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Preface

Teachers make a major difference in students’ learning and classroom adjust-
ment. The purpose of this book is to help future and beginning teachers to understand
the realities of teaching, to understand and organize relevant psychological theory,
and to become competent at the tasks that teachers perform. Indeed, we hope that
the book will allow the beginning teacher to enjoy the teaching role, because knowing
what to do and how to do it makes it easier to enjoy professional success and satis-
faction.

We have written this textbook because we believe that most educational psy-
chology texts emphasize topics or theories of educational psychology in isolation
from one another and from the tasks of teaching. We agree that prospective teachers
need to master psychological concepts and principles, but we think that the key to
successful teaching is the integration of concepts into teaching strategies that are
responsive to the learning needs of particular groups of students.

This attitude reflects our belief that teaching involves more than general decision
making or the isolated application of principles. Teaching problems are not simply
“learning’ problems. They involve learning, developmental, motivational, and
personality issues simultaneously. Furthermore, teachers must respond to indi-
vidual students’ problems while at the same time maintaining a learning environment
for an entire class.

Part of the process of becoming a successful teacher is the acquisition of the
ability to diagnose the learning needs that exist in a particular class, as opposed to
projecting ‘‘universal solutions’” indiscriminately. True, some general strategies exist.
But successful teaching requires a fundamental understanding of how students learn
and develop, and the ability to use this appreciation to coordinate knowledge and
skills to meet the needs of the moment. It is not just the performance of a few “‘key”
behaviors. Hence, we have written this text from a decision-making perspective,
stressing the need to interpret psychological concepts so that they apply to specific
teaching settings.

The book is organized around classroom applications designed to enable readers
to become decision makers who can function successfully in the classroom. It is
research oriented, but with an eclectic attitude to theory and research. No single ap-
proach can solve all the problems that classroom teachers confront, but an integration
of ideas drawn from a variety of viewpoints can provide the basis for systematic,

vii



viii

intelligent decision making, even under the pressures faced by teachers “on the front
lines.”

Qur text does not assume any prior knowledge of psychology. It begins by dis-
cussing the psychology of the teacher and the general problems to which all teachers
must accommodate in one way or another. After we have identified the problems that
teachers must face, concrete ways to conceptualize and deal with them are provided.
Following this focus upon the psychology of becoming and being a teacher we
provide a detailed treatment of classroom management. Emphasis is placed upon how
teachers can minimize the number of management problems they face, and detailed
suggestions are provided for dealing with those discipline problems, minor and major,
that do occur.

In the next part we discuss the historical development and importance of different
learning theories and concepts, followed by chapters on their application that illus-
trate the relevance of learning principles to typical classroom problems.

Twin chapters (the first placing relative emphasis upon theory; the second upon
application) address the subjects of development and motivation. Again, choice and
presentation of material have been designed to enhance its usefulness for direct
classroom application.

The fifth part is on the evaluation of instruction, presenting clear and helpful
advice about how to conduct classroom evaluation. Here, stress is placed upon
techniques that provide information about subsequent instruction. Too often, evalua-
tion is aimed only at describing student performance. Little, if any, emphasis is placed
upon diagnosing student learning needs and following up with strategies designed to
meet them.

The last part begins with a brief description of the ways in which physical settings
can influence classroom behavior. Then, several recent and major studies that have
related teaching behavior to student learning are reviewed. Finally, opportunities are
presented for students to hypothesize about the learning conditions and teaching
strategies that are appropriate for different types of learners in different types of
settings.

In part, the organization of the text is based upon the developmental concerns
that most prospective teachers experience. Early on, concern usually focuses on the
ability to control students and to succeed in (survive) student teaching assignments.
Concern about such matters as how to maximize the achievement of students who
prefer auditory stimuli to visual stimuli usually does not develop until more pressing
problems are solved. More generally, students usually want basic facts and general
concepts about teaching, learning, and development at first. Later, they become
interested in more complicated issues, such as those involved in coordinating activ-
ities for all students.

