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ABSTRACT

The extent to which the fields of effective and expert
teachi ng and the past schol arship on teaching overl ap
sufficiently justify further exploration of these
simlarities. John Dewey and Ral ph Tyl er established a
theoretical foundation for expertise in teaching that can
contribute to the contenporary literature about effective
and expert teaching.

The literature of effective and expert teaching and
John Dewey and Ral ph Tyler witings about teaching were
studied to determine if effective and expert teaching
research was validated, and even inproved by the theories
and practices advocated by Dewey and Tyler. The resources
for the literature review included the Reader’'s Guide to
Periodical Literature, a chapter by Axtelle and Burnett
(1970) in Guide to the Wrks of John Dewey, John Dewey’s
col |l ected works index, the Educational |ndex, Teacher’s
Col | ege Record, and bi bliographies and reviews of Dewey’s
and Tyler’s work. The Reader’s Guide to Peri odical
Literature served as a resource in order to span the years
prior to those listed in the Educational |Index. After a
bi bl i ography was created fromthese sources, an anal ysis of
Dewey and Tyl er’s concepts of teaching was conduct ed.

This study found such a historical perspective can
i nform contenporary studies of effective and expert
teaching. Simlarities anong Dewey, Tyler, and effective
and expert teaching showed the inportance of classroom
managenment and di sci pline, neaningful |essons, a
prof essional spirit, teaching adaptability and flexibility,
and student eval uation. However, inportant areas of
research were overl ooked by current effective and expert
teachi ng and shoul d be considered in the future. These




specific areas fromthe analysis of Dewey and Tyler’s
writings included inplenmenting probl emsolving techniques,
integrating ethical and noral teaching nethods, focusing on
students’ interests and needs, utilizing multiple forns of
student eval uati ons, and renaini ng cogni zant of students’
entire school experiences.

| NDEX WORDS: John Dewey, Effective Teaching, Expert
Teachi ng, Ral ph Tyl er
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CHAPTER 1
COVPARI NG EFFECTI VE AND EXPERT TEACHI NG
W TH THE THECRI ES AND PRACTI CES
OF DEVEY AND TYLER
Background of the Problem

As educators search for the latest trend, cyclical fads
continue to present the sane problens. Such refornms as back
to basics, the open classroom contracting with students, a
priority on science education, and chil d-centered education
have been tried and tried again wthout regard to past
experiences. Schools are being pressured to be accountable
for inmproving. The need for reformmay be due to the
W despread pessimstic reports of noted | eaders of today.
El am (1995) gave exanpl es of sone of these statenents:

1. President Bush (America 2000) said, “W’ ve noved

beyond t he days of issuing reports about the
di smal state of our schools” (p. 8).

2. Edward Fiske (Smart Schools, Smart Kids: Wiy Do

Sonme Schools Wrk) stated, “lIt’s no secret that

Anmerica s public schools are failing” (p. 8).



3. Lauren Resni ck (opening session of the annual
conference on assessnent sponsored by the American
Educati onal Research Association, fornmer president
of AERA) said, “W all know how terrible we are”
(p. 8).

However, the Phi Delta Kappa/ Gllup polls have
exam ned the public confidence in the schools over the |ast
26 years (Elam 1995). 1In recent years the “parents grade
the schools their own children attend just short of a B, and
t hey have done so every year since 1986” (Elam 1995, p. 9).
El am stated that the Anerican public is “al nost universally
supportive of changes that hold even faint prom se of
i nprovi ng the public schools’ capacity to neet sound
education goals” (p. 32). The report also showed a trend
that the public is willing to spend nore on education in
order to nmake the necessary changes (Elam 1995).

But perhaps past and present research in the
educational field should be revisited before attenpting to
create new and i nproved versions of education. It is well
to heed Dewey’ s advice in the 1920's to study the past
before creating a new educati onal system Dewey reconmended
t hat our focus in education should be what can we |earn from

the “old experience” that will tell us about “devel oping a



new and i nproved experience” (as cited in Tanner, 1983,
p. 42).

The “ol d experience” for purposes of this study wll
i nclude the study of Dewey and Tyl er’s ideas about ideal
teachi ng over the past century. Curriculumissues wll be
addressed with instructional issues when the need arises.
The “new experience” will be represented by information
gained fromthe research of expert teaching and effective
teaching. Wile the study of teaching and instruction in
general has been docunented for over a hundred years, the
study of expert teaching and effective teaching has gai ned
nmonmentumonly in the |ast few decades.

Expert Teachi ng

Pedagogi cal know edge has evol ved beyond the position
that there are generic teaching skills (Berliner, 1991,
p. 147). David Berliner and others (Carter, Sabers,
Cushi ng, Pinnegar, & Berliner, 1987; Carter, Cushing,
Sabers, Stein, & Berliner, 1988) have been instrunental in
bridgi ng the gap between the study of expertise, as rooted
i n psychol ogy, and expertise in education. Berliner’s
studi es have gone beyond studyi ng what makes a teacher
effective. He now conducts research to understand “why

teachers do as they do” (Brandt, 1986, p. 1).
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In the 1980’ s, expert teaching research by Berliner and

others (Carter et al. 1987; Carter et al. 1988) included
adapted stages of expertise as described by Dreyfus and
Dreyfus (1986). 1In addition, research of experts has
provided a basis for expert pedagogy studies. A noted
exanpl e was de G- oot’s (1965) study of expert chess players
noting “that the perception, nenory, organi zation of

know edge, and deci si on-nmaki ng process of expert chess

pl ayers were different than those of the |ess expert player”
(as cited in Berliner, 1991, p. 145). Hence, expert
teaching research (Berliner, 1986, 1991, 1994; Livingston &
Bor ko, 1989; Carter et al 1987, 1988; Housner & French,
1994) may now i nclude information gained from studi es of
experts (de G oot, 1965; Chi, Feltovich, & daser, 1981) and
effective teaching (Brophy, 1973, 1981; Evertson & Emrer,
1982; Peterson & Fennema, 1985).

Expert teaching research includes how teachers think
and what they think, instead of focusing on isolated
behaviors in the classroom Berliner (1991) described an
expert teacher as not only possessing “the perceptual
ability of the proficient perforner, but (one that) can
respond intuitively as well. They appear to respond
effortlessly, snoothly, and appropriately” (p. 148).

Berliner also described an expert as having “no fixed ways
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of operating because they are guided by the context they are

in, using experience as their guide” (p. 153).

The study of expert teaching includes the know edge
base and personality characteristics, as well as the beliefs
of teachers. Not all teachers becone experts, but an expert
teacher operates in a seemngly effortless manner that is
based on intuition and subconsci ous deci sions. The exact
definition is still being revised, but a prerequisite to
this stage of expertise is at |east ten years of experience.

Sonme of the sane characteristics of expertise in
general may be applied to expert teaching. The extent of
this knowl edge base and skills is what differentiates the
expert fromthe novice. However, as noted by Wight &

Bol ger (1992), “Any concl usions about the skills of experts
nmust take domain into account” (p. 16). A nore detailed
description of an expert's characteristics will follow
Experts have an extensive and up-to-date basis for content
know edge. This know edge base is "necessary, but not
sufficient” for judging one to be an expert (Wight &

Bol ger, 1992, p. 16). Experts’ know edge al so includes nmany
patterns that are called upon when faced with simlar
situations. But the difference between the expert and the
novice is that the expert learns to recogni ze the patterns

of high significance (Bereiter & Scardamalia, 1993). This
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attention to what is relevant is also related to the anopunt

of know edge one has accumul ated (Wight & Bolger, 1992).

There is also a need for experts to solve problens. As
stated by Bereiter & Scardamalia (1993), “The career of the
expert is one of progressively advancing on the probl ens
constituting a field of work, whereas the career of the
nonexpert is one of gradually constricting the field of work
so that it nore closely confornms to the routines the
nonexpert is prepared to execute” (p. 11). But the set of
characteristics describing the expert teacher includes nore
than the ability to solve problens.

The know edge that experts have is useful in solving
probl ens. Wen there is sufficient know edge, then the
probl em sol ving for experts turns fromrecogni zing to that
of analyzing (Wight & Bolger, 1992). "The key feature
driving human probl em sol ving when the goal is not well
defined is bal ancing search with evaluation. Evaluation
demands know edge" (Ericsson & Smth, 1991, p. 41).

I n studyi ng expert teachers, Bents & Gardner (1992)
found that these teachers were able to make adjustnents to
the planned | esson to incorporate other topics that fit the
students' interests. Teachers were able to establish
alternatives and identify many options. They were able to

anticipate and plan for problens.



In a study by Canpbell (1990), expert teachers were
al so found to have a sense of independence. They had a
strong sense of mi ssion and were continually seeking ways to
i nprove their teaching. The students' enobtion and
i nstructional dinensions were all conbined in the holistic
vi ew of the expert teacher.

O nstein (1995) sunmarized the description of expert
teachers. Expert teachers were likely to refrain from
maki ng j udgnents about students, analyzed student cues from
an instructional viewpoint, nmade classroons their own,
engaged in intuitive and inprovisational teaching, and
under st ood and knew their students. They tended to be nore
reflective and willing to admt their m stakes. These
expert behaviors were perfornmed fluidly and without effort
in various situations (Ornstein, 1995).

Ef f ecti ve Teachi ng

The termeffective teacher evolved froman effort to
nove educational research out of the |aboratory and into the
classroom During the 1950s, behavioral research noved from
t he psychol ogi cal | aboratories to the classroons. |In the
1970s, educational researchers tried to find patterns of
effective teaching from observations of ordinary teaching
(Wal berg, 1991). Ornstein (1991) commented about the host

of measuring instrunents that have been enpl oyed to study



teaching with “few facts concerning teacher effectiveness
(havi ng) been established” (p. 63).

Rosenshine (as cited in Wl berg, 1991) descri bed
effective teachers as having the traits of clarity, task
orientation, enthusiasm and flexibility, as well as being
structured and using students’ ideas. Oher variables that
have been used to neasure teacher effectiveness were scores
on achi evenent tests along with a secondary vari abl e,
cl assroom managenent (Ornstein, 1991). However, teachers
have teaching styles that may not directly exhibit these
principles (Onstein, 1991). Onstein warned that effective
teachers may al so have characteristics of being denocratic,
creative, or enthusiastic that may be overl ooked by teacher
ef fecti veness nodel s.

Conpari son of Effective Teaching and Expert Teaching

But what is the difference between an effective teacher
and an expert teacher? Many expert teachers are al so
effective teachers, while the reverse nay not be true.
Berliner (1991) stated, “The notion that teachers are alike,
fromthe tine they | eave their college of education to the
end of their career, seened to be inplicit in research on
teachi ng before the 1980’s” (p. 148). However, expert
teaching may include many of the sane strategies of

effective teaching, but the area of expertise goes beyond



teachi ng objectives and tine-on-task types of skills (see
Table 1). According to Bereiter and Scardamalia (1993),
“The experienced nonexperts have been devoting their efforts
to reducing everything to routines...while the experts are
out there breaking new ground in their efforts to address
probl ens at increasingly conplex levels” (p. 123).

Table 1

Conpari son of Expert Teaching and Effective Teaching

Expert Teachi ng Ef f ecti ve Teachi ng
Know edge Base, Problem Teaching Skills (Exanples):
Solving Skills Carity, Task Orientation,

Personal ity Characteristics Cl assroom Managenent

Beliefs

Educati on Theorists: John Dewey and Ral ph Tyl er

The concepts of expert teaching closely paralleled sone
of John Dewey and Ral ph Tyler’s concerns with teachi ng and
instruction. Teachers and teaching were at the center of
Dewey’s and Tyler’s proposals. These two educators were
instrunmental in changing the path for today’ s curricul um and
instruction theorists and practitioners.

Dewey and Tyl er were selected for this study due to
their notoriety in the field of curriculumand instruction.

As Tanner (1997) suggested, “Intellectual devel opnent,
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soci al devel opnent, and curriculumintegration were

approached seam essly...in Dewey’s plan” (p. 25). Tyler and
Dewey were described by historians as having “affected
theory, content, materials, and instruction through their
research findings, consulting, speaking out in public life,
and teaching. They were translators of social change...they
bel i eved in education as a science and a basis for
conducti ng educational practice” (Jackson, 1997, p. 230).
Rubin (1994) described Tyler as “an activist with a
profound belief that denonstration and exanple are nore
powerful than ideas that are nerely scripted — he harnessed
his theorens to social engineering and participated in an
astoni shi ng nunber of watershed events” (p. 784). Tyler’s
(Rubi n, 1994) many acconplishnents included the foll ow ng:
uni versity exam ner and dean of social sciences at the
Uni versity of Chicago, his Eight-Year Study, founding role
in the National Acadeny of Education, director of the Center
for Advanced Study in the Behavioral Sciences at Stanford
University, his part in the formulation of the Association
for the Evaluation of educational Achievenent, and his
service as consultant to five U S. presidents. These
achi evenents are only a partial listing in addition to his

famous rationale on curricul um devel opnent.
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Dewey was a noted phil osopher, psychol ogi st, and

educator. Due to the worldwi de interest of his witings,
hundr eds of books were witten about his career. Dewey
hi nsel f wote over forty books and aut hored over seven
hundred articles (Dykhuizen, 1973). For the years between
1900 and 1967, the Center for Dewey Studies |isted 327
separate translations into 35 | anguages.

Hi s many acconplishments included: Chairman, Departnent
of Phil osophy, Psychol ogy, and Pedagogy, University of
Chi cago; Founder - Dewey Laboratory School, University of
Chi cago; President of the Anerican Phil osophical Society;
Prof essor eneritus of philosophy in residence, Colunbia
University; charter nmenber, first teacher’s union; and
aut hor of volunes of witings. As Cahn (1997) descri bed
Dewey, he “is the only thinker who has constructed a
phi | osophy of education conparable in scope and depth to
that of Plato” (p. 274).

A denocratic education by Dewey’'s standards included
training in science, art, history, inquiry, and
comuni cati on (Westbrook, 1991). Dewey al so saw t he need
for students to be trained as |leaders. It was vital that
the theoretical work of the universities keep in touch with
the practical demands of education. In a letter to Alice

Dewey, John Dewey showed his concern for the problens in
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education. He wote, “I sonetimes think I will drop

t eachi ng philosophy directly, and teach it via pedagogy”
(p. 95).

Dewey wanted to elimnate the gap between experience
and the course of study (Westbrook, 1991). He called upon
teachers to “psychol ogi ze” (p. 101) the curricul um by
creating an environnent that confronted the problens of the
worl d. Teachers at the Dewey School were expected to
arrange the classroominto an environnent of the “right
social growth” (p. 109). Wth the students’ growh in m nd,
Dewey (Dykhuizen, 1973) stated, “The child s present
abilities, interests, |likes, and dislikes, and the present
and future demands of the child s external world be taken
i nto account when sel ecting subject matter, organizing the
school, and adopting net hods of discipline and
responsibility” (p. 278).

In the foreword to Dewey’ s Laboratory School: Lessons

for Today, (Tanner, 1997) Philip Jackson nentioned the
“striking contrasts between practices that characterized the
Dewey school and those being carried on in today’s schools
and classroons” (p. ix). Mny of today’ s educational ideas
such as “teacher autonony, nulticultural education,

character education and nore...pale in conparison when
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pl aced beside the way Dewey and his staff handled simlar

i ssues alnost a century ago” (p. iXx).

It should al so be noted that Tyler was acknow edged in
t he sane book as sharing his ideas and insights about Dewey.
According to Tanner (1997), “Tyler was inpressed with how
Dewey and the teachers tried to identify and build on
children’s assets and he saw this as sonething we need to
do. | aminpressed with how [his] life was an extension of
Dewey’ s” (p. Xxv).

Tyl er and Dewey pronoted better situations in schools
and | ed educators to consider how to teach instead of only
focusing on the content of the I esson. Tyler participated
i n workshops where teachers could try various nmethods and
resol ve problens that were unique to their school. He
reali zed that each school could inplenment change based on
their needs only if those participating were active in
pl anni ng t he changes.

Tyler’s Basic Principle s of Curriculum and

| nstruction, which included four questions for devel opi ng

curriculumand planning instruction, becane the basis of
Tyler’s rationale. These questions becane known as Tyler’s
Rati onal e. However, his rationale | ater becanme associ ated
wi th | earning objectives, which was only one part of

curriculumplanning. 1In an interview by Rubin (1994), Tyler
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referenced a comment from Dewey, “Students are limted not

only by intellects but by the experiences that expand their
intellects” (p. 789).

It is probably no coincidence that Tyler was famliar
wi th John Dewey’s ideals and theories for education. The
two nen, though having varied backgrounds, had simlar ideas
about education and the inportance of the individual
| earner. Tyler (Tanner, 1997) was inpressed “w th how Dewey
and the teachers tried to identify and build on children’s
assets” (p. xv) and saw this as sonething for all schools to
do.

By building on students’ past experiences and
interests, Dewey placed the responsibility of learning in
t he educators’ hands. Teachers were treated as
prof essionals and were given authority to plan, inplenent,
and change the curriculum but always with the students’
i ndi vidual needs as the focus. Dewey’s theories were unigue
in that his approach to education included studies from
three major fields: philosophy, psychol ogy, and soci ol ogy
(Tanner, 1997).

Dewey and Tyl er sought a new approach that included
neeting the needs of students and naki ng education
meani ngful. Both saw the inportance of including students

and teachers as active participants in learning. Their
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i deas cane at a tine when traditional teaching neant |argely

studying the classics and nenori zi ng basic facts.

Dewey, Tyler, and Expert Teachi ng

Many of the sane principles advanced by Dewey and Tyl er
wer e evident when describing the practice of expert
teachers. For exanple, expert teachers continually make
adjustnments to their | esson plans, while revealing extensive
patterns of know edge. Their lessons relate the past to the
present as a reflection of the current society. In
addition, their teaching style included a sense of caring
for the student, understanding the needs of every student,
and adapting w thout being overwhel ned by outside pressures.
Dewey and Tyl er also valued reflection (Rubin, 1994; Tanner,
1997), and encouraged teachers to consider ways to
constantly evaluate their |essons. The process of
reflection and eval uati on was standard practice for Tyler
and Dewey.

Dewey and Tyl er viewed curriculumas a nmeans for
i nproving education. They were al so solving problens and
searching for better ways of teaching. Dewey saw curricul um
as a neans for solving real-life problens and Tyl er viewed
curriculumas a way to attack the problens of education.
Probl em sol ving was al so evident in expert teaching (Carter,

Sabers, Cushing, Pinnegar & Berliner, 1987).
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For both Dewey and Tyler, |earning was based on

experiences. Just as expert teachers relied on rel evant

i nformation, the students’ experiences were a way of making
t he education nmeani ngful and relevant. Tyler (1949) defined
| earning as that which "takes place through the experiences
whi ch the learner has; that is, through the reactions he
makes to the environnent in which he is placed" (p. 63).

The role of the teacher was to "set up the environnent and
structure the situation so as to stinulate the desired type
of reaction" (p. 64).

Tyl er and Dewey, were both advocates for working
cooperatively (Tyler, 1981; Tanner, 1997). According to
Tyl er (1981), “Cooperative education expands trenmendously
the opportunities for practice provided students” (p. 56).
For Dewey, setting up the environnent neant doing away wth
traditional furniture and creating a setting for social
i nteraction and cooperative |earning (Tanner, 1997).
Learni ng was produced through activities that were
chor eographed by the teacher. In a simlar fashion, expert
teachers al so understood the value of the social group and
activity structures used to foster instruction (Berliner,
1991).

Tyl er (1949) al so advocated anal yzing "the results of

an evaluation to indicate the various strengths and
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weaknesses” and then to "suggest possible explanations or

hypot heses about the reason"” (p. 122). Dewey (Tanner, 1997)
saw his school as one of "denonstration, observation, and
experinmentation” (p. 16). The principles were to be tested
so they could be "respect[ed] by the educational profession”
(p. 17). Once the theories were anal yzed, new ways for

i nprovenent were sought, and then the process started over
again. In a simlar fashion, expert teachers continue to
search for new and better ways to teach, while not being
intimdated by the practice of reflection.

According to Tyler and Dewey, evaluation for students
is not the same as testing. Evaluation of students should
take the formof a nultitude of sources. (bservations,
guestionnaires, interviews, sanpling, witing, and products
are all viable nmethods of evaluation (Tyler, 1949). The
teachers at the Dewey school had a "test-and-see" (Tanner,
1997, p. 177) attitude, which had an experi nental
connotation to the curriculum Expert teachers al so
eval uate their students w thout relying heavily on test
scores. They were able to ask questions and qui ckly assess
the level of their students (Carter, Sabers, Cushing,

Pi nnegar & Berliner, 1987).
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Si gni fi cance of Study

There are too nmany paths that cross in the fields of
effective and expert teaching and the past studies of
teaching to not explore these simlarities further. The
curricul um devel opnent of the past focuses on sone of the
sanme characteristics of effective and expert teaching of
today. That these simlarities are evident froma brief
overvi ew of these works suggests that a closer analysis nmay
wel |l yield further patterns of agreenent. |If there is
theoretical agreenent between the literature of effective
and expert teaching and literature fromhistoric teaching
theory and practice, specifically Dewey and Tyl er, then
per haps expert teaching not only validates, but is validated
by, and even inproves past experienced research. A
hi stori cal perspective can inform contenporary studies of
teaching by not reinventing the wheel. Dewey and Tyl er
provi ded the theoretical foundation for expertise in
teaching principles that can be used to oversee effective
and expert teaching today.

St at enrent of Pur pose

The purpose of this study is to determ ne the extent of
the simlarity between John Dewey’ s and Ral ph Tyler’s
t heories of teaching and instruction and effective and

expert teaching. |f theoretical agreenent is evident,
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perhaps it lends credibility, if not validity, to effective

and expert teacher research.
Research Questions
This study will attenpt to answer the follow ng questions:

1. What are the current practices of expert and
effective teachi ng?

2. How woul d John Dewey define an ideal teacher?

3. What characteristics would Ral ph Tyl er think
necessary to becone an ideal teacher?

4. To what extent do the teaching theories of Tyler
and Dewey informthe current practices of expert
and effective teaching today?

Scope of the Study

This study will include a review of the Dewey Lab
School and Dewey’s phil osophy of teaching. 1In addition to
hi s books and journal articles, his Early, Mddle, and Later
Wrks will be reviewed as they pertain to teaching. The
el enents of the Tyler rationale and his thinking about
instruction will be researched. The third body of
literature for review will be expert teaching practices.

Met hods and Procedures

In order to have a base-line for conparison, the

characteristics of an expert teacher will be chronicled from

a literature review of the studies on expert teaching. Once
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the characteristics are listed, then a search for the

characteristics of teaching that Dewey and Tyl er endorsed
will be conducted in a review of the witings of Dewey and
Tyler. Since Dewey was al so a phil osopher, the analysis of
his work will be restricted to those related to teaching.
The study of Tyler’'s works will be limted to those
concer ni ng teachi ng.

The resources for the literature review will include

the Reader’s Guide to Periodical Literature, a chapter by

Axtelle and Burnett (1970) in Guide to the Wrks of John

Dewey, John Dewey’s coll ected works index, the Educati onal

I ndex, the Teacher’s Coll ege Record, and bi bliographi es and

reviews of Dewey’s and Tyler’s work. The Reader’s Quide to

Periodical Literature is included as a resource in order to

span the years prior to those listed in the Educati onal

| ndex. A bibliography will be created fromthese sources,

then an analysis wll include Dewey and Tyler’s concept of
teaching. Fromthis body of research, the historical
concepts of teaching as noted earlier will be conpared to
the research in expert teaching.

The revi ew of expert and effective teaching will focus
on studies related specifically to teaching and instruction.

The research of expertise as applied to other areas wll be
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included in order to provide a basis for explaining the

research related to expert teaching and effective teaching.
After the review of literature for the three different
areas (Expert Teaching, Tyler, and Dewey) is conpleted, then
a conparison wll be nade to identify agreenents and
di sagreenents anong the three sets of literature.
| mplications for expert teaching will be extricated from
these findings. This study will also identify any ideas
about teaching that Dewey and Tyl er advocated that expert
teaching literature overl ooks.
Assunpti ons
1. The historic record can informcurrent and future
educational practice.
2. Expert teaching includes, but is not limted to,
effective teaching.
3. Expert teaching includes the psychol ogy of
pedagogy.
4. Dewey and Tyler are of sufficient stature and
i nfluence to justify review of their work.
Limtations of the Study
1. Dewey and Tyl er are only two educators from anong
many who studi ed teachi ng.
2. The Dewey Lab School may have had a nore

honogeneous student body. Neverthel ess, Dewey’s
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theories and practices may still apply in today’s

educational settings.

3. Characteristics of expert and effective teaching
are not easily observed. Teachers may have sone
characteristics at different times. There are few
expert teachers due to the teaching environnent.

4. This research is based on historical docunents,
with verification depending on replication of
sour ces.

Definition of Terns
Expert - soneone skilled in their recognized or identified
domai n that thinks and behaves in particul ar nodes accordi ng
to their know edge base (d aser, 1991).
Expert teacher - a teacher that has devel oped fromyears of
experience an integrated, holistic view that responds
effortlessly, fluidly, and appropriately to the demands of
the situations with which they are confronted (Dreyfuss &
Dreyfuss, 1986).
Organi zation of the Report

After an introduction explaining the problem chapter
two will review expert and effective teaching. The third
chapter will review John Dewey’s work on teaching. The
fourth chapter will explicate Tyler’s ideas about and

proposal s for teaching. The fifth chapter will synthesize
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chapters two through four with the aimof determ ning the

extent of theoretical agreenent between Dewey and Tyl er, and

expert teaching literature.
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CHAPTER 2
OVERVI EW OF EFFECTI VE AND EXPERT TEACHI NG

This chapter reviews literature on effective and expert
teaching. Fromthe literature review, characteristics of
effective teaching are highlighted and specific studies are
i ncluded. This chapter also reviews concepts and ideals of
effective teaching from vari ous perspectives and behavi ors.
Expert teaching research builds on effective teaching,
offering insights into why teachers behave as they do.

Ef f ecti ve Teachi ng

The termeffective teacher evolved froman effort to
nove educational research froma theoretical perspective
into a realistic educational setting (Wal berg, 1991).
During the 1950s, “behavioral research noved fromthe
psychol ogi cal |aboratories to the classroons” (Wl berg,
1991, p. 40). In the 1970s, “educational researchers tried
to find patterns of effective teaching from observations of
ordi nary teaching” (p. 40). According to Wal berg (1991),
the results from both approaches appear to converge, formng
two patterns of teaching: explicit teaching and
conpr ehensi on teaching.

| mportant di mensions of effective and expert teaching

i ncl ude neani ng, planning, and cl assroom managenent. In
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addition to specific skills and content know edge, the

follow ng review highlights current practices of research in
t hese areas.
Meani ng

Mandry (1987) described effective teaching as adding
meaning to | earning experiences. This neaning involved
havi ng the teacher think of ways that content applied to
students’ lives. An effective teacher |ooks for ways to
create meani ngful |earning opportunities. According to
Mandry (1987), teachers nust be aware of what is going on in
the world, what personalities and countries are in the news,
and perhaps, nost inportantly, they nust be cogni zant of
their students’ interests.

As an experienced teacher, Mandry (1987) stated that he
did not have to see the students’ grades to see whether they
understood a particular | esson or concept. He added, “The
success of ny approach was reflected in their eyes. There’s
a special sense of satisfaction when you know you’ ve reached
themall. This, indeed, is neaningful teaching” (Mandry,
1987, p. xi).

Ornstein (1991) suggested blending the artistic aspects
with the objectivity of observations to create neani ngful
| essons. He described teaching as being “intuitive and

interactive, not prescriptive or predictable” (p. 67). The
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role of a teacher as an artist was |argely dependent on

experiences and gut reactions. Thus, the interaction of
students and teachers was a necessary part of teaching that
coul d not be easily predicted.

Pl anni ng

How do effective teachers plan for |earning
experiences? Cark and Dunn (1991) summari zed research on
teachers’ planning, intentions, and routines. They found
t hat experienced teachers planned in a variety of ways. In-
servi ce teachers conducted unit planning and term pl anni ng,
in addition to daily planning, and weekly pl anning.

Experi enced teachers were guided by “images of what the

| esson will be |like and how it should proceed [instead of]
specific witten plans” (p. 187). \Wen teachers depended on
arigid and detailed plan, students’ needs were negl ected
and teachabl e noments were lost (Cark & Dunn, 1991).

Cl ark and Dunn (1991) expl ained that to understand
teachi ng and pl anning was to understand the |ink between
curriculumand instruction. Hence, a teacher transforned
know edge into teachi ng behavior by planning. Even though
obj ectives and outcomes were inportant, the three inportant
vari ables for teachers were “know ng what you are going to
teach, know edge of those you are going to teach, and where

you are headed” (p. 190).
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Cl assr oom Managenent

In order for teachers to be effective, they nust be in
control of their classroons. Brophy (1983) nmintained that
the ability to be an effective teacher nust begin with the
ability to be an effective classroom manager. \Wen teachers
created effective | earning environnents, students engaged in
academ c tasks (Brophy, 1983). Anderson, Evertson and
Brophy (1979) al so noted that good cl assroom managenent was
evident in classes with higher student achievenent.

