outlined,
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Each half of the sequence took approximately seventy minutes;
the remainder of the period was used to test students for subject-
matter retention, One examination administered to both sections
provided data to determine if one sequence was more effective in
fostering overall performance, Each dependent measure consisted
of twenty multiple-choice questions, approximately half of which
were judged by a committee (n = three faculty members and the
experimenter) to be "factual™ im content., These questions tested
information directly given by the lecture or self-study, The
remaining exam questions were judged jt.o be "coﬁcoptml" in content,
covering material not directly stated in the lecture or the self-
study,

It was necessary to take the dependent measure immediately after
the manipulation, rather than the following week, to eliminate
potentially contaminating effects of study habits, note exchanges
among students, etc, Students were told that the dependent measure
contributed to their final grade in Psychology 56.

The procedure was implemented on four separate nights in a design

diagrammed below;

Session Topic Section Sequence

1 Teacher Characteristics I A
11 B

2 Creativity I B
II A

3 Theories of Learning I A
Applied to the Classroom I1 B

4 Discovery Learning I B
II A

In this manner four separate dependent measures were taken; this

design allowed the last two sessions to act as a replication for the




first two, Four separate graduate students lectured for each of the four
sessions, The topics chosen represented a broad range of difficulty
from material easily related to students' existing cognitive categories
in the session on teacher characteristics to material less easily

subsumed into existing structures in the sessions on learning,

Statistical procedure

Analyses of covariance were performed for each dependent variable
with sex, sequence, educational set as independent variables and ACT
as a covariate, All analyses of covariance performed used a least
squares approach, since unequal numbers of subjects filled each cell,
Four such analyses, one for each dependent variable score, were

required to analyze results from the four instructional sessions,
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RESULTS

Descriptive statistics for Tests 1--k are as follows:

Session/Test n Mean Standard Deviation
1 b1 66, % 9.51
2 ko 53.13 10,27
3 38 70.66 9.67
b 33 66,52 15.69

The analyses of variance summaries and subgroup means for each
of the four sessions are presented in Tables i--i, Por Session 1 the
interaction between sequence and educational set was significant beyond
the .001 level., The source table and corresponding means for Test 1
shown in Table 1 indicate that oonceptual subjects showed superior
performance in Sequence A and factwal subjects, in Sequence B.

Session 2 data reveal a significant main effect for sequence (p < .05)
and a significant interaction between sequence and educationmal set
(P <.05). It is clear that the significant main effect reflects the
performance of conceptually set students but not that of factwmally set
students,

Amlysis of Sessioa 3 responses found no significant main effects,
but a highly significant interaction between educatioml set and
sex (p ¢.001), Here factual females outperformed conceptusl females,
while conceptual males outperfromed factual males.

Although no significant main effects or interactions were
evident in Session 4 data, the source table and means in Table 4 are

consistent with the directions indicated in Sessions 1 and 2,

15




ANALYSIS OF COVARIANCE FOR TEST 1

TABLE 2

Source
Sequence

ESS

Sex

ACT (Covariate)
Seq * ESS

Seq * Sex

ESS ¥ Sex

Seq * ESS * Sex
Error

Total

ggv—hv—br—h»o—&v—ﬁv—ho—s‘&

Seq * ESS

ESS % correct
71.3%4
Sk Lk
64,32
71.13

12
10

1=
w
‘”‘””lﬁ

= Q = O

10

SS 5] F
2.03 2.03 2.24
1.86 1.86 2,05
2.29 2.29 2,54
3.69 3.69 4,08
12.67 12.67 14,01
0.37 0.37 0.41
0.06 0.06 0.07
0.09 0.09 0.10
28,95 0.90
Means
Seq
N Seq % correct N
22 A 62.89 15
19 B 67.72 7
11
8

prob., F
0.144

0.161
0.121
0.052
0.0007%*
0.529
0,794
0.752

Seq * Sex

Seq Sex ¥ correct

o o > >

F 66 .43
M 59.36
F 69.22
M 66.23
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TABLE 3

