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ABSTRACT 
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This research was conducted to study how five 

home economics teachers learned three new teaching tech

niques through an inservice distance education project. 

The researcher looked specifically at: (1) How effective 

were video assisted self-instructional packets for 

teaching individual learners new methods of instruction? 

(2) How do teachers transfer knowledge of a particular 

method to actual classroom use? Lastly, (3) Is there a 

relationship between one's learning style and style of 

teaching? Each case study draws upon data from the 

participant's background, test scroes, interviews, self-

reports, staff reports, student products, and evaluator 

observations. 

Researchers speculate that for the three of the 

five teachers, whose post test scores and videotaped 

demonstration of a method in use in their classroom, 

their learning style may influence their style of 

teaching. The other two teachers, who were unable to 

transfer the information, did not have consistent 

learning styles, were not comfortable users of the media, 

and reported having too many things going on in their 

personal life which interferred with the learning process. 
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INTRODUCTION 

During times of limited budgets and threats of 

cut-backs, providers of professional development programs 

must be concerned with course effectiveness and cost for 

participants in terms of time and money. Consequently, 

the characteristics of effective inservice education 

programs have been a popular area of study. 

Researchers studying the delivery of inservice 

education have focused on such areas as the needs of 

teachers at various career stages (Christensen, Burke, 

Fessler, and Hagstrom, 1983), elements of effective pro

grams (Sparks, 1983), and reported effectiveness of 

various distance education methods (Kelly, Paris, 

Sweedler, and Doiron, 1985). Traditionally, inservice 

programs have either been offered through face to face 

meetings in a central location or through radio, tele

vision, or written packets. With the integration of 

technology into education, inservice opportunities are 

being implemented through videotape, computer, and, in 

some locations, interactive video. 

Currently, there are an estimated 10,000 U.S. 

companies using video for training and communications 



programs (Cartwright, 1986). Industries are using this 

medium to: provide employee orientations, to teach 

sales, customer and safety procedures, and to offer 

beginning through advanced skill training. 

Formal education has also integrated video into 

the classroom. From the preschool level through graduat 

training, educators are using this media to: teach 

particular skills, to review information, to promote 

self-evaluation, and to evoke student interest. 

Despite its widespread use, evaluation of \/ideo 

as an effective instructional media is not consistent 

from one study to another. Moldstad (1974) attributes 

this to a number of problems, such as poor research 

designs, data collection methods, and sample selection. 

However, when attention is given to the match between 

media attributes and learner characteristics, Wilkinson 

(1980) noted that video programs can have a significant 

impact on student achievement and self image. 

Specifically, when teaching adults, Apps (1985) 

concluded that there are a great number of factors that 

influence learning. Factors such as income level, 

beliefs, political views, and personal situation influ

ence the learning process of adults. Moreover, in an 

extensive literature review on teacher development, 

Christensen et al. (1983) concluded that adults have the 
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need to learn quickly and continue with daily activities 

and responsibilities. 

In addition, an adult's particular learning style 

appears to influence how one learns. In recent years, 

researchers have designed different inventories and 

questionnaires to measure an individual's learning style. 

Recently, there has been considerable discussion about 

the need to match a student's learning style to partic

ular teaching methods. Numerous studies sampled pre

school through college learners (Gregorc, 1979; Hunt, 

1979) seeking to establish a variety of student learning 

styles and to hypothesize that teachers need to teach to 

these styles in order to increase their effectiveness. 

But one glaring hole in the research remains. Do 

teachers teach the way they learn? Does a teacher's own 

learning style influence their ability to learn new 

methods of instruction? Assuming that video programs can 

be carefully integrated into a graduate education course, 

can teachers learn new teaching techniques from this 

media? Or, will their learning style, stage of develop

ment, or comfort with the media interfere with the abil

ity to learn new teaching methods? 

There are many unanswered questions to these 

educational issues. Theories are yet to be developed. 
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But through case studies, such as this one, insight may 

be given to future studies. 

Statement of the Problem 

For the past three years, Arizona has been with

out state home economics inservice teacher educators, who 

were responsible for providing up-to-date, face to face 

training around the state. Even though these positions 

were eliminated, the need for training and updating still 

exists. Thus, it became the goal of this study to find 

alternative methods to meet the inservice needs of 

southern Arizona home economics teachers. 

The most feasible way of delivering this informa

tion to the audience seemed to be through distance edu

cation for the following reasons: (1) the state does not 

have a technological outreach information system; and (2) 

the physical distance factor for over half of the home 

economics teachers in southern Arizona made travel to on-

campus classes prohibitive (Kelly, 1985). 

For teachers who are at a distance from the 

university, video maybe the instructional media that best 

assists teachers in learning new methods of instruction 

due to various video attributes. However, an individ

ual's learning style or characteristics may influence 



both learning and application of the newly acquired 

technique to the classroom. 

This study is concerned with how home economics 

teachers learn new teaching techniques through video 

assisted self-instructional packets and transfer the 

knowledge of new teaching techniques to actual classroom 

use. In addition, the relationship between one's 

learning style and style of teaching is explored. 

Study Objectives 

The objectives of this study were to: 

1. Evaluate the effectiveness of video assisted 

self-instructional packets for teaching indi

viduals new methods of instruction. 

2. Observe how teachers transfer knowledge of a 

particular method to actual classroom use. 

3. Explore the relationship between one's learning 

style and style of teaching. 

Research Questions 

Through case studies of five southern Arizona 

home economics teachers the following research questions 

were answered: 

1. How effective were video assisted self-instruc-

i-.ional packets for teaching individual learners 

new methods of instruction? 
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2. How do teachers transfer knowledge of a partic

ular method to actual classroom use? 