Kounin (as cited in Brophy, 1983) explained that with
effective teachers, classroom nanagenent was preventative
instead of punitive: it involved “preventing such problens
fromarising in the first place” (p. 33). Kounin said that
cl assroons of effective managers ran snoothly and responded
i mredi ately to i nappropriate behavior. Brophy (1983) al so
listed the follow ng characteristics of effective teachers
from Kounin's research

1. Overlapping — Effective managers had |l earned to
do nore than one thing at a tine when necessary

2. Signal continuity and nonentumin | essons —

3. Effective managers were able to nove through
them at a brisk pace..

4. Variety and challenge in seatwork — Effective
managers provi ded assignnents that were
sufficiently varied in type of task and
appropriate in difficulty level. (pp. 33-34)

Evertson and Weade (1991) described the lines of effective

managenment and effective instruction as blurred and
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intertwi ned. The observation of classroominteractions and

activities made it difficult to make distinctions between
managenent and instruction, which they noted as a fal se
dual i sm

The Exenplary Practice in Science and Mat hematics
Education study offered additional insights to effective
cl assroom nanagenent (Tobin & Fraser, 1991). Exenplary
teachers were described as facilitating classrooml|essons in
order to optim ze learning. Teachers were sensitive to the
needs of the students and created neani ngful | essons.

Saf ety nets encouraged invol venrent and student confidence.
The environnent in the classroomwas positive and teachers
participated with all students.

Wthin teacher managenent, Brophy and Good (1986)
suggested that distinction should be made anong control of
pupi | behavior, control of |earning tasks, and control of
t hi nki ng processes. They noted, however, that students
| earned nore in structured classroons where there was nore
teacher talk. Beyond a certain |evel, “additional teacher
direction, drill, or recitation becane dysfunctional”

(p. 337). The extra instruction was not underm ned by

students, but was viewed in this study as unnecessary.
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Rosenshine (as cited in Brophy & Good, 1986) noted the

follow ng recurring positive correlates wth student
achi evenment gai n:

Var nt h

Busi ness-1i ke orientation

Ent husi asm

Organi zati on

Variety in materials and acadenmi c activities

Hi gh frequencies of clarity, structuring comments
Probi ng questions

Focus on academ c activities (p. 330)

NGO RONE

In contrast, Rosenshine found a negative correl ati on between
strong criticismand achi evenent gain. Mxed results were
reported for verbal praise, difficulty Ievel of instruction
and anount of student talk.

Emmer, Evertson, and Anderson (1980) studied teachers
to determine their classroom managenent routines at the
begi nning of the year. The nore effective nmanagers had
better classroominteractions and were less likely to ignore
di sruptive behavior. The less effective managers had vague
rules and were not consistent with consequences for
i nappropriate behavior. Less effective nmanagers al so gave
uncl ear directions and did not check students to see if they
understood the |l esson. O f-task behavior increased when
i ndividual instruction was attenpted. Hence, the |ack of
overall organization of the classroomresulted in |ess

productive time for student |earning.
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These nmanagers did not attenpt to acclimte new

students to the rules and procedures and did not anticipate
probl ens. Their classroons tended to be diverted easily
fromlessons. Teacher absence fromthe room and invol venment
in clerical duties were often observed. Overall, the |ack
of proper managenent skills dimnished the teachers’ roles
as | eaders.

Personal ity was not a contributing factor for
ef fectiveness, as the effective classroom managers were not
nore likely to be described as “warm enthusi asti c,
conposed, articulate, anxious, or critical than |less
effective managers” (Emmer et al., 1980, p. 230). Effective
teachers tended to “nip trouble in the bud” (Evertson,
Ander son, Anderson & Brophy, 1980, p. 58). However,
students rated effective classroom managers hi gher for
listening skills and expressing feelings.

Good and Grouws (1977) noted that ineffective teachers
were easier to identify than the highly effective teachers
due to the less effective teachers having nore frequent
managenent problens. Ineffective teachers issued many
war ni ngs, criticisms, and negative accountability nmessages.
In contrast, highly effective teachers did not praise as

often as |l ess effective teachers.
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Teacher expectations were evident for effective

managers. These managers were sensitive to the concerns of
students and addressed them at the beginning of the first
day of the school year. They al so considered attention
spans and students’ interests when designing | essons.
Activities were planned for a high degree of the students’
success. Overall, effectivemanagers provi ded nore
reasonabl e work standards.

I n anot her study of effective classroom managers,
Evertson and Emrer (1982) showed that nore effective
managers had “hi gher on-task rates, |ower off-task,
unsancti oned behavior rates, and | ess dead tinme” (p. 489).
More effective managers were al so rated higher on giving
clear directions, student success, clear expectations, and
consi stency of response to appropriate and i nappropriate
behavior. Once disruptive behavior occurred, effective
managers stopped the incorrect behavior sooner and ignored
it less frequently.

Evertson and Emmer (1982) stated that clarity was
acconpl i shed by presenting conplex tasks in “step-by-step
procedures” (p. 496). Wen students “knew what to do...
they were nore likely to stay on task” (p. 496). Effective
cl assroom nmanagers were nore aware of student skills and

gave directions accordingly. Less effective nmanagers gave



32
assignments without the informati on students needed to

conpl ete the assignnents (Evertson & Enmer, 1982).

Simlar patterns of classroom managenent were observed
at the elenentary |level by Emrer, Evertson, and Anderson
(1980). However, Evertson and Emrer (1982) indicated that
el enentary teachers enphasi zed teaching rul es and procedures
nore than the junior high teachers did. At the junior high
| evel , enphasis was placed nore on student responsibility
for procedures and behaviors.

In an effort to establish effective beginning of the
year teaching nmethods for elenmentary and junior high
cl assroons, Brophy (1983) described Evertson and Emrer’s
work in this area. The characteristics of effective
managers sunmarized fromtheir third grade studies are
|isted as follows:

1. Analyzing classroomtasks — Effective managers
were able to explain to their students in specific
detail.

2. Teaching the going-to-school skills — Effective
managers formally taught rules and procedures in
the early weeks.

3. Seeing the classroomfrom students’ perspectives-
Ef fective managers were able to anticipate
st udent s’ needs.

4. Monitoring student behavior — Effective nmanagers
noni t ored student conpliance with expectations

especially closely during the first few weeks.
(Brophy, 1983, pp. 34-35)



33
In conparison, Brophy (1983) listed Evertson and

Emrer’ s characteristics of effective managers for the junior
hi gh school |evels:

1. Instructing students in rules and procedures

2. Monitoring student conpliance with rules — Better
managers nentioned the rules... nore often and
kept better track of student progress.

3. Communicating information — Better managers were
clearer in presenting information.

4. Organizing instruction — Effecti ve managers wast ed
little tinme.(pp. 34-35)

Teaching Traits

According to Wal berg (1991), Rosenshine identified
other teaching traits for effective teaching. He
characterized effective teachers as needing such traits as
clarity, task orientation, enthusiasm and flexibility, as
wel | as being nore structured and using student ideas.

Wal berg (1991) acknow edged that explicit teaching and
effective teaching have been call ed nany nanes, but
descri bed successful explicit teaching as having six
functions:

Daily review

Rapi d presentation of new content in small steps
Qui ded student practice

Corrective feedback

| ndependent practice
Weekly and nonthly review (p. 42)

ShonE

Borich (1992) reviewed studies of effective teaching
studies over the last two decades. He noted that the

research was based on cl assroom achi evenent and st andardi zed
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tests. He also highlighted five key behaviors that

contributed to effective teaching:

1. Lesson clarity - Advanced organi zers, giVing
directions slowy and distinctly, including the

obj ectives, using exanples and illustrations,
provi ding a summary, and knowi ng the ability of the
| ear ner

2. Instructional variety - using attention
getting devices, student ideas, rewards, and
attention-gaini ng devices

3. Task orientation - |lesson plans that reflected
curriculum nanaged the class without
interruptions, and established cycles of review,
f eedback, and testing

4. Engagenent in the |earning process

5. Student success (p. 9)

Borich (1992) found that the foll ow ng behaviors were
not as strongly linked to student achievenent, but were
i mportant for effective teaching:
Use of student ideas and contributions
Structuring
Questi oni ng

Pr obi ng
Teacher affect (p. 16)

Al A

O the behaviors listed, teacher affect was difficult to
record in “transcripts of narrowy focused research
instrunments” (Borich, 1992, p. 23). As Onstein (1991)
remar ked, “There are many different teacher styles and
effective teachers...[but] nmany successful teachers do not
exhi bit such direct behaviors” (p. 73). In addition, Borich
(1992) acknow edged that despite highlighting specific
effective teaching traits, teaching is conplex and cannot be

si nply defined.
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Pr ocess- Product Research

Process- product (or process-outcone) research studied
the rel ati onshi ps between teacher behavi or and student gain.
Brophy and Good (1986) noted that observation systens becane
nore reliable over the years and proved to show significant
and stable teacher effects. However, Rosenshine (as cited
in Brophy & Good, 1986) “questioned the stability of teacher
behavior” (p. 330) when related to student achi evenent.

Brophy and Good (1986) found research |inkages between
t eacher behavior and student achi evenent that were
consi stent through a replication of findings. The authors
noted the need to qualify findings by grade |evel, student
characteristics, or teacher objectives. The results are as
fol | ows:

1. Quantity and Pacing of Instruction —

Achi evenent was linked to the quantity and pacing
of instruction.

2. Qpportunity to Learn/Content Covered — Anobunt
| earned is related to opportunity to |earn.

3. Role Definition/Expectations/ Time Allocation —
Achi evenent is nmaxi m zed when teachers [are}
busi nessli ke or task-oriented.

4. C assroom Managenent/ St udent Engaged Tine —
Efficient |earning environments were dependent on
the teacher’s ability to organi ze and nmanage the
cl assroom Key indicators of effective nmanagenent
i nclude: installation of rules and procedures at
t he begi nning of the year, snooth transitions
bet ween | essons, wthitness and variety [of
chal I engi ng] | essons, [and] consi stent
accountability procedures.

5. Consistent Success/Academi c Learning Tine —
Students nust be engaged in activities that have
an appropriate difficulty level. Pacing [should
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pronote] continuous progress. Questions
shoul d yield correct answers (about 75% of
the tine) and seatwork activities should be
conpleted with a 90-100% success rate.

6. Gving Informati on — Achi evenent is maxi m zed when
teacher actively presents and structures naterial.
Achi evenent i s higher when information is
presented with a degree of redundancy. Students
| earn nmore fromclear presentations. Enthusiasm
often correlates with achievenent, especially for
ol der children. At higher grade levels, it my be
necessary to nove at a slower pace [when
presenting conplex material].

7. Questioning Students — Data on difficulty
| evel of questions continue to yield m xed
results.

8. Reacting to Student Responses — Teachers shoul d
provi de feedback so that everyone knows that an
answer is correct. Praise nay often be intrusive
and distracting.

9. Seatwork and Homewor k Assignnments —

Students shoul d experience very high (near 100%
success rates (Brophy & Good, pp. 360-364).

In a study by Anderson, Evertson and Brophy (1979),
ef fectiveness was determ ned by the gain in student test
scores. Manuals of 22 principles believed to pronote
effective teaching were distributed to 17 first-grade
teachers who agreed to use the instructional manual, with 10
teachers serving as the control group. The focus of the
manual s was to help teachers nmaintain a bal ance between
attention to the group and attention to individuals.
Teachers were asked to “follow certain principles of
instruction, but no attenpt was rmade to determ ne exactly

what the teacher was to say or do” (p. 194).
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After reviewing the principles that were inplenmented by

the teachers, the data suggested that four principles were
val uabl e for inproving student achievenent:

1. Students achieve nore when they are given greater
opportunity to |earn.

2. In the group, it is inportant that students be
gi ven opportunities to practice skills ...

3. The teacher should provide nuch appropriate
i nformati on about the structure of the skills
i nvol ved, rather than focusing only on nenori zi ng
rul es or | abels.

4. Good cl assroom nanagenent underlies all the other
princi ples and makes it possible to inplenment them
in instruction.

(Anderson, Evertson & Brophy, 1979, pp. 221-222)

In elenentary math cl assroons, Good and G ouws (1977)
found that highly effective teachers were able to clearly
i ntroduce and explain material. Wen students did
experience difficulty, these teachers were nore likely to
respond with correct answers and to give explanations for
how t he answer could be derived. Students in classroons of
the highly effective teachers were given nore work and
covered nore curriculummaterial. These students al so
approached the teacher nore often than students wth | ess
effective teachers. Wen studying effective nmathematics
teachers, Peterson and Fennena (1985) found that the anpunt
of time engaged in mathematics activities was related to
students’ mat hematics achi evenent.

Evertson, Anderson, Anderson, and Brophy (1980)

replicated in part a study by Brophy and Evertson (1976)
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conparing effective teaching at the junior high |evel.

Brophy and Evertson previously studied second and third
grade classroons. A sunmary of statistically significant
vari abl es and patterns is listed bel ow

1. Generally, the nore successful teachers were
rated as nore task oriented, affectionate,
ent husiastic, oriented to students’ personal
needs, conpetent, confident, and academ cally
effective.

2. Teachers...having effective organization and
control in their classes were also nore
academcally effective and popular with their
students.

3. The nore successful mathematics teachers spent
nore tinme in class discussion or |ecture, asked
nore public questions, and forned a greater
proportion of their contacts with students.

4. More successful mathematics teachers asked nore
guestions of all types.

5. Teachers who depended heavily on vol unteers
tended to have classes with higher achievenent.

6. Rates of public praise were often correl ated
positively with achi evenent in both nathematics
and Engli sh.

7. Teachers who were...nore receptive to student
i nput were al so nore successful.

8. More successful mathenmatics teachers tended to
spend less tinme in seatwork.

(Evertson, Anderson, Anderson, & Brophy, 1980,
pp. 46-57)

The authors described effective teachers as “active, well
organi zed, and strongly academ cally oriented” (Evertson,
Ander son, Anderson & Brophy, 1980, p. 58).

At the high school |evel, Henderson, Wnitzky, &
Kauchak (1996) conducted research with four Advanced
Pl acenment teachers. The nore effective teachers spent nore

time instructing students, asking questions, and were
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assigned nore honework in the nore effective classroons.

The concept maps of the effective teachers also reveal ed a
nore el aborate and organi zed know edge structure. The
results showed that effective teachers “think about and
organi ze their subject know edge differently, and induce
their subject know edge differently, and induce their
students to think differently as well” (p. 34).

Wnnie & Marx (1982) noted, “The success of the
teacher’s instructional stimuli was dependent on the anount
of material presented” (p. 513). They found that teachers
needed to comunicate clearly about the subject natter and
students’ thinking processes. Teachers need to be aware
that “intended instructional practices may be interpreted in
vari ous ways by different students” (p. 516).

Rosenshine (as cited in Brophy & Good, 1986) reported
that “data fromdifferent investigators using different
met hods indicated that certain teacher behaviors were
consistently correlated with student achi evenent gain”

(p. 330). Based on the research of cognitive processing,
Rosenshi ne (1995) suggested that teachers should help
students make connecti ons between bodi es of know edge and
hel p themto better organize pieces of information. He also

suggested that teachers should require students to process
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new i nformati on by expl ai ni ng, sunmari zi ng, and conpari ng.

Rosenshi ne noted two findings fromthis body of research:
1. Information should be presented in small steps.
2. Students should be assisted with guided practice
that may include nodeling, working in groups, or
questioni ng students.

Summary of Effective Teaching

Whil e Mandry (1987) described the inportance of neaning
for effective teaching, many researchers (Borich, 1992;
Brophy & Good, 1996; Good and G ouws, 1977; Wil berg, 1991,
and ot hers) searched for steps effective teachers included
in their daily routines. See Table 2 for a summary of
ef fective teaching procedures. Exanples of effective
teachi ng practices included | essons with introductions,
denonstrati ons, guided practice, feedback and nore gui ded
practice. In addition, classroom nanagenent was a | arge
contributor to student achi evenent and effective teaching.
Tabl e 2

Ef fective Teaching Practices

Pre-1 esson

1. Use a standard and predictabl e signal.
2. Face the cl ass.
3. G ve an overview of the | esson

4. Present new words and sounds.
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Tabl e 2 (continued)

5. Repeat new words or sounds.

Lesson

6. Present a denonstration or an expl anati on.

7. Wrk with one individual at a tine.

8. Cccasionally question a child about a response.
9. Call on volunteers when children contribute

per sonal experiences or opinions.

10. When call outs occur, remnd the child
t hat everyone gets a turn.

11. The teacher should avoid | eadi ng questions, answering
one’s own questions, or repeating questions.

Eval uati on

12. Decide if the group as a whole can neet the
obj ectives of a | esson.

13. Teach the nore able students to the end of the |esson,
di sm ss them and keep those who need extra hel p.

14. Use one or nore children to serve as nodels for the
ot hers.

15. After asking a question, the teacher should wait for
the child to respond and indicate that sone response is
expect ed.

16. Wen the child is incorrect, the teacher should

i ndicate that the answer is wong.
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Tabl e 2 (conti nued)

17. The appropriate sinplification procedure is determ ned
by the type of question: For a factual question,
the teacher should give the child the answer and then
nove on. The teacher should provide clues or sinplify
the question. |If the clues still do not help the
child, he should be given the answer. The teacher
shoul d never ask another child to supply the answer.

18. If the student answers correctly, the teacher should
acknow edge the correctness and nake sure that everyone
el se heard and understood the answer.

Post -1 esson

19. Tutorial assistance should be provided if needed.

20. Praise should be used in noderation. Praise should be
as specific and individual as possible.

21. Citicismshould also be as specific as possible and
i ncl ude specification of desirable or correct

alternati ves.

Not e: Adapted from “An experinental study of effective
teaching in first-grade readi ng groups” by Anderson,

Evertson and Brophy, 1979, The El enentary School Jour nal

79(4), 193-223.
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Cl assroom managenent was necessary for nmaintaining an
effective classroom Therefore, it was studied as a
separate entity (Brophy, 1983; Brophy & Good, 1986; Emmer,
Evertson, & Anderson, 1980; Evertson and Wade, 1991,
Evertson, Anderson, Anderson & Brophy, 1980; Tobin & Fraser,
1991; and others). Results showed that effective classroom
managers had a better rapport with students and were | ess
likely to ignore disruptive behavior. These classroom
managers were sensitive to student needs and created “safety
nets” to encourage student involvenent (Tobin & Fraser,
1991, p. 225). Hi gher on-task rates, clarity in giving
di rections, higher |evels of student success, and clear
expectations were al so associated with effective classroom
managenent. (For a detailed listing of effective teaching
traits, see Table 3).

Table 3

Ef fective Teaching Traits

Trait Description
Meani ng Adds neaning to | essons
I nteraction Teachers interact wth students,

concerned about students
Cl assroom Managenent Preventative vs. Punitive

Runs automatically
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Tabl e 3 (continued)

Cl assroom Managenent Over | appi ng- Teachers conpl ete nore
than one task at a tine
Organi zes | essons and cl assroom
Bri sk-pace of |essons
Explains in detail
Anal yzes cl assroom t asks
Moni tors student behavi or
Facilitates |earning
Creates safety nets to encourage
partici pation
Anti ci pates probl ens

Good |istener, considers student

i nput
Clarity Organi zers, exanpl es, sunmaries
Task orientation Curricul um based | essons, managed

i nterruptions

Paci ng/ Engaged tinme Qpportunity to learn

Ent husi asm Interest in content, expresses
feeling

Flexibility Ability to change plans quickly

Rout i nes Daily review, presentation in snal

st eps, questioning, guided
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practice, corrective feedback,

i ndependent practice, and review
Vari ety Uses attention getting devices,
student ideas, rewards

Pl anni ng | mages vs. witten plans

Ef fective teaching practices were observed in
el enentary, junior high, and high school classroons.
Replications of studies for the beginning of the year were
conpleted for elenmentary and junior high levels with the
first of the year routines proving pivotal for the remai nder
of the school year. Regardless of the grade |evel,
effective teachers were found to have specific procedures
for running their classroons snoothly and effortlessly.
Berliner (1976) cautioned that the results of effective
cl assroom studi es may be m sl eading. He stated that
research nust be replicated in the natural teaching
envi ronnent before accountability prograns wll be
bel i evabl e. Wen studying teacher effectiveness, sone
t eachi ng behavi ors are not stable over tine and nmay
fluctuate due to the variety of students and settings.
Therefore, research for teacher effectiveness shoul d take
pl ace in schools that account for nore variance in student

achi evenent (Berliner, 1976).
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Berliner (1976) warned that current research only

i ncluded teachers who volunteered for studies. Wthout the
research of all teachers, only the self-confident teachers
woul d be included. Berliner warned that this sel ection
process lead to only studying effective teachers instead of
conparing effective and non-effective teachers. He further
stated that in order to learn how different teaching styles
have a positive or negative inpact on student achievenent,
| i nks between the teachers and students nust be studi ed.
Expert Teachi ng

In this section the concept of expert teaching is
reviewed. Berliner and others (Bents & Gardner, 1992;
Canmpbel |, 1990; Cushing, Sabers, & Berliner, 1992; Henry,
1994; Livingston & Borko, 1989; d son, 1992; Ornstein, 1995;
Pet erson & Coneaux, 1987; Webb & Bl ond, 1995) search for the
di fference between repetitive behaviors of good teaching and
a thinking process that connects with students. Since only
a few teachers reach the stage of expertise, the concept is
not only difficult to define, but also difficult to observe.
However, the contrasts between novices (beginning teachers)
and experts (teachers of 10 years or nore that excel in
their area) are evident.

This section will begin with a discussion of the

definition of expertise, followed by the identification of
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common characteristics of expert teaching. The latter part

of this section will include specific studies of expert
t eachi ng.
Experts

An expert is soneone skilled in his/her area of
expertise that thinks and behaves in particul ar nodes
according to their know edge base (d aser, 1991). The
extent of this know edge base and skills is what
differentiates the expert fromthe novice. Unlike the
definition in Webster’s (Gural nik, 1982) dictionary which
stated that an expert is “very skillful; having rmuch
training and know edge in sone special field,” (p. 493) an
expert teacher is defined in nore specific terns.
However, a weakness of nuch of the research in this area
lies in the definition of expertise. Wile experience is a
prerequisite for defining expertise, it is not always
correlated wth expert performance.

Vel ker (1991) stated that expertise required nore than
a basic know edge. He described an expert as requiring
“specialized training...and special places [to] practice,”

(p. 22) but warned agai nst reducing teachers to “a
mechani cal way” (p. 28). He suggested allow ng diversity of
approaches to foster expertise and conbi ni ng know edge with

everyday practice. Ericsson and Smith (1991) saw a need for
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identifying “not only what the acquired characteristics are

but al so the process by which they are acquired” (p. 7).

Shant eau (1992) found three areas of research from
cognitive psychol ogy that hel ped explain the behavior of
experts:

1. Expertise is donmin-specific. Experts cognitive
processes are |ost outside of his/her donain.

2. Experts rely on automated process. Wth
practice, control processes may becone automated
over tine.

3. Expert thinking nay be studied by verbal
protocols. (p. 13)

Shant eau (1992) suggested that cognitive psychol ogy
al nost excl usively focused on expert know edge. He stated
that the “role of know edge is sel dom nentioned in
di scussions of the processing limtations of experts”

(p. 16) where judgnent/decision making is being studied.
Shant eau (1992) |isted nine characteristics of experts
observed fromhis own research

1. Every expert has an extensive and up-to-date
content know edge.

2. Experts have a sense of what is relevant when
maki ng deci si ons.

3. Experts have an ability to sinplify conpl ex
pr obl ens.

4. Experts can conmuni cate their expertise to
ot hers.

5. Experts handl e adversity better than non-experts.

6. Both experts and novices can follow established
strategi es when the decision problens are
strai ght f orwar d.

7. Experts are better at identifying and adapting to
exceptions.

8. Alnost all experts have a strong sel f-confidence
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9. Experts'knOM/hOM/and when to adapt their decision

strategi es.

10. Experts have a strong sense of responsibility and
tend to stand behind their reconmendations.
(pp. 16-17)

Experts have “an extensive and up-to-date basis for
content know edge” (Shanteau, 1992, p. 16). This know edge
base is necessary, but does not create a |level of expertise.
In addition, domain specific know edge i s based on enornous
experience that is then organized in a special way to form
the basis of expertise (Brandt, 1986). Experts’ know edge
al so includes many patterns that are referenced when faced
with simlar situations. But the difference between the
expert and the novice is that the expert learns to recognize
the patterns of high significance (Bereiter & Scardanali a,
1993). This attention to what is relevant is related to the
anount of know edge one has accunul at ed.

However, experts do not think | ess because of an
abundance of nenory available for recall. Depending on the
task, experts may think nore. Experts tend to search for
the answer in a problem solving way and have been found to
“reason forward” (Shanteau, 1992, p. 13). |In contrast,
novi ces tend to think backwards “fromthe unknowns to the
gi vens” (Shanteau, 1992, p. 13). Wen there is sufficient

know edge, the problem solving of experts turns to

recogni zi ng i nstead of anal yzi ng.
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The know edge that experts have is useful in solving

problens. It changes the manner in which experts approach
probl ens and hel ps themto anal yze problenms within their
dormai n of expertise in a nore proficient fashion (Wight &
Bol ger, 1992). The key feature driving human probl em

sol ving when the goal is not well defined is bal ancing
search with evaluation. Hence, evaluation demands know edge
(Ericsson & Smith, 1991).

According to Shanteau (1992), experts nmay benefit from
their ability to identify the relevant attributes for
probl em situations in advance of any subsequent analytic
processing of the information. Experts are able to adapt to
new situations and make sense out of the situation. They
know “how and when to adapt their decision strategies to
changi ng task conditions” (p. 17). Not only are they able
to deci de when to nmake adjustnents, they are “willing to
make continuous adjustnents in initial decisions” (Wight &
Bol ger, 1992, p. 18).

Experts continue to grow by reinvesting their tinme and
effort into learning. The follow ng are comon forns of
rei nvest ment:

1. Reinvestnent in |earning

2. Seeking out nore difficult problens

3. Tackling nore conpl ex representations of recurrent

probl ens (Bereiter and Scardamalia, 1993, p.
93)
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Anot her form of know edge is the expert’s creativity.

I nstead of relying on routines, as is characteristic of non-
experts, experts are constantly addressing new i ssues of

hi gher conplexity (Bereiter & Scardamalia, 1993).

Creativity becones a process of continuous problem solving
or goi ng beyond the common know edge base. |In many cases
creativity involves risks and a goal that is not well

defi ned.

The difference between experts and novices is that
experts will take bigger risks if they have been successf ul
in the past and have a supportive environnent. The non-
expert may see many tasks as not very promsing, and in the
end may not take any risks. But the expert sees the
conplexity as worthwhile or is able to judge the outcone of
the goal (Bereiter & Scardamalia, 1993). The sense of
failure or not being able to achieve a goal, however, wll
reduce the levels of creativity for sone novices and experts
(Bereiter & Scardanmalia, 1993).

In order to foster creativity, new ways of thinking
nmust be taught. Creativity is acquired through progressive
probl em sol ving toward creative goals (Bereiter &
Scardamal ia, 1993). New designs for thinking energe froma
series of drafts or versions. Creative problem solvers

focus on what the present version may becone, instead of
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focusi ng on shortcom ngs. Just as with any ot her Kkind of

expertise, creativity is devel oped through practice
(Bereiter & Scardenelia, 1993).

In addition, experts are able to see patterns from
i nformati on (Shanteau, 1992). Soneone ot her than experts
may not focus on the abnormality of an event (Brandt, 1986).
Accordi ng to Shanteau (1992), “They can extract information
t hat non-experts either overl ook or are unable to extract”
(p. 16). Due to an accumul ation of know edge and
observations, experts often nake deci sions from previous
i nsights (Keren, 1992).

|f pattern learning is increasingly difficult to
nodi fy, how do experts remain notivated? Flexibility may be
one characteristic that explains how experts continue to
chal | enge thensel ves. Flow experience may account for
experts’ ability to continue to seek chall enges
(Csi kszentm halyi & Csikszentm halyi, 1988). If the
conplexity is too difficult, frustration will occur. Boredom
will set inif the conplexity is too |low. Thus, patterns
becone buil ding bl ocks for additional know edge instead of
restrictions for predictabl e outcones.

In a series of studies by Chi, Feltovich, and d aser,
(1981) expert and novice problem solvers were given physics

problens to analyze. Their research determ ned the kinds of
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categories problemsol vers inposed and the know edge t hat

was related to the categories. Results suggested that
experts’ problem solving occurred over a span of time and
that experts engaged in qualitative analysis prior to
considering the dilemm. Experts tended to work forward and
have a better use of a category systemfor solving problens.

In addition, experts have been shown to recognize
patterns and categories in a nore efficient manner.

I nvestigators tend to select a small nunber of tasks w thout
speci fying the popul ati on represented by the sanple
(Ericsson & Smith, 1991). Citing Kerin, Wight & Bol ger
(1992) state, “It is the way by which the experience and
training are absorbed, processed, acconmodated, and
structured that would determine its final use and the |evel
of expertise” (p. 44).