At the end of each topical discussion, we present open-ended case studies to
stimulate thinking about the application of concepts to realistic situations. The scope
of these problems is limited to the content of the preceding material (such as learning
or motivation). Ultimately, as information accumulates, students are presented with
opportunities to apply material from several content areas to more complex problems.
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We recognize, of course, that teachers, at all grade levels, are both men and
women, and we sympathize with the resentment of women over the way in which
masculine terms and pronouns have monopolized usage. But most readers find the
constant use of “his or her”” and similar constructions awkward and iritating. Conse-
quently, it should be remembered that when we use either “‘he’’ or ““she”” we intend to
include both male and female teachers and students.

We have been gratified by the positive reactions of students (at universities other .
than our own) who were taught with earlier drafts of the text. We also are thankful
for the constructive suggestions they made. This student feedback was used to make
the book as useful as possible, and we hope it will help you to become an active
decision maker.

In particular, we hope that this book will aid you to conceptualize and deal more
effectively with the problems you will face in the classroom, to develop realistic and
appropriate expectations, and to design effective and pleasant learning environments.
Finally, we hope that you will develop the belief that teachers can make a difference
in the educational progress and day-to-day satisfaction of their students. Becoming
an effective teacher takes effort, but it is possible. When accomplished, it is im-
mensely satisfying.

We gratefully acknowledge the assistance of several individuals who helped us
prepare this manuscript: Gail Hinkel, Sherry Kilgore, Gwen Newman, David Price,
Barta Stevenson, and Sydney Weaver. Their dedication, enthusiasm, and very
capable technical assistance are greatly appreciated.

The dedication and professional assistance that Holt, Rinehart and Winston has
extended to us were invaluable. The entire staff helped to facilitate and improve our
efforts. In particular, we would like to acknowledge several individuals who made
sustained contributions to the text: Richard Owen and Louise Waller, who were
involved in every aspect of the book from its birth as an idea to its final form, and
David Boynton, Vic Calderon, Brian Heald, Robert Kopelman, Marjorie Marks,
Patrick Powers, and Fred Pusterla for their general support of the text and its technical
development. It was a pleasure to work with people who showed such dedication and
professionalism.

We also wish to express our appreciation to several reviewers: Jack Byrom, Cali-
fornia State University, Northridge; Richard H. Coop, University of North Carolina;
Joseph Danks, Kent State University; A. J. H. Gaite, University of Oregon; John
Newall, University of Florida; Robert Trimble, University of Missouri-Columbia; and
Warren S. Williams, Eastern Michigan University. Their thoughtful suggestions helped
up to plan needed revisions of successive drafts of the manuscript.

Columbia, Missouri T.L G
East Lansing, Michigan dJ. E. B.
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Chopter 1

Schoaols,
Teachers, and
Educational
Psychology

Learning Concepts

Decision making is a basic and continuous
aspect of teaching.

Decision making starts with goal clarifica-
tion, followed by collection and use of relevant
information and evaluation of effectiveness.

Teacher attitudes, expectations, and open-
ness to information affect decision making and
thus teaching.

Decision-making options may be limited by
temporal or physical constraints, pressures on
teachers and students, and lack of information.

““Effective”’ teaching varies with the situa-
tion. This is why so much decision making is in-
volved, and why doing it well is so important.

Teachers can make a major difference in
the way students learn and develop. Some
teachers are vital forces; others make but mi-
nor differences. Teachers that make a differ-
ence in students’ lives are those who have a
genuine interest (and can express that inter-
est) in students, know their subject matter,
and possess detailed information about in-
structional processes and the way students
learn and develop.

In essence, effective teachers are persons
who combine teaching skills with an active
belief that teachers can make a difference. Ef-
fective teaching is largely decision making: the
application of principles drawn from the study
of learning, motivation, development, and
teaching.