ANALYSIS OF COVARIANCE FOR TEST 2

a
Hy

Source

Sequence

ESS

Sex

ACT (Covariate)
Seq * ESS

Seq * Sex

ESS * Sex

Seq * ESS * Sex
Error

Total

Hr—brd'-br-ho-bn-ht-bl

8 2

Seq * ESS
N Seq ESS % correct
10 A c 58.05
10 A F 55.18
11 B c 43,07
9 B F Sk, 74

ss ]
5.30 5.30
1.43 1.43
0.38 0.38
3.97 3.97
4,82 4,82
1.79 1.79
1.13 1.13
0.13 0.13
32.69 1.05
Means
Seq
N Seq % correct
20 A 56.62
20 B 48,91

F prob,, F
5.02 0,032+
1.3 0.253
0.36 0.555
3.77 0.061

4,57 0,041%
1,70 0.202
1,07 0.308
0,12 0.727

Seq * Sex

Seq Sex % correct

- |z

F

13

O
oW o > >

M
F
M

55.40
57.83
52,14
45.68

17




ANALYSIS OF COVARIANCE FOR TEST 3

TABLE 4

Source
Sequence

ESS

Sex

ACT (Covariate)
Seq * ESS

Seq * Sex

ESS * Sex

Seq * ESS * Sex
Error

Total

HH%‘F‘HHD—‘F"&

w N
~N O

Seq * ESS
N Seq ESS % correct
12 c 70.77
F 64,87
c 71.27
F 75.50

s w > >

11

ss s F
1.91 1.91 2,05
0.04 0,04 0,04
0,14 0.14 0.15
1.11 1.1 1.19
1.61 1.61 1,72
2.75 2,75 2,95
10.84 10.84 11.60
0,98 0.98 1,05
27.01 0.93
Means
Seq
N Seq Z% correct N
18 A 67.82 15
20 B 73.38 é
10
7

0,163
0,845
0.703
0.285
0.199
0,097
0,002%
0.314

ESS * Sex

ESS Sex % correct

5 g Q OQ

F 63.73
M 78.30
F 75.99
M 64,38
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TABLE 5

ANALYSIS OF COVARIANCE FOR TEST 4

Source af Ss M F prodb., F
Sequence 1 2,46 2,46 0.99 0.327

ESS 1 0,76 0,76 0.31 0,585

Sex 1 1.64 1.64 0.66 0,423

ACT (Covariate) 1 3,86 3,86 1,57 0,223

Seq * ESS 1 6.05 6.05 2,46 0.130

Seq * Sex 1 3.55 3.55 1.44 0,242

ESS * Sex 1 0,58 0.58 0.24 0,631

Seq * ESS * Sex 1 2,50 2,50 1,02 0,324

Error 2k 59.11 2,46

Total 32

Means
Seq * ESS Seq ESS * Sex

N Seq ESS < correct N Seq % correct N ESS Sex % correct
8 A c 69,35 17 A 66,18 13 C F 66 .46
9 A F 63.00 16 B 72,67 c M 68,54
11 B c 65.65 8 F F 67.14
5 B F 79.70 6 F M 75.56




DISCUSSION

To clarify the pedagogical debate over sequencing of subject-
matter materials for enhancing learning and retention this study was
concerned with the interaction between a student's educational set and
the instructional sequence by which he was taught, Two contrasting
sets of predictions concerning this interaction follow logically
from the positions taken by two instructional theorists: Ausubel, who
emphasizes the structure of the material to be learned; and Siegel and
Siegel, who emphasize the moderating effects of learner characteristics,
While Ausubel predicts that subsumptive sequencing will be efficacious
for all learners, Siegel and Slegel predict that such sequencing will
benefit only learners whose educatlional sets are congruent with
subsumptive sequencing.

If Ausubel’'s principle of subsumption actually parallels nervous
system function, students taught with material sequenced accordingly
(i.e., Sequence A: Conceptual lecture/Factual self-study) should have
performed better on an examination covering the material than those
students taught in the opposite sequence (i,e,, Sequence B: Factual
self-study/Conceptual lecture), The principle of subsumption does not,
by itself, anticipate a significant interaction between educational set
and sequence, since Ausubel does not regard learner variables as
moderators of sequence effects,