Fromthe previous literature review of expertise in
general, a basis was established for exam ning expertise in
the teaching field. Many of the same characteristics such
as an extensive know edge base (Bereiter & Scardamali a,
1993; Ericsson & Smith, 1991), pattern recognition
(Shant eau, 1992), problemsolving (Brandt, 1986) and
attending to many different tasks sinultaneously are

applicable to expert teaching. The follow ng anal ysis of
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studi es addresses expertise as it applies to specific expert

teachi ng characteristics.

Teachi ng Characteristics

Al'l teachers do not becone expert teachers, regardl ess
of their years of experience. Fromthe novice stage,
teachers develop at different rates over the years.
Berliner’s (as cited in Dodds, 1994) description of teacher
expertise, as adapted from Dreyfuss & Dreyfuss (1986), is
hel pful in understanding the various |evels of expert
t eachi ng:

1. Novices (student and first-year teachers)
operate using context-free rules and are
| earning to | abel and use the basic el enments of
teachi ng tasks. Novices behave inflexibly but
rationally, and their primary task is to gather
experi ence.

2. Advanced begi nners (second- to third-year
teachers) recognize simlarities across
situations, storing up episodic nenories and
case know edge to which they relate their
current experiences.

3. Conpetent teachers (third- to fourth-year and
sonme nore experienced teachers) consciously
choose what to do and can determ ne which events
are nost salient to the operation of their
cl assroons.

4. Proficient teachers (sone fifth-year and nore
experienced teachers), having built up a | arge
store of experiences, teach nore fluidly and
| ess consci ously.

5. Expert teachers (only a few reach this pinnacle)
teach intuitively, having an overall sense of
the situation such that they can respond
fluidly without deliberating. (p. 155)



have the sanme characteristics as general experts, but also

have the foll owi ng domain specific characteristics:

1.

2.

Expert teachers view the classroomin an
interrelated, holistic context.

Experts use hunor... understand the |ifelong,
noral /ethical ramfications.

Expert teachers are able to ascertain how
information is rel evant.

Expert teachers are able to anticipate and pl an
for problens.

Cl assroom managenent is an assunmed concept.
They [experts] are able to suggest many
alternatives.

Expert teachers give nore thoughtful adjustnents
to the planned | esson. (p. 41)

In addition, Onstein (1995) stated that expert and

novi ce teachers teach and “interpret classroomevents”

(p. 77) differently. He sunmarized the description of

expert teachers as foll ows:

1.

Experts are likely to refrain from maki ng

j udgment s about students.

Experts tend to anal yze student cues in terns of
i nstruction.

Experts make classroons their own.

Experts engage in intuitive and inprovisational
t eachi ng.

Experts seemto have a cl ear understanding... of
the types of students they are teaching.

Expert teachers are | ess egocentric and nore
confident about their teaching. (pp. 77-78)

According to O son (1992), expert practice was not

rul ed- governed, but occurred wi thout a conscious effort.

st at ed,

“Whi | e expert behavi or was not based on consci ous

processes, it just happens” (p. 18). These practices

55
According to Bents and Gardner (1992) expert teachers

He
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evol ved over tinme with a non-stop growth process. Expert

teachers’ domai n know edge, which becane very conpl ex and
holistic, was based on their experiences.

I n accordance, teacher know edge was not nerely gained
by attendi ng classes or going through the notions of
teaching. Before any new know edge was |l earned, it had to
be “congruent” (Tillema, 1994, p. 602) with the teacher’s
exi sting knowl edge. Therefore, teachers’ attitudes and
beliefs nmust be studied before deciding if new know edge
wi Il convert into practice.

As stated by Peterson and Coneaux (1987), researchers
i n teacher education have found that *“an underlying
know edge structure” (p. 327) influences the way teachers
per cei ve, understand, and respond to classroomevents. In
addition, experts interpret classroomevents differently
fromnon-experts. The difference in thinking is attributed
to experts’ nore el aborate cognitive structures and can be
nmeasured directly or indirectly (Livingston & Borko, 1989).

Henry (1994) attenpted to refine the identification of
expert teachers based upon the research of Berliner and
others. He had teachers with various years of experience
rank their concerns. Expert teachers, nom nated by the
| ocal curriculumcoordinators, gave the nost inportance to

i nformal student outcones. Experts were also | ess concerned
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with external factors or events outside their classroom

Because of this, the expert teachers’ decision-nmaking
process was centered within thensel ves. These teachers

pl aced student enjoynent as an inportant factor to | earning
and placed little inportance on the influence of other
teachers, admnistrators, or comunity nenbers.

I n studying expert teachers, Bents and Gardner (1992)
found that these teachers were able to nake adjustnents to
the planned | esson to incorporate other topics that fit the
students’ interest areas. C assroom nmanagenent for expert
teachers included routines for a “large chunk of what goes
on” (Brandt, 1986, p. 8). Discipline, instead of punishnment
or control, was used to enpower students (Bents & Gardner,
1992). Teachers were able to establish alternatives and
identify many options.

Rel ati onshi ps

Webb and Bl ond (1995) acknow edged that a caring
personality played a vital role in instruction for teachers.
Caring may be observed as a way that teachers practice
“know edge fromcaring” (p. 612). A teacher’s practice and
a kind of knowi ng altered the “curriculum constructed and
enacted with each student” (p. 612). Knowi hg a person
requi red constant |earning about who they are, and why they

react in certain ways. In this sense, “know edge is not
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limted to what one person knows, but the intersection where

the know ng of two persons in-relation overlap” (p. 624).

Common (1991) al so studi ed teacher-student educati onal
rel ati onshi ps. Her research included exceptional naster
teachers throughout history fromvery different cultures:
Zeno of Elea, Lao Tzu of Ch’u, and Jesus of Nazareth. She
found three qualities evident in the relationships of these
great teachers:

1. [They] inplenmented curricula deened to

have noral and cultural significance.
2. They_cen?ered their teaching in the human
i magi nation
3. They practiced their pedagogy through the telling
of stories (p. 195
Some of the sane teaching techniques used today were used
hundreds of years ago. The results of this study were
nmeasured by “not in what teachers do, rather in what their
students do because of the teaching” (p. 195).

Lao Tzu of Ch’ U bal anced curricul um content and student
access to the curriculum (Common, 1991). Zeno of Elea was a
master of questioning techniques. H's argunents lead to
students thinking about their own ideas. According to
Common, short stories and parables were conmon in the
t eachi ngs of Jesus of Nazareth.

The rel ati onshi ps between teachers and students were

i nportant contributions that enhanced teacher traits such as

content know edge or caring for students. Common (1991)
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mai nt ai ned that the educational devel opment of students was

a major focus for all three master teachers. |nproving
society and | eading a nore denocratic way of life were
educati onal objectives of the master teachers.

Studi es of Expert Teaching

This section includes studies of expert teaching.

Noted traits of expert teaching include problem solving
skills and the attention to detail of classroomactivities.
The foll ow ng studies highlight the thinking processes of

t eachers.

Pet erson and Coneax (1987) posited that experts and
novi ces differ both in their problemrepresentation and
solution to problens due to differences in the “underlying
schemata of experts and novices” (p. 320). In a study of 10
experienced teachers and 10 student teachers conducted by
Pet erson and Coneax (1987), teachers viewed a vi deotape of
cl assroom events and were then interviewed. The average
years of teaching experience were 24.5. The experienced
teachers in this study had hi gher vocabul ary scores and
greater recall of classroomevents than did novice teachers.
The aut hors reported schemata differences in teachers’
ability to recollect and anal yze cl assroom events, wth

experienced teachers nore often discussing the “problem
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solving situations in classroomteaching...in terns of

hi gher-1evel principles” (p. 327).

In a series of studies by Cushing, Sabers, and Berliner
(1992), teachers were asked to view three video nonitors
sinmultaneously in order to simulate nonitoring of a
classroom Novices reportedly had the nost difficulty.

They were al so asked to respond to a classroom scenari o and
to cooment on a classroomthat was viewed by slides
(Cushing, Sabers, & Berliner, 1992). They found that “in
all three tasks, experts were better able...to nmake sense of
and interpret classroom phenonena, whether presented as
archi val and anecdotal information, static visual

i nformation, or dynam c, sinultaneous information” (p. 111).

When novi ces, postulants, and experts were asked to
view slides of a classroom (Carter, Cushing, Sabers, Stein &
Berliner, 1988), experts made inferences about the
activities. Novices and postul ants gave literal
descriptions of the classroom Experts also focused on the
typical vs. atypical classroom scenes and related the
behavi ors and settings to their own teaching. Conments
about what is typical were not as evident in the postul ants
and novices viewing of the slides. Experts’ stories about
what was happening in the classroomwere also richer, with

all experts giving attention to the same slides. Novices
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did not focus on the sane slides as other novices. Experts,

in contrast to the novices and postul ants, commented on the
sl ides being out of sequence, even though researchers had
previously attenpted to place the slides in the proper

or der.

In an attenpt to gain information about how teachers
process information about students, Carter, Sabers, Cushing,
Pi nnegar, and Berliner (1987) constructed a scenario to
determ ne what experts, novices, and postul ants (non-
teachers) recall ed about instruction, managenent, and
cl assroom organi zation. |In the scenario, participants were
told they woul d be taking over another teacher’s class after
five weeks into the school year. The participants were
given the task of planning a class with only a short note
and students’ previous grades and attendance. Teacher
coments, corrected tests, and honmewor k assi gnnents were
al so included. The researchers found that not only did the
experts have a greater know edge base, but they al so
processed i nformation about students differently than
novi ces and postulants. The results of the study were
presented as nine propositions representing qualitative
di ff erences anong expert, novice, and postul ant teachers:

1. Experts, novices, and postulants differ in their

attitude toward the processing of students.

2. Experts, novices, and postulants differ in their
inclinations to accept as valid the information
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provi ded by the previous teacher.

3. Experts, novices, and postulants differ in the
ways they tal k and thi nk about students.

4. Experts, novices, and postulants differ in terns
of the kind and quality of solution strategies
t hey proposed for classroom probl ens.

5. Experts, novices, and postulants differ in their
t hi nki ng about preparing to take over a new cl ass.

6. Experts, novices, and postulants differ in their
routines for getting to know students and for
assessi ng what the students have | earned.

7. Experts, novices, and postulants differ in the
types and anmounts of information they renmenber
about students.

8. Experts, novices, and postulants differ in the
anount and kind of attention they give to test
and homework provided in the task.

9. Experts, novices, and postulants differ very
little in the anmount of tinme they allocate for
exam ning information about students and for
pl anni ng i nstruction.

(Carter, Cushing, Sabers, Pinnegar, Berliner, 1987,
pp. 149-156)

Experts, as conpared to novices and postul ants, did not
bel i eve specific information about students. Experts
suggested they would |li ke to disregard nost of the
information left by the previous teacher and gave reasons
for categorizing students. Postulants, however, did not
i ncl ude reasons for sorting students.

Experts were nore opi nionated about the previous
teacher’s instruction and were nore likely to only renenber
information if it was related to planning or instruction.
They made it clear that they were in charge in an attenpt to
begin their own routines. Experts saw getting to know

students and assessing what they had | earned as two separate
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parts. They also used information to build expl anations

about student success or failure.

In contrast, Carter et al. (1987) found that novices
and postul ants were nore concerned with continuing the
previ ous teacher’s routines and were nore concerned with
i ndi vidual students than the broader pieces of infornmation.
Novi ces did not voice the changes they woul d make. They
al so attended to surface information, while postulants
remar ks about tests and honmework were vague and unrelated to
action plans. Postulants spent nore tinme | ooking at the
t ext book and novi ces conpl ai ned that they did not have
enough time to conplete the planning.

Overal l, the teaching characteristics of postulants,
novi ces and experts were different in many of their tasks.
O the three groups, postulants and novices were simlar in
their responses for this study. However, the expert
teachers were easily contrasted with the results of the
i nexperienced teachers and postul ants. Mreover, the
various | evels of domain know edge, educational training,
and experience were evident from each group’s responses.

In a study by Wnitzky, Kauchak & Kelly (1994), nine
t eacher candi dates were studied as part of a |ongitudinal
i nvestigation of teachers’ growh in know edge of classroom

managenent. Concept naps and ordered tree data of
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teachers were anal yzed. For the ordered tree, twenty

concepts associated with classroom managenent were sel ected
and subjects grouped the ternms “in a way sensible to the
subject” (p. 126). Subjects also constructed a concept nap
[a graphic representation] of how they viewed cl assroom
managemnent .

According to Wnitzky et al. (1994), the nost inportant
finding was the trend toward greater organi zation after one
year of conpleting a teaching program Teachers that
applied the learned information showed sustai ned effects for
teachi ng prograns. However, the authors contend that for
“growt h of structure” and “long-termretention”, experts
must “process information at a deep |level and restructure
the content to nake it their own” (p. 135).

When reviewing for tests, Livingston and Borko (1990)
noted di fferences in organi zati on between expert and novice
teachers. The reviews conducted by the experts were
organi zed according to student-directed questions. Experts
then assisted students in having themexplain their answers.
The aut hors expl ai ned, “The novi ces experienced difficulty
in generating exanples and providing explanati ons for
unexpect ed student questions” (Livingston & Borko, 1990,

p. 383). The experts were nore conprehensive and nore
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responsi ve to students’ questions while teaching from an

outline of concepts.

When Canpbel | (1990) interviewed expert teachers to
determ ne their adaptive strategies, the teachers shared
personal techniques for adapting to an i nadequate work
environment. These expert teachers were found to have a
sense of independence and a strong sense of m ssion. Expert
teachers were continually seeking ways to inprove their
teaching performance in a “holistic view (p. 37). These
teachers had a strong sense of autonony and a strong support
system According to Canpbell, *“Experienced expert teachers
did not allow the external work environnment to interfere
with their teaching mssion” (p. 38).

But how do teachers becone expert teachers? Butler
(1996) proposed that reflection was the nechani smthat
“propels one fromthe novice state to the expert state”

(p. 272). He felt that without reflection there is no

devel opnment. Butler described a novice as reflecting on the
action after it takes place, but for the expert,
“performance is usually generated in conplex situations”

(p. 273).

Butler’s (1996) stages of progression fromnovice to
expert are listed as follows:

1. Novice — Rul e-governed behavi or
2. Advanced beginner — Still rul e-governed at tines



3. Conpetent — Being strongly analytic %0

4. Proficient — Synthesizing perfornmance

5. Expert — Tacit know edge (pp. 277-278)

According to Butler (1996), reflection is the key to
transform ng a novice into an expert. Teachers at each
progression view the teachi ng experience differently.

Novi ces have no experience in the situation in where they
are expected to perform The advanced begi nners believe
sonmeone knows the answer to problens. They spend a | ot of
time seeking public know edge outside thenselves for answers
to problens.

However, Butler (1996) suggested that conpetent teachers
pl an their |essons consciously and deliberately. They focus
| ess on details and work fromthe big picture. Proficient
teachers are best assisted by involvenent in reflective
di scussi ons of actual problenms. They see nmeaning in terns
of long-termgoals. Finally, the highest |ever of expertise
focuses on the core of the problem and operates froma deep

understanding of the total situation.

Summary of Expert Teaching

Bereiter and Scardamalia (1993) stated that experts
advanced probl ens instead of constricting the work. Moving
beyond t he plateau of normal |earning was characteristic of

acquiring expertise. According to Berliner’'s (as cited in
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O Sullivan & Doutis, 1994) reference about expert chess

pl ayers, “There are no easily agreed upon right noves,”

(p. 178). Simlarly, the observable tasks in teaching may
lead to many different directions (O Sullivan & Doutis,
1994). Bereiter & Scardamalia (1993) found that the study
of expertise must go beyond fluid actions and pattern

| ear ni ng.

The challenge is to |l earn nore about how experts
acquire their know edge and when they use this know edge.
According to Lanpert & Cark (1990), teacher education
shoul d consider “not only the content of expert teachers’

t hi nki ng, but al so the conditions under which they think”
(p. 22). A mjor limtation of trying to capture the
observed expert performance is the ability to replicate

real -life expertise. As Ericsson and Smth (1991) expl ai ned,
“There is no consensus on how the expertise approach should
be characterized” (p. 8. (See Table 4 for a listing of
expert teaching characteristics and behaviors.)

Tabl e 4

Expert Teachi ng Characteristics

Ext ensi ve domai n know edge
Sense of rel evancy
Sinplifies conplex probl ens

Handl es adversity, unconcerned wi th external environnment
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Tabl e 4 (continued)

Adaptability
Sel f - confi dent
Probl em sol vers, creative, recogni zes patterns
Focuses on a-typical events
Refl ective
Fl uid actions
St udent rel ationshi ps
Differs in attitudes, preparation, routines
Responsi ve to student questions
Ef fecti ve and Expert Teachi ng Summary

Fromthe review of the literature for effective
teachers and expert teachers, various characteristics and
behavi ors appeared. Effective teachers have behaviors such
as planning thoroughly, teaching with clarity, being task-
orientated and using a variety of nethods. C assroom
managenent was inportant for effective and expert teaching.
In many cases, teacher behaviors were linked to positive
student achi evenent.

Expert teaching involved a different, nore intricate
and conpl ex know edge base. Because of the know edge base
of expert teachers, they were able to focus on events in
greater detail and teach in a problemsolving way. The

ability to remain flexible and care about all of the
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students was evident in their belief systens as well.

Expert teachers had a higher |evel of confidence that
enabl ed themto becone resilient to outside factors and
focus on students as their main concern.

Wth the review of both effective and expert teaching,
different | evels of teaching were highlighted. Just as
experts needed years of experience to acquire their skills,
effective teachers nust conplete their repertoire of
teachi ng behaviors in order to reach higher levels. Al
teachers do not becone expert teachers, and expert teachers
do not al ways behave according to their |evel of expertise.
What i s known, however, is that the truly ideal teacher
makes teaching appear fluid and effortless. As Lanpert &
Cl arke (1990) stated, teachers should be studied for not
only how they teach, but “the conditions under how they

think” (p. 22).
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CHAPTER 3
REVI EW OF JOHN DEVEY’ S | DEAS ABOUT TEACHI NG
This chapter reviews John Dewey’s main i deas about
teachi ng according to his published manifesto for al

teachers, his Pedagogic Creed. Hence, this section will be

organi zed according to the chapters found in his Pedagogic
Creed: Wat education is, what the school is, the subject
matter of education, the nature of nethod, and the school
and soci al progress (Dewey, 1897). The first two sections
include Dewey’s literature of what education is and what the
school is. Third, subject matter is reviewed according to
how t eachers should treat the content of |essons. Fourth,
Dewey’ s nature of teaching nethods are highlighted. Fifth,
practical exanples of school and social progress wll
i nclude the routines of the University of Chicago Laboratory
School along with how he expected teachers to teach, think,
and create educational environnments for social progress.
What Education Is

Denocr acy

Dewey (1923/1983c) considered denocracy and citizenship
valid subjects to be included in education. According to
Bernstein (1966), he connected the “growth of denbcracy with

t he devel opnent of experinmental nethod in the sciences...and
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poi nted out the changes in subject matter and met hod of

education indicated by these devel opnents” (p. 7). Dewey
(1916b) defined denocratic social interaction or
conmuni cation as follows:

1. The consciously shared interests of participants

are nunmerous and vari ed.

2. The participants have full and free interplay with

ot her groups and their interests. (p. 100)

But Dewey’s denocracy was nore than a form of
government. It was a way to conmbat the passiveness brought
about by a “nodern technol ogical society” (Bernstein, 1966,
p. 6). He described the principle of denbcracy as the
“formation and growth of attitudes and di spositions,
enotional, intellectual and noral” (Dewey, 1937/1982a,
p. 222). Dewey warned that individuals “nust learn to think
for thensel ves, to judge i ndependently, and to detect
propaganda” (Dworkin, 1959, p. 98) if the denocratic ideal
was to be maintained. For Dewey (1916/1980a), the denands
of a denocratic education included a social and noral
society. He stated, “The relation between denocracy and
education is a reciprocal one...Denobcracy is itself an
educational principle” (p. 294).
Et hi cs

In addition to creating a denocratic educationa

envi ronnment, Dewey (1893/1971) prescribed an ethical spirit

of teaching instead of a nethod. He stated, “For it is not
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the study of ethics | amurging; it is the study of ethical

relationships” (p. 60). He prescribed an efficient noral
teaching that included the “life-process of the school”
(p. 54).

Al t hough Dewey (1893/1971) was not opposed to teaching
ethics in the high school, he disagreed with teaching a
formal course of ethics. He viewed a separate course as
being “formal and perfunctory,” resulting in the “hardening
of the mnd of the child with a |ot of half-understood
precepts...” (p. 54). According to Dewey (1910/1970a), if
there was a separation between noral training and
intellectual training, teachers would be “on the alert for
failures to conformto the school rules and routine”

(p. 35).

“Character or intelligence nust not be the ultinate
end” (Dewey, 1910/1970a, p. 63). Therefore, he offered an
“ethical standard...by which to test the work of the school”
(p. 67). The questions he posed are |listed bel ow

1. Does the school...attach sufficient inportance to

t he spontaneous instincts and inpul ses?

2. Does it afford sufficient opportunity for these to

assert thenselves and work out their own results?

3. Can we say that the school...attaches itself...to

the active constructive powers rather than to
processes of absorption and |earning, acquiring
i nformation?

4. Does not our talk about self-activity largely

render itself neaningless...[and is it] out of

relation to the inpul ses of the child which work
t hrough hand and eye? (Dewey, 1910/1970a, p. 67)
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Psychol ogy

Dewey’ s (1910/1970b) description of teaching relied
greatly on psychol ogical principles. According to him
teachi ng was an ethical and personal relationship. However,
sone teachers “react(ed) in gross to the child s exhibitions
wi t hout analyzing theminto their detailed and constituent
el ements” (p. 146).

In one exanple of how to teach, Dewey (1893/1971)
presented a case of msery to students and instructed them
to decide, “whether to relieve it and, if so, howto
relieve” the problem (p. 56). Hi s illustration of howto
teach was an exanple of “not what to do, but how to decide
what to do” (p. 56). By giving an actual situation, Dewey
i ntended for students to forma “synpathetic inmagination for
human relations in action” (p. 57).

The students’ decisions were constructed from al
avai l abl e data. Dewey’s (1893/1971) exanple of a charity
case illustrated students’ priority of decision-nmaking
skills and presented an “idea of the character of the
ethical material thus placed at the disposal of the teacher”
(p. 57). He stated that teachers should have an idea of the
phases of a plan that would gradually bring out the “typical

features of every human interaction” (p. 58).
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When teachers attenpt to devel op students’ thinking,

Dewey (1933/1986b) acknow edged, “There are no set exercises
in correct thinking” (p. 135). He also discredited the idea
of using logical formulas to create a “general habit of
t hi nking” (p. 135). Attitudes to be “cultivated” are |isted
as foll ows:
1. Open-m ndedness (Cultivate curiosity and
spont aneous out reachi ng)
2. Wol e- heartedness (A genuine enthusiasmthat is not
di stract ed)
3. Responsibility (Consideration of projected steps,
al ong wi th thoroughness) (pp. 136-137)
Dewey (1923/1983b) proposed that student |earning and
t hi nki ng woul d becone a student priority if the proper
social conditions were net. He suggested, “Hence one of the
things that students nobst need to do in order to nmake
education their own affair is to influence the standard of
scholastic living till thinking becones respectabl e rather

than a suspected and covert undertaking” (p. 199).

Thi nki ng and Refl ecting for Students

What was needed, according to Dewey (1923/1983a), was
an “opportunity for students to think for thensel ves”
(p. 175). The problem he foresaw in education was capturing
“the child s attention, providing materials for thought,
getting the child to think consecutively, coherently,
organi zedly, self-propelledly, and relevantly” (Ryan, 1995,

p. 142). Dewey noted that teachers were instrunental in
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“form ng habits of observation and inference,” with the

result being “a scientific education” (p. 143). Teachers’
roles were to hel p students consider problens and “struggle
to remedy theni (Dewey, 1916/1980b, p. 194).

Dewey (1916b) defined thinking as “the intentional
endeavor to discover specific connections between sonething
whi ch we do and the consequences which result, so that the
two becone continuous” (p. 170). True attention was not
| earning for the sake of |earning, but involved *judging,
reasoni ng, deliberation...or actively engaging in seeking
rel evant material” (p. 203). Dewey (1909/1977) expl ai ned
that a child nust be led to owning a problem so he is
“sel f-induced” (p. 203) to finding an answer. He stressed,
“Thinking is thus equivalent to an explicit rendering of the
intelligent element in our experience” (Dewey, 1916b,

p. 171).

Accordi ngly, “A person who has gai ned the power of
reflective attention, the power to hold problens, questions,
before the mnd, is, in so far, intellectually speaking,
educat ed” (Dewey, 1909/1977b, p. 202). However, the
transition to voluntary attention was reached only when the
child entertained results in the “form of problens or
questions” (Dewey, 1909/1977b, p. 201). Dewey descri bed

“reflective attention” (p. 202) as the activity that a child
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directs with a basis for sone tangible result to be reached.

He stated that this power of thought nust be acconpani ed by
“inherent attracting power in the material” (p. 203).

Dewey (1933/1986a) decl ared, “We cannot force the power
to think upon any creature...but we do have to |l earn how to
think well, especially howto acquire the general habit of
reflecting” (p. 140). He stated, “Learning is sonmething a
pupil mnust do hinself and for hinmself” (p. 140). |f thought
wer e devel oped in “positively wong ways” then the results
woul d be “fal se and harnful” (Dewey, 1933/1986b,

p. 129). Dewey (1933/1986b) described thinking as
“devel oping and arranging artificial signs” (p. 126).
“Meani ng” and acknow edgenent of “consequences” were
necessary for “deliberate control” (p. 126).

Ryan (1995) reported that Dewey’s phil osophy of
teaching students to think constituted a five-stage schenma.

The follow ng Iist denonstrates guidelines for the thinking

process:
1. Afelt difficulty
2. Its location and definition
3. Suggestion of a possible solution
4. Devel opnment by reasoning
5. Further observation and experinment leading to its

acceptance or rejection (p. 144)
Dewey created the above schema to “offer a structure
for teaching wi thout cranping the teacher or the child”

(Ryan, 1995, p. 145). He was a critic of the *boring,
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rigid, hidebound, and authoritarian nodes of teaching” that

were preval ent when he was young (p. 282).

Thi nki ng and Refl ecting for Teachers

Dewey (1897/1972) noted that thinking and reflecting
about | earning experiences were necessary in order to
provi de the proper |earning environment. As Tanner (1997)
ref erenced Dewey’ s own words, “[the school] shoul d conbine
psychol ogi cal principles of learning with the principle of
cooperative association” (p. 27). Dewey (1897/1972)
expected educators to think about the experiences and
meani ng of educational activities. Further, he suggested
aski ng psychol ogi cal questions when regardi ng any subject of
st udy:

1. What is that study, considered as a formof |iving,

i mredi at e, personal experience?

2. What is the interest in that experience?

3. What is the notive or stinmulus to it?

4. How does it act and react with reference to other

fornms of experience?

5. How does it gradually differentiate itself from

ot hers?

6. And how does it function so as to give them

addi ti onal definiteness and richness of meani ng?
(Dewey, 1897/1972, p. 170)
What the School Is

Axtell e and Burnett (1970) reported that Dewey was

aware that nost schools in America were not soci al

institutions that reflected community life. However, Dewey

bel i eved schools should be such an institution. In Denocracy
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and Educati on, Dewey (1916b) described the school as having

the follow ng duties:

1. Formal schooling provides “a sinplified

environment.” There is an attenpt to introduce the
basi ¢ and essential el enents.
2. The school is “a purified mediumof action.” This

action introduces students to the culture of decent
and honor abl e nenbers.

3. The school should “bal ance the various elenents in

t he social environnent.”

4. The various elenents in |life are the patterns

whi ch different individuals and groups exhibit.

5. The school should have the function of

coordinating within the disposition of each
i ndi vidual the diverse influences of the various
soci al environnments into which he enters.

6. School s shoul d devel op a sense of bal ance between

t he vari ous nodes of thinking, feeling, and acting
of the social environnent. (pp. 24-27)

In addition, Dewey (1897) envisioned the school
experience as a “process of living and not a preparation for
future living” (p. 230) and suggested that the educational
process had “two si des-one psychol ogi cal and one
sociological” (p. 229). Dewey (1897) not only believed that
students should learn in social environnents, but he nade
sure his school created such settings. He stated, “A study
is to be considered as bringing the child to realize the
soci al scene of action” (Dewey, 1910/1970a, p. 44). For
Dewey, even history would appear dead if not presented “from
t he soci ol ogi cal standpoint” (p. 49).

The intent of the school, according to Dewey

(1910/1970b), was the “formation of a certain type of social
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personality, with a certain attitude and equi pment of

wor ki ng powers” (p. 160). Acknow edging the devel opnent of
t he science of individual psychol ogy, Dewey (1933) stated
that the findings of the forner were unknown to
“school masters, or were thought of as too newfangled for
consideration” (p. 443). He noticed an absence of the
foll owi ng understandi ngs in teachi ng nethods:
1. The human m nd does not learn in a vacuum The
facts nust have sone relation to previous
experience; |earning proceeds fromthe concrete to
t he general.
2. Every individual is alittle different fromevery
ot her individual.
3. Individual effort is inpossible wthout individual
interest. (p. 443)
Dewey (1897/1972) observed that these questions
provi ded insight into how a student “psychol ogi zed”
scientific content to forma transformation into his/her own
“impul ses, interests, and powers” (p. 175). He advocated
adopti ng “worki ng hypot heses” from psychol ogy and
di scovering the “educational counterparts” (Tanner, 1997,
p. 15).