3. Is there a relationship between one's learning 

style and style of teaching? 

Definition of Terms 

For the purposes of this study, the following 

were operationally defined: 

1. Concept Attainment - a method of instruction 

whereby students learn through collecting and 

organizing information into concepts or ideas. 

Classified as an information processing model, this 

method was developed by Jerome Bruner. 

2. Daily Log of Teaching Strategies - researcher 

developed log sheet for teachers to report daily 

use of teaching methods. 

3. Learning Style Inventory - a self-report inventory 

developed by Kolb (1976) to assess a person's orien

tation to learning. 

4. Learning Style - a person's unique orientation to 

learning. 

5. Models of Teaching - methods of instruction organized 

into four models on the basis of their goals and 

approaches. The four models are information proces

sing, social, personal and behavior modification. 
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They were developed by Marsha Weil and Bruce Joyce 

(1978). 

6. Simulation - a method of instruction whereby students 

experience various social processes and examine 

their own reactions to them in a group setting. 

Classified as a social model, this method was 

developed by Sarene Boocock. 

7. SoC Questionnaire - a self-report questionnaire 

developed by Hall, George, & Rutherford (1979) to 

measure an individual's concern about a particular 

innovation. 

8. Synectics - a method of instruction whereby students 

learn creative thinking and problem solving skills. 

Classified as a personal, self-directed model, this 

method was developed by William Gordon. 

9. Style of Teaching - the characteristic manner that a 

teacher uses to interact with their students. 

10. Teacher career stage inventory (TCS) - a interview 

instrument focusing on a teacher's personal and profes

sional development. This inventory was developed by 

Paul R. Burden (1982). 
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LITERATURE REVIEW 

The purpose of this qualitative research study is 

to examine how teachers who are at a distance from the 

university learn new methods of instruction through self-

instructional videotape packages and transfer that 

knowledge to actual classroom use. 

This research is part of a larger study which 

Kelly undertook in 1985. This study particularly focuses 

on (1) evaluating how effective self-instructional video 

packages are for teaching individual learners new methods 

of instruction? (2) studying how teachers transfer con

crete knowledge of a particular method to actual class

room use; and (3) exploring relationships between 

learning style and style of teaching. 

In this chapter, literature concerning (1) in-

service education; (2) instructional technology; (3) 

adult learning theories and characteristics; and (4) the 

relationship between learning style and style of 

teaching. 

Inservice Education 

?or a number of years researchers have studied 

how teachers learn and what might influence their 
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learning through inservice education (Wade, 1985). In-

service teacher education has been defined as "all 

activities engaged in by professional personnel during 

their service and designed to contribute to improvement 

on the job" (Kilgore, 1984, p. 3). Inservice activities 

have ranged from short workshops to semester classes 

offered by institutions of higher learning. 

A number of extensive reviews conducted on the 

results of inservice training distinguished the benefits 

of certain program design elements. Sparks (1983) con-

clals-»l that inservice education needed to be presented in 

short segments spaced over time. Hilliard (1985) claimed 

that the most effective adult learning courses included 

supplemental written or other appropriate materials with 

thu \'lsuh1 source. Wade (1985) concluded that effective 

inservice education was influenced by: (1) use of video 

feedback techniques, (2) use of independent study, and 

(3) federal, state or university program sponsorship. 

An adult's need to immediately apply the new 

information to their current situation and get on with 

th<> daily demands of life is another important element of 

inservice education that does not directly affect the 

program design but does influence overall effectiveness. 

Christensen, Burke, Fessler, and Hagstrom (1985, p. 3) 

stated that "adults tend to experience a need to learn 



quickly and get on with living." The researchers per

ceived that an adult's time was such a scarce commodity 

that they continually learn and apply relevant infor

mation to their current situation. 

In addition to an adult's limited time to engage 

in educational activities, a learner's physical location 

was perceived by Kelly, Paris, Sweedler, and Doiron 

(1985) to be an important factor to participation in 

inservice activities. Because of this important fact, 

offering inservice education through distance instruction 

methods was viewed as an alternative to Cnce to face 

instruction. 

Distance instruction or distance learning has 

been commonly used to define instruction that takes place 

when the learner was removed from either the instructor 

and/or instructional materials (Levinson, 1985). Early 

research on innovative distance education programs around 

the country has been encouraging. Many distance edu

cation inservice programs delivered by radio, television, 

videotape, computer and/or correspondence are character

ized by high achievement scores and percentile completion 

rates (Kelly et al., 1985). Such methods of distance 

instruction also reduced the learner's time investment 

for travel to on-site training, making it cost efficient. 

In fact, Levinson (1985) estimated the cost of distance 



programs to be equal to or as little as 1/10 the cost of 

on-site inservice. 

Instructional Technology 

Instcaot.i.onal technology entered the field of 

education during the behavioralist era. As new media 

emerged and was employed for instructional purposes, 

researchers focused on discovering the one best media fo 

learning. In 1986, Clark and Salomon reviewed the 

available literature on media in teaching for the 

Handbook of Research on Teaching. Results ranged from 

heavily favoring technology, to strong support for 

traditional face to face instruction. Yet, the most 

common conclusion drawn from the reviewed research was 

that there was no significant difference between face to 

face instruction and programs that substituted instruc

tional technology for traditional instruction methods. 

Clark and Salomon (1986) concluded that early 

researchers assumed learners were reactive and as a 

result, their research designs focused on how the media 

controlled learner behavior. As media was integrated 

into the educational field, researchers continued 

designing studies trying to establish the most effective 

instructional media. 
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Since each media has its own unique attributes, 

the focus of research has shifted to identifying critical 

at-tributes of each media and developing theories on how 

the media as a whole influences learning (Wilkinson, 

1980) . For example, videotape has the ability to: cap

ture movement? provide repetition and immediate playback; 

integrate sight, feeling, and sound in one presentation; 

produce realistic models; and share timely, current 

information (Cartwright, 1986; Lawrason, 1975; Torrence, 

1985; Webster, 1984). 