If the construct of educational set can account for some of the
individual differences in receptivity to instructional materials, then

sequencing of subject-matter presentation should have differentially

20




affected student retention according to student set, Instruction
sequenced from the general to the specific should have enhanced
performance for conceptually set students, while factually set students
should have profitted from the specific to the general sequence., Results
of the retention tests ought to have revealed better performance by
those studerts whose educational sets were consistent with the sequence
of presentation they received, That is, conceptually set students

should have performed better in Sequence A; factually set students,

in Sequence B,

Taken together the four dependent measures lend more support to
the predictions from the educational set literature, Significant
interactions between educational set and sequence were seen in Tests
1 and 2, and definite, but non-significant, trends in the predicted
direction were obtained in Tests 3 and 4, The failure to obtain
statsitical significance in the latter two trials may have reflected one
or more artifacts of the experimental design,

First is the possibility that certain topics in psychology are
not amenable to sequencing in clearcut inductive or deductive fashion,
despite the experimenter's diligent efforts to arrange them, Briefly,
the intended design may have failed on trials 3 and &4,

Secondly, assuming successful implementation of the design, the
data may reflect an adaptation phenomenon, By the time the students
submitted to trials 3 and 4, the effects of the experimental manipula-
tion were muted,

Although adaptation is a tenable explanation for the non-significant
findings in the latter two trials, it seems somewhat unlikely in view

of the rather large, albeit non-significant, interactive differences in



the predicted direction on trial 4, The most likely explanation for
non-significance in this trial, at least, is statistical artifact,
Attrition reduced the size of the subgroup ng to the point where
even substantial differences in the predicted direction failed to
attain statistical significance,

An interesting interaction appeared in Session 3 test data
between educational set and sex, However, no apparent explanation
is available for the superior performance by conceptually set males
and by factually set females on a test covering learning theory
applied to the classroon,

The results emphasize the necessity of considering individual
differences among students both in designing curricula and in
investigating instructional procedures., The classroom situation is
multivariate, rich with differences among students, instructors,
environments, and curricula, any of which could affect educational
outcomes,

The growing movement toward individualized instruction can gain
support from these results, Student learning and retention can be
encouraged when individual differences in students, such as cognitive

styles, can be utilized in designing instructional strategles,

22
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APPENDIX

I. Session 1: Teacher Characteristics
Lecture Outlines: Sequences A and B
Definitions
Self-study Materials
Questions to Accompany Self-study: Sequences A and B
Session 1 Examination

IT. Session 2: Creativity
Lecture Outlines: Sequences A and B
Definitions
Self-study Materials
Questions to Accompany Self-study: Sequences A and B
Session 2 Examination

I11, Seesion 3: Theories of Learning Applied to the Classroom
Lecture Outlines: Sequences A and B
Definitions
Self-study Materials
Questions to Accompany Self-studys Sequences A and B

Session 3 Examination

IV. Session 4; Discovery Learning
Lecture Qutlines: Sequences A and B
Definitions
Self-study Materials
Questions to Accompany Self-study: Sequences A and B
Session 4 Examination

2l
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SEQUENCE A: Teacher Characteristics

I. Advance Organizer

A,

B,

C.

Teacher variables which ought to affect learning process
1. comprehension of subject matter
2. teaching abllity
a, organisation of subject-matter presentation
b, explanation of concepts
c. manipulation of variables affecting learning
3., communication skills--ability to translate information into
a form appropriate for students' degree of cognitive
maturity and subject-matter sophistication
L4, perscnality characteristics
a, degree of commitment to or ego-involvement in intellect-
ual development of students
b, ability to generate intellectual excitement and
intrinsic motivation for learning
Actually, very little is known about which characteristics of
teachers enhance success in the teaching-learning process
Invalid assumption: 1deal type of teacher exists who is
equally effective with all groups
1. teacher effectiveness--function of personality varilables
interacting between instructor and learner

II. Roles of Teachers

A,

B.

Cc.

Most important, distinctive role of teacher:; director of

classroon learning activities

Consider scope of role of modern teacher--vastly expanded be-

yond original instructional core .