The teacher’s role, according to Dewey (1929), was not
to “inpose certain ideas or to formcertain habits in the
child, but...to select the influences which shall affect the

child and to assist himin properly responding to these

i nfluences” (p. 9). Experience was the determ ning factor
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for the discipline of the child. Even the grading system

referenced the child s “fitness for social life” (p. 9).
The Subject Matter of Education

Dewey expl ai ned that subject matter should be devel oped
not fromyear-to-year, but “throughout the entire novenent
of the school” (Dewey, 1904/1977, p. 268). He warned
agai nst educating for the “status quo” (Dewey, 1934/1980b,
p. 181). Wth new courses being rapidly added, he urged
teachers to direct the changes (p. 182). He argued, “The
first great step, as far as subject matter and nethod are
concerned, is to make sure of an educational systemthat
i nfornms students about the present state of society”

(p. 182). Then students would be able to “take their own
active part in aggressive participation in bringing about a
new soci al order” (p. 182).

Subj ect matter was best introduced in a gradual manner
(Dewey, 1929). Dewey warned against “violating a child s
nature” (p. 9) by introducing subjects too abruptly. The
school subjects were based on students’ *“own soci al
activities” instead of specific content areas. He warned
agai nst negl ecting students’ individual needs by teaching
them “one set body of subject matter” (Dewey, 1937/1982e,

p. 240).
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For him history was a reflection of the child s soci al

life. Therefore, Dewey advocated “expressive or
constructive activities...such as cooking, sew ng, nanual
training, etc.” (p. 11). He explained that devel opnent of
new attitudes and interests replaced the succession of
subj ects. Education was a continuous “reconstruction of
experience” (p. 12).

The Nature of Method

Lear ni ng Experi ences

Dewey (1930/1984b) enphasi zed teachi ng where teachers
and students both participated in educational experiences.
He stated, “The teacher, because of greater maturity and
wi der know edge, is the natural |eader in shared activity,
and is naturally accepted as such” (p. 322). He viewed the
school as a place where “teachers’ business is sinply to
determ ne on the basis of |arger experience and riper w sdom
how the discipline of life shall conme to the child” (Dewey,
1897, p. 231). Dewey (1933/1986a) indicated that the “nore
a teacher is aware of the past experiences of students, of
their hopes, desires, chief interests, the better wll
[ student s] understand” (p. 140).

Dewey (1897/1972) nentioned, “The child will never
realize a fact or possess an idea which does not grow out of

thi s equi pnent of experiences and interests which he al ready
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has” (p. 173). For him teaching was a success “if we can

enlarge the child s experience by nethods which resenble as
nearly as possible the ways that the child has acquired his

begi nni ng experiences...” (Dewey, 1915, p. 72). According
to Young (1972), Dewey’s | earning experience included “a
reconstruction of facts and hypot heses” (p. 60).

I n Denocracy and Educati on, Dewey (1916b),

characterized the aimof teaching as sonething concrete,
neeting the followng criteria:

1. An educational aimmnust be founded upon the
intrinsic activities and needs of the given
i ndi vi dual . .

2. An aimnust be capable of translation into a nethod
of cooperating with the activities of those
under goi ng instruction.

3. Educators have to be on their guard agai nst ends
that are alleged to be general and ultimte.

(pp. 126-127)

Dewey (1916b) maintained that the inpul ses and
experiences of the young should be “directed or guided”
(p. 47). He noted that the aim*“signifies that an activity
has becone intelligent” (p. 129). He al so enphasi zed that
ainms were a part of educational experiences, with the
t eacher considering whether the work “possesses intrinsic
continuity” (Dewey, 1916a, p. 251). He also declared that
the ains should not dictate every action of the student, or

permt “discontinuous action in the nanme of spontaneous

sel f-expression” (p. 251).
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Therefore, Dewey (1937/1982b) viewed education as

devel opi ng “insight and understanding” (p. 411). His
educati onal experiences had certain criterion for |earning.
One such criterion was “continuing growh...in a particul ar
line” (Dewey, 1938a, p. 36). In addition, experience was
t hought to be a noving force that aroused “curiosity,
strengthened initiative and set up a desire and purpose”
(p. 38). Hence, the responsibility of the teacher was to
determ ne the “direction of the experience” (p. 38).

Dewey (1938a) noted that experiences needed to be
connected. He described the danger of creating a “split
bet ween the experience gained in nore direct associations
and what is acquired in schools” (Dewey, 1916b, p. 11). He
expl ai ned that adequate control could be acconplished
“t hrough successive acts which could be brought into a
continuous order” (p. 30) and acknow edged that “the
principle of continuity of educative experience” (p. 74) was
a nore difficult problem For him going on “to something
different” (p. 75) was not a solution. Therefore, teachers’
roles were to | ead students to new problens and “new fiel ds
whi ch bel ong to experiences” (p. 74).

According to Dewey (1938a), experiences were devel oped
through an interaction of events. He stated, “The begi nning

of instruction of the |earner should be the experience the
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| earner al ready has” (p. 74). Students then nove from one

situation to another, hopefully *“understandi ng and deal i ng
effectively with the situations that follow (p. 44).
“Situations” were described as interactions devel opi ng
between the “individual...and his environnent” (p. 43).
Unfortunately, Dewey’s |earning experiences were
criticized for not leading to gromh. He countered this
criticismby making the point that the “principles of shared
experience and continuity of devel opnent can be nmade to
yield specific criteria” (Skilbeck, 1970, p. 19). His
characteristics of gromh were “flexibility, openness to new
i nsights, new possibilities, hospitality to novelty, to the
i magi native and to the creative” (Axtell, 1967, p. 66).
Dewey (1929) advised teachers to becone investigators
in the classroom He called for the “command of scientific
net hods” so students would be able to “see new probl ens,
devi se new procedures” (p. 12). Dewey (1931) described the
sources of educational science as “any portions of
ascertai ned know edge that enter into the heart, head and
hands of educators, and...render the performance of the
educational function nore enlightened than it was before”
(p. 76). It was a way of using concrete educati onal
experiences as a source of inquiry for “intellectual

i nvestigation” (p. 56).
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Instead of a traditional curriculum Dewey (1936/1980)

suggested searching for a “wder and nore controll ed range
of interests and purposes” (p. 208). The teacher’s problem
was to choose information fromthe vast anmount of factual
material, and “to be ready to alter or discard whatever
experi ences proved unchal | engi ng” (Depencier, 1967, p. 22).
The difficulty was in “finding material which will engage a
person in specific activities having an aimor purpose of
nonent or interest to hini (Dewey, 1916b, p. 155).

Dewey (1938a) stated, “The belief that all genuine
educati on cones about through experience does not nean that
all experiences are genuinely or equally educative”

(p. 25). He maintained that students should contribute from
previ ous experiences, “no matter how meager or sl ender that
background of experience” (Dewey, 1938/1988, p. 296).

Dewey’ s (1934/1980) phil osophy of education was based on a
“process of devel opnent” (p. 195).

For Dewey, education was a “progressive novenent away
fromthe child s i mmture experience to experience that
becones nore pregnant with nmeani ng” (Bernstein, 1966,

p. 142). Dewey (1916b) described the nervous strain that
woul d result when attenpting to “divorce bodily activity
fromthe perception of neaning” (p. 165) and warned agai nst

teaching the “accumul ated | earning of adults” (Dewey, 1915,
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p. 3). He offered, “Probably the greatest and conmmonest

m stake that we all nmake is to forget that learning is a
necessary incident of dealing with real situations” (p. 4).

In essence, “Any way is nechanical which narrows down
the bodily activity so that a separation of body from
mnd... is set up” (Dewey, 1916b, p. 167). He noted that a
body with no channels of activity would burst forth into
“meani ngl ess boi sterousness” (p. 165). Dewey (1938a)
criticized the traditional classroomfor creating callous
i deas, boredom and drudgery and stated that drills |eft
students without the “capacity to act intelligently in new
situations” (p. 27).

According to Dewey, there nust be understandi ng of
“what we see, hear, and touch” (Dewey, 1938a, p. 68). He
suggested, “It is, then, a sound instinct which identifies
freedomw th power to frame purposes and to execute or carry
into effect purposes so framed” (p. 67). He believed a
purpose started with an inpul se and was transformed by
observation. Dewey described the formation of purpose as a
“conplex intellectual operation” that involved the
fol | ow ng:

1. Qbservation of surrounding conditions

2. Know edge of what has happened in simlar

situations in the past...

3. Judgnent which puts together what is observed and
what is recalled to see what they signify (p. 69)
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Teacher Expectations

Dewey (1923/1983c) noted his disappoi ntnent for
teachers “not taking their full responsibility” (p. 161) in
i ntroduci ng students to possible solutions for the future.
He stated, “So far as the teaching in the past has been
concerned, the effect has been to | eave the students with
the feeling that they really did not have to sol ve probl ens”
(p. 160). Dewey expected teachers to study the teaching
process and to be responsible “for keepi ng constant watch
and ward over the life of the child” (Dewey, 1909/1977a,

p. 242).

Dewey (1909/1977a) did not consider the school as a
place to learn only |l essons, with the teachers feeling an
end to their duty once they had given students a grade. In
his words, this “reacts nost disastrously upon the
responsibility of the teacher and the child” (p. 242).
According to Dewey (1933/1986a), “organic curiosity [was
necessary] for binding the ends together in a sequence of
i nquiries and observations” (p. 143). Dewey pl aced enphasis
on “knowi ng as a process, a process of discovery, of nmaking
connections and abstractions” (Young, 1972, p. 60). He
war ned that teachers should protect students’ curiosity by

not becom ng dogmatic and abstaining fromgiving information
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that “would dull the sharp edge of the inquiring spirit”

(Dewey, 1933/1986a, p. 144).

Teachers had a “responsibility for the constant study
of school room work, the constant study of children, of
net hods, and subject nmatter” (Dewey, 1913/1979b, p. 109).
Therefore, Dewey expected teachers to have a “professional
spirit” (p. 109). He explained that professional teachers
did “not think their work was done [after preparing a
speci fic] anmobunt of subject matter and [spending] a certain
nunmber of hours in the school” (p. 109). Dewey (1913/1979b)
stated that teachers of a “professional spirit” (p. 109)
recogni zed there was a need for continuous intellectual
gr owt h.

In addition, Dewey' s (1939/1988) expectations for
educat ors expanded beyond normal classroomduties. He
suggested that teachers prepare thensel ves for work by
“becom ng citizen nmenbers of the comunity in the nost
intimate way” (p. 352). Hence, Dewey expected teachers to
becone facilitators for social change. On a broader scal e,
Dewey (1937/1982a) foresaw teachers as the denocratic
| eaders in form ng public opinion and “di spositions”

(p. 222). Seeing teachers in the mdst of politics, he
urged themto “to [maintain] the denocratic way of life”

(p. 236).
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Dewey (1904/1977), seeing a need for theory and

practice to be conbi ned, expected teachers to “continue to
be students of subject-matter, and students of m nd-
activity” (p. 256). He was agai nst the separation of “neans
fromends” (Gl gan, 1988, p. 217). Teachers could inprove
in the nechani cs of teaching but not as an “inspirer and
director of soul-life” (Dewey, 1904/1977, p. 256) if they
were not students of teaching.

Dewey (1931) wanted to know why students could learn to
read “and not yet forma taste for reading good literature”
(p. 63). He called for a different way of teaching,
different fromthe standard “perfunctory drill” (Dewey,

1916/ 1980b, p. 193). Good teaching, Dewey expl ai ned, woul d
“require a degree of expertness in understandi ng people
which is rarely achieved by teachers today” (Dewey,

1937/ 1987, p. 542).

In addition, Dewey (1934/1980) criticized teachers for
not examning the interests or capacities of students. He
expected teachers to adapt the living things in the world to
“meet the requirenents that nake for growh in [the]

i ndividual” (p. 199). He observed that "attitudes and
nmet hods of approach and response” (p. 153) should correspond

with the direction of the students’ interests.
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Dewey (1904/1977) considered the introduction of the

“nodel |esson” (p. 257) to be a hindrance for educational
devel opnment. He objected to “clear-cut and definite
instructions as to just howto teach this or that” (p. 257).
Dewey’ s (1909/1977b) distaste of ready-nade material was
associated with his referral to the traditional use of books
and “teacher talk” (p. 203). He warned agai nst surroundi ng
material “with foreign attractiveness, or naking a bid or
offering a bribe” (p. 203).

When di scussing the personal qualifications needed for
teachi ng, Dewey (1938b) enphasi zed, “Those persons who are
peculiarly subject to nervous strain and worry should not go
into teaching” (p. 330). He observed that the *nost
depressi ng phases of the vocation” were the nunber of
teachers with “anxi ety depicted on the lines of their faces,
reflected in their strained high pitched voices and sharp
manners” (p. 330). He explained that for sone teachers,
“contact with the young is a privilege” (p. 330) and only
those that could stay young “indefinitely and...retain a
lively synpathy with the spirit of youth” (p. 331) should
remain in the teachi ng profession.

According to Dewey (1938b), teachers should “stir up
the m nds of others” (p. 331) and have a “keen interest in

sone one branch of know edge” (p. 332). He al so enphasized
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that teachers should have a “natural |ove of communicating

know edge” (p. 331). However, he did not expect teachers to
have an i n-depth know edge of all subjects, but an *“unusual
| ove and aptitude in sonme one subject” (p. 332).

It was inportant, according to Dewey (1917/1980a), to
“find teachers who are thensel ves capabl e of assum ng the
experinmental attitude” (p. 123). By his standards, a direct
education for students was not desirable. It seemngly
fixed “attention of pupils upon the demands [of] teacher and
t ext - book. ..instead of the demands of the subject-matter
[ and] noving the medi um of individual thought and endeavor”
(Dewey, 1909/1977a, p. 247). Dewey (1917/1980a) stated,
“For the present, the greatest contribution which any one
experinmental school can nmake to education is precisely the
i dea of experinent itself” (p. 123).

Dewey (1922) encouraged teachers to experinent with
science and to break away from*“old ways and results”

(p. 273). He called the notion of omtting experinental
failures and achi evenents “pathetic” (p. 273). He sought an
environment for creating adventurous m nds despite the
doci l e young who becane “docile teachers” (p. 272). Dewey
clainmed that “a new personal attitude in which a teacher

shall be an inventive pioneer” (p. 273) was needed.
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For Dewey (1924/1983), classroomteachers were artists,

capabl e of teaching on an individual basis. “The tendency
toward treating students in nasses and cl asses rather than
individually results in the conparative ease and confort
there is in wrking with a snoothl y-runni ng nachi ne”

(p. 180). For teachers to be successful, they had to be
“informed about individual capacities, abilities, and
weaknesses...in order to adapt their teaching to these
varying conditions” (Dewey, 1923/1983d, p. 192).

Accordi ngly, Dewey (1923/1983a) observed that teachers
enphasi zed uniformty “instead of encouraging individuality”
(p. 172). He advocated creating a “distinctive
[individual]...in a nore or |ess unconsci ous way”

(p. 172). However, Dewey warned agai nst giving students a
ki nd of “bunptiousness” (p. 172) where the student gained an
“exaggerated idea of his own inportance” (p. 172).

Dewey (1923/1983a) stated, “The probl em of devel opi ng
the individual is not a problemof isolating the child...
but in finding some conmunity project [where the individual
can nmake his or her own] contribution” (p. 178). He
considered individuality as a “matter of spirit, of soul
and the way in which one enters into cooperative rel ations

Wi th others” (p. 179). He believed the “whol e schene”
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i ncl uded “denonstration, observation and experinentation”

(Dewey, 1972, p. 434).

For Dewey (1928/1984b), discovering students’ “real
needs, desires, interests, capacities, and weaknesses” was
nore beneficial than “direct prodding” (Dewey, p. 264). He
advi sed educators to create worthwhile activities for
students. However, Dewey (1916b) did not agree “that al
m nds work in the sane way because they happen to have the
sane teacher and textbook” (p. 153). Therefore, Dewey
(1938a) described the teachers’ responsibility as ensuring
that the learning “occasion is taken advantage of” (p. 71).

The gui dance by teachers’ served as an aid to
intellectual freedom instead of a “restriction”

(Dewey, 1938a, p. 71) upon |learning. Dewey thought teachers
should be “intelligently aware of the capacities, needs, and
past experiences of those under instruction to allow a
suggestion to develop into a plan” (pp. 71-72). Hence, the
t eachi ng environment was described as “give and take,

the teacher[s] taking but not being afraid also to give”

(p. 72).

bj ecti ves.

Dewey consi dered pl anni ng objectives for students’
| earning an inportant part of teachers’ day-to-day

preparation. He maintained that teachers created the
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“obj ective conditions” for |earning, even though “they

[ educators] did not consider the other factor in creating an
experience...the powers and purposes of those taught”

(Dewey, 1938a, p. 45). However, Dewey (1930/1984a) noted a
problemrelating to how objectives were determ ned and

rai sed the foll ow ng questions:

1. How far should the educational process be
aut ononous and how can it be made such in fact?

2. To what extent is it true that in spite of
formul ati on of objectives by |eaders, the
educational systemas a whole is goalless, so much
so that there is no common and cont agi ous
enthusiasmin the teaching body, a condition due
to | ack of consciousness of its social
possibilities?

3. Can a vital professional spirit anmong teachers be
devel oped. .. ?

Is it true that the individuality and freedom of
the classroomteacher are | essoning?

4. Can the power of independent and critical
t hinking... be attained when the field of thought
is restricted...?

5. What are the concrete handi caps to devel opnent of
desire and ability for denocratic social
cooper ati on?

6. How far does the principle of accepted |earning
extend to the structure of econom c and political
activities?

7. How far is the working purpose of present school
work to prepare the individual for persona
success?

8. How far can and should the schools deal with such
guestions as arise fromracial color and class
contact and prejudice?

9. Does the teaching of patriotismtend toward
ant agoni smtoward ot her people? (pp. 328-329)

Dewey (1930/1984a) expl ained that these questions were

tied together by “certain convictions” (p. 330).
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First, “objectives” [tended to becone] “formal unless

related to the actual school work” (p.330). Second, he
stated, “The isolation of school fromlife is the chief
cause for both inefficiency and | ack of vitality in the work
of instruction” (p. 330). Third, “the cl oser connection of
school with [ife cannot be achieved w thout serious and
continued attention by the teaching body” (p. 330). Fourth,
“it is necessary to enlist the efforts” of the “classroom
teacher, in consideration of social responsibilities of the
school” (p. 330). Wat was needed, according to Dewey, was
for the “teacher profession to claimactively and in an
organi zed way its own autonony” (p. 330).

Eval uati on.

Dewey (1909/1977a) recommended that teachers reconsider
their nethods of evaluation. He urged, “Conpetitive notives
and net hods nust be abandoned for cooperative nethods”

(p. 97). According to Dewey, a rigid disciplinary ideal of
“set | essons” created a “soft pedagogy” (p. 244) where
students woul d not reach their best capability. 1In

addi tion, he disapproved of assigning grades to students,
and clained that the exam nation systemcreated a
“denoralizing standard by which the students cone to judge

their owm work” (p. 243). The result was the “tendency...to
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suppose that one is doing well enough if he conmes up to the

average expectation” (p. 243).

Di sci pline.

Anot her priority for teaching was discipline in the
classroom Dewey (1916b) conveyed an unconventi onal neaning
for discipline and did not suggest that it was a neans for
punitive behavior control. H's definition of discipline
i ncluded “the outgrowth of a shared conmunity life” (Dewey,
1936/1982, p. 194). To him “Di scipline nmeans power at
command mastery of the resources available for carrying
t hrough the action undertaken” (Dewey, 1916b, p. 151).
Dewey (1916b) explained, “A person who is trained to
consider his actions, to undertake them deliberately, is...
di sciplined” (p. 151). “The difficulty was to give an
account of the educational experience that would elicit a
ki nd of discipline, an approach to the syllabus and to the
authority of the teacher in the classroomthat would grow
out of experience itself” (Ryan, 1995, p. 282).

Teacher Trai ning

Dewey (1896) understood that a practice-teaching course
was necessary in order to devel op personal rel ationships
bet ween teachers and students. By introducing a training
course, teachers would have the opportunity to devel op

“synpat hy and psychol ogi cal insight” (p. 8) for teaching.
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The training course allowed soon-to-be teachers to devel op

as hel pers while dealing with individual students.

However, Dewey (1928/1984a) recognized the conplexity
of teacher training. He stated, “The training of teachers
is no longer a nmere matter of equi pping students having a
sonmewhat i nadequate prior intellectual preparation with the
means by which to deal with the inmediate problens of the
school roont (p. 254). He viewed teaching as a “conpl ex and
diversified problemthat should be investigated” (p. 254).

Future teachers were to be given tine to teach,
unsupervised, with sufficient time to “recover fromthe
shocks incident to the newness of the situation” (Dewey,
1904/ 1977, p. 269). Dewey noted that experienced teachers
shoul d encourage student teachers to “judge his own work
critically, to find out for hinself in what respects he has
succeeded and in what failed” (p. 270). He suggested that
criticismshould not fall upon the teacher after every
| esson. The end result, according to Dewey, was to “devel op
a thoughtful and independent teacher” (p. 270).

Wth nmuch insight, Dewey (1904/1977) described the ways
of maki ng practice-teacher experiences seem “unreal”

(p. 253). To him the children were so safeguarded fromthe

future teachers that it was like trying “to swmw t hout
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going too near the water” (p. 252). He observed that sone

practice-teachers were faced with the follow ng conditions:

Deprivation of responsibility for the discipline
The conti nued presence of an expert

Cl ose supervision

Reducti on of size of group taught (p. 252)

PoONPE

For Dewey (1904/1977), the two nmjor problens practice-
teachers faced were nastery of subject matter and nastery of
cl ass managenent. He noted that practice teachers “cannot
give equal attention to both at the sane tinme” (p. 253).
These two probl enms were explained as an “inner attention”
and “external attention” (p. 254). The inner attention
required nmental play and the ability to keep track and to
“recogni ze the signs of its presence or absence...and the
ability to discrimnate the genuine fromthe sham and
capacity to further one and discourage the other” (p. 254).
Teachi ng froma book represented the external attention.

According to Dewey (1904/1977), a begi nning teacher
relied too heavily on external attention. He also observed
an absence of psychol ogi cal insight “which enabl es
[teachers] to judge pronptly and therefore al nost
automatically” (p. 255). Teachers’ efforts were spent
keepi ng order and focusing attention on questions,
instructions, and | essons. Controlling habits were forned
with “little reference to principles in the psychol ogy,

| ogi c, and history of education” (p. 255).
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Critiquing Methods of Teaching

Dewey objected to using a single technique as the sole
nmet hod of instruction. For exanple, he was al arnmed that
teachers were presenting novies at the “end of instruction”
(Dewey, 1913/1979a, p. 107). The exception was nmade “if
t eachers have sense enough to use the pictures and tal k them
over in a sensible way, allowing the information to soak in
naturally” (p. 107).

When di scussing projects as a teaching nethod, Dewey
(1931) agreed that it was possible to find projects and
problens that were in the interest of the |earner, but that
the scope should not be “trivial” (p. 31). According to
him there should be constant judgnment of relationships upon
a “central thene” (p. 34) with the “project, problemor
situation” method serving as an “alternative, to...
traditional divisions and classifications of know edge”

(p. 30). Dewey described students with proper projects as
being “overtly active” and putting “know edge to the test of
operation” (p. 35). He stated that because of the
constructive learning, “the separation between the practical
and the |iberal does not even arise” (p. 35).

Tanner (1997) wote, “It is widely believed that the
curriculumin Dewey’'s school consisted of series of

projects” (p. 64). However, Tanner surm sed that this
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belief was inaccurate. 1In addition to projects, Dewey

suggested that teachers use a “nunber of approaches-—
i ncl udi ng discussion, fieldtrips, witing, |aboratory
experinments, and experiences in the practical and fine arts”
(p. 64).
The School and Soci al Progress

As Dewey enphasi zed, teachers should connect classroom
| earning with social progress (Dworkin, 1959). He renarked,
“The special expertness of the teacher is needed to inprove
t he educative influence of the social event of institution”
(Dewey, 1937/1987, p. 541). He declared, “l believe that
the only true education cones through the stinulation of the
child s powers by the demands of the social situations in
whi ch he finds hinself” (p. 20). Accordingly, teachers were
expected to create a “laboratory in which life is tried out”
in order to becone a “test-tube for social living” (Dewey,
1937/ 1987, p. 541).

Pr ogr essi ve School s

Dewey’ s phil osophy for achieving a better education
becane synonynous with the goals of the progressive
novenent. Hi s association with the progressive novenent was
in response to the need for a different type of education.
For him a progressive school was primarily concerned with

grow h, “transform ng existing capacities and experiences”
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into possibilities (1928/1984b, p. 261). Dewey (1933) said

“that learning is not necessarily disagreeable is the
di scovery, or rediscovery, of nodern progressive education”
(p. 448). The progressive schools provided “greater
attention to distinctively individual needs and
characteristics” (p. 448).

A primary focus of progressive schools was to insure an
education that was conducive to gromh (Dewey, 1916b).
Dewey viewed growth as a continuing process, not an end to
itself (Nathanson, 1951). He stated, “Gowh is the
criterion for judging individual behavior much the same way
denocracy is the criterion for judging social relationships”
(Dewey, 1916b, p. 63).

Dewey (1934/1980) thought traditional schools failed in
the foll owi ng ways:

1. They ignore the diversity of capacities and needs

of different human bei ngs.

2. They fail to recognize that the initiative in
grow h conmes fromthe needs and powers of the
pupi | .

3. The third failure is a result of the first two:

4. Every teacher nust observe that there are real
di fferences anong pupils. (pp. 196-197).

The Dewey Laboratory School

After years of witing about how students should |earn
and how teachers shoul d teach, Dewey began his own school:
The University of Chicago Laboratory School. It was a place

where teachers and students practiced reflective thinking,
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probl em sol vi ng, and enhanced | earni ng experiences through

active participation in the curriculum It was instilled
wi th denocratic ideals and an “experinental attitude”
(Dewey, 1917/1980a, p. 123). Dewey’'s Lab School focused on
the follow ng four points:

1. How can the school be brought closer in relation to
t he home and nei ghborhood |ife?

2. How can history and science and art be introduced
so that they will be of positive value and have
real significance in the child s own present
experience?

3. How can formal instruction, including the mastery
of reading, witing, and using figures
intelligently, be gained fromother studies and
occupati ons?

4. Individual attention is gained by having snal
groups of children and a | arge nunber of teachers.
(Mayhew & Edwards, 1965, p. 24)

At Dewey’s Lab School, the question of how to inprove
| earning was at the forefront of teaching. Students
explored their interests with the guidance of teachers and
| earning evol ved into a science. (Cbserving, recording data,
and draw ng conclusions were a natural process in the
cl assroom

The experinmental environnment was based on “di scovery
t hrough search, through inquiry, through testing, through
observation and reflection” (Dewey, 1932/1985, p. 109).

Dewey described the | aboratory type of education as placing

“nore responsibility on the students” (p. 109). Students
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wer e encouraged to think instead of nerely absorbing and

reproduci ng | essons.

According to Bernstein (1966), Dewey increasingly “saw
the need to apply the nethods of the sciences to the study
of human phenonena” (p. 38). “The Laboratory School was
conceived in the spirit of experinentation as a place where
one coul d test hypotheses and | earn nore about the
psychol ogy of the child. The school provided an opportunity
to test and refine the ideas about human nature that had
been evolving in [Dewey’ s] various investigations”
(Bernstein, 1966, p. 38). However, as Ryan (1995) noted, it
was not a vision of an “experinental school,” but “a place
perneated by the experinental spirit” (p. 147).

According to Meriam (1965), the following traits were
evident at the Dewey Lab School :

1. Dewey’s school was not self-contained. Students
were in contact with several teachers during the
day.

2. Dewey’s school was denocratic.

3. Dewey’s school operated through a | onger school day
with no I ong ones (breaks) in summer.

4. Dewey’s school discontinued the traditional school
subj ects as such.

5. Dewey’s school encouraged in each pupil his
great est achi evenent possible. Exam nations were
not formal tests.

6. Discipline in Dewey' s school was an exacting
demand. Dewey’ s school provided whol esone pl ay
as inherent in the program

7. Dewey’s school provided whol esone play as an
i nherent portion of the program not a recess for
rel axati on.



8. His school represented his social philosophy - e
Learning? Certainly, but living primarily.
(pp. 22-24)

Dewey’ s expectations of teachers were nodel ed at the
Dewey Lab School. According to Ryan (1995), the school
pl aced “appalling” (p. 147) demands on teachers and few of
t hem possessed the range of skills necessary to enhance the
students’ nany stages of growth. However, the original
principles were “worked out by the teachers thensel ves
cooperatively” (Mayhew & Edwards, 1965, p. 366). “The
devel opment of concrete material and of nethods of dealing
with it was wholly in the hand of the teachers” (p. 367).