A related area of research has focused on how 

learner or attributes combined with instructional media 

influences the learning process (Salomon, 1979; Jonassen, 

1985). Salomon (1979) and more recently, Salomon and 

Gardner (1986) have been concerned with the learner's 

prior knowledge, learning style or preferences, exper

ience and comfort with the instructional media for a 

particular purpose, and perception of the task. Powers 

and Russell (1980) examined selected learner aptitudes 

when presented with lecture versus videotaped presen

tations . 

In a meta-analysis on the use of instructional 

technology with college students, Kulik, Kulik, & Cohen 

(1980) concluded that the course completion rates were 

higher for classes taught with instructional technology 



than classes without it. Collected data from student 

rating sheets and achievement scores also indicated that 

students clearly favored the classes using technology. 

However, the effect sizes were not large. Therefore, 

Kulik et al. (1980) concluded that instructional tech

nology would not raise every student's achievement to the 

same level. 

In another study, Daniels (1985) concluded that 

when the researcher focused only on the technology to 

produce differences in student achievement, there were no 

significant differences. However, when the researcher 

identified student and teacher attributes as the control

ling variables, the results indicated there was a 

difference in media effectiveness. For example, Powers 

and Russell (1980) investigated college student aptitudes 

when instructed through two different treatment groups — 

videotape versus lecture. With respect to the student's 

ability to immediately recall information, results 

favored the lecture method. Powers and Russell 

attributed these findings to the possibility that as 

experienced learners, college students have learned 

effectively how to process lecture presentations. Alter

natively, they proposed that the students were appre

hensive and less comfortable with the instructional 

presentation through videotape since they were less 



experienced with the new technology. 

Another focus in recent research has explored 

which media was most efficient and effective for the 

particular task to be learned (Salomon, 1979). For 

example, if you plan to teach something that contains 

movement, some information would be lost if you decided 

to teach the information through the use of charts or 

graphs, versus film, videotape, or any other media thai-, 

had the ability to capture simultaneous movement. 

In light of the current redirection in media 

research, Wilkinson (1980) noted that results were still 

conflicting and lacked significant findings in either 

direction. Moldstad (1974) attributed these inconsis

tencies to problems with: research designs, sampling 

procedures, integration of media into educational pro

grams, and data collection instruments. After reviewing a 

number of studies, the author concluded that multimedia 

educational programs are usually preferred by students, 

and facilitate equal amounts of learning in significantly 

less time. 

Instructional Videotape 

Videotape is a popular media for delivering 

training and informational programs. It has been demon

strated as an effective training tool for learners from 
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preschool through adult education (Cartwright, 1986). 

However, there are many advantages and disadvantages in 

using videotape for instruction that must be considered. 

The camera and video recorder (VCR) are becoming more 

compact in size and easier to operate (Webster, 1984). 

With this technological development, the camera and VCR 

have also become increasing affordable for school and 

home buyers. 

Another advantage to instructional videotape is 

the opportunity to learn in one's own home and at a self 

selected time (Kelly et al., 1985). Thus, the advantage 

of a course that selects videotape as the delivery 

vehicle is that it opens college enrollment to a whole 

new population, thus potentially expanding the clientele 

base (Cartwright, 1986). Another advantage of a well 

designed videotaped program is that it can save the 

viewer up to 75% of the time it would take if they were 

leai-'iiiiy it through the lecture method (Cartwright, 

1986). This advantage is achieved since designers of 

video programs present only the necessary information in 

a well planned lesson, often using a variety of media and 

instructional tools. 

Control of the video lesson is a significant 

advantage for the individual learner (Schumacher, 1967, 

p.5). If a segment needs to be repeated, a learner can 
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view the portion over and over again, until it becomes 

clear in their mind. Thus, videotape allows the learner 

to actively control the learning situation. 

Video allows the learner to attain information 

through at le-vst three senses (Torrence, 1985). Learners 

can cognitively acquire the information through seeing 

and hearing. When the task is performed through psycho

motor activity, the viewer can model the proper actions. 

Motion, close-ups, and images of the instructor recorded 

on tape can motivate the learner and evoke emotion. 

A significant disadvantage to delivering inser-

vice education through videotape is the viewer's expec

tation of a flashy, entertaining production such as the 

ones they see on television and in professional produc

tions (Cartwright, 1986). This type of production is 

often out of the developers budget as lighting, 

directing, editing, and reproduction costs are high. 

Cartwright (1986) estimated that a fairly sophisticated 

videotape program would cost approximately $500 to $1000 

per finished minute. Therefore, a significant disadvan

tage of delivering distance education instruction through 

videotape is the high production cost. 

Production of effective videotape programs also 

requires more preparation time by the instructor, so one 

does not become a "talking head" (e.g., primarily a 
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videotape of a person lecturing). Instructors must use 

all of the capabilities of videotape to greatly enhance 

learning opportunities (Bair, 1967). To make a 

successful instructional video, the product should con

tain moving images, charts, photographs, slides, 

displays, and the actual learning environment. 

To summarize, the following are advantages of 

instructional video: (1) compact size, ease in 

operating, and affordability; (2) learners ability to 

control the learning environment; and (3) use of this 

medium to learn in a variety of ways. The main disadvan

tage of video is the high production and preparation 

cost. 

Adult Learning Theories and Characteristics 

Malcolm Knowles (1973) proposed that teaching 

adults was totally different from teaching youth. This 

would imply that when one instructs adult learners versus 

a youth audience, there are a number of adult learning 

theories and characteristics that instructors should know 

and use. 