1., parent surrogate

2. friend & confidante

3. counselor & adviser

Lk, representative of adult culture; transmitter of approved
cultural values

5. facilitator of personality development

Viewed in retrospect by students, teachers are not impressively




effective in any role (Allport, 1964)

I1I, Cognitive Abllities of Teachers
A. Intelligence as a factor in teaching ability
1. 4intuitively, it would appear that intelligence of
teachers should be highly related to success in teaching
2. teacher effectiveness, as measured by pupil gains in
achievement and by principals’ and supervisors' ratings--
only negligibly related to teachers’' intelligence
(Barr and others, 1958; Marsh & Wilder, 1954)
B, Subject-matter knowledge
1. obvious that teacher cannot furnish adequate feedback
to students or clarify ambiguities and misconceptions
without meaningful, adequately organized grasp of
subject-matter
2, no really adequate measures of teachers' grasp of
subject-matter in terms of
a, comprehension, stability, precision of concepts
b, integration of relationships between component
aspects of fleld
c. awareness of significant theoretical issues & under-
lying philosophical assumptions
d. appreciation of methodological, epistemological
problems
© 3¢ -Subject-matter preparation inferred from
a, GPA
b. amount of work taken in ma jor field
c. achievement test scores
L, degree & quality of teachers' academic preparation
a. bears low, positive relationship to pupil learning
outcomes & supervisor ratings of teaching succees
b. may reflect superficiality, low intrinsic validity of
student & teacher measures of subject-matter mastery
¢, academic preparation may influence effectiveness
when 1t 1s below a critical level (as intelligence

does)
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C. Organiszsation of learning activities

1. intuitively, it would appear that teachers who display
skill, imagination, sensitivity in organising learning
activities and in manipulating learning variables should
promote superior student learning outoomes

2, sparse research evidence
a, positive relationship between orderliness in teachers

and reading achievement in students (Spaulding, 1963)
b. students who judge teacher as orderly, systematic in
classroom management & arrangement of learning
activities report greater accomplishment of work than
those who judge teacher less favorably (Cogan, 1958)
¢, teachers who are adept at diagnosing learning difficul-
ties and at appreciating the relevance of specific
instructional materials for acquisition of specific
learnings—--more successful than less adept teachers
in terms of student achievement (Fattu, 1963)

3. no research evidence available about relationship between
teacher's effactiveness & ability to adapt communication
of ideas to students’ level of intellectual maturity and
subject-matter sophistication

IV, Persomlity Characteristics
A, Volumes of literature exist on teacher personality
1, 1little indicates what characteristics are assoclated with
successful teaching
2, personality of teachers has been studied in terms of
aspects that influence personality development of students-
-not learning outcomes
B. In general, teachers' personality characteristics--not highly
correlated with effectiveness in teaching
C. Principal exceptions: warmth & understanding; tendency to be
stimulating, imaginative
1. teachers who are warm & understanding tend to gratify the
affliative drive of their students
a, very important in elementary school where teacher




D.
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serves as parent surrogate
b. 1less important as students become older
c, warm teacher provides emotional support to students

1)
2)
3)
k)
5)

sympathetic

accepts students as human beings
uses much praise

relatively unauthoritarian
sensitive to students' feelings

d., teacher warnth is significantly related to

1)
2)

3)

)

amount of work performed by students (Cogan, 1958)
pupils®’ interest in science in a general science
course (Reed, 1961)

productiveness of student behavior in elementary
school (Ryans, 1961)

creative student achievement (Sears, 1963)

teachers who are lively, stimulating, .imaginative, enthusi-

astic about their subject

a., Judged more successful by principals, experienced
observers (Ryans, 1960)

b. ' promote greater student gains in comprehension
(Soloman, Rosenberg, & Bezdek, 1964)

Perhaps most important personality characteristic--personal

commitment to intellectual development of students




SEQUENCE B: Teacher Characteristics

I. Roles of Teachers
A. Teachers are not impressively effective in any of their roles
according to the retrospective judgement of their students
(Allport, 1964)
B, What are some of the roles of teachers?
1. parent surrogate
2, friend & confidante
3. counselor & adviser
4, representative of adult culture; transmitter of approved
cultural values
5. facilitator of persomality development
C. Roles--vastly expanded beyond original instructional core
1. director of classroom learning activities
a. most important, distinctive role of teacher

II. Cognitive Abilitles of Teachers
A, Intelligence as a factor in teaching ability
1. teacher effectiveness
a, measured by student achlievement gains & principals’
and supervisors' ratings
b. negligibly related to teachers' intelligence (Barr
and others, 1958; Marsh & Wilder, 1954)
2, teacher intelligence may mot be significantly related to
learning outcomes by students beyond certain minimal level
a. thus, intelligence appears to be a limiting factor
b, 1intelligence is not highly related to teaching success,
as one might expect intuitively
B, Subject-matter knowledge
1. measurement of subject-matter knowledge
a, inferred from GPA, amount of work taken in nnjor.field,
achievement test scores
b, no really adequate measures of teachers' grasp of
subject-matter in terms of
1) comprehension, stability, precision of concepts




c.