Teachers conducted a “constant conference”
(Mayhew & Edwards, 1965, p. 367) with each other and
i nformal communi cation was encouraged anong teachers. The
“daily contact of teachers at |unch” (Dewey, 1936/1982,
p. 198) and transfer of students from one teacher to another
was inportant in establishing the success of previous
cl asses. According to Baker (as cited in Tanner, 1997),
there was a “daily, even hourly interchange of ideas anong
teachers and chil dren, where purposes were fornmed and pl ans
were made to execute thent (p. 148).

Meetings were held to find simlarities anong the

subj ects that were taught. Dewey, being an active
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participant at these neetings, asked the follow ng questions

about the teaching nethods (Mayhew & Edwards, 1965):

1. Is there any conmon denominator in the teaching

process?

2. Is the intellectual aimsingle or multiple?

3. Is there any nornmal process of the m nd which

corresponds to this end which we want to reach,
and if so, what is it?

4. \What is the significance of the various |lines of

study taken up toward reaching this end? (p. 368)

The conti nual exchange of ideas anobng teachers nade
“flexibility and capacity of growth” a necessity (Dewey,
1936/ 1982, p. 199). Dewey explained that there was no need
“to magni fy the authority fromthe superintendent, principal
or director” (p. 198). Those teachers that |acked the
“required flexibility and capacity of growth” (p. 199) were
el i m nat ed because they did not bel ong.

Teachers also net weekly to review the “work of the
week” (Dewey, 1936/1982, p. 197) and to nake the necessary
nodi fications. The “reports on individual children” rel ated
principles of adjustnment to the “subject matter” (p. 197).
However, Dewey stated, “The younger and | ess experienced
teachers...often failed to see this connection and were
inclined to be inpatient with the personal phase of the
di scussion” (p. 198).

It was inportant for teachers to “mnister constantly

to the changi ng needs and interests of the growing child s

experi ence” (Mayhew & Edwards, 1965, p. 20), with children
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grouped according to their interests and soci al

conpatibility. “There were no conparisons of the work of
children, who, with sonme few exceptions, never asked the
teacher for judgments or rankings or even coments on their
wor k" (Mayhew & Edward, 1965, p. 376). Mbdtivation by
“marks” (p. 376) was never used. Therefore, “witten or
oral review took the place of exam nation” (p. 376) in order
for students “to get a consciousness of his own power and
ability” (p. 369).

It was not unusual for classes to have a “free exchange
of ideas,” (Mayhew & Edwards, 1965, p. 274) with a certain
anmount of uncertainty. The “ideas forned by the group”

(p. 274) were tested. As children grew ol der, discussions
becanme nore detail ed and the “experiences of their own past
nore frequently | eaped into consciousness” (p. 274).
“Witten reports, records, and stories” (p. 275) were

i ntroduced after conmunication skills had been acquired.
The spirit of “physical and nental freedoni (Mayhew &

Edwar ds, 1965, p. 402) was evident as children maintained a
“test and see for yourself attitude” (p. 403).

For Dewey, “The need of specialists whose backgrounds
and training had fitted them for teaching certain subjects
becane apparent” (Mayhew & Edward, 1965, p. 42). The goa

was to utilize the child s natural tendencies: “the social
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i mpul se, the constructive inpulse, the inpulse to

i nvestigate and experinent, and the expressive inpul se”
(pp. 40-41). Dewey’'s Lab School created a |earning
envi ronnment where students could do what they wanted to do
whi | e devel opi ng “social or intellectual relations” (Mayhew
& Edward, 1965, p. 42). The school was conducted “as a form
of honme and conmunity” (Meriam 1965, p. 21) where a “hone-
| i ke at nosphere” (Mayhew & Edwards, 1965, p. 402) was
comonpl ace. It was a true place of |earning.

Sunmary

Dewey’ s educational theories and practices were
surveyed in order to conpare themto the research of expert
and effective teaching. Dewey's witings fromthe late
1800’ s through the early 1900's were included in this
review. Dewey’ s views of teaching cul mnated with exanples
fromthe Dewey Lab School, highlighting necessary
characteristics for ideal teaching.

The concept of “what education is”, according to Dewey
(1897), formed a basis for ideal teaching. Denpbcracy was an
i nportant part of the education process, with ethics and
psychol ogy form ng a basis for studying students. |nstead
of teaching a separate course of ethics, he advocated a
noral teaching that included the “life-process of the

school ” (Dewey, 1893/1971, p. 60). Attitudes of open-
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m ndedness, whol e-heartedness and responsibility were

cultivated through thinking and reflecting.

When Dewey descri bed what the school is, he expected
t he educational institutions to create social environments
that reflected comunity life. The teachers’ role was not
to inpose certain ideas, but to select experiences that
affected the child s social personality. He stated that
teachers shoul d becone acquainted with the students’ past
experiences in order to understand the schene of education.
Accordi ngly, the school provided the setting where
i ndi vidual interest was conbined with individual effort.

The subject matter of education was devel oped
t hroughout the entire schooling of students. Dewey (1929)
noted that school subjects were based on students’ *“soci al
activities” (p. 10). Wth the guidance of teachers,
students were placed on a continuumthat connected the
curriculumfrom one subject to another and from one grade to
anot her. Subjects were gradually introduced so students’
| earni ng woul d not be interrupted and continued from grade-
t o- gr ade.

Dewey’ s nature of nethod focused on neani ngful |earning
experiences, which began with students’ interests.
Experi ences were planned so the “child s i mmature

experience” (Bernstein, 1966, p. 142) becane nore
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meani ngful . Both teachers and students were expected to

t hi nk about the | earning experiences and to connect the
classroomwi th the outside environnent. Dewey (1909/1977a)
expl ai ned that students nust be |ead to owning a problem

He al so noted that the inpul ses and experiences of
students were best guided by educational ains. For him the
aim®“signifies that an activity has becone intelligent”
(Dewey, 1916b, p. 129). Know ng the students’ individual
interests neant that a teacher’s job was not over when the
students received a grade. For Dewey, teachers shoul d be
dedi cat ed beyond the usual workday and del ve bel ow t he
surface of a problem He alleged that teachers should | earn
to judge pronptly and autonatically w thout relying on
external attention. Wat was needed was a strong
professional spirit that did not end once the school day was
over. In his judgnent, a docile teacher had no place in the
educational setting.

I nstead of punitive consequences, teachers practiced a
new definition for discipline. Students were disciplined by
becom ng actively involved in the | earning process.

Eval uati ons such as interviews and observations repl aced
traditional testing. |In contrast to conpetitive activities
of traditional schools, a cooperative social setting was

creat ed.
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However, Dewey (1928/1984a) acknow edged the “conpl ex

and diversified” (p. 28) problens of teaching. According to
him teacher training allowed student teachers tine to teach
with sufficient time to “recover fromthe shocks...of the
situation” (p. 269). He suggested that experienced teachers
shoul d encourage student teachers w thout adverse daily
criticism

From Dewey’ s beliefs about education and teaching, he
started a school of his own: The University of Chicago
Laboratory School. As Bernstein (1966) renarked, Dewey “saw
the need to apply the nethods of the sciences to the study
of human phenonena” (p. 38). Hence, the Dewey Lab School
was conceived in the “spirit of experinentation”
(p. 38). Teachers constantly reflected about teaching and
students explored their interests in relation to “the hone
and [the] neighborhood |ife” (Dewey, 1917/1980a, p. 24).
Teachi ng ideals were devel oped at the Dewey Lab School .

However, ideal teaching extended beyond the basic
content areas of the classroom Dewey believed students
shoul d be prepared for nmaintaining a denocratic society. An
advocate for inproving education, Dewey notivated teachers
to create social change through the educational process.
(See Table 5 for a listing of Dewey’s ideal teaching

characteristics.)
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Dewey’ s | deal Teaching Characteristics
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Teachi ng Beliefs For Educational Purpose

Denocratic setting - social and noral focus

Et hi cal rel ationships

Psychol ogi cal and soci al aspects

Active construction of |essons

Thi nki ng and refl ecting

Cultivated attitudes — responsibility, open-m ndedness
St udent ownershi p of problens

Teachi ng Bel i efs About Wiat School Is

Basi ¢ and essential elenents

Bal anced soci al environnent

Coor di nati on of experiences with environnent
Process of |iving

I ndi vi dual interests

Teaching Beliefs for Subject Mtter

Subj ect-matter for novenent of entire school experience,
year -t o-year

| nform students about society

Reflects child s life

Conti nuous reconstruction of experiences

Nat ure of Teachi ng Met hods
(Student expectations)
Connecti ng past experiences
Ai s that devel op insight
Conti nual growth, sequential child devel opnent
Interact with the environnent
Scientific nethods
Pur pose and neani ng
(Teacher expectations)
Probl em sol vi ng
Prof essional spirit
Soci al change and denocratic | eadership
St udent of teaching process
Adapt the living things
Agai nst “nodel | esson”
Stay young indefinitely, no anxiety
Experimental attitude
| ndi vi dual needs
bj ecti ves
Uni que eval uations, no grades
Connect interests and discipline

not



Tabl e 5 (conti nued)

Nat ure of Teachi ng Met hods
(Teacher expectations)
Vari ety of nethods
(Teacher training)
Mast ery of subject and cl assroom nanagenent
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CHAPTER 4
REVI EW OF RALPH TYLER S | DEAS ABOUT TEACHI NG
Ral ph Tyl er, perhaps best known for defining behavioral
obj ectives, also devoted nuch attention to teaching. He
expected teachers to consider the process of educating
students. In this chapter, exanples of Tyler’s views of
i deal teaching are discussed according to the organi zation

of his book, Basic Principles of Curriculumand Instruction.

To begin with, Tyler’s views for defining educational
pur poses are reviewed. The nethod of selecting |earning
experiences is then defined. Next, Tyler’s expectations for
organi zi ng objectives are discussed. Finally, Tyler’s
suggestions for evaluating | earning experiences are included
in this chapter.

Educati onal Purposes

According to Tyler (1949), educators should ask what
needs of the student are not being net, and whether it is
the role of the school to fill this “gap” (p. 6). He
suggested studying contenporary life so inferences could be
made “regardi ng gaps, enphases and needs” (p. 22). For him

sel ecting objectives was a vital part of teaching students.
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However, he suggested that before making any deci sions

about |earning objectives, the student should be
i nvesti gat ed.

As Tyler (1949) stated, “A study of the |learners
t hensel ves woul d seek to identify needed changes i n behavior
patterns of the students which the educational institution
shoul d seek to produce” (p. 6). Tyler explained, “If the
school situations deal with matters of interest to the
| earner he will actively participate” (p. 11). The
interests were a “starting point for effective instruction”
(p. 11). He did, however, warn that “objectives are not
automatically identified” (Tyler, 1949, p. 15) by studying
the students. The data nust be conpared with “norns or
standards in the field” to identify “possible needs that a
school programcould neet” (p. 14).

Tyl er (1933) advised teachers to include “psychol ogi cal
conceptions” (p. 289) of students in order to discover the
nost effective neans for learning. He stated that a student
was “much nore likely to apply his | earning when he
recogni zed the simlarity between the situations encountered
inlife and the situations in which the |earning took place”
(p. 18). Tyler (1949) explained, "The point of view taken

inthis course is that no single source of information is
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adequate to provide a basis for wise and conprehensive

deci si ons about the objectives of the school” (p. 5).

According to Tyler, (1949) a clear objective included
both the “behavi oral and content aspects” (p. 47). He
advi sed sel ecting educational objectives according to an
“educational and social philosophy” (p. 34). Educational
obj ectives would then reveal “the kinds of behavior
patterns” (p. 34) that would be useful for the school
setting. Therefore it was necessary for the philosophy to
be “stated clearly for the inplications for educational
objectives to be spelled out” (p. 37). He also advised
checki ng objectives to evaluate themfor attainability,
appropri ateness, and for being “too general or too specific”
(p. 43).

Tyl er (1959) advocated that teachers should have a set
purpose with “creative ingenuity” (p. 49) for reaching
predeterm ned objectives. He noted that too many objectives
“results in the instructor being unable to keep in mnd the
di fferent kinds of behavioral objectives to be sought”
(Tyler, 1949, p. 57). “General objectives are desirable”
(p. 57) and should “describe or illustrate the kind of
behavi or the student is expected to acquire” (p. 59). Tyler
(1949) listed the follow ng categories of behavioral

obj ecti ves:
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The acquisition of information
The devel opnment of work habits and study skills
The devel opnent of effective ways of thinking
The devel opnent of social attitudes
The devel opnent of interests
The devel opnent of appreciations
The devel opnment of sensitivities
The devel opnent of personal social adjustnent
The mai nt enance of physical health
The devel opnent of a phil osophy of life (Tyler,
1949, p. 58)

COONOOAWNE
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When deci ding on feasible goals, Tyler (1949) noted
that “the psychol ogy of |earning” provided an idea of "the
|l ength of tinme required to attain an objective and the age
| evel s at which the effort is nost efficiently enpl oyed”

(p. 38). The objectives should be appropriate for
“particular points in the sequence of the educati onal
progrant (p. 39) and for particular age |evels.
Qpportunities to “use [the] know edge in daily life” (p. 39)
are also inportant for the | earning process. |In addition,
Tyl er expl ai ned, “Mst experiences produce multiple
outcones” (p. 40). Therefore, instruction should
“capitalize on the nultiple results possible from each
experience” (p. 41). Tyler (1948b) al so recogni zed the
foll o ng weaknesses in the area of objectives:
Failure to set up objectives
Failure of nmany teachers to define their objectives
clearly
3. A concentration on a few objectives which are
really | ess inportant

4. The practice of setting up nore objectives than
can actually be attained (pp. 388-389)

1.
2.
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Tyl er (1948b) proposed that the objectives should be

broad enough to include educational “contributions to
society, to the needs of the pupils, and to the inprovenent
of mankind” (p. 390). To him covering material w thout any
t hought to variable conditions or ends to be reached was
“teaching blindly” (p. 388). He suggested that teachers
study “contenporary reports of professional committees”

(p. 391) to obtain ideas for objectives related to the

devel opment of students. Tyler noted that teachers should
ask the follow ng questions about students when making
deci si ons about objectives:

1. \What have they already | earned?

2. \What gaps are there in their acconplishnments?

3. Wiat are their interests and needs? (p. 390)

Tyl er (1952) remarked that needs should not be confused
with “interests, wants, and probl ens recogni zed by the
student” (p. 526). He defined needs as the disparity
bet ween a desirable situation and the present condition. He
acknow edged that students m ght be unaware of their needs.
According to Tyler, education net the needs of
students by changi ng patterns of behavior and offering “new
patterns of reaction, thinking, feeling, and acting”

(p. 526).
Tyler (1951) attributed “satisfying a need through the

| earni ng process” (p. 267) as a way to notivate students to
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| earn. He recogni zed social needs as a powerful way to

notivate students. “The recent attention given to group
dynam cs and the current enphasis on the social psychol ogy
involved in group learning illustrate the application of the
concept of social needs...to teaching” (Tyler, 1951,
p. 267).

Tyl er (1949) acknow edged that the broad needs of
students coul d be broken down into phases:
Heal th
Soci al rel ationships
Soci o-civic rel ationshi ps
The consuner aspects of life

Cccupational life
Recreational (p. 9)

ShkoneE

Tyler (1949) realized that these were not all of the
needs and that they would differ depending on the school and
the groups within the school. He recommended studying the
needs of students through observations, student interviews,
parent interviews, and questionnaires in addition to
standardi zed tests. Once the data had been gathered, it was
the schools' role to "distinguish between the needs that are
met by education and the needs net through other soci al
agenci es" (p. 15). Accordingly, “One of the problens of
education is to channel the neans by which these needs are
nmet so that the resulting behavior is socially acceptable”

(Tyler, 1949, p. 7).



119
He al so noted that intellectual needs were a way to

notivate students. Tyler (1951) proposed that teachers
present chal |l engi ng phenonena about the students’
envi ronnment and rai se questions that cannot be i mredi ately
answered. He expl ained the inportance of associating
activities with other activities that are already
interesting. However, he warned, the students’ attitudes
about the content should be exam ned “so that the teacher
may under stand what neanings it wll have for theni (Tyler,
1951, p. 268).
Sel ecting Learni ng Experiences
According to Tyler (1971), if a child was deprived of
| earni ng what was inportant, then a “problemlearner” was
created. In his experiences, he observed, “It’s rare to
find a child who can’t | earn sonething he wants to | earn”
(p. 53). Tyler (1949) suggested followi ng certain
principles for selecting | earni ng experiences:
1. Gve an opportunity for practice
2. @ins satisfaction fromcarrying on the kind of
behavi or inplied by the objectives
3. Experiences are appropriate to the student’s
present attainnents..
4. Many particul ar experiences can be used to attain
t he sane educati onal objectives
5. The sane | earning experience will usually bring
about several outcones (pp. 66-67)

Tyl er advocated that schools provide the opportunity

for “organizing, interpreting, reflecting upon, and naking
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sense out of the ideas that we al ready have” (Russell &

Tyl er, 1940, p. 415). 1In order to create strategies for
| earning, Tyler (1971) suggested asking the follow ng
guesti ons:

1. How does |l earning take place?

2. How can we help build a bridge so that, step by
step, a disadvantaged child can gain confidence,
experi ence success and begin to get the rewards of
| ear ni ng?

3. How can we help himapply what he has |earned in
school to his life outside school? (p. 53)

Further, Tyler recogni zed that students learn in

different ways (Russell & Tyler, 1940, p. 415). He
enphasi zed choosing material according to “ethnic,

geogr aphic, and econom c factors” (Lackey & Row s, 1989,
p. 100). Tyler (1989b) listed the follow ng additional

princi ples for enhancing the | earning experience:

1. The student nust have experiences that provide
practi ce.

2. The |l earning experiences nust be satisfying.

3. The notivation of the learner is an inportant
condi ti on.

4. He is stinmulated to try new ways of | earning.

5. The | earner should have sone gui dance.

6. The |l earner should have anple materi al s.

7. The learner should have tinme to carry on the
behavior until it becones part of the repertoire.

8. The | earner should have opportunity for a good

deal of sequential practice.

9. The | earner should set standards beyond the
present behavi or.

10. The | earner should be able to judge the
performance wi thout the help of a teacher in
order to continue learning. (p. 205)
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Tyler (1971) believed that | earning was a |lifelong

process and that teachers should take the tinme to consider
t he proper objectives. He warned that education should not
include all the educational experiences needed by youth, but
shoul d provi de a bal ance that would “provide a well-rounded
progranmt (Tyler, 1944, p. 402). 1In order for students to
have an “opportunity to practice the kind of behavior
inplied by the objective...a student must have experiences”
(p. 65) for learning. Tyler (1948c) indicated the follow ng
potential weaknesses when planning the | earning experiences:

1. Lack of neaning

2. Lack of notivation

3 Excl usi ve preoccupation with verbal nedia of

| ear ni ng

4. Failure to achi eve sequence and integration

5. Watering down with nenorization (pp. 301-302)

Tyl er (1949) enphasi zed the active | earner when
sel ecting educational objectives and stated that “|earning
t akes place through the active behavior of the student”
(p. 63). He observed that a student |earns fromwhat “he
does...not what the teacher does” (p. 63) and expl ai ned t hat
the goal was to create an “active participant” (Tyler
1989b, p. 203). For him “Too little pupil activity or too
little variety...results in loss of interest and consequent
failure” (Waples & Tyler, 1930, p. 231). However, Tyler
(Wapl es & Tyler, 1930) warned, “Too nuch pupil activity...

results in loss of tinme and in the learning of nuch that is
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irrelevant to the course” (p. 231). If all the Ilearning

factors were under the students’ control, than this would
| ead to undisciplined behavior (Tyler, 1989b).

Tyl er (1949) acknow edged that “the nost difficult
problemis setting up | earning experiences to try to make
interesting...an activity which has becone boring”

(p. 81). He observed that the criterion of interest and
meani ngf ul ness was overl ooked, and that the initial

obj ectives should begin with the students’ interests. As
students gain a greater understandi ng of know edge, then
they would be stinulated to “broaden and deepen their
interests” and to “develop interest in other objectives”
(Tyler, 1976c¢c, p. 63).

Tyl er (1949) explained, “Interests tend to focus
behavior in particular directions” (p. 79). He enphasized
the need for continued |earning (Tyler, 1965). Tyler
(1976c) offered the follow ng standards for sel ecting
obj ecti ves:

1. Stress those things that are inportant for
students to learn in order to participate
constructively in contenporary society
Be sound in terns of the subject matter invol ved

Be in accord with the educational philosophy of
the institution. (p. 63)

wmn

As Tyler (1976c) adnoni shed, “Were possible and

appropriate, the students thensel ves should participate in
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pl anni ng and eval uating the curriculunf (p. 65). He also

advi sed giving greater “enphasis to the need for a
conprehensi ve exam nati on of the non-school areas of student
| earning” (Tyler, 1977b, p. 11). For ideal |earning,
teachers’ work in the classroomnust |ink “the school and
the community” (Tyler, 1971, p. 3).

For students to have an opportunity to use the
objective in their owm daily life, Tyler (1948b) requested
that teachers exam ne each objective and ask the foll ow ng
questi ons:

1. How can this objective be applied to the hone
experiences of the student, to his life in the
community, to his school experiences?

2. Can the students actually be aided to apply this
behavior in the conmunity?

3. How could this activity be nodified to i nvolve nore
and varied aspects of the pupils’ |ives?

4. How could it have wider applicability to this
communi ty? (p. 395)

Tyl er (1976c¢) criticized the practice of overloading
students with too nuch knowl edge. The terns, “educational
delivery systeni and “teacher proof nmaterials” (p. 63)
indicated a stifled | earning process. He explained, “Wen
nore material is presented to students than they have tine
totreat in this way, they attenpt to nmenorize it by rote

and to parrot back statenments fromtheir textbooks” (Tyler,

1965, p. 145).
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Tyl er (1949) postul ated that the selection of |earning

experi ences may be inadequate where the followng is
present: “menorization w thout understanding,” “a rapid rate

of forgetting,” “isolated bits” of information, a tendency
to renenber with “the degree of vagueness and the | arge
nunber of inaccuracies” and finding dependabl e sources for
identifying “accurate and recent information” (pp. 72-73).
In order to overcone these problens, Tyler (1949)
recommended conbi ning information with probl em sol vi ng,
varying context and intensity, and frequently organi zi ng and
using the information. He warned agai nst reducing

obj ectives to "oversinplified activities" (Tyler, 1976a,

p. 87) that will “likely...destroy the essential human
characteristics of intelligent behavior that the school
seeks to develop” (p. 87). He described six approaches to
i nprove | earni ng experiences:

Concentrate major efforts on inportant tasks
Curriculumis periodically updated

Learni ng nust be organi zed over tine

Sel ect material that is understood by student and
used effectively

Work out better sequences of |earning

G ve careful attention to efficient |earning
(Tyler, 1965, pp. 146-147)

PoONPE
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According to Tyler (1948b), |earning experiences should
include a variety of “verbal, pictorial, auditory, and
di rect experiences in the laboratory and in the community”

(p. 394). He admtted that plans for |earning were
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sonetinmes too inflexible and elimnated spontaneity.

Therefore, he stressed that |earning experiences nmaintain
flexibility for “particular situations that arise”
(p. 394).

Tyler realized that students have varied | earning
rates, and suggested that mastery | earning techni ques shoul d
be inplenented in order to create “sone kind of
i ndi vi dual i zati on scheme” (Lackey, Jr. & Row ey, 1989,

p. 82). According to Tyler, “Effective mastery |earning
cannot take place unless there is a connecting thread that
runs through all the lessons like the string in a pearl
neckl ace” (p. 83). Tyler (1971) also insisted students
shoul d have opportunities to develop what is learned into a
“normal repertoire of behavior” (p. 3). He expl ained,
“Learning of a positive sort requires the effort and
i nvol venent of the learner” (p. 3). |In order for education
to becone relevant, |earning nmust be incorporated into
students’ “daily round of living” (p. 3).

Tyler (1976a) attributed i nadequate learning to the
"i nadequacy of the learning conditions provided" (p. 21).
He stated, “Force is an ineffective incentive to learn to do
sonet hing” (Tyler, 1971, p. 3). He observed that |earning
experiences should include a review of society’s probl ens

whi ch added “neaning to the curriculum increased student
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interest, and extended the nedia of |earning beyond purely

ver bal exchange” (Tyler, 1948c, p. 304).

When di scussing specific exanples, Tyler (1948b) gave
advice for inproving the selection of |earning experiences
at the high school level. He described the problem of
dependi ng on a | arge anmobunt of textbook assignnments with
very little less formal teaching. He observed the “failure
to relate | earning experiences to the objectives sought”
(p. 392). Tyler explained that |earning experiences were
needed in order to allow students to “practice under
conditions which give neaning to it and which notivate the
| earner” (p. 392).

Tyl er (1948b) objected to selecting |earning
experiences w thout show ng students the connection of
| earning activities. His vision of teaching included
mat chi ng the | earning experience to the student. However,
Tyl er (1948b) enphasized that if students were not
interested in | earning experiences, then |earning would be
limted.

Tyl er al so believed teachers should teach all students,
regardl ess of their background (Lackey, Jr. & Rows, 1989).
He noted that teachers nust “facilitate |earning at al
| evel s” and that teaching “cannot be net by follow ng set

rules” (Tyler, 1959, p. 49). Students nmust do nore than
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read about or discuss a topic in order to apply the

know edge to everyday situations. He advocated that

| earni ng about “objects, activities, and probl ens does not
necessarily provide the student with the equi pnent to deal
intelligently with problens that may arise” (Tyler, 1952,
p. 524).

He warned agai nst teaching “probl em sol ving as though
it were a formal nethod...regardl ess of the content
i nvol ved” (Tyler, 1952, p. 525). Problemsolving and
content were necessary so “students not only will l|earn
about things but will learn to deal with themeffectively”
(p. 525). Tyler (1948b) enphasi zed under st andi ng, rather
t han obedi ence and nenorization. He stated there was a
| esser need “for rote nenorization and greater need for the
ki nd of | earning that probes for understandi ng and neani ngs”
(Tyler, 1959, p. 47).

As an exanple of ineffective | earning experiences,
Tyl er referenced a study by Bl oom and Broder (as cited in
Tyl er, 1976a) where students attended a |l ecture. Twenty-
four hours after the lecture, the audio taped | ecture was
pl ayed for individual students. At fifty-second intervals,
the foll owi ng question was asked: Do you renenber what you
were thinking at this point in the session? This study

rated the | ecture nethod ineffective, drawing | ess than 50
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percent of the students' attention. However, when

di scussi on and student planning were involved, the students’
attention span increased to nore than 50 percent. As a
result, Tyler (1959) advised that teachers should focus on
the individual who is having difficulty and change the
teachi ng procedures. According to him teachers nust adapt
“to differences in students and in situations” (p. 49).

Tyler’s (1989a) advice for selecting | earning
experiences for mnority children included hel ping themto
see how school work achi eved “their own purpose” (p. 117).

He stressed, “l think the heterogeneity of a group is one of
t he val ues of education” (Lackey, Jr. & Row's, 1989,

p. 43). He wote that notivation may be increased by
elimnating “artificial or simulated activities or
exercises” that are strange to mnority students and by
wor ki ng cooperatively in groups (p. 118).

In addition to Tyler’s (1957/1958) concern for mnority
students, he also included the needs of gifted students. He
noted that “giftedness is not sonmething one is born
W th...but a product of internal factors and an external
envi ronnment which stinul ates, notivates and provi des
opportunities for devel opnent” (p. 81). He suggested
fl exi ble prograns that were chall engi ng and neani ngf ul .

Overall, Tyler viewed the nethods of teaching the gifted as



129
suitable for educating all students, with prograns open to

“enrichnment, acceleration, and independent study” (p. 82).

Tyl er (1976a) observed, "The critical task...is no
| onger one of sorting students but rather one of educating
all, or alnost all, young people to neet the needs of the
nodern society..." (p. 19). Hence, schools should establish
ways of connecting | earning experiences to “out of school
activities” (Tyler, 1976c, p. 63). Tyler stated, “If
sonething that is learned in school is not utilized by the
student in relevant situations outside the school, nost of
the values of the learning is lost” (p. 64).

Tyler (1971) comented that it was not his intent "to
suggest that there is any difference between the conditions
required for students to learn things which will enable them
to carry on successfully their occupational activities and
the conditions required for learning things hel pful in other
areas of life" (p. 13). He believed that the nmajority of
youth could | earn under the proper conditions. Tyler (1959)
stressed the need for “learning that probes for
under st andi ng and neani ngs” (p. 47). He observed that
educators should inprove the “quality of learning” (p. 47)
and he proposed the follow ng conditions for effective
| ear ni ng experiences:

1. Motivation
2. The learner finds his previous ways unsatisfactory.
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Qui dance of the learner’s efforts
Material s
Time to carry on the desired behavi or
Sati sfaction
Sequenti al practice
Setting their sight higher
Judgi ng his own performance (pp. 47-48)

©CON®O AW

Wt hout one of the requirenents needed for effective
| ear ni ng experiences, Tyler (1976a) explained, “Learning is
negatively affected” (p. 85). He said that students nust
want to | earn, nust “perceive clearly what it is they are
trying to learn” (p. 85), and have the confidence to
succeed.