In 1985, Jerold W. Apps described how, what, and 

why an adult pursues learning. He believes psycholog

ical, socio-logical, biological, historical, and 

political forces influence adult learning. 



Psychologically, adults learn as a result of previous 

mental training. At the same time, adults are affected 

by sociological forces, including their income level and 

amount of education. Biological changes, such as a 

decrease in one's reaction time and ability to hear and 

see, occur as an adult advances in age. Historical 

events (i.e., the Depression, Vietnam conflict) induce 

certain values, beliefs and ideals in each individual. 

In addition, one's political views could sway how and 

what an individual learns. 

In summary, Apps emphasized that an adult's 

learning process is influenced by a personal, intricate 

web of forces that should be considered when designing an 

adult education course. 

Furthermore, researchers theorize that we process 

or learn information differently depending upon what we 

are expected to do with it and our prior experience with 

similar knowledge. Reviewing studies on cognitive trans

fer from programming Salomon and Perkins (1987) described 

the difference between "low road transfer" and "high road 

transfer". Low road transfer occurs when an individual 

processes the information almost automatically, whereas 

high road transfer transpires when the task requires 

selectively applying the new information to another 

situation. To achieve high road transfer, the learner 



must have used cognitive effort and mindful decontext-

ualization. The learner also must have been motivated 

and possessed some cognitive skills. Thus, teachers who 

learn new methods of instruction and employ them in their 

classroom utilize high road transfer. 

Learner characteristics 

When investigating adult learning, one could also 

look at an individual's stage of development. Brundage 

and MacKeracher (1980) believed that a person's life 

stage could influence how and what they learned. They 

explained that if an adult was in a stage of transition, 

they were more likely to be interested and challenger! to 

learn something new than a person content in their 

current stage of life. For example, a new teacher or one 

who has just resigned from teaching would likely be in a 

stage of transition and ready to expand or acquire new 

talents or interests. 

In a similar vein, Burden (1983) noted that 

teachers pass through three career development stages. 

The first year of teaching (Stage 1) is described as the 

survival stage. New teachers are trying to: master 

skills, control feelings of inadequacy, and develop 

record keeping, motivation and disciplinary strategies. 

During a teacher's second through fourth year of 



teaching, Burden established that they enter Stage 2, 

called the adjustment stage. Stage 2 teachers report 

increasing their knowledge of teaching activities, 

student needs and curriculum. In addition, their confi

dence and ease of teaching increases. Burden refers to 

Stage 3 as the mature stage. Having taught five years or 

more, teachers in this stage expressed a willingness to 

try new teaching methods in order to meet the needs of 

their individual students. Stage 3 teachers are also 

found to be more confident and comfortable in their 

professional role. Since each period is characterized by 

different concerns, Burden concluded that teachers could 

benefit more from inservice training that focused on 

information relevant to their stage of development. 

Change affects each individual in a different 

way. Some people resist change while others embrace it. 

In order to look at people's responses to change, 

researchers developed two frameworks to look at a per

son's concern or use of an innovation. One framework, 

called Levels of Use of the Innovation (LoU), accounted 

for the individual's skill, knowledge, and performance 

with the innovation (Hall, Loucks, Rutherford, & Newlove, 

1975). The other framework, Stages of Concern About the 

Innovation (SoC), focused on the individual's feelings, 

thoughts, and concerns about the innovation (Hall, 



George, & Rutherford, 1979). Thus, if an individual was 

a non-user of an instructional media, such as videotape, 

their level of concern about the innovation would be 

different from that of an experienced user. 

An individual's learning style is another area 

where conceptual disagreement among researchers still 

exists. Dunn (1984, p. 12) defined learning style as 

"the way each person absorbs and retains information 

and/or skills." Keefe (1979) claimed that learning style 

included not only cognitive style but also affective and 

physiological styles. 

While each individual possesses his/her own 

unique process for learning new information, Kolb (1976) 

has shown that people rely heavily on one strategy or 

learning style. Kolb (1976) and Gregorc (1982) believe 

preferred learning style is a result of heredity and the 

past and present interaction with the environment, 

school, work, and home. 

Kolb's Learning Style Inventory was developed to 

"assess individual orientations towards learning" (Kolb, 

1976, p. 67). The 1985 revised Learning Style Inventory 

(LSI) is a 12 item, rank-ordered test which clusters the 

the learning style within four modes: Concrete 

Experience (Feeling); Reflective Observation (Watching); 

Abstract Conceptualization (Thinking); and Active 
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Experimentation (Doing). Each labeled mode is located on 

a quadrant side. Thus, each of the four learning styles: 

Accommodator, Diverger, Assimilator, and Converger, is a 

product of two modes. An Accommodator learns primarily 

from "feeling" and "doing". A Diverger relies primarily 

upon "feeling" and "watching". Assimilators prefer to 

learn through "watching" and "thinking"; whereas a 

Converger relies upon "thinking" and "doing". 

Kendall and Sproles (1986) referred to Kolb's 

inventory as "one of the most well-developed approaches 

to learning styles, from both the theoretical and empir

ical perspectives," (p. 2). Reliability statistics have 

been generated for this inventory, which allows us to 

compare one's normative learning approach to another's 

(Kolb, 1976; Fox, 1984; Learning Style Inventory, 1985). 

Style of Teaching 

Kolb believes that an individual's unique learn

ing style is a product of one's past experiences. Simi

larly, The Encyclopedia of Education notes that one's 

teaching style is also a product of owns training, exper

ience, and personal qualities. For those involved in 

delivering inservice training to teachers, the explor

ation of the relationship between one's learning and 

style of teaching is a topic of great interest. 
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A teacher's role requires one to constantly 

interact with students. Since learning situations 

change, a teacher uses different methods to provide 

information, leadership, or guidance to students. The 

characteristic manner that a teacher uses to interact 

with students may be thought of as a style of teaching. 