3.

2) integration of relationships between component
aspects of field
3) awareness of significant theoretical issues under-
lying philosophical assumptions
L) appreciation of methodological, epistemological
problens
degree & quality of teachers’ academic preparation
a, bears low, positive relationship to student learning
outcomes and supervisor ratings of teacher success
b, may reflect superficlality, low intrinsic validity of
student & teacher measures of subject-matter mastery
c. academic preparation may influence effectiveness when
it is below a certain level (as intelligence does)
even though it is obvious that teacher cannot furnish
adequate feedback to students or clarify ambiguities &
misconceptions without meaningful, adequately organized
grasp of subject-matter, no current measures of subject-
matter grasp exist

Organization of learning activities

1.

3.

5.

no research evidence available about the relationship
between teachar's sffectiveness & ability to adapt
communication of ideas to students’' level of intellectual
maturity and subject-matter sophistication

positive relationship between orderliness in teachers and
reading achieveament in students (Spaulding, 1963)

students who judge teacher as orderly, systematic in
classroom management & arrangement of learning activities
report greater accomplishment of work than those who judge
teacher less favorably (Cogan, 1958)

teachers who are adept at diagnosing learning difficulties
and at appreciating the relevance of specific instructional
materials for acquistion of specific learnings--more
successful than less adept teachers in terms of student
achievement (Pattu, 1963)

thus, although it would appear that teachers who display
skill, imagination, sensitivity in organizing learning




activities & in manipulating learning variables should
promote student learning outcomes, there is little
research to support this assumption

ITI. Personality Characteristics of Teachers

A,

C.

Teachers who are warm and understanding tend to increase

1.
2,

3.

amount of work performed by their students (Cogan, 1958)
pupils’' interest in sclence in a general science course
(Reed, 1961)
productiveness of student behavior in elementary school
(Ryans, 1961)
creative student achievement (Sears, 1963)
gratification of students®' affiliative drive
a, very important drive in elementary school
b, less important as students become older
c. warm teacher provides emotional support to students
1) sympathetic
2) accepts students as human beings
3) uses much praise
4) relatively unauthoritarian
S) sensitive to students' feelings

Teachers who are lively, atimulating, imaginative, enthusias-
tic about their subject

1.

2,

3.

Judged more successful by principals, experienced
observers (Ryans, 1960)

promote more productive student behavior in both elemen-
tary & secondary schools (Ryans, 1961)

promote greater student gains in comprehension (Soloman,
Rosenberg, & Bezdek, 1964)

With shese exceptions, teacher personmality characteristics
are generally not correlated highly with teaching effective-
ness

1.

personality of teachers has been studied in terms of
aspects that influence personality development of students
-=-not learning outcomes

little of the volumes of literature on teacher personality

A




characteristics indicates what characteristics are
assoclated with successful teaching
D, Perhaps most important personality characteristic--personal
commitment to intellectual development of students




IV, Summary

A,

33

Teacher variables which ought to affect learning process

1.
2,

3.

comprehension of subject-matter

teaching ability

a., organization of subject-matter presentation

b. explamation of concepts

¢. manipulation of wariables affecting learning

communication skills--ability to translate information

into a form appropriate for students’' degree of cognitive

maturity & subject-matter sophistication

personality characteristics

a, degree of commitment to or ego-involvement in intel-
lectdal development of students

b, ability to generate intellectual excitement & intrinsic
motivation for learning

Actually, very little is known about which characteristics of
teachers enhﬁnce success in the teaching-learning process
Invalid assumption: 1ideal type of teacher exists who is
equally effective with all groups

1.

teacher's effectiveness--function of personality variables
interacting between instructor and learner