Overal |, Tyler (1949) advocated a “creative” (p. 81)
process for selecting | earning objectives and suggested that
t he experiences be “checked by the criterion of effect...in
order to bring about the results desired” (p. 82). The
| earni ng experiences should al so neet the “readi ness test”
for determning the appropriate skill level and result in
“econony of operation” (p. 82) for obtaining several
obj ectives. The students’ change in behavior, according to
Tyl er (1948b), should becone “increasingly effective and
nore valuable socially...for a nore satisfying life”

(p. 388).
Organi zi ng Learni ng Experiences
In order for |earning experiences to have a “cumul ative

effect, they nmust be organized as to reinforce each other”
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(Tyler, 1949, p. 83). The relationships between “vertical

and horizontal” (p. 84) experiences should be considered.
Tyl er explained that the “cunul ative effects” (p. 84) from
one grade to the next (vertical) were just as inportant as
the breadth from one subject to another (horizontal).
Hence, the “three major criteria” for organizing |earning
experiences are “continuity, sequence, and integration”
(p. 84).

Tyl er (1949) explained that a “recurring and conti nui ng
opportunity for...skills to be practiced and devel oped”
(p. 84) were necessary. |If experiences were properly
sequenced, then each experience would build upon “the
proceedi ng one” (p. 85). Students gained a greater
under standi ng of the breadth and depth of a subject if the
experiences were properly sequenced. The integration of
know edge was al so inportant for relating the sane skills to
various subjects. Overall, Tyler (1949) expected the
organi zati on of |earning experiences to result in a “unified
view (p. 85).

Tyl er (1949) suggested identifying “the el enents. ..
whi ch serve as the organi zing threads” (p. 86) for planning
the curriculum Tyler nentioned “three kinds of comon
el ements: concepts, values and skills” (p. 87). These

t hreads were devel oped by students at a broader and deeper
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| evel and served as a basis for organizing the |earning

experiences. Tyler (1949) hoped that a “total school
experience” (p. 88) would be created fromthe integration,
continuity, and sequence of these experiences.

In addition to organizing threads for |earning, Tyler
(1949) explained, “It is also essential to identify the
organi zi ng principles by which these threads shall be woven
together” (p. 95). The range and extension of concepts
“need to be considered in terns of their psychol ogical
significance to the learner” (p. 96). He warned that
“devel opnents nust be neaningful to the | earner hinself”

(p. 97). Tyler (1949) suggested the follow ng principles

for organi zing | earni ng experiences:

I ncreasing breadth of application

I ncreasing range of activities included, the use of

description foll owed by anal ysis

3. The devel opnment of specific illustrations foll owed
by broader and broader principles

4. The attenpt to build an increasingly unified world
picture fromspecific parts (p. 97)

1.
2.

Tyl er (1949) al so considered “structural elenents”
necessary for “putting experiences together” (p. 98). He
descri bed broad, internediate, and | ower |evels of
structural elenents:

1. Broad — Specific subjects, broad fields, core
curriculum total unit

2. Internediate — Course sequences, single senester or
year units
3. Lowest level — The lesson, the topic, the unit

(p. 98)
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He indicated that organi zed | earni ng experi ences had
“advant ages and di sadvant ages” (Tyler, 1949, p. 99). For
exanpl e, discrete subjects achieved little continuity, which
made “vertical organization less likely to occur” (p. 99).
In contrast, many “specific pieces” (p. 99) nmade integration
difficult. Therefore, he advocated broad groups of subjects
wi th | onger spans of tine.

Organi zed | earni ng experiences were inportant for
students to feel certain about what they were to | earn and
to have confidence in their abilities to conplete the task
(Tyler, 1976c). |If students were uncertain about what they
were to learn, they would “bal k, stunble, or openly avoid
trying” (p. 63). Tyler suggested that the | earning tasks
shoul d be sequenced in order to becone increasingly
demandi ng and rel evant to situations outside the school.

Time was only one of the variables for providing
i ndi vidual |earning experiences (Tyler, 1983). O ganizing
effective instruction included “| aboratory projects” or
“denonstrations and problens” (Tyler, 1933, p. 288). Tyler
(1949) explained that flexible “source units” (p. 101)
provided material for teachers to use with any particul ar
group and permtted “nodification in the |light of the needs,

interests, and abilities of any group” (p. 101). Tyler
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(1949) stated that the many exanpl es of organi zed | earning

experiences generally involved the foll ow ng:

Agr eei ng upon the general schene of organization
Agr eei ng upon the general organizing principles
Agreei ng upon the kind of |low |l evel unit

Devel opi ng flexible plans

Usi ng pupil-teacher planning (p. 101)

gROME

Eval uating Learni ng Experiences

Tyl er (1949) viewed evaluation as a necessary process
for refining the educational process. Evaluation was a way
of gaining evidence of the “permanence...of the |earnings”
(Tyler, 1949, p. 107) and included nore than “a single
appraisal” (p. 106). For Tyler, evaluation was a way to
gauge the effectiveness of |earning experiences.

Tyl er (1948b) foresaw each teaching situation as a
problemto be solved by the teacher’s clear ideas of the
obj ectives sought. He explained, “Changes in the behavior
whi ch teaching is expected to produce in students are the
obj ectives of teaching” (p. 388). He acknow edged that the
conpl exity of teaching prevented the use of “sinple rules or
formul as on how to teach” (p. 388).

Tyl er (1949) stated that a student’s eval uation
shoul d take place at the beginning and end of |earning
experiences. He expected teachers to “make a systematic
review of the learning conditions in the class when one or

nore students are not successfully carrying on the assigned
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| earni ng tasks” (Tyler, 1976a, p. 84). He suggested t hat

if objectives were not being net, then a different plan
shoul d be tried and re-evaluated. According to Tyler, “Even
t hough styles in education and specific nmethods in teaching
and principles of education change, nethods by which
teachers may investigate and solve their own problens
continue” (Tyler, 1930b, p. 211).

Tyl er (1930a) remarked that student eval uation should
be conplete and effective, as opposed to the "evils"

(p. 405) of trial and error. But nost inportantly, he noted
that the teacher should not be w thout neans to gather
information in order to solve problens. Tyler (1930a)
recommended referring to literature that was relevant to the
specific teaching problem He enphasized the inportance of
“teachers conducting studies, conferring with consultants,
and participating in discussion groups” (Tyler, 1948a,

p. 297).

Tyler (Tyler, Gagne, & Scriven, 1967) objected to using
eval uation for the wong reasons. He viewed students as
havi ng "dynam c potential,” (p. 16) and disagreed wi th using
tests to rank students. Tyler (1974b) stated, "Tests were
created for particul ar purposes, using particular
assunptions and techni ques of the tines" (p. 169). Tyler

(1967) chal l enged educators to be innovative in devel opi ng
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di agnostic procedures, and referred to Walter Cook's general

criteria for diagnostic tests as |listed bel ow

1. The tests should reveal the nental processes of
t he | earner.

2. The tests should suggest areas for renedi ation and
al so cover a |long sequence of | earning
systematically.

3. There should be constant review of difficult itens
and progress should be revealed in objective
terns.

4. The tests should be a reflection of what and how
the teacher has presented the material. (p. 17)

Tyl er (1949) believed eval uation should “appraise

behavi or” and “involve nore than a single appraisal”
(p. 106). Assessnent areas to be tested were listed as
fol | ows:

1. Problemsolving in situations that require varied
cognitive skills and styles

2. Analysis, search, and synthesis behaviors

3. Conprehension through experiencing, listening, and
| ooki ng, as well as reading

4. Expression through artistic, oral, nonverbal, and
graphic, as well as witten synbolization (p. 60)

According to Tyler (1948a), teachers should |earn about

child growth and devel opnent and study the conmunity in
order to acquire a “realistic understanding” (p. 297) of
society. He described a notable trend as having “increased
enphasis on the early diagnosis of students’ strengths and
weaknesses, coupled with individual planning and greater
enphasis on the personality of the prospective teacher”

(Tyler, 1943, p. 208). Tyler (1948b) stated that teachers

shoul d | earn about students through some “systematic plan of
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i n-service study” (p. 395). He advocated, “In the early

stages of any program..teachers will need assistance in
transl ating facts about students into appropriate |earning
experiences. They will also need help in setting up snall -
group and individual activities” (pp. 395-396).

Tyl er (1953) indicated that educational prograns nust
address the foll owi ng questions:

1. How are the needs of pupils actually identified?

2. How are needs translated into educati onal
obj ectives?

3. How are problens which are nmeaningful to students
di scovered?

4. How can a teacher whose training has |argely been
limted to one or two subjects learn to draw upon
content in other fields?

5. How can skills in pupil-teacher planning be
acqui red?

6. How can tine for cooperative planning anong
t eachers be provi ded?

7. \Were can appropriate instructional naterials be
f ound?

8. How can pupils be trained to do effective
i ndi vi dual and group work?

9. How can core work be eval uat ed?

10. How can conpetence in guidance and counseling be
devel oped? (p. 564)

Sunmary
Tyler’s (1949) concept of teaching began with
consi deration of students’ needs. According to Tyler, a
“set purpose” (p. 49) for educating students was needed. He
advocated filling the “gap” (p. 6) for needs that were not
being met. However, he suggested investigating the | earners

bef ore nmaki ng any deci si ons about objecti ves.
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A “psychol ogi cal conception” (Tyler, 1933, p. 289) of

the student was necessary to identify “changes in behavior
patterns” (Tyler, 1949, p. 6) the school should seek to
produce. Tyler explained that students were nore likely to
apply learning when they recognized the simlarity between
“I'ife and the situations in which the |earning took place”
(p. 18). He stated that clear objectives included both
“behavi oral and content aspects” (p. 47).

Tyl er (1949) noted that objectives should be
appropriate for the “particular points in the sequence of
t he educational progranmi (p. 39) while capitalizing on the
“multiple results fromeach experience” (p. 41).
Qpportunities for practice in “daily life” (p. 39) were also
i nportant. \Wen considering students’ needs, Tyler
suggested considering material according to “ethnic,
geogr aphic, and econom c factors” (Lackey & Row s, 1989,

p. 100). He advocated considering the needs and interests
of all children.

Tyl er expected teachers to sel ect objectives according
to students’ |earning experiences. Hence, active
environnments for students were created. According to Tyler
(1948b), |earning experiences should include a variety of
“verbal, pictorial, auditory, and direct experiences”

(p. 394). He suggested that teachers create rel evant
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| earni ng and provide opportunities for students to devel op

what is learned into a “nornmal repertoire of behavior”
(Tyler, 1971, p. 3). However, Tyler (1944) nmintai ned that
a “proper bal ance” (p. 401) of educational experiences
created “a well-rounded progrant (p. 401).

When sel ecting | earning experiences, Tyler (1976d)
suggest ed si x approaches:

1. Concentrate major efforts on inportant tasks

2. Curriculumis periodically updated

3. Learning nmust be organized over tine (life-1long

| ear ni ng)

4. Select material that is understood by student and

used effectively

5. Work out better sequences of learning in the

several fields
6. Gve careful attention to efficient |earning
(pp. 146-147)

Tyl er (1949) depicted teachers who organi zed objectives
for a “cunmul ative effect” (p. 83) wth students having
opportunities for “skills to be practiced and devel oped”

(p. 84). Meaningful |essons were devel oped in broad groups
of subjects with “larger blocks of time” (Tyler, 1949,

p. 100). Tyler (1976a) expl ained that inadequate |earning
was present if inadequate “learning conditions” (p. 21) were
present. He expected teachers to inplenment nastery |earning
techni ques to “create sone kind of individualization schene”
(Lackey, Jr. & Row ey, 1989, p. 82).

In order for |earning experiences to have a “cumul ative

effect, they nmust be organized as to reinforce each other”
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(Tyler, 1949, p. 83). The relationships between “vertical

and horizontal” (p. 84) experiences should al so be
considered. Tyler (1949) noticed that organizing objectives
usual ly included the foll ow ng:

Agreei ng upon the general schenme of organization
Agreei ng upon the general organi zing principles
Agreei ng upon the kind of |ow | evel unit

Devel oping fl exi bl e pl ans
Usi ng pupil-teacher planning (p. 101)

Al A

Tyler (1976a) stated that a needs assessnment was
necessary for devel oping an “individualized progrant
(p. 86). He recommended eval uating students with a
“systematic review (p. 84). |If objectives were not net,
then the “tentative fornulation should be dropped and ot hers
devel oped” (Tyler, 1949, p. 82). Although eval uati on was
important in meeting the students’ needs, he advocated
teaching all students wi thout nention of any ranking system
In addition to testing, he stressed the inportance of other
forms of evaluation: Observations, interviews, and talking
Wi th parents or other teachers.

Tyl er’s educational ideals were evident fromhis
writings about teaching and teacher training. Following his
own beliefs, he attenpted to change educati on by suggesting
a new way of teaching. H s teaching nmethods focused on al
students and he expected teachers to “facilitate | earning at

all levels” (Tyler, 1959, p. 49).
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A day-to-day routine for Tyler’s teachers included

searching for better nethods of teaching, studying
literature related to their classroonms, or revising current
| esson plans. He expected students to gain an understandi ng
of events and “learn to deal with themeffectively” (Tyler,
1952, p. 525). Tyler enphasized the need for teachers to
create a balance with a variety of projects, denonstrations,
and studies of comrunity problens. Tyler (1959) advocated
probl em sol vi ng techni ques rather than nenorization. He
stressed the inportance of neaning and notivation in the
students’ lives, with teachers creating continuous
chal l enges for |earning experiences. The teachers’ role was
to organi ze, interpret, reflect and make sense of the
| essons.

Tyl er (1930b) suggested that teachers “investigate and
solve their own problens” (p. 206). This included
recogni zing “actual problens” and becom ng “famliar with
sources of information on teaching problens” (p. 207). He
establ i shed i n-service workshops for teachers and hel ped
themto study their own classroons. Features of his
wor kshops i ncl uded “freedom from organi zati onal details,
flexibility of program informal contacts and denocratic

procedures” (Ryan & Tyler, 1939, p. 22). For Tyler, teacher
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preparation included |earning about child growth and

devel opnent al ong with soci al understandi ng.

Tyler’s teaching and | earning ideals were evident in
his training nethods for teachers. Tyler (1985) stated,
“The deliberations on teacher education today tend to ignore
earlier efforts to inprove the preparation of teachers”

(p. 682). He noted that teachers “need tine to neet in

di scussi on groups, to confer with consultants... and to use
[information] in planning changes in curriculum and

gui dance” (Tyler, 1948a, p. 297).

In conclusion, Tyler (1948b) addressed the question of
how to i nprove teaching. He referenced the follow ng areas:

1. The objectives which are sought

2. The |l earning experiences which are used

3. The organi zation of these |earning experiences

4. The evaluation of the results of teaching (p. 387)
| mproving instruction and understandi ng students’ needs were
instrunental in becom ng an ideal teacher. For Tyler
i nvestigating student |earning and eval uating teaching
results were ongoing strategies for solving problens in the
cl assroom These traits, along with a |ove of |earning,
were the mainstay of Tyler’'s teaching expectations. He
stated, “Good teaching demands a person who i s understandi ng
and has a warm human reaction to children” (Tyler, 1943,

p. 208). See Table 6 for a listing of Tyler’s teaching

characteristics.
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Table 6
Tyl er’s Teaching Characteristics

Educati onal Purpose

| nvestigate the | earner

Begin with student interest

Connect life and | earning

bj ectives for changi ng behavi or

Psychol ogy of | earner

Motivation — neet social needs of student

Sel ecting Learni ng Experi ences
Qpportunity for practice

Experiences are appropriate

I ncl ude neani ng

Active student participation in planning
Connect experiences from school to comunity
Pr obl em sol vi ng

Vari ety of experiences

Fl exi bl e to change experiences

Make education rel evant

Teach all students

Organi zi ng Learni ng Experiences

Vertical and horizontal |earning experiences

Organi zing threads — concepts, values, skills

I ndi vi dual |earning — projects, denonstrations, problens

Eval uating Learni ng Experiences

Sol ve teaching problens (literature, consultants, discussion
gr oups)

Conpare objectives to expected change in behavi or

Eval uat e begi nning and end of | earning experience
Systematically review experiences

No ranking students

Learn about child growh

| dentify needs
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CHAPTER 5
CONCLUSI ONS, RECOVMENDATI ONS, AND | MPLI CATI ONS FOR RESEARCH

The purpose of this study was to determ ne the extent
of the simlarity between effective and expert teaching with
John Dewey’s and Ral ph Tyler’s theories and practices of
teaching. |In order to highlight simlarities and
di fferences between effective and expert teaching and Dewey
and Tyler, current practices of effective and expert
teaching were reviewed, along with the witings of Dewey and
Tyl er about teaching.

The follow ng four research questions are answered:
a) What are current practices of effective and expert
teachi ng? b) How woul d John Dewey define an ideal teacher?
c) What characteristics would Ral ph Tyler think necessary to
beconme an ideal teacher? d) To what extent do the teaching
theories of Dewey and Tyler informthe current practices of
effective and expert teaching today?

What are Current Practices of
Ef fective and Expert Teachi ng?

Ef fective and expert teaching both denonstrate

exenpl ary practices of ideal teaching, wth sone overl ap

between the two areas. Effective teaching is usually
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di scussed in definitive ways by describing essential steps

for teaching. Expert teaching research adds to effective
teachi ng research by delving into the thinking processes and
personal characteristics of teachers. A summary and

conpari son of the two areas foll ows.

Ef f ecti ve Teachi ng

According to Mandry (1987), effective teaching added
meaning to the learning process. An effective teacher
related world events to the students’ interests. Onstein
(1991) described effective teaching as intuitive and
interactive, with the role of the teacher dependi ng on
student experiences. The teacher’s task was to artfully
create neani ngful lessons (Ornstein, 1991). Thus, the
interaction of students and teachers was a necessary part of
teaching that could not be easily predicted.

Cl assroom managenent was a basis for effective teaching
and students’ behavior was nonitored according to
expectations (Brophy, 1983). Effective classroom managers
i npl ored preventative instead of punitive neasures to
control the classroom These managers responded qui ckly and
“automatically” (p. 33) to classroom events.

Brophy (1983) noted from Kounin’s research that
effective cl assroom nmanagers were able to conplete nore than

one task at a tinme and tended to cover nmaterial at a brisk
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pace. Wnnie & Marx (1982) explained, “The success of the

teacher’s instructional stimuli was dependent on the anpunt
of material presented” (p. 513). They found that teachers
needed to comuni cate clearly about the subject natter and
students’ thinking processes. Detailed “step-by-step
procedures” (Evertson & Emmer, 1982, p. 496) were hel pful in
keepi ng students on task.

Brophy (1983) described Evertson and Emrer’ s research
for classroom managenent at the elenentary level. The
characteristics of effective managers sunmarized fromtheir
studies of third grade classroons are |isted as follows:

1. Analyze classroomtasks — Effective managers

were able to explain to their students in specific
detail.

2. Teach the going-to-school skills — Effective
managers formally taught rules and procedures in
the early weeks.

3. See the classroomfrom students’ perspectives-

Ef fecti ve managers were able to anticipate
student s’ needs.

4. Monitor students’ behavior — Effective nanagers
noni t ored student conpliance with expectations
especially closely during the first few weeks.
(Brophy, 1983, pp. 34-35)

Ef fective classroom managers were characterized as
facilitators and creators of positive |earning environnents
(Tobin & Fraser, 1991). Exenplary classroom managers
created safety nets to encourage involvenent and student

confidence. These nmanagers val ued student input and were

able to answer nore student questions.
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Regardl ess of the grade |evel, effective teachers were

found to have specific procedures for running their

cl assroons snoothly and effortlessly. According to Wal berg
(1991), effective classroom managers followed six explicit
teaching functions as listed bel ow

Daily review

Rapi d presentation of new content in small steps
Qui ded student practice

Corrective feedback

| ndependent practice
Weekly and nonthly review (p. 42)

SOhkhonE

Teachi ng nethods for effective teachers included “clarity,
task orientation, enthusiasmand flexibility” (Whl berg,
1991, p.42) in addition to the follow ng teaching behaviors:
1. Overl apping tasks
2. Signaling continuity and nonentum
3. Variety and chal |l engi ng assi gnnents (Brophy, 1983,
pp. 33-34)
Borich (1992) added instructional variety and enthusi asm as
i nportant key behaviors for effectiveness in the classroom
stressing “student success” (p. 9) as a lasting result.
Despite the many routines of effective teachers,
pl anni ng i ncluded “inmages of what the lesson will be” (dark
& Dunn, 1991, p. 187). \Wen teachers depended on rigid and
detail ed plans, students’ needs were negl ected and teachabl e
nonents were lost (Clark & Dunn, 1991). Even though

obj ectives and outcones were inportant, the three inportant

vari ables for teachers were “knowi ng what you are going to
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teach, know edge of those you are going to teach, and where

you are headed” (p. 190).

Expert Teachi ng

A description of experts, in general, may be used to
describe the characteristics of expert teachers. Fromthe
novi ce to the expert stage of teaching, know edge and
experience is gained over the years. However, experience
alone is not sufficient for declaring soneone an expert
teacher (Dreyfuss & Dreyfuss, 1986).

In contrast to effective teaching, expert educator
literature enphasizes a thinking process that connects with
students. Since only a few teachers reach this stage, it is
often difficult toobserve and define. However, Wl ker
(1991) noted that teaching expertise requires nore than a
basi ¢ knowl edge of their domain. He described an expert as
requi ring specialized training.

Eri csson and Smth (1991) suggested a need to identify
“not only the acquired characteristics [of experts]...but
al so the process by which they are acquired” (p. 7).

Shant eau (1992) reported the follow ng characteristics of
experts:

1. Every expert has an extensive and up-to-date

content know edge.

2. Experts have a sense of what is relevant when

maki ng deci si ons.

3. Experts have an ability to sinplify conpl ex
pr obl ens.
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4. Experts can conmuni cate their expertise to
ot hers.

5. Experts handl e adversity better than non-experts.

6. Both experts and novices can foll ow established
strategi es when the decision problens are
strai ght f orwar d.

7. Experts are better at identifying and adapting to
exceptions.

8. Alnost all experts have a strong self-
confi dence.

9. Experts know how and when to adapt their decision
strateqgies.

10. Experts have a strong sense of responsibility
and a willingness to stand behind their
reconmendati ons. (pp. 16-17)

Instead of relying on routines, experts constantly addressed
new probl ens of higher conplexity (Bereiter & Scardamali a,
1993). Thus, creativity was fostered through new ways of
thinking. Creative problemsolvers focused on exploring
patterns until solutions were discovered.

According to O son (1992), expert behavior was not a

conscious effort. The underlying know edge structure

al l oned teachers to “perceive, understand, and respond to
classroomevents differently” (Peterson & Coneaux, 1987).

In addition, experts were able to see patterns from

i nformati on (Shanteau, 1992). Soneone ot her than experts
may not focus on the abnormality of an event (Brandt, 1986).
Hence, expert teachers usually focused on the a-typical
events of a classroom

According to Butler (1996), the key to reaching the

expert level was reflection. He stated that reflection
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“propel s one fromthe novice state to the expert state”

(p. 272). Teachers at each progression viewed teaching
experiences differently and searched for answers outside
t henmsel ves.

Expert teachers reacted intuitively, having an overal
sense of the situation such that they responded fluidly
wi t hout deliberating (Dodds, 1994, p. 155). As noted
earlier, expert teachers expanded their content and teaching
know edge instead of restricting their work (Bereiter and
Scardamalia, 1993). These teachers focused on the core of a
probl em and operated froma deep understandi ng of the total
si tuation.

Webb & Bl ond (1995) explained that a caring personality
was inportant for interacting with students. A teacher’s
practice and a kind of knowi ng altered the “curricul um
constructed and enacted wth each student” (p. 612).

Knowi ng a person required constant |earning about who they
are, and why they reacted in certain ways. As Common (1992)
surm sed, teacher and student rel ati onships were inportant
when studyi ng great teachers.

As stated by Peterson & Coneaux (1987), researchers in
t eacher education found that “an underlying know edge
structure” (p. 327) influenced the way teachers perceive,

under st ood, and responded to classroom events. Cushing,
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Sabers, & Berliner (1992) found that “experts were better

able...to nake sense of and interpret classroom phenonena,”
(p. 111). Bents & Gardner (1992) also found that expert
teachers considered students’ interests and then nade

adj ustnents to the planned | essons.

Expert teachers differed fromnovices in their
attitudes, preparation, and routines of their classroons.
These teachers nade their own decisions about students and
tended to disregard information from previous teachers.
Bents and Gardner (1992) stated that expert teachers taught
in a holistic context and used hunor in their |essons.
Expert teachers also anticipated and planned for problens.

When responding to student questions, expert teachers
were able to give better exanples and answered questions in
greater detail than novice teachers (Livingston & Borko,
1990). Test reviews conducted by experts were organi zed
according to students’ questions instead of other pre-
packaged materials. |In contrast, “The novices experienced
difficulty in generating exanples and providi ng expl anati ons
for unexpected student questions” (p. 383).

To summari ze, effective teaching literature reveal ed
the foll owi ng cormon el enments: |essons with introductions,
denonstrations, guided practice, feedback and nore gui ded

practice. In addition, classroom nanagenent was a | arge
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contributor to student achievenent for effective and expert

teaching. Expert teaching research builds on effective
teachi ng practices. However, Bereiter & Scardamalia (1993)
stated that the study of expertise nust go beyond fluid
actions and pattern learning. Wat is needed is to learn
nore about how experts acquire their know edge and when they
use this know edge.

How Woul d John Dewey Define |deal Teaching?

Dewey believed in a denocratic way of |earning, where
teachers and students both participated in the educati onal
process. Learning experiences included nore than a
text book, with the students’ physical, intellectual and
noral growh a nmajor focus. Know edge was not an end to
| earning, but a basis for discovery.

Bel i efs for Educati onal Purpose

Dewey (1923/1983c) consi dered denocracy and citizenship
valid subjects to be included in education. He described
the principle of denbcracy as the “formati on and growth of
attitudes and di spositions, enotional, intellectual and
noral” (Dewey, 1837/1982a, p. 222). Dewey (1909/1977)
expl ained that a child nust be led to owning a problem so
he is “self-induced” (p. 203) to finding an answer. He

warned that individuals “nust learn to think for thensel ves,
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to judge independently, and to detect propaganda” (DworKkin,

1959, p. 98) if the denocratic ideal was to be naintained.

In addition to creating a denocratic educati ona
envi ronment, Dewey (1893/1971) prescribed an ethical spirit
of teaching instead of a nethod. Therefore, he offered an
“ethical standard...by which to test the work of the school”
(p. 67). According to him teaching was an ethical and
personal relationship, which also relied on psychol ogi ca
principles (Dewey, 1910/1970b). Wat was needed, according
to Dewey, was a social institution that did not separate
instruction and character. Dewey (1933/1986b) expected
attitudes of “open-m ndedness, whol e- heartedness, and
responsibility” (pp. 136-137) to be devel oped from studying
actual problens.

True attention was not |earning for the sake of
| ear ni ng, but involved “judging, reasoning, deliberation...
or actively engaging in seeking relevant material” (p. 203).
Dewey (1909/1977) explained that a child nmust be led to
owning a problem so he is “self-induced” (p. 203) to
finding an answer. Hence, the teachers’ role was to provide
stimuli to help shape ethical and personal rel ationships and
to convert facts to intelligent perceptions (Dewey,

1916/ 1980a) .
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Bel i ef s About What School Is

Dewey (1915) considered student freedom an inportant
part of education. In addition to teaching the basic
el enents, he advocated creating social environnments in the
school. Students were not placed in rows, but were given
the opportunity to nove throughout a non-conpetitive
cl assroom Grades were not assigned and | earning
experiences were connected to students’ lives. Dewey (1897)
envi si oned the school experience as a “process of |iving and
not a preparation for future living” (p. 230).

He advocated grouping students according to interests
and social skills. The teacher’s role, according to Dewey
(1929), was not to “inpose certain ideas or to formcertain
habits in the child, but...to select the influences which
shall affect the child and to assist himin properly
responding to these influences” (p. 9). Experience was the
determ ning factor for the discipline of the child,
connecting individual interests and experiences with the
out si de environnent.

Subj ect Matter

Dewey expl ai ned that subject matter should be devel oped
t hroughout the entire school experience (Dewey, 1904/1977).
He war ned agai nst educating for the “status quo” (Dewey,

1934/ 1980b, p. 181) and expected teachers to direct the
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changes in education. For him education was not an

accunul ati on of know edge, but was related to real life
experiences in society (Dewey, 1915).

Teaching material was to be covered in its natura
state, not in isolation (Dewey, 1931). Subjects were
integrated with continuity in order to construct know edge
and sol ve problens. According to Dewey, education was a
continuous reflection of the child s social life and
experiences with new attitudes and interests replaced the
successi on of subjects.

Nat ure of Teachi ng Met hods

The chal | enge of education was to neet the many diverse
capacities of each individual, beginning with the student’s
interests and past experiences. Dewey (1933/1986a)
indicated that the “nore a teacher is aware of the past
experiences of students, of their hopes, desires, chief
interests, the better will [students] understand”

(p. 140). Only then could a teacher plan the | esson and
pattern of growth for individual |earning.