Some researchers in teacher education believe 

that an individual should master a single model or 

technique. For instance, Sirotnik (1983) found that many 

teachers utilized only a limited number of methods. He 

noted that the majority of class time was spent with 

teachers lecturing <">r students working on written 

assignments. 

Yet others, such as Smith and Renzulli (1984), 

believe the number of teaching techniques used in a 

classroom influences a teacher's effectiveness. Specifi

cally, they speculated that there might be a connection 

between the number of methods a teacher used in his/her 

classroom and the quality of instruction. This would 

suggest that if a teacher could broaden his/her style of 

teaching, he/she might be more effective. 

W<=>il and Joyce (1978) believe that in order for 

teachers to grow, they must continually master new models 

of teaching and use them effectively. In a selected 

review of research, Joyce, Showers, and Bennett (1987) 



found that almost all teachers could learn a wide variety 

of techniques when training included four essential 

parts: (1) presentation of theory, (2) demonstration of 

the strategy, (3) time to practice it, and (4) prompt 

feedback. An important variable seemed to be flexibility 

in learning how to incorporate these new methods into 

their teaching repertoire. 

While Joyce et al. (1987) believe that teachers 

can learn new methods, what happens when they try to 

implement methods that are different from their basic 

teaching repertoire? Both students and teachers reported 

that they experienced stress, frustration and burnout 

when they had to either learn from or use methods that 

were inconsistent with their learning style (Smith & 

Renzulli, 1984). 

Researchers have stated that theoretically, it 

has not been established if learning style influences 

one's style of teaching (Hunt, 1983). Lyons (1985) com

pleted a research study suggesting there was a relation

ship between the two. The study focused on a sample of 

20 qualitative journals kept by student teachers. 

Furthermore, Barbe and Milone (1980) and Friedman and 

Alley (1984) believed that if a teacher was not aware of 

research on learning styles and individual styles of 

teaching, he/she would naturally select methods of 



instruction that fit one's own preferred learning style. 

These researchers stated that subconsciously, teachers 

believe that the way they learn most efficiently was also 

the way their students will learn best. As previously 

stated there is almost no empirical evidence that a 

relationship exists yet, Hunt (1983) believes that "one's 

learning style was closely related to one's preferred 

teaching style" (p. 2). 

Summary 

Due to reported effectiveness and cost 

efficiency for learners and instructors, inservice 

distance education has been viewed as an alternative to 

face to face instruction. Moreover, advances in tech

nology have constantly improved and expanded opportun

ities to offer instruction through distance education 

methods. Researchers have established that each media 

possesses unique attributes that have a significant 

influence upon an individual's learning process. For 

teachers who are at a distance from the university, video 

may be the instructional media that best asst*i.s teachers 

in learning new methods of instruction due to various 

video attributes. 

As each media possesses its own attributes, each 

individual has unique learner characteristics that affect 
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the learning process. These attributes, such as learning 

style, stage of concern for an innovation, and career 

development stage are a product of many complex forces 

from past and present experiences. Thus, when trying to 

teach instructors new methods through technology, the 

researcher needs to be concerned with interactions 

between various media and learner attributes. 

Once teachers have shown that they understand the 

principles behind the method, how do they transfer the 

knowledge to use in their teaching repertoire? Research 

states that one's learning style and style of teaching 

are both a product of one's past and present experiences. 

Due to this similarity, it is possible that there is a 

relationship between the way one learns and teaches. 



Chapter 3 

CASE STUDY DESIGN AND RESEARCH PROCEDURES 

This research investigated how teachers who were 

at a distance from campus learned new methods of teaching 

through self-instructional video packages. This study 

was part of a larger research project whereby Kelly 

(1985) looked at teacher learning via video, computer, 

and correspondence media packages. This thesis focuses 

on five case studies that comprised the video group. 

This chapter is organized into seven parts. They 

are: research design, sample selection and description, 

instrumentation, treatment, assumptions and limitations, 

data collection procedures, and data analysis. 

Research Design 

The qualitative approach using descriptive case 

studies was chosen for a number of reasons. Qualitative 

research allows investigators to look in-depth at a small 

number of cases (Isaac and Michael, 1985). Due to the 

complexity of the research project and available funds, 

the project could incorporate only a small number of 

volunteer teachers into three media groups. This small 

number allowed researchers to: conduct interviews in a 

natural setting; consider the research participants' 



feelings, ideas, and perspectives; and observe partici

pants as they interacted with the environment (Jacob, 

1988). This approach allowed the researchers to examine 

the experiences of these teachers from a holistic per

spective utilizing first-hand, face to face data (Rist, 

1977) . 

A second reason for selecting the qualitative 

approach was the lack of existing theory or research 

studies that could be used to design a more focused study 

(Fielding and Fielding, 1986). Research has not yet 

established the effectiveness of using media to teach 

individuals new methods of teaching. Also, it has not 

been concluded if teacher's learning style affects their 

ability to learn new methods or implement them in their 

classroom. 

Researchers select to employ the case study 

approach when they have a large number of variables that 

they wish to collect data for with a small number of 

research participants (Fehrenbacher, Owens, & Haenn, 

1976). The data is then organized into narratives for 

each individual. 

Fehrenbacher et al. (1976) characterize a case 

study in terms of the following advantages. First, the 

use of a case study approach allows researchers to focus 

on the individual as the unit of analysis. As a result, 



the individual and the program become the basis for 

evaluation. Secondly, the case study approach allows 

researcher to look at data collected from a relatively 

small number of individuals in a holistic way, which is 

an important characteristics of qualitative research. 