In this first chapter we want to introduce
you to a model, a way of looking at classroom
decision making that illustrates the fact that
teachers who make good decisions (and who
are willing to correct poor ones) have an im-
portant influence upon student motivation
and learning,

Decisions, of course, occur in a particular
setting. It is important to recognize that. The
particular classroom that one teaches in sets



limits upon what can and cannot be accomplished. Teaching pupils who average 128
in IQ is not the same as teaching a class whose average is 100. After presenting a deci-
sion-making model, we want to discuss a few problems that almost all teachers will

face and must solve if they are to effectively fulfill a decision-making role within the
context in which they teach.

€ TEACHERS MAKE DECISIONS

Jan Reisch moved nervously across the room as she conducted a discussion with
her American studies class. She was generally irritated because the discussion wasn’t
going particularly well and she felt that few of the students had read the material. Spe-
cifically, she was iritated and distracted by the minor but constant misbehavior of a
few students. She gradually became angrier (feeling the back of her neck stiffen and
her palms become moist). Finally, she reacted: “‘Ralph Jordan, give Terr her pencil
back and get in your seat now. You've been fooling around for the last two weeks. I've
had it! The next five afternoons I want you to report to detention period.”

At the end of class, Ralph came to her desk and said (politely but with con-
fidence), “Look, I'm sorry about being out of my seat playing with Teri. I know I've
been a pain recently. I've had problems at home for the past few weeks and . . . well, 1
don’t want to talk about it” (his voice trails off). He hesitated a moment and then said,
“I'm genuinely sorry and I'll shape up. Last Thursday I started to work at the grocery
store on Main Street and I need to be there after school. [ really need the job. Can we
work something else out?”

Should Jan stick with her statement so as not to undermine her credibility with
students? Should she compromise (perhaps give Ralph a couple of days to rearrange
his schedule with his employer)? If she cancels the punishment or provides a sub-
stitute, should she say anything to the class?

Bill Bower looked at the test results of his fifth graders on the social studies unit.
Half the class had got less than 60 per cent: a miserable performance. He asked him-
self, “Should I reteach the unit? It's an important one. Should 1 go on? It's getiing late
in the vear and I've only covered half the text. At this rate they won’t be ready to do
sixth grade work. Maybe I should go on but assign some type of homework review.”

Should Bill Bower reteach the unit? If he assigns homework, but students still do
relatively poorly, what then? Is the “sixth grade curriculum” a relevant restriction on a
fifth grade teacher?

John Dalton paused and tried to think of a way to rephrase a question to help
Helen answer. He felt that she really knew the material; however, Helen and two other
students, Rick and Jeannie, were so shy that it was very difficult to determine whether
they did not respond because they didn’t know the answer or because they lacked the
confidence.

Should John Dalton usually ask Helen, Rick, and Jeannie easier questions than
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Teaching plans
and theories

he asks other students? Or will asking them easier questions increase their embar-
rassment? When they don’t answer his first question should he keep asking additional
questions until they do give a response? Will his staying with them teach them to re-
spond and to understand that sincere, but incorrect, answers are no “‘big deal’’?
Or will his persistence in seeking a response only deepen the insecurity that these stu-
dents feel in public response situations?

« EDUCATIONAL PSYCHOLOGY

Teaching involves the resolution of countless decisions. As Lindgren (1972) notes,
educational psychology provides a framework for looking at the learner, the learning
process, and the learning situation. Dembo and Hillman (1976) argue that teaching
is based upon mastery of three areas: (1) knowledge and conceptual skills (the con-
tent of educational psychology), (2) teaching skills, and (3) decision-making skills. Our
goal in this text is to provide a format for integrating these three areas.

Specifically, this book provides information and concepts that can be applied in
developing solutions to the problems that Jan Reisch, Bill Bower, and John Dalton
face, and to the general decisions that teachers face. Hence, we see this text and edu-
cational psychology generally as the systemization of information and concepts that
assist a classroom teacher: (1) to be more aware of classroom behavior; (2) to inter-
pret the significance of such behavior; and (3) to plan purposeful strategies for bring-
ing about desired changes in learners.