Dewey (1916b) maintained that the inpul ses and
experiences of the young should be “directed or guided”

(p. 47) according to ains. He noted that the aim®“signifies
that an activity has becone intelligent” (p. 129). He also

enphasi zed that ainms were a part of educational experiences,
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wi th the teacher considering whether the work “possesses

intrinsic continuity” (Dewey, 1916a, p. 251).

According to Dewey (1938a), educational experiences had
certain criterion for learning. One such criterion was
“continuing growh...in a particular line” (p. 36). Dewey
(1929) advised teachers to help students to “see new
probl ens, devise new procedures” (p. 12) and assist students
with interacting with their environnent. The difficulty was
in “finding material which will engage a person in specific
activities having an aimor purpose of nonent or interest to
hint (Dewey, 1916b, p. 155).

In addition, teachers were expected to assist students
with studying the problens of society. Dewey (1923/1983c)
noted hi s di sappoi ntnent for teachers “not taking their ful
responsibility” (p. 161) in introducing students to possible
solutions for the future. Dewey (1929) advised teachers to
becone investigators in the classroomand instill scientific
met hods so students woul d be able to “see new probl ens [and]
devi se new procedures” (p. 12) for establishing nmeani ngful
| essons.

Dewey expected teachers to have a professional spirit
that included a constant study of the school, children,
nmet hods, and subject nmatter (Dewey, 1913/1979b). He

observed that “attitudes and nmethods of approach and
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response” (p. 153) should correspond with the direction of

the students’ interests. Teachers were expected to adapt to
the living things in the world instead of using “nodel
| essons” (Dewey, 1904/1977, p. 257).

He expl ained that for sone teachers, working with
students was a privilege and only those that could stay
young “indefinitely and...retain a lively synpathy with the
spirit of youth” (Dewey, 1938b, p. 331) should renmain in the
teachi ng profession. He al so enphasized that teachers
shoul d have a “love of conmunicati ng know edge” (p. 331) and
an experinmental attitude. For Dewey (1928/1984b),

di scovering students’ “real needs, desires, interests,
capacities, and weaknesses” (p. 264) was an inportant part
of teaching.

When descri bi ng objectives, Dewey (1930/1984a) war ned
agai nst creating formal objectives that were not “related to
the actual school work” (p.330). According to him arigid
disciplinary ideal of prescribed | essons created a “soft
pedagogy” (p. 244) where students would not reach their best
capability. He expected teachers to connect objectives with
real-life situations. Dewey (1909/1977a) reconmended that
t eachers al so reconsider their methods of evaluation. He
urged, “Conpetitive notives and net hods nust be abandoned

for cooperative nmethods” (p. 97). |In addition, he
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di sapproved of assigning grades to students, and clai nmed

that the exam nation systemcreated a “denoralizing standard
by which the students come to judge their own worKk”
(p. 243).

I nstead of punitive neasures, Dewey (1916b) conveyed an
unconventional neaning for discipline and did not suggest
that it was a nmeans for controlling behavior. Dewey (1916b)
expl ai ned, “A person who is trained to consider his actions,
to undertake themdeliberately, is...disciplined” (p. 151).
Thus, teachers were expected to use a variety of
instruction, such as “discussion, fieldtrips, witing,
| aborat ory experinments, and experiences in the practical and
fine arts” (p. 64).

When consi dering teacher training, Dewey (1904/1977)
expl ai ned that the two najor problens practice-teachers
faced were nastery of subject matter and nastery of class
managenent. He noted that practice-teachers “cannot give
equal attention to both at the sane tinme” (p. 253). Dewey
al so criticized teacher training due to the |ack of
responsibility conveyed in the classroom Therefore, he
opposed cl ose supervision and suggested that soon-to-be
teachers work with small groups of students and study

t hi nki ng processes and subject matter (Dewey, 1904/1977).
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Bel i efs About the School and Social Progress

Dewey believed teachers were inportant in creating
social change. Not only did he describe an ideal teacher as
addi ng nmeani ng through outside experiences, but suggested
that teachers educate the public about necessary changes.
He expected teachers to assist students w th studying
society’s problens. Dewey (1928/1984b) stated that
educat ors shoul d concern thenselves with “socially desirable
attitudes and habits” (p. 267).

After seeing a need for change in education, Dewey
began his own school. Dewey’'s Laboratory School was the
site of an “experinmental spirit” (Bernstein, 1966, p. 147).
The school encouraged active participation in a denocratic
setting where teachers and students | earned together from
past experiences and present interests.

The experinental environnment was based on “di scovery
t hrough search, through inquiry, through testing, through
observation and reflection” (Dewey, 1932/1985, p. 109).
Dewey described the | aboratory type of education as placing
“nore responsibility on the students” (p. 109). The
continual exchange of ideas made “flexibility and capacity
of growth” (Dewey, 1936/1982, p. 198) part of the teaching

experi ence.
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Teachers | ead disciplined classes without punitive

measures and repetitive lecturing. The spirit of “physical
and nental freedoni (Mayhew & Edwards, 1965, p. 402) was
evident in the classroom Dewey’s Laboratory School created
a |l earning environment where students could do what they
wanted to do while devel oping “social or intellectua
relations” (p. 402). The school was conducted “as a form of
hone and conmunity” (Meriam 1965, p. 21) where a “hone-1like
at nosphere” (p. 402) was commonpl ace. Students were
confortable in their |earning environnents.
What Characteristics Wuld Ral ph Tyl er

Thi nk Necessary to Becone an |deal Teacher?

Tyl er focused on enhanci ng the student |earning
experiences. His ideal teacher planned objectives for each
| esson, then reviewed and revised plans for future | earning.
Wth specific objectives, the students’ education was
evaluated to see if the goals were addressed.

Tyl er encouraged problem solving and refl ection of the
| earni ng process. He warned that each classroom had
specific problens that were shaped by the school’s
phi | osophy and noted that specific howto teach instructions
wer e not possible. Hence, he acknow edged the conpl exity of

teachi ng and the chal |l enges of the classroom
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Educati onal Purpose

In order to plan for specific |earning experiences,
obj ectives nmust be sel ected. However, Tyler suggested that
bef ore nmaki ng any deci si ons about | earning objectives, the
student should be investigated. Tyler stated that
obj ectives should stress those things that are inportant for
students and prepare themto participate constructively in
society. Tyler (1949) explained, “If the school situations
deal with matters of interest to the |learner he wll
actively participate” (p. 11).

Tyl er (1933) advised teachers to include “psychol ogi cal
conceptions” (p. 289) of students in order to discover the
nost effective neans for learning. He stated that a student
was “rmuch nore likely to apply his | earning when he
recogni zed the simlarity between the situations encountered
inlife and the situations in which the | earning took place”
(p. 18). Tyler (1951) attributed satisfying student needs,
especially social needs, as a powerful way to notivate
students.

Sel ecting Learni ng Experi ences

Tyl er (1944) stressed that education should change
behavi or and i nclude thinking, feeling, and acting in the
| earni ng experiences. Tyler (1949) suggested sel ecting

| earni ng experiences that were appropriate to the students’
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attainments and then giving students’ an opportunity to

practice. He cautioned that all |earning experiences were
not educational. Therefore, the role of educators was to
provi de a bal ance.

Tyl er advi sed that teachers present chall enging
probl ens about the students’ world and rai se questions that
could not be inmediately answered (Tyler, 1951). However,
he warned that students’ attitudes should be exam ned “so
that the teacher nmay understand” (p. 268) the neani ngs that
vari ous subjects have for students. He expl ained that
| earni ng experiences woul d be i nadequate if there was
menorization without understanding or if inaccurate
informati on was presented. |In order to overcone these
probl ens, Tyler (1949) reconmended conbining information
wi th probl em sol ving, varying context and intensity, and
frequently organi zing and using the information.

Tyl er (1949) enphasi zed the active | earner when
sel ecting educational objectives and stated that “learning
takes pl ace through the active behavior of the student”
(p. 63). For him “Too little pupil activity or too little
variety...results in loss of interest and consequent
failure” (Waples & Tyler, 1930, p. 231). As Tyler (1976c)

adnoni shed, “Were possible and appropriate, the students
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t hemsel ves shoul d participate in planning and eval uating the

curriculum (p. 65).

According to Tyler (1971), he insisted that the
curriculum shoul d be rel evant and students shoul d have
opportunities to develop what is learned into a “nornal
repertoire of behavior” (p. 3). He explained, “Learning of
a positive sort requires the effort and invol venent of the
| earner” (p. 3). |In order for education to becone rel evant,
| earning must be incorporated into students’ “daily round of
living” (p. 3).

| deal teaching included matching the | earning
experience to the student. Believing education was for al
students, Tyler (Lackey, Jr. & Rows, 1989) argued agai nst
tracking students. Tyler stated, "The critical task...is no
| onger one of sorting students but rather one of educating
all, or alnost all, young people to neet the needs of the
nodern society..." (Tyler, 1976a, p. 19). Hence, teachers
shoul d establish ways of connecting | earning experiences to
“out of school activities” (Tyler, 1976c, p. 63).

Organi zi ng Learni ng Experiences

In order for |earning experiences to have a “cumul ative
effect”, Tyler (1949, p. 83) explained that relationships
bet ween “vertical and horizontal” (p. 84) experiences should

be considered. The “cunul ative effects” (p. 84) from one
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grade to the next (vertical) were just as inportant as the

breadth from one subject to another (horizontal). Tyler
(1949) suggested identifying “the organi zing threads”

(p. 86) for planning the curriculum wth “concepts, val ues,
and skills” (p. 87) serving as common el enents. He hoped
that a “total school experience” (p. 88) would be created
fromthe integration, continuity, and sequence of | earning
experiences.

I nstead of narrow units, Tyler (1952) advocated | arger
bl ocks of tine that would resenble life-like situations and
hoped that isolated subjects would be avoided. To him
programmed materials were a way of conditioning the | earner
and watering down the curriculum (Tyler, 1948c, 1989).
Hence, nodel |essons were to be avoi ded.

Students were expected to acquire their own skills and
to view their own world so they could operate nore
effectively (Tyler, 1971). Tyler (1949) expl ai ned that
flexible “source units” (p. 101) allowed teachers to adapt
to different students and situations. Therefore, if a
student was having difficulty, Tyler (1976b) suggested that
t he teacher shoul d change teaching procedures to enhance
i ndi vi dual |earning. Individual |earning was enhanced
t hrough “l aboratory projects” or “denonstrati ons and

probl ens” (Tyler, 1933, p. 288).
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Eval uati ng Learni ng Experiences

Tyl er (1943) enphasi zed the i nportance of an early
di agnosi s of students’ strengths and weaknesses. It was
i nportant for teachers to work cooperatively and devel op a
phi | osophy for solving teaching problens (Ryan & Tyl er,
1939). Tyler (1948b) devel oped in-service workshops so
teachers coul d di scuss problens, review literature, and
confer with consultants in order to inprove education. He
al so established in-service prograns so teachers could pl an
and mai ntain conprehensive and cunul ative records for each
st udent .

Tyler (Tyler, Gagne, & Scriven, 1967) chall enged
educators to be innovative in devel opi ng di agnostic
procedures. He al so suggested eval uating the students at
t he begi nning and the end of the |earning experience. He
expected teachers to “nake a systematic review of the
| earning conditions in the class when one or nore students
are not successfully carrying on the assigned |earning
tasks” (Tyler, 1976a, p. 84). Furt her, he expl ai ned that
students shoul d be rewarded and recei ve feedback through
frequent evaluation (Tyler, 1976b).

Tests were not to be used for the wong reasons,
according to Tyler (Tyler, Gagne, & Scriven, 1967). He

vi ewed students as having "dynam c potential,"” (p. 16) and
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objected to ranking students. Tyler (1974b) stated, "Tests

were created for particul ar purposes, using particul ar
assunptions and techni ques of the tines" (p. 169).

The needs of students, according to Tyler (1952), would
only be net if the changes in behavior offered “new patterns
of reaction, thinking, feeling, and acting” (p. 526). Tyler
(1951) attributed “satisfying a need through the | earning
process” (p. 267) as a notivational tool for student
| earning. For him investigating student |earning and
eval uating teaching results were ongoing strategies for
solving problens in the classroom These traits, along with
a love of learning, were the mainstay of Tyler’s teaching
expect ati ons.

Simlarities Between Effective and Expert Teachi ng and
Dewey’ s and Tyler’s |Ideas About Teachi ng

Before answering the fourth research question, it is
useful to exam ne the nunber of simlarities that exist
bet ween effective and expert teaching and Dewey’ s and
Tyler’s vision of the ideal teacher. The notion of how
experts proceed in everyday teaching enhances the ideals of
Dewey and Tyler. These simlarities will be discussed for
the areas of neaning and rel evancy, classroom managenent and

di sci pli ne, teaching nethods, problemsolving and
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reflection, professional spirit and independence,

adaptability and flexibility, and eval uati on.

Meani ng and Rel evancy

Addi ng nmeaning and rel evancy to | earni ng experiences
was i nportant for effective and expert teaching and Dewey
and Tyler. Dewey (1929) explained that school subjects were
based on students’ “own social activities” (p. 240). Hence,
a connection between the students’ honme environnent and past
experiences were necessary for creating neani ngful |earning
activities, with students’ interests becom ng the focus for
rel evant | essons. Tyler (1971) suggested that teachers
shoul d hel p students apply what was | earned in school to
life outside school (p. 53). Expert teaching research, and
occasionally effective teaching research, depicted the need
for teaching to be relevant to student interests (Mandry,
1987).

Cl assroom Managenent and Di sci pline

Ef fective and expert teaching research and Dewey and
Tyl er showed that classroom nanagenent and di scipline were
al ways present and understood by students. |n essence,
effective classroom managenent was preventative, instead of
punitive. However, Dewey conveyed an unconventional neaning
for discipline and described it as a subject to be studied,

with students being allowed to be social creatures. Tyler
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al so warned agai nst undi sci plined behavior and too much

student activity.

Ef fective and expert teachers did not overl ook
potential classroom nanagenent problens, but created
| ear ni ng envi ronments where discipline was expect ed.
Ander son, Evertson and Brophy (1979) agreed that “good
cl assroom nmanagenent underlies all the other principles and
makes it possible to inplenent themin instruction”
(p. 222). As Bents and Gardner (1992) suggested, “C assroom
managenent is an assuned concept” (p. 41). |In summary,
whet her referring to the terns classroom nanagenent or
discipline, all three areas of research understood the
i nportance of creating a classroomfor learning with
under st ood cl assroom managenent techni ques and a di sciplined
envi ronment .

Teachi ng Met hods

Active student |earning was a common thene for
effective and expert teaching research and Dewey’ s and
Tyler’s witings. Dewey and Tyl er warned agai nst pre-
packaged materials or nechani cal teaching nethods. Dewey
(1938a) stated that drills left students w thout the
“capacity to act intelligently” (p. 27). |In addition, Tyler
(1989b) suggested that the | earner be stinulated to try new

ways of |earning” (p. 205).
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Al'l three areas of research encouraged a variety of

teachi ng net hods. Dewey and Tyl er suggested that |ong-term
projects increased in-depth learning. Tyler (1948h)

expl ained that a variety of “verbal, pictorial, auditory,
and direct experiences in the |aboratory and in the
comunity” (p. 394) were needed. Wiile effective and expert
teaching research did not usually nention lecture and dril
nmet hodol ogy, expert teachers were noted for creating their
own cl assroom and engaging in “intuitive and inprovisational
teaching” (Ornstein, 1995, p. 78).

Probl em sol ving for Students and Teachers

Probl em sol vi ng nmet hods for students and teachers were
evident in all three areas of research. However, effective
and expert teaching research primarily focused on problem
solving for teachers. Expert teachers were consistently
studied to determne their |evel of problemsolving skills
for subject content and pedagogy (Carter, Cushing, Sabers,
Stein & Berliner, 1988; Cushing, Sabers, and Berliner, 1992;
Pet erson & Coneax, 1987). As Peterson and Coneax (1987)
reported, expert teachers often discussed the “problem
solving situations...in terns of higher-Ilevel principles”
(p. 327). In addition, experts tended to sinplify conpl ex
probl ens by reasoning “forward” (Shanteau, 1992, p. 13) and

recogni zing patterns (Bereiter & Scardamalia, 1993).
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Dewey and Tyl er al so depicted ideal teachers solving

their own teaching problens. Dewey (1936/1982) expected
teachers to discuss their classroom problens with other
teachers on a “daily, even hourly” (p. 148) basis. Tyler
created in-service wrkshops for discussing teaching
probl ens and advi sed teachers to continually review their
students’ achi evenents.

In addition, Dewey and Tyl er both advised creating
probl em sol ving situations for students. As Dewey (1938a)
stated, there nust be an understandi ng of “what we see,
hear, and touch” (p. 68). However, Tyler (1952) warned
agai nst teaching “problemsolving as though it were a fornal
met hod” (p. 525).

Refl ecti on

To adequately apply know edge to everyday situations,
Dewey and Tyl er prescribed reflection. According to Dewey
(1897/1972), thinking and reflecting about | earning
experiences were necessary for providing the proper |earning
environment. For experts, reflection was the neans for
progressing froma novice to expert |evel of teaching
(Butler, 1996). In addition, Tyler (1976c) viewed
reflection as a nethod of evaluating | earning experiences

and expected teachers to reflect upon their |earning.
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Prof essional Spirit and Ent husi asm

Teachers’ enthusiasmor professional spirit was
i nportant for student |earning. Dewey depicted enthusiasm
as a love for learning. Tyler believed teachers should
continually strive for creating | earning experiences that
were suitable for students’ needs. Expert teaching research
depi cted teachers that focused solely on student |earning
and were not easily distracted by outside factors.

A professional teaching spirit was depicted as teachers
continued their duties after the classroomday ended. Dewey
(1913/1979b) defined professional spirit as having a
“responsibility for the constant study of school room work,
the constant study of children, of nethods, and subject
matter” (p. 109). On a broader scale, he expected teachers
to prepare students to change society and to becone
denocratic | eaders for form ng public opinions.

Expert teachers and Dewey and Tyler’s ideal teachers
al so possessed an i ndependent outl ook for teaching.
(Effective teacher research usually focused on other areas
i nstead of autonony and i ndependence.) Expert teachers had
confidence in their teaching abilities, were not easily
intimdated, and readily collaborated with other teachers.

Simlarly, Tyler and Dewey believed teachers should plan
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| earni ng experiences in conjunction with students and ot her

t eachers.

Adaptability and Flexibility

Expert teachers and ideal teachers of Tyler and Dewey
all had the ability to be adaptable and extrenely flexible
with lesson plans. (Effective teaching research did not
focus on teacher adaptability.) Dewey conmented that
teachers who were not flexible would soon realize they were
not suitable for teaching at the Dewey Laboratory School.
Tyl er al so expected teachers to evaluate their teaching and
adapt to the students’ needs when necessary. In a simlar
manner, expert teachers were highly adaptable and fl exible
in various teaching situations. Hence, student questioning
or a need to vary the teaching |l essons did not frustrate
expert teachers.

Eval uati on

Student eval uation was evident in all three areas of
research, but with various forns. For instance, in addition
to testing, Tyler prescribed a variety of evaluation nethods
such as observations and parent and student interviews.
Dewey di sagreed with assigning grades and suggested | ong-
termprojects as one formof evaluation. Expert teachers
were noted for informally assessing the strengths and

weaknesses of students before giving tests.
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I ndi vi dual i zed | earni ng t hrough eval uati on was an

expectation for effective and expert teaching and for Dewey
and Tyler. Tyler expected teachers to continually exam ne
t he expected student objectives and revisit the need for
changi ng | earni ng experiences. Dewey expected the Dewey
Laboratory School teachers to evaluate their teaching on a
daily basis. This nmeant neeting informally during |unch or
col l aborating with other teachers at the end of the school
day. Effective and expert teachers were able to informally
eval uate students. Hence, experts in particular, were able
to access student learning without referring to students’
previ ous teachers’ notes or test grades (Carter, Sabers,
Cushi ng, Pinnegar, and Berliner, 1987).
Inform ng Effective and Expert Teaching with
| deas about Teaching from Dewey and Tyl er

Dewey and Tyl er seened to realize that not all teachers
were effective or expert teachers. Therefore, they sought
to prepare teachers, of all career stages, to becone the
best teachers. The next section will review Dewey' s and
Tyler’s theories and practices that would informcurrent
effective and expert teaching research. The follow ng areas
wi |l be discussed: teacher training, ethical and nora

training, students’ interests and eval uati on.
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Teacher Training

Tyl er and Dewey both descri bed practice teaching and
in-service training. Tyler’s teacher training hel ped guide
teachers in planning and eval uating | earning experiences
with the use of objectives. Dewey established ains for
gui ding the | earning experiences. However, effective and
expert teaching research did not usually focus on training
for practice-teachi ng nethods.

Tyl er, noted for his objectives, depicted teacher
trai ning as workshops for problemsolving situations. These
wor kshops were |ater called in-service training and did not
focus on specific stages of teaching such as novice or
expert. Teachers net in groups, usually with consultants,
to discuss the teaching problens. Dewey al so advocated
di scussing teacher problens with other teachers, wth
teachers neeting on a daily basis.

Ordinarily, the focus of expert teaching research was
not on teacher training. Expert teachers were noted for
their years of experience, but the | evel of teacher
education or teacher training was usually not considered for
designating an expert teacher. Overall, effective and
expert teaching research anal yzed teaching behaviors in the

cl assroominstead of focusing on pre-service training.
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Et hi cal and Moral Training

For Dewey and Tyl er, inproving noral character and
striving for a greater ethical standard were inportant
concepts of teaching. As Dewey explained, (1893/1971) an
ethical spirit of teaching instead of a nmethod was needed.
He stated, “For it is not the study of ethics | am urging;
it is the study of ethical relationships” (p. 60). Tyler
depicted noral and ethical standards in the form of
objectives. In addition to teaching specific content, Tyler
(1949) advocated hel ping students to devel op soci al
attitudes, work habits, study skills, and specific
appreci ations and sensitivities. Effective and expert
teachi ng research noted the inportance of adding neaning to
the | essons, but seldomincluded ethical and noral teaching
research.

Students’ Interests

Dewey and Tyl er both suggested that attention to
students’ interests and needs would result in greater
student involvenent. According to Tyler, the selection of
| ear ni ng obj ectives should include the students’ interests.
Dewey’ s idea of grouping students depended on student
interests instead of abilities.

In contrast, effective teaching research rarely

mentioned student interest as a starting point for planning
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| essons. However, expert teaching regarded neani ngf ul

| essons as being connected to the students’ lives. Neither
effective nor expert teaching research regarded student
interest as the basis for beginning the | earning
experiences. Hence, student interest nmay be nentioned
during the | esson, but was not a major focus for notivating
students’ | earning.

As Tyl er (1949) acknow edged, “The nost difficult
problemis setting up | earning experiences to try to make
interesting...an activity which has becone boring”

(p. 81). He observed that the criterion of interest and
meani ngf ul ness was overl ooked, and that the initial

obj ectives should begin with the students’ interests. As
students gain a greater understandi ng of know edge, then
they would be stinulated to “broaden and deepen their
interests” and to “develop interest in other objectives”
(Tyler, 1976c¢c, p. 63).

Eval uati on

Eval uation for Dewey and Tyl er was defined differently
than that in effective and expert teaching research
St udent achi evenent for effective and expert teachi ng was
usual |y based on criterion or normbased testing. The npst
effective teachers were nost |ikely associated with students

that perfornmed well on tests.
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Unlike traditional standardi zed testing nethods, Dewey

did not believe in assigning grades or creating a
conpetitive classroom He did believe in challenging
students but did not want themrestricted by grades.
Tyl er viewed evaluation as inportant, but viewed testing as
only one nethod of evaluation. He suggested that testing
shoul d not used to rank students, but stated that a needs
assessnment was necessary for devel oping an “individualized
progrant (Tyler, 1976a, p. 86).
Recommendati ons for Practice
1. Teacher training should introduce to pre-service
teachers col | aborative probl em sol vi ng
t echni ques.
2. Teacher training should assist teachers with the
integration of ethical and noral teaching nethods in
t he cl assroom
3. Teachers should capitalize on students’ interests
and needs when pl anni ng obj ecti ves.
4. Teachers should routinely utilize multiple forns
of student eval uations and needs assessnents.
5. Teachers shoul d be cognizant of students’ entire

school experience.
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Recommendati ons for Research

1. Research on effective and expert teaching should
i nclude long-range studies in order to follow the
career paths of teachers from novice to expert
st ages.

2. Research shoul d exam ne how neani ngful and rel evant
| essons affect students’ interests and ultimtely
cl assroom di sci pl i ne.

3. Research shoul d exam ne how teachers’ professional
spirit and i ndependence affect overall teaching.

4. Research should exam ne the relationship between
teacher adaptability and flexibility.

5. Research should exam ne the ways expert teachers
eval uate students.

6. Research of effective and expert teachers shoul d be
nore conprehensive than a review of recent research
Hi storical research should be conducted to inform
current research with teaching nethods that have
remai ned approved practice over tine.

Exanpl es of past efforts to inprove teaching can

i nprove current research for effective and expert teaching.
Because Dewey and Tyl er advocated increased ability of all
t eachers, perhaps studying teachers at various career stages

woul d eventually result in nore teachers reaching a higher
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| evel of teaching expertise. |In short, a review of Dewey’s

and Tyler’s literature can provide greater insight to

i nportant teaching principles of today.



180

REFERENCES
Anderson, L. M, Evertson, C. M & Brophy, J. E
(1979). An experinental study of effective teaching in

first-grade reading groups. Elenentary School Journal,

79(4), 193-223.
Axtelle, G (1967). John Dewey’ s conception of the

religious. Religious humanism |, pp. 66-67.

Axtelle, G & Burnett, J. (1970). Dewey on educati on

and schooling. In Boydston, J. (Ed.) Guide to the works of

John Dewey. Carbondal e and Edwardsville: Southern Illinois

Uni versity Press.
Bents, M & Gardner, W (1992). Good teaching: Sone

views and prototypes. Action in Teacher Education, 14(2)

38-42.

Bereiter, C., & Scardamalia, M (1993). Surpassing

ourselves: An inquiry into the nature and inplications of

expertise. Chicago: Open Court.

Berliner, D. (1976). |Inpedinent to the study of

teacher effectiveness. Journal of Teacher Education, 27(1),

5-13.
Berliner, D. (1991). Educational psychol ogy and

pedagogi cal expertise: New findings and new opportunities



181
for thinking about training. Educational Psychol ogist, 26

(2), 145-155.

Bernstein, R J. (1966). John Dewey. New York, NY:

Washi ngt on Square Press, Inc.

Borich, G D. (1992). Effective teaching nethods. (2"

ed.). New York, NY: Macm ||l an Publishing Co.

Borich, G D. (1994). (bservation skills for effective

teaching. New York, NY: Macm |l an Publishing Conpany.
Borko, H, Lalik, R, & Toncthin, E (1987). Student
teachers’ understandi ngs of sucessful and unsuccessf ul

teaching. Teaching & Teacher Education, 3(2), 77-90.

Brandt, R S. (1986). On the expert teacher: A

conversation with David Berliner. Educational Leadership,

ﬂ( 2) y 4_9
Brophy, J.E. (1973). Stability of Teacher

Ef fecti veness. Anerican Educati onal Research Journal,

10(3), 243-252.
Brophy, J. E. (1979). Teacher behavior and its

effects. Journal of educational psychology, 71(6), 733-750.

Brophy, J. E. (1981). Teacher praise: A functional

anal ysis. Review of Educational Research, 51(1), 5-32.

Brophy, J. E. (1983). Inproving instruction: Effective

cl assroom managenent. The School Adm nistrator, 40(7), 33-

36.



182

Brophy, J. & Good, T. L. (1986). Teacher behavi or and

student achievenent. In Wttrock, M C (Ed.), Handbook of

research on teaching (3% ed.). (pp. 328-370). New York

Macm | | an Publ i shi ng Conpany.
Butler, J. (1996). Professional devel opnent: Practice
as text, reflection as process, and self as |ocus.

Austral i an Journal of Education, 40(3), 265-283.

Cahn, S.M (1977). New studies in the phil osophy of

John Dewey. Hanover, NH University Press of New Engl and.

Campbel |, K P. (1990). Personal nornms of experienced
expert suburban hi gh school teachers: Inplications for
sel ecting and retaining outstanding individuals. Action in

Teacher Education, 12(4), 35-40.

Carter, K., Sabers, D., Cushing, K, Pinnegar, S., &
Berliner, D. (1987). Processing and using information about
students: A study of expert, novice, and postul ant teachers.

Teachi ng & Teacher Education, 3(2), 147-157.

Carter, K., Cushing, K, Sabers, D., Stein, P., &
Berliner, D. (1988). Expert-novice differences in
per cei ving and processing visual classroominformation.

Journal of Teacher Education, 39(3), 25-31.

Charness, N. (1989). Expertise in chess and bridge.

In D. Klahr & K. Kotovsky (Eds.), Conpl ex informion




183
processi ng: The inpact of Herbert A Sinon (pp. 183-208).

Hi |l sdale, NJ: Erl baum
Chase, W G, & Sinon, H A (1973). Perception in

chess. Cognitive Psychol ogy, 4(1), 55-81.