The researcher is not narrowly focused on a few vari

ables, but collects descriptive information. As in this 

study data included participant's background, tests 

scores, self-reports, staff reports, student products, 

and evaluator observations were collected for analysis. 

Strength to each case is established as cross-validation 

of data is integrated into the descriptions. Thirdly, 

data is usually gathered as a result of predetermined 

questions, but an additional characteristic of the case 

study approach is the ability to be flexible when needed 

(Fehrenbacher et al., 1976). 

Sample Selection and Description 

In November, 1985, all southern Arizona junior 

and senior high home economics teachers (n=148), were 

invited to participate in the Inservice Distance 

Education Project (InDEP) project (Kelly, 1985; Paris, 

1986). The purpose of this project was to experiment 

with delivering home economics inservice education to 

teachers at a distance from campus. Delivery of this 
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instruction took three different forms: correspondence, 

computer, and video. Thirty-one teachers expressed an 

interest in receiving additional information about the 

project. Due to limited funding, 24 of 31 volunteer 

teachers were purposely chosen to provide a represent

ative sample of southern Arizona home economics teachers. 

Due to the complexity of the project, no alternates were 

selected. The original 24 were selection based on the 

following criteria. (1) The location of the school. 

Arizona population statistics were used to categorize 

rural versus urban schools. If the school was in a city 

of 10,000 people or more it was categorized as urban. If 

the school was in a city or town of less than 10,000 

people it was categorized as rural. (2) Teacher stage of 

development. Research by Christensen, Burke, Fessler, 

and Hagstrom (1983) and Burden (1982) concluded that the 

stage teachers were in at the time of the inservice 

training would affect their learning. Due to this 

theory, research participants were selected for the pro

ject partially on the basis of their years of teaching 

experience. (3) Availability of media. Since it was 

essential for the participants to have access to media, 

information was collected on school or home availability 

of a half-inch video-cassette player (VCR) and/or an 

Apple computer. 4) Comfort with the media. Hall et al. 



(1979) concluded that an individual's ability to adopt a 

new innovation was related to his/her comfort with how 

the new idea or practice was delivered to them. The 

Stages of Concern questionnaire measures an individual's 

concern for specific innovation into different stages of 

concern. 

Using these four criteria, the 24 participants 

were placed randomly into the three media groups. Each 

media group began the research project with a represen

tative sample of different selection criteria character

istics. 

The attributes of project participants are 

described in Table 1. Since the computer and correspon

dence groups were part of the inservice distance 

education project but not directly part of this study, 

they will not be explained in-depth, only compared to 

when necessary. The characteristics of eight original 

members of the video group are presented in Table 2. 

Assumptions and Limitations 

The following assumptions were made by the 

researcher in this study. First, teachers who volun

teered to take part in this research project were a 

representative sample of southern Arizona home economics 

teachers. Second, it was also assumed that the four 



TABLE 1 

Description of Inservice Distance Education Project 
Participants By Media Groups 

Media Participant Locale Stage of Available SoC 
Group Number Development Media 

86 86 

Video 101 Urban 3 S* 1 
Video 103 Urban 3 s  3 
Video 111 Rural 3 s  1 
Video 112 Urban 2 s  1 
Video 114 Rural 3 s  0 
Video 118 Urban 2 s  0 
Video 132 Rural 3 s  1 
Video 136 Rural 2 s  2 
Video 301 Urban 1 s  5 

Computer 104 Rural 3 s  1 
Computer 109 Urban 1 s  2 
Computer 116 Urban 2 s  1 
Computer 119 Urban 3 s  3 
Computer 124 Rural 2 s  3 
Computer 126 Urban 3 s  2 
Computer 139 Rural 1 s  1 
Computer 141 Urban 2 s  0 
Computer 209 Urban 3 s  NA' 

Written 117 Urban 3 NA 2 
Written 122 Urban 3 NA 0 
Written 127 Rural 3 NA 1 
Written 128 Rural 5 NA 3 
Written 129 Rural 3 NA 0 
Written 133 Rural 3 NA 1 
Written 134 Rural 3 NA 2 

* S = School 
** NA = Not applicable 



TABLE 2 

Cumulative Description of Video Group 

41 

Participant Number 

Type of school 

Rural 111, 114, 132, 138 

Urban 101, 103, 112, 118, 301 

Stage of 

Development 1986 1987 

1 301 

2 112, 118, 138, 301 138, 301 

3 103, 111, 114, 132 111, 114, 132 

SoC Scale 1986 1987 

0 114, 118 132, 301 

1 . 101, 111, 112, 132 111, 113 

2 138 

3 103 

4 

5 301 138 



weeks of teaching methods reported by teachers were ' 

representative of their teaching style. Third# teachers 

recorded their use of teaching methods on the Daily Logs 

of Teaching Strategies. Therefore, the researcher 

assumed that teachers understood the names of the methods 

and marked only the methods they actually used. 

There are limitations to case studies. The 

findings can only be generalized to the group studied. . 

Theories can not be generated from these limited number 

of case studies, but these findings can generate trends 

and suggest ideas for future research studies. 

Instrumentation 

The SoC questionnaire, containing 35 items, 

measures an individual's concern for a specific innova

tion into seven different stages of concern. There are 

high and low divisions for each score that mean almost 

opposite concerns for innovation. This questionnaire was 

developed and validated by Hall, Loucks, Rutherford, and 

Newlove (1977). Extensive reliability tests have been 

conducted. Hall, George, and Rutherford (1979) reported 

that internal reliability of the instrument ranged from 

.64 to .83. Cunningham, Hillison, and Home (1985) also 

used this questionnaire in their research concerning 

vocational educators use of competency-based instruction 
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and reported the internal reliability to range from .57 

to .82. 