DEFINITIONS: Teacher Characteristics

Sequence A: Present as each word is discussed in lecture
Sequence B;y Present at beginning of class, before lecture

surrogate--substitute

teaching effectiveness--teaching success judged by some criteria, such
as student-based criteria (e.g., student achievement test scores,
grades in other classes, subsequent success in ltigh school and
college)

validity--refers to how well a test measures what it proports to
measure

affiliative drive--desire to please a significant person to develop
and maintain an emotionally close relationship,

authoritarian--personality characteristic associated with rigidity,
prejudice, conventionalisnm,




SELF-STUDY MATERIALS: Teacher Characteristics

Sequence A
1. Allport, G, ¥, Crises in normal persomality development,

Teachers College Record, 1964, 66, 235-241, Summariszed.
2, Jansen, M,; Jensen, P, E,3 & Mylov, P, Teacher characteristics

and other factors affecting classroom interaction and teaching
behavior, International Research on Education, 18, 1972, 540,
Summarized,

3. Zax, M, Outstanding teachers: Who are they? Clearing House, 45,

1971, 285-289, Summarized,
4, Ryans, D. G. Characteristics of teachers: Their description,

comparison, and appraisal, Washington, D, C,: American
Council on Education, 1960, Summarized,

Sequence B
1. Ryans article
2., 2ax article
3., Jansen, Jensen, & Mylov article
4, Allport article

35




2,

3.

Se

9.

QUESTIONS TO ACCOMPANY ALLPORT ARTICLE: Sequence A

Evaluate Allport's notion of adolescent crises for approaching
student problens,

Which of the following statements is implisd Dy the article?

a) Teachers should not try deliberately to influence their
students, since their influence tends to be casual,

b) The teacher who wants to influence students should teach at
the secondary level,

¢) An advisor should approach a student problem in terms of the
idiosyncratic development of the student,

d) Teacher influence only occurs when the student is in a crisis
period in his personality development,

Why is the group vision orientation an inefficient approach to
student problems?

According to Allport, most students who return to college several
years after droppdng out successfully complete college, How

wauld you account for this?

Students appeared to remember secondary school teachers better than
primary ones, How can this observation be interpreted? How did

Allport explain 1it?

What implications does the crisis view of adolescence have for
teachers and counselors?

Explain the crisis of college, according to Allport,
How deliberate is the teacher's influence on hig students?

A teacher seems to influence strongly how many of his students?




10, Hovw many primary and secondary school teachers were remembered by
college students?




7.

9.

10,

QUESTIONS TO ACCOMPANY ALLPORT ARTICLE: Sequence B

How many primary and secondary school teachers were remembered by

college students?

At which level did students best remember their teachers?

A teacher seems to strongly influence how many of his students?
How deliberate is the teacher's influence on his students?
Explain the crisis of college according to Allpart.

What implications does the crisis view of adolescence have for

teachers and counselors?

Allport explained students' differential remembering of their

teachers in terms of the crisis view., In what other ways could this

observation be explained?

According to Allport, most students who return to college several
years after dropping out successfully complete college, How
would the crisis period view of adolescence account for this?

Why is the group vision orientation an inefficient approach to
student problems?

Which of the following statements is implied by the article?
a) Teachers should not try deliberately to influence their
students, since their influence tends to be casual,

b) The teacher who wants to influence students should teach at the

secondary level,

¢) An advisor should approach a student problem in terms of the
idiosyncratic development of the student,

d) Teacher influence only ocours when the student is in a crisis
period in his personality development,
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11, Ewvaluate Allport's notion of adolescent crises for approaching
student problems,




2,

3.

5.

7

QUESTIONS TO ACCOMPANY JANSEN, JENSEN, &
MYLOV ARTICLE: Sequence A

Criticise the two major types of research studies on teacher
characteristics,

What variables not mentioned in this article could be associated
with teaching behavior?

How could Pfeiffer’'s results (1967) be accounted for?

Analyze the differences between the two ma jor types of research on
teacher characteristics,

How could a teacher benefit in a given classroom situation from
Klein's observations (1970)7

Discuss the relationship between students' soclo-economic status
and thelr academic achlevement described in this article,

What is the relationship between a teacher’'s use of praise and
a) his prior expectations of his class?
b) students’ vocational aspirations?

What was Ryan's main objective in the Teacher Characteristics
Study (1960)?

Describe two major types of research investigating teacher charac-
teristics associated with teaching behavior,