Chi, M T. H, Feltovich, P. J., & Gaser, R (1981).
Categori zation and representation of physics problens by

experts and novices. Cognitive Science, 5(2), 121-152.

Clark, C M & Dunn, S. (1991). Second-generation
research on teachers’ planning, intentions, and routines. In

Waxman, H C. and Wal berg, H J. (Eds.). Effective teaching:

Current research. (pp. 184, 187). Ber kel ey, CA: M Cutchan

Publ i shi ng Cor porati on.
Clarridge, P. B. & Berliner, D. C (1991). Perceptions

of student behavior as a function of expertise. Journal of

Cl assroom I nteraction, 26(1), 1-8.

Common, D.L. (1991). 1In search of expertise in

teachi ng. Canadi an Journal of Education, 16(2), 184-197.

Corsaro, W (1981). Entering the child s world. 1In J.

Geen & C. Wllat (Eds.), Ethnography and | anguage in

educational settings (pp.117-146). Norwood, NJ: Abl ex.

Cushing, K S., Sabers, D. S., & Berliner, D. C
(1992). dAynpic gold: Investigations of expertise in

teaching. Educational Horizons, 70(3), 108-114.




184
Czi kszentm halyi, M, and Czi kszentm halyi, I. S

(eds.) 1988. Optinmal experience: Psychological studies of

flow in consciousness. New York, NY: Canbridge University

Pr ess.

DeG oot, A D. (1965). Thought and choice in chess.

The Hague: Mouton.

Depencier, |I. (1967). The history of the | aboratory

school s. Chi cago: Quadrangl e Books.
Dewey, J. D. (1893/1971). Early essays and the study

of ethics: A syllabus. In John Dewey: The early works,

1882-1898 (Vol. 4, pp. 54-61). Carbondal e and Edwardsvill e:
Southern Illinois University Press.
Dewey, J. (1896). The influence of the high school

upon educational nethods. The School Review A Journal of

Secondary Education, 4(1), 1-12.

Dewey, J. (1897). M pedagogic creed. |In H ckman,

L.A & Alexander, T.M (Eds.), The essential Dewey: Vol. 1.

Pragmati sm educati on, denocracy (pp. 229-235). Bl oom ngton

and | ndi anapolis: Indiana University Press.
Dewey, J. D. (1897/1972). The psychol ogi cal aspect of

the school curriculum In John Dewey: The early works,

1882-1898 (Vol. 5, pp. 164-176). Carbondal e and

Edwardsville: Southern Illinois University Press.



185
Dewey, J. (1904/1977). The relation of theory to

practice in education. 1In J. A Boydston (Ed.), John Dewey:

The middl e works, 1899-1924 (Vol. 3, pp. 249-272).

Car bondal e and Edwardsville: Southern Illinois University
Press.
Dewey, J. (1909/1977a). Education, direct and

indirect. 1In J. A Boydston (Ed.), John Dewey: The m ddl e

wor ks, 1899-1924 (Vol. 3, pp. 240-248). Carbondal e and

Edwardsville: Southern Illinois University Press.
Dewey, J. (1909/1977b). Teaching that does not

educate. In J. A Boydston (Ed.), John Dewey: The m ddl e

wor ks, 1899-1924 (Vol. 4, pp. 201-204). Carbondal e and

Edwardsville: Southern Illinois University Press.
Dewey, J. (1910/1970a). Ethical principles underlying

education. In J. J. Findlay (Ed.) Educational Essays

(pp. 19-72). Towbridge & London: Redwood Press Limted.
Dewey, J. (1910/1970b). Psychol ogy and soci al

practice. In J. J. Findlay (Ed.) Educational Essays

(pp. 133-167). Towbridge & London: Redwood Press Limted.
Dewey, J. (1913/1979a). Cut and try school nethods. In

J. A Boydston (Ed.), John Dewey: The m ddl e works, 1899-

1924 (Vol. 7, pp. 106-108). Carbondal e and Edwardsvill e:

Southern Illinois University Press.



186
Dewey, J. (1913/1979b). Professional spirit anong

teachers. In J. A Boydston (Ed.), John Dewey: The m ddl e

wor ks, 1899-1924 (Vol. 7, pp. 109-112). Carbondal e and

Edwar dsville: Southern Illinois University Press.

Dewey, J. & Dewey, E. (1915). School of to-norrow.

New York: E.P. Dutton & Conpany.
Dewey, J. (1916a). Ains in education. In H ckman, L.

A. & Alexander, T. M (Eds.), The essential Dewey: Vol. 1.

Pragmati sm education, denocracy (pp. 250-256). Bl oom ngton

and | ndi anapolis: Indiana University Press.

Dewey, J. (1916b). Denocracy and education: An

i ntroduction to the phil osophy of education. New York: The

Macm | | an Conpany.
Dewey, J. (1916/1980a). The need of an industrial
education in an industrial denocracy. 1In J. A Boydston

(Ed.), John Dewey: The m ddl e works, 1899-1924 (Vol. 10,

pp. 137-143). Carbondal e and Edwardsville: Southern
[Ilinois University Press.
Dewey, J. (1916/1980b). The schools and soci al

preparedness. In J. A Boydston (Ed.), John Dewey: The

m ddl e wor ks, 1899-1924 (Vol. 10, pp. 191-195). Carbondal e

and Edwardsville: Southern Illinois University Press.
Dewey, J. (1917/1980a). Experinment in education. In

J. A Boydston (Ed.), John Dewey: The m ddl e works, 1899-




187
1924 (Vol. 10, pp. 121-124). Carbondal e and Edwardsvill e:

Southern Illinois University Press.
Dewey, J. (1922). Education as engineering. 1In

Hi ckman, L. A & Alexander, T.M (Eds.), The Essential Dewey:

Vol. 1. Pragmatism education, denocracy (pp. 270-273).

Bl oom ngton and | ndi anapolis: |ndiana University Press.
Dewey, J. (1923/1983a). Individuality in education.

In J. A Boydston (Ed.), John Dewey: The mi ddl e works, 1899-

1924 (Vol . 15, pp. 170-179). Carbondal e and Edwardsvill e:
Southern Illinois University Press.
Dewey, J. (1923/1983b). WMaking education a student

affair. 1In J. A Boydston (Ed.), John Dewey: The m ddl e

wor ks, 1899-1924 (Vol. 15, pp. 198-199). Carbondal e and

Edwar dsville: Southern Illinois University Press.
Dewey, J. (1923/1983c). Social purposes in education.

In J. A Boydston (Ed.), John Dewey: The m ddl e works, 1899-

1924 (Vol . 15, pp. 158-169). Carbondal e and Edwardsvill e:
Southern Illinois University Press.
Dewey, J. (1924/1983). The classroomteacher. In J.

A. Boydston (Ed.), John Dewey: The m ddl e works, 1899-1924

(Vol . 15, pp. 180-189). Carbondal e and Edwardsville:
Southern Illinois University Press.
Dewey, J. (1928/1984a). The direction of education.

In J. A Boydston (Ed.), John Dewey: The |ater works, 1925-




188
53 (Vol. 3, pp. 251-256). Carbondal e and Edwardsville:

Southern Illinois University Press.
Dewey, J. (1928/1984b). Progressive education and the

science of education. In J. A Boydston (Ed.), John Dewey:

The | ater works, 1925-53 (Vol. 3, pp. 257-268). Carbondal e

and Edwardsville: Southern Illinois University Press.

Dewey, J. (1929). M Pedagogic Creed. Washi ngton:

Progressi ve Educati on Associ ati on.
Dewey, J. (1930/1984a). The duties and
responsibilities of the teaching profession. 1In J. A

Boydston (Ed.), John Dewey: The | ater works, 1925-53 (Vol.

5, pp. 326-330). Carbondal e and Edwardsville: Southern
[1linois University Press.
Dewey, J. (1930/1984b). How nuch freedomin new

schools? In J. A Boydston (Ed.), John Dewey: The | ater

wor ks, 1925-1953 (Vol. 5, pp. 319-325). Carbondal e and

Edwardsville: Southern Illinois University Press.

Dewey, J. (1931). The way out of educati onal

confusion. Canbridge: Harvard University Press.

Dewey, J. (1932/1985). Monastery, bargain counter, or
| aboratory in education? 1In J. A Boydston (Ed.), John

Dewey: The | ater works, 1925-1953 (Vol. 6, pp. 100-111).

Car bondal e and Edwardsville: Southern Illinois University

Pr ess.



189
Dewey, J. (1933). Wiy have progressive school s?

Current History, 38(4), 441-448.

Dewey, J. (1933/1986a). Native resources in training

thought. In J. A Boydston (Ed.), John Dewey: The | ater

wor ks, 1925-1953 (Vol. 8, pp. 140-155). Carbondal e and

Edwardsville: Southern Illinois University Press.
Dewey, J. (1933/1986b). Wiy reflective thinking nust

be an educational aim In J. A Boydston (Ed.), John Dewey:

The | ater works, 1925-1953 (Vol. 8, pp. 125-139).

Car bondal e and Edwardsville: Southern Illinois University
Press.
Dewey, J. (1934/1980). The need for a phil osophy of

education. In J. A Boydston (Ed.), John Dewey: The m ddl e

wor ks, 1899-1924 (Vol. 9, pp. 194-204). Carbondal e and

Edwardsville: Southern Illinois University Press.
Dewey, J. (1936/1980). The Dewey School : Appendi x 2.

In J. A Boydston (Ed.), John Dewey: The m ddl e works, 1899-

1924 (Vol. 9, pp. 202-216). Carbondal e and Edwardsvill e:
Southern Illinois University Press.
Dewey, J. (1936/1982). The Dewey School: Statenents.

In J. A Boydston (Ed.), John Dewey: The mi ddl e works, 1899-

1924 (Vol. 11, pp. 193-201). Carbondal e and Edwardsvill e:

Southern Illinois University Press.



190
Dewey, J. (1937/1982a). Denocracy and educati onal

admnistration. In J. A Boydston (Ed.), John Dewey: The

m ddl e wor ks, 1899-1924 (Vol. 11, pp. 217-225). Carbondal e

and Edwardsville: Southern Illinois University Press.
Dewey, J. (1937/1982b). Education and soci al change.

In J. A Boydston (Ed.), John Dewey: The m ddl e works, 1899-

1924 (Vol. 11, pp. 408-417). Carbondal e and Edwardsvill e:
Southern Illinois University Press.

Dewey, J. (1937/1987). The forward view A free
teacher in a free society. 1In J. A Boydston (Ed.), John

Dewey: The |ater works, 1925-1953 (Vol. 11, pp. 535-547).

Car bondal e and Edwardsville: Southern Illinois University
Press.

Dewey, J. (1938a). Experience and educati on. New YorKk:

Macm | | an Co.
Dewey, J. (1938b). To those who aspire to the
prof ession of teaching. In Earl G Lockhart, (Ed.), MWy

vocation...or what em nent Anericans think of their calling

(pp. 325-334). New York: H W WIson Conpany.
Dewey, J. (1938/1988). Denocracy and education in the

world of today. In J. A Boydston (Ed.), John Dewey: The

| ater works, 1925-1953 (Vol. 13, pp. 294-303). Carbondal e

and Edwardsville: Southern Illinois University Press.



191
Dewey, J. (1939/1988). Education: 1800-1939. In J. A

Boydston (Ed.), John Dewey: The | ater works, 1925-1953 (Vol.

14, pp. 266-272). Carbondal e and Edwardsville: Southern
[Ilinois University Press.
Dewey, J. D. (1972). The need for a |aboratory school.

In John Dewey: The early works, 1882-1898 (Vol. 5, pp. 433-

435). Carbondal e and Edwardsville: Southern Illinois
University Press. (Not previously published)

Dodds, P. (1994). Cognitive and behavi oral conponents
of expertise in teaching physical education. Quest, 46,
pp. 153-163.

Doyle, W (1977). Paradigns for research on teacher

ef fecti veness. Review of Research in Education, 5, 163-198.

Dreyfuss, H L., & Dreyfus, S. E. (1986). M nd over
machi ne. New York, NY: The Free Press.

Dworkin, M (1959). Dewey on education: Sel ections

with an introduction and notes by Martin S. DworKkin.

Classics in Education, no. 3. New York, NY: Teachers
Col | ege Press.

Dykhui zen, J. (1973). The life and m nd of John Dewey.

Car bondal e: Southern Ilinois University Press.
Ebneier, H & Good, T. L. (1979). The effects of

instructing teachers about good teaching on the mathematics



192
achi evenent of fourth grade students. Anerican Educati onal

Research Journal, 16,(1), 1-16.

Elam S. (1995). How Anerica views its schools: The

PDK/ Gal lup Polls, 1969-1994. Bl oomi ngton, IN. Phi Delta

Kappa Educati onal Foundati on.
Emer, E. T., Evertson, C M & Anderson, L. M (1980).
Ef f ecti ve cl assroom nmanagenent at the begi nning of the

school year. Elenentary School Journal, 80(5), 219-231.

Ericksson, K A, & Smth, J. (Eds.). (1991). Toward a

general theory of expertise. Canbridge: Canbridge

Uni versity Press.

Evertson, C. M, Anderson, C. W, Anderson, L. M &
Brophy, J. E. (1980). Relationships between classroom
behavi ors and student outcones in junior high mathenmatics

and English classes. Anerican Educational Research Jour nal

17(17), 43-60.
Evertson, C M & Emer, E. T. (1982). Effective
managenent at the begi nning of the school year in junior

hi gh cl asses. Journal of Educational Psychol ogy, 74(4),

485-498.
Evertson, C M & Wade, R (1991). The soci al
construction of classroomlessons. |In Waxman, H C. and

Wal berg, H J. (Eds.), Effective teaching: Current research.

Ber kel ey, CA: M Cutchan Publishing Corporation.



193
Galgan, G J. (1988). WMarx and Dewey on the unity of

theory and practice. In W J. Gavin (Ed.), Context over

foundati on: Dewey and Marx (pp. 209-227). Boston: D. Reidel

Publ i shi ng Conpany.
A aser, R (1991). Expertise and assessnent. In

Wttrock, M C & Baker, E. L.(Eds.), Testing and Cognition

(pp.17-30). Englewcod diffs, New Jersey: Prentice-Hall
I nc.

Good, T. L. & Gouws, D. A (1977). Teaching effects:
A process-product study in fourth-grade mathematics

cl assroons. Journal of Teacher Education, 28(3), 49-54.

GQural nik, D. (Ed.)(1982). Wbster’'s New Wrld

Dictionary. (2" ed.). New York: Sinmon & Schuster.

Handal , G & Lauvas, P. (1987). Pronoting reflective

teachi ng: Supervision in action. MIlton Keynes, England:

The Society for Research into H gher Education & Open
Uni versity Press.
Henderson, J., Wnitzky, N, & Kauchak, D. (1996).

Journal of C assroomlInteraction, 31(1), 29-35.

Henry, M A. (1994, February). Differentiating the

expert and experienced Teacher: Quantitative differences in

i nstructional decision maki ng. Paper presented at the

Annual Meeting of the American Association of Colleges for

Teacher Education, Chicago, |IL.



194
Hller, J. H, Fisher, G A, & Kaess, W (1969).

Aneri can Educational Research Journal, 6(4), 661-675.

Hof fman, R R (Ed.). (1992). The psychol ogy of

expertise: Cognitive research and enpirical Al. New York:

Spri nger - Ver | ag.

Housner, L. D. & French, K E. (1994). [Future
directions for research on expertise in |earning,
performance, and instruction in sport and physical activity.
Quest, 46(2), 241-246.

Keren, G (1992). Inproving decisions and judgnents:

The desirable versus the feasible. In Wight, G and

Bol ger, F. (Eds.), Expertise and Deci sion Support, (pp. 25-

46) . New York, NY and London, Engl and: Pl enum Press.
Kyriacou, C. (1993). Research on the devel opnent of
expertise in classroomteaching during initial training and

the first year of teaching. Educational Review, 45(1), 79-

87.
Kyriacou, C. & Newson, G (1982). Teacher
effectiveness: A consideration of research probl ens.

Educati onal Review, 34(1), 3-12.

Lackey, G H Jr. & Rows, M D. (1989). Wsdomin

education: The views of Ralph Tyler. Colunbia, South

Carolina: University of South Carolina.



195
Lanpert, M, & Cark, C (1990). Expert know edge and

expert thinking in teaching: A response to Fl oden and

Klinzing. Educational Researcher, 19(5), 21-23.

Li vingston, C. & Borko, H (1989). Expert-novice
differences in teaching: A cognitive analysis and

inplications for teacher education. Journal of Teacher

Educati on, 40(5), 36-42.

Li vingston, C., & Borko, H (1990). Hi gh school
mat hemati cs review | essons: Expert-novice distinctions.

Journal for Research in Mathematics Education, 21(5), 372-

387.

Mandry, A. (1987). Effective teaching. Saratoga, CA:

R & E Publi shers.

Mayhew, K. & Edwards, A. (1965). The Dewey school .

New Yor k, NY: Atherton Press.
Meriam J. (1965). John Dewey in history. |In Brickman,

W & Lehrer, S. (Eds.), John Dewey: WMaster educator (pp. 17-

24) . New York: Atherton Press.

Nat hanson, J. (1951). John Dewey: The Reconstruction

of the Denocratic Life. New York: Frederick Ungar

Publ i shi ng.

A son, J. (1992). Understandi ng Teachi ng.

Phi | adel phi a: Open University Press.



196
O nstein, A C. (1991). Teacher effectiveness

research: Theoretical considerations. In Waxman, H. C. and

Wal berg, H J. (Eds.), Effective teaching: Current research.

Ber kel ey, CA: M Cutchan Publishing Corporation.

Ornstein, A C (1995). Strategies for effective

teachi ng. Madi son: Brown & Benchmark Publi shers.

OSullivan, M & Doutis, P. (1994). Research on
expertise: Cuideposts for expertise and teacher education in
physi cal education. Quest, 46(2), 176-185.

Peterson, P. & Conmeaux, M (1987). Teachers’ schemata

for classroomevents: The nmental scaffolding of teachers’

t hi nki ng during classroominstruction. Teaching and Teacher

Education, 3(4), 319-331.

Peterson, P. L. & Fennema, E. (1985). Effective
teachi ng, student engagenent in classroomactivities, and
sex-related differences in | earning mathematics. Anerican

Educati onal Research Journal, 22(3), 309-335.

Popham W J. (1971). Performance tests of teaching
proficiency: Rationale, devel opnent, and validation.

Aneri can Educational Research Journal, 8(1), 105-117.

Rosenshi ne, B. (1995). Advances in research in

instruction. The Journal of Educational Research, 88(5),

262- 268.



197
Rosenshine, B. (1976). Recent research on teaching

behavi ors and student achi evenent. Journal of Teacher

Education, 28(1), 61-64.

Rubin, L.J. (1994). Ralph W Tyler: A remenbrance.

Phi Delta Kappan, 75(12), 784-789.

Russell, WF. & Tyler, RW (1940). Education and
adj ust mrent of American youth: A synposium and panel

di scussion. Education Record, 21(3), 413-415.

Ryan, A. (1995). John Dewey and the high tide of

American liberalism New Yor k, NY: WW Norton & Co.

Ryan, W C., & Tyler, R W (1939). Summer wor kshops

in secondary education: An experinment in the in-service

training of teachers and other educational workers. New

York, NY: Progressive Education Association.
Rymhs, R, Allston, D. & Schulz, L. (1993). Effective

teachi ng does make a difference. The Al berta Journal of

Educati onal Research, 39(2), 191-203.

Seynmour, D., & Seynour, T. (1992). Anerica s best

cl assroons: How awar d-w nni ng teachers are shapi ng our

children's future. Princeton, NJ: Peterson’s Cuides.

Shant eau, J. (1992). The psychol ogy of experts: An

alternative view. In Expertise and deci sion support (eds.

Wight & Bolger). New York, NY: Plenum Press.




198
Ski |l beck, M (Ed.). (1970). John Dewey. London: The

Macm | | an Conpany.
Tanner, L. N (1983). Curriculumhistory and

educati onal | eadership. Educational Leadership, 41(3), 38-

42.

Tanner, L. N (1997). Dewey’s Laboratory School :

Lessons for today. New York & London: Teacher’s Col |l ege

Press.
Tillema, H H (1994). Training and professional
expertise: Bridging the gap between new i nformati on and

pre-existing beliefs of teachers. Teaching & Teacher

Education, 10(6), 601-615.

Tobin, K & Fraser, B. J. (1991). Learning from
exenpl ary teachers. In Waxman, H C. and Wl berg, H J.

(Eds.), Effective teaching: Current research (p. 222-223,

231). Berkeley, CA: MCutchan Publishing Corporation.
Tyler, R W (1930a). Evaluating the inportance of

teachers’ activities. Educational Adm nistration and

Supervi sion, 16(4), 287-292.

Tyler, R W (1930b). Training teachers in service

t hrough investigations in teaching. The H gh School

Journal, 13(5), 205-211.

Tyler, R W (1933). Prevailing m sconceptions.

Journal of Hi gher Education, 4(6), 286-289.




199
Tyler, R W (1941). The place of the textbook in

nodern education. Harvard Educational Review, 11(4), 329-

338.
Tyler, R W (1943). Trends in the preparation of

teachers. The School Review, 51(4), 207-212.

Tyler, R W (1944). The responsibility of the school

for the inprovenent of Anerican life. The School Review,

52(7), 400-405.
Tyler, R W (1948a). A place where teachers |earn.

Virginia Journal of Education, 41,(7), 297, 308.

Tyler, R W (1948b). How can we inprove high school

t eachi ng? The School Review, 56(7), 387-399.

Tyler, R W (1948c). Should every high school devel op

a core curriculun? North Central Association Quarterly, 22,

(3), 301- 305.

Tyler, R W (1949). Basic principles of curriculum

and instruction. Chicago, IL: The University of Chicago

Press.
Tyler, R W (1951). Trends in teaching — How research
is affecting our understanding of the | earning process. The

School Review, 59(5), 262-272.

Tyler, R W (1952). Next steps in inproving secondary

education. The School Review, 60(9), 523-531.




200
Tyler, R W (1953). The core curriculum NEA

Bul letin, 42,(9), 563-565.

Tyler, R W (1956). darifying the role of the

el enentary school. El enentary School Journal, 57(1/8), 74-

82.
Tyler, R W (1957/1958). Meeting the challenge of the

gifted. Elenentary School Journal, 58(2) 75-82.

Tyler, R W (1959). Conditions for effective

| earning. NEA Bulletin, 48, (6), 47-49.

Tyler, R W (1965). The know edge expl osi on:

| mpli cations for secondary education. Education Forum 29

(2), 145-153.
Tyler, R W (1971). The concept of functional

education. In S. M MMrrin (Ed.), Functional education

for di sadvantaged youth (pp. 3-23). New York, NY: Conmittee

for Econom c Devel opnent.
Tyler, R W (1974a). A perspective on the issues. In

R W Tyler & R M WIf, (Eds.), Crucial issues in

testing (pp. 1-10). Berkeley, CA: MCutchan Publishing
Cor por at i on.
Tyler, R W (1974b). In retrospect. In R W Tyler &

R M WIf (Eds.), Crucial issues in testing (pp. 169-170).

Ber kel ey, CA: M Cutchan Publishing Corporation.



201
Tyler, R W (1976a). Perspectives on Anmerican

education: Reflections on the past...challenges for the

future. Chicago, IL: Science Research Associates, Inc.

Tyler, R W (Ed.). (1976b). Prospects for research

and devel opnent in education. Berkeley, CA; MCutchan

Publ i shi ng Cor porati on.
Tyler, R W (1976c). Two new enphases in curricul um

devel opnment. Educati onal Leadership, 34(1), 61-71

Tyler, R W (1977a). Toward inproved curricul um

theory: The inside story. Curriculumlnquiry 6(4), 251-256.

Tyler, R W (1977b). Two new enphases in curricul um

devel opment. The Education Digest, 42(6), 11-14.

Tyler, R W (1981). Curriculum devel opnent since

1900. Educational Leadership, 38(8), 598-601.

Tyler, R W (1983). A place called school. Phi Delta

Kappan, 64(7), 462-64.

Tyler, R W (1985). What we’ve | earned from past

studi es of teacher education. Phi Delta Kappan, 66(10),

682- 84.
Tyler, R W (1986-87). The five nost significant

curriculumevents in the twentieth century. Educati onal

Leadershi p, 44(4), 36-38.

Tyler, R W (1987a). Education refornms. Phi Delta

Kappan, 69(4), 277-280.



202
Tyler, R W (1987b). Exam ning the current demands

for curricular reforns froma historical perspective.

Nat i onal Forum Phi Kappa Phi Journal,b 67(3), 12-16.

Tyler, R W (1989a). Educating children frommnority

famlies. Educational Horizons, 67(4), 114-118.

Tyler, R W (1989b). New di nensions in curriculum
devel opnment. In G F. Madaus, & D. Stuffl ebeam (Eds.),

Educati onal evaluation: Cassic works of Ral ph W Tyl er

(pp. 201-207). Boston, MA: Kl uwer Academ c Publi shers.
Tyler, R W, Gagne, R M, & Scriven, M (1967).
Changi ng concepts of educational evaluation. In B. O Smth

(Ed.), Perspectives of Curriculum Evaluation (pp. 13-18).

Chicago: IL: Rand McNally & Conpany.
Tyler, R W & Mller, R I. (1962). Social forces and

trends. NEA Journal, 51(6), 27-28.

Wwal berg, H J. (1991). Productive teaching and
i nstruction: Assessing the know edge base. In Waxman, H C

and Wal berg, H J. (Eds.), Effective teaching: Current

research (pp. 41-42). Berkeley, CA: MCutchan Publi shing
Cor por at i on.
Wal berg, H J. (1986). Synthesis of research on

teaching. In Wttrock, MC (Ed.), Handbook of research on

teaching (3'¢ ed.)(pp. 328-370). New York: Macmillan

Publ i shi ng Conpany.



203
Waples, D. & Tyler, R (1930). Research nethods and

teachers’ problens. New York: NY; The MacM || an Conpany.

Webb, K, & Blond, J. (1995). Teacher know edge: The

rel ati onship between caring and know ng. Teaching & Teacher

Education, 11(6), 611-625.

Wl ker, R (1991). Expertise and the teacher as
expert: Rethinking a questionable netaphor. Anerican

Educati onal Research Journal, 28(1), 19-35.

West br ook, Robert B. (1991). John Dewey and Aneri can

denocracy. |Ithaca: NY; Cornell University Press.

Wnne, P. H & Marx, R W (1982). Students’ and
teachers’ views of thinking processes for classroom

| earning. The Elenentary School Journal, 82(5), 493-518.

Wnitzky, N, Kauchak, D., & Kelly, M (1994).

Measuring teachers’ structural know edge. Teaching &

Teacher Education, 10(2), 125-139.

Wight, G and Bolger, F. (Eds.)(1992). Expertise and

deci si on support. New York, NY and London, England: Pl enum

Press.
Young, E. L. (1972). Dewey and Bruner: A common

ground? Educational Theory, 22(1), 58-68, 77.




	LIST OF TABLES
	Assumptions
	This research is based on historical documents, with verification depending on replication of sources.
	Definition of Terms

	CHAPTER 2
	OVERVIEW OF EFFECTIVE AND EXPERT TEACHING
	This chapter reviews literature on effective and expert teaching.  From the literature review, characteristics of effective teaching are highlighted and specific studies are included.  This chapter also reviews concepts and ideals of effective teaching f
	Effective Teaching
	Meaning
	Planning
	Classroom Management

	Table 2
	
	
	Effective Teaching Practices



	Table 3
	Effective Teaching Traits

	Trait				Description
	Meaning				Adds meaning to lessons
	Interaction	Teachers interact with students, concerned about students
	
	
	
	Pacing/Engaged time	Opportunity to learn


	Experts
	What Education Is
	Ethics
	Psychology
	
	
	Thinking and Reflecting for Students



	Thinking and Reflecting for Teachers
	Objectives.
	Progressive Schools
	
	
	The Dewey Laboratory School



	Summary



	Teaching Beliefs For Educational Purpose
	Teaching Beliefs About What School Is
	
	
	
	
	
	Teaching Beliefs for Subject Matter
	Nature of Teaching Methods
	Teaching Beliefs about the School and Social Progress





	Selecting Learning Experiences
	Organizing Learning Experiences
	
	
	
	
	Tyler’s Teaching Characteristics_________________________





	Educational Purpose

	Investigate the learner
	Begin with student interest
	Connect life and learning
	Objectives for changing behavior
	Psychology of learner
	Motivation – meet social needs of student
	Selecting Learning Experiences
	Opportunity for practice
	Experiences are appropriate
	Include meaning
	Active student participation in planning
	Connect experiences from school to community
	Problem solving
	Variety of experiences
	Flexible to change experiences
	Make education relevant
	Teach all students
	Organizing Learning Experiences
	
	
	
	
	
	Evaluating Learning Experiences

	What are Current Practices of
	Effective and Expert Teaching?
	Selecting Learning Experiences
	Evaluating Learning Experiences






	Meaning and Relevancy
	
	
	
	Classroom Management and Discipline




	Teaching Methods
	
	
	
	
	
	Problem-solving for Students and Teachers
	Reflection






	Professional Spirit and Enthusiasm