The Teacher Career Stages (TCS) inventory was 

developed by Burden (1980). Through extensive inter

viewing of 15 career teachers, the author validated the 

existence of three teacher development stages - Stage 1: 

first year; Stage 2: second through fourth years; and 

Stage 3: fifth year and beyond. 

The Kolb Learning Style Inventory is "one of the 

most well-developed approaches to learning styles, from 

both the theoretical and empirical perspectives" (Kendall 

and Sproles, 1986, p. 2). It has established reliability 

having been normed on over 1,446 adults between the ages 

of 18 and 60 (Learning Style Inventory, 1985). Reli

ability of the Learning Styles Inventory was established 

using the Cronbach standard alpha technique (n = 268). 

The reported the internal reliability ranged from .73 to 

.88 (Learning Style Inventory, 1985). 

The 1985 revised Learning Style Inventory (LSI) 

is a 12 item, rank-ordered test designed to measure the 

degree to which individuals display the learning styles 

derived from experiential learning theory. 

The Daily Log of Teaching Strategies (Appendix A) 

that teachers used to record the methods they employed 

for a cumulative total of two weeks in both 1986 and 



1987. The Daily Log of Teaching Strategies was 

researcher developed by Dr. Maureen Kelly and other 

University of Arizona faculty. Following the Weil and 

Joyce (1978) models of teaching typologies, the 

researchers divided the methods in this instrument into 

four groups. 

Module pretest and post tests (Appendix B) con

sisted of multiple choice questions highlighting infor

mation presented in the module sections. Many of the 

questions were drawn from Weil and Joyce's (1978) 

original materials. Post test reliability scores for th 

three modules were computed using a split-half method. 

As shown in Table 3, the video score reliability ranged 

from .68 to .95. 

Treatment 

University researchers were very interested in 

finding out what information southern Arizona home 

economics teachers needed in terms of inservice educa

tion. In a 1985 study, they reported wanting a content 

update and methods of teaching update (Doiron, Kendall, 

and Kelly, 1985). Thus, researchers decided to focus on 

a methods of teaching update to help teachers teach a 

variety of content to a greater range of students. 



Table 3 , ^ 

Split-half Reliability 

Media Module Reliability Total 
Group Coefficient Number of 

Participants 

Video 1 .76 5 

Video 2 .68 5 

Video 3 .95 5 

Computer 1 .45 5 

Computer 2 .74 5 

Computer 3 .87 5 

Correspondence 1 .86 3 

Correspondence 2 .81 3 

Correspondence 3 .85 3 



Before the treatment phase could begin, 

university researchers developed the self instructional 

learning packets from a concept called models of teach

ing. These models were developed by Marsha Weil and 

Bruce Joyce in a series of books called Models of 

Teaching (1978). Models of Teaching are thought of as 

families of models about teaching. The methods chosen 

from the models were: Module 1 — Concept Attainment 

(Information Processing Model); Module 2 — Simulation 

(Social Model); and Module 3 — Synectics (Personal 

Model). 

The three media groups (video, computer and 

correspondence) received the same content on three dif

ferent teaching techniques. The information was 

delivered to participants in different ways according to 

the various media delivery groups. Study participants in 

the video group watched the instructor teaching the les

son to a group of classroom students. Viewers were in 

control of their learning environment with the ability to 

stop, start, and replay any portion of the instructional 

tape they desired. Computer learners read the informa

tion on the screen and replayed the disk when desired. 

The computer program allowed the student to branch and 

review the information if a question was answered incor

rectly or proceed to the next section. The 



correspondence materials were entirely in written format, 

also allowing the reader to reread when necessary. 

Each module consisted of information broken into 

mini-sections presented through the appropriate media, 

supplemental written exercises, and review questions. 

Pretests and post tests accompanied each module, so gain 

scores could be calculated. 

Data Collection Procedures 

Spring 1986 

University researchers visited each of the 24 

project participants for approximately two hours. During 

the visii, the teacher was first observed teaching one 

class period, while the researcher followed an obser

vation guide and then interviewed (Appendix C). In order 

to confirm teacher career stage selection criteria, the 

teacher was interviewed using the Burden interview 

instrument and asked selected questions related to the 

project. Each interview was tape recorded. Each partic

ipant completed a Kolb Learning Style Inventory. 

Following the interview each teacher kept a Daily Log of 

Teaching Strategies for the two weeks following the 

interview. Participants were not informed of the pro

posed relationship between the methods of instruction and 

individual learning styles. 



Originally, each media group consisted of, a ' 

represen-tative sample of teachers by career stage, stage 

of concern about the innovation and locale. Prior to the 

delivery of the first treatment in September, 1986, seven 

teachers withdrew for the following reasons: illness 

(1), transfer (4), and lack of time to complete project 

requirements (2). Three of the teachers who withdrew 

were in the video group, thus, five remained, all of whom 

completed the project. 

Fall 1986 - Spring 1987 

Two group meetings were held during the treatment 

year of the research project. The first meeting was held 

September 20, 1986, in Tucson, Arizona. Sixteen project 

participants, including the entire video group (5), 

attended the all day inservice meeting. The agenda items 

for the inservice meeting were as follows; 

Meeting Agenda 

10:00 - 10:30 a.m. - Registration 
- Get acquainted 

10:30 - noon a.m. - Introduction to the Weil & 
Joyce models through video
tape presentation 

- Overview of research project 
- Explanation and results of 

Learning Style Inventory 
1:00 - 3:30 p.m. - Media groups meet separately 

and receive copies of Module 1 
- Register for class credit 



While participants were aware of their individual 

learning styles, no relationship was specified between it 

and any of the instructional modules. 