McDonald (1965) has observed that any teaching plan is: (1) a guide for action;
(2) a set of decisions; and (3) a small theory about how to produce learning. Although
the word “‘theory” is an aversive one for many persons (typically because they in-
correctly interpret ‘“‘theoretical” to mean ‘“‘impractical”’), we all use personal theories
(systematic sets of beliefs about what we should do) in making decisions. For example,
we all have theories about how to maximize our chances of making a good impression
in a conversation. Some of us feel that listening is the best strategy; others prefer to
take the initiative. OQur theory, whether or not we have made it explicit to ourselves,
predicts our behavior in a conversation with a new acquaintance.

Gage (1963, pp. 94-95) presents the view that “‘all of us are theorists” this way:
“. .. They differ not in whether they use theory, but in the degree to which they are
aware of the theory they use. The choice facing the man in the street and the research
worker alike is not whether to theorize but whether to articulate his theory, to make it
explicit, to get it out in the open where he can examine it Implicit theories . . . are
used by all of us in our everyday affairs.”

It is interesting to note that many common beliefs and assumptions which are
accepted and sanctioned by teachers turn out to be myths when they are subjected to
systematic study. For example, the popular view that frequent teacher praise of stu-
dent performance facilitates student achievement has been shown to be false. The
selective use of praise is useful, but excessive praise may interfere with student
learning.
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To reiterate, a major goal of educational psychologists is to make explicit assump-
tions about the conditions that facilitate learning and to collect data that verify or refute
those assumptions. Some readers have probably raised a puzzled eyebrow upon read-
ing the last sentence. We prefer the facts . . . “‘Just tell me what works. That's all I want
to know.” Unfortunately, if we were to restrict ourselves to a discussion of what al-
ways works we would stop the book here. No teaching strategy or plan is going to
work for all students, all goals, and in all settings. However, some teaching behaviors
have a high probability of bringing about a desired response. For example, correcting
a minor disturbance in the classroom nonverbally (with perhaps a shake of the head),
is typically (but not always) more economical and less disruptive than a verbal strategy.

A hypothesis is simply an intelligent guess based upon all available information.
Most decisions are hypotheses about what will work. The more information we have,
the more intelligent the “‘guess” we make. The less information we have, the greater
the risk that our strategy will fail.

For example, one may hypothesize that the attractive stranger is ‘““dateable’ be-
cause there is no ring on the “‘key” finger. Or one may hypothesize that the garage
on Graver Street is the place to go for an automobile safety inspection because of its
illegal but profitable pattern of quick, easy-to-pass inspections. However, in practice
many married people do not wear a ring and are ‘“‘undateable” (they may not wear
a ring to irritate a mother-in-law, or because a ring irritates their skin, and so on).
Similarly, even if the Graver Street garage’s general reputation is well-earned, several
of the individual mechanics in the shop may do reputable and careful work.

Teaching strategies operate in the same way. Often one must use minimal knowl-
edge (similar to the ring example) to make a decision (*‘Will they integrate these facts
better if I require them to prepare for a formal exam or if | make them write a paper?”).
At other times, we make decisions with a lot of dependable knowledge (research, use
of strategy with previous students, and so on) but there is still the risk that the strategy
will not work.

If we are explicit about our teaching goals and the type of behavior that we will
accept as evidence that students are making satisfactory progress, we can quickly
identify poor hypotheses and change our teaching plans.

In Figure 1.1 a model for decision making is presented.

€ DECISION MAKING: A CASE EXAMPLE

According to Figure 1.1, the process of decision making starts with an instructional
goal (or problem). Assume that Ted Wilson, a high school speech teacher, wants
students to develop the ability to make skillful extemporaneous responses. When
does Ted teach this skill: early or late in the year? How can he decide (make a
hypothesis)? ‘

To make this decision, Ted will have to specify the other goals that he has in
mind. Let us assume that Ted has the following learner goals in mind: to introduce
a speaker; to deliver a formal, informative speech; to deliver a formal, persuasive
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