The participants left the meeting with a copy of 

Module 1 (see Appendix D for Module — 1 Table of 

Contents) and were instructed to complete the module by 

November 3, 1986. As research participants completed 

each module, they returned the required lesson plan and 

supporting instructional media package. The project 

director and research assistant critiqued the completed 

sample lesson plan and returned it with written comments. 

At least two exceptional lesson plans per module were 

selected from the total group and shared with each 

research participant when the critiqued lesson was 

returned. If the completed lesson plan did not satisfy 

the essential phases listed on the analysis guide, the 

research participant was asked to resubmit the assign

ment . 

As researchers received the completed modules, 

the following module was sent out (see Appendix E for 

Module 2 — Table of Contents and Appendix F for Module 3 

— Table of Contents). After participants successfully 

finished Module 3, they were asked to complete the final 

project evaluation form (Appendix G). Including, ranking 

the three modules in terms of their ease of learning and 



comfort using. Throughout the project, written and ver- ̂  

bal correspondence were frequently sent to the partici

pants in regard to feedback on submitted sample lessons, 

new deadline dates, words of encouragement, and other 

project business. 

Deadline dates were established for the three 

modules. Those project participants who had not finished 

the work were sent a letter or called and encouraged to 

complete the work over the summer. 

Fall 1987 

The second group meeting was held September 12, 

1987, also in Tucson, Arizona. Ten project participants, 

including four of the five video group participants, 

attended the all day workshop. The agenda for the second 

meeting was as follows: 

Meeting Agenda 

10:00 - 10:30 a.m. - Registration 
10:30 - 11:30 a.m. - Review of Modules (short 

teaching presentation by 
module developers) 

11:30 - Noon a.m. - Project Update 
1:00-1:40 p.m. - Rotate between the three module 
1:45 - 2:25 p.m. stations: Concept Attainment, 
2:30 - 3:10 p.m. Simulation, and Synectics to 

meet with developers and discuss 
media group concerns 

3:15 - 3:30 p.m. - Group Closure 

In order to test for stability of learning styles, the 



Kolb Learning Style Inventory was re-administered before 

the participants reviewed the modules. 

At the conclusion of the meeting, research 

participants, who had completed all three modules were 

encouraged to collect sample lesson plans submitted by 

various teachers. Also, participants were told to pre

pare for the final videotaped teaching assignment. 

To complete the research project, project staff 

visited the participant in her classroom and videotaped 

her teaching one lesson using the model of her choice 

during the 1987-88 school year. The Weil and Joyce 

(1978) evaluation sheet appropriate for the method was 

used to evaluate and give feedback to each teacher. A 

final taped interview was also conducted either before 

and/or after the videotaped lesson, to obtain personal 

reflection about the learning process (Appendix H). 

Data Analysis 

The data collected over the past two years was 

drawn from numerous sources. What follows is a descrip

tion of the data used to obtain profile information for 

each case study and answer each research question. 

To develop each participant's profile, (1) 

teaching observations, (2) Arizona population statistics, 

and (3) information from the initial and final inter



views, were used. In the latter case, the content 

analysis (Berelson, 1954) technique was used to obtain 

this data from the taped interviews and self-report writ

ten questionnaire. 

Two major units of analysis were used: words and 

themes. Therefore, when specific words or themes repeat

edly appeared, patterns were recognized and categorized 

accordingly. 

The first research question was: How effective 

are video-assisted self-instructional packets for 

teaching instructors new teaching techniques? This ques

tion was answered by calculating changes in participant 

Stage of Concern scores, pretest and post test gain 

scores, content analysis of interview responses, eval

uation of submitted sample lesson plans, and videotaped 

lesson. 

The second research question was: How do 

teachers transfer knowledge of a particular method to use 

in their classroom? This question has two data sources 

(1) the final project evaluation sheet that was sent out 

upon completion of the three modules and (2) the final 

interview. From the Final Project Evaluation sheet, 

participants were to rank their responses to: (1) Which 

of the three models would you be most comfortable using? 



And (2) Which of the three models was easiest for you to 

learn? 

The final interview questions included: (1) Why 

did you choose the model to teach that you did? (2) How 

did you feel about this model before you taught it today 

(3) Tell us about how you went from thinking about the 

model to using it in the classroom? (4) How do you feel 

about the other models? And (5) Having seen the video

tape version of the module, has this affected or influ

enced your comfort with the model? 

The final research question was: Are there pos

sible relationships between learning and teaching style? 

This question also has two data sources — Kolb's 

Learning Style Inventory, that was administered in 1986 

and again in 1987, and the Teaching Strategies Log that 

teachers kept for two weeks during both 1986 and 1987. 

Using the factor analysis typology developed by Kelly 

(1988), each strategy that the teachers reported using 

and the number of times it was employed was categorized 

into one of four families of teaching models (Weil and 

Joyce, 1978). Participants use of strategies were 

totaled by families for each year and per-centages cal

culated . 
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PRESENTATION AND INTERPRETATION OF DATA 

This chapter focuses on the learning experiences 

of five home economics teachers placed in the video 

treatment group. Throughout this primarily qualitative 

study, data associated with each case will be presented 

and interpreted utilizing the case study format. 

The purpose of this research study was to: (1) 

evaluate the effectiveness of video assisted self-

instructional packets for teaching individuals new 

methods of instruction; (2) observe how teachers transfer 

concrete knowledge of a particular method to actual 

classroom use; and (3) explore the relationship between 

one's learning style and style of teaching. 

Data collection over the past two years consisted 

of various sources. The following outline describes the 

data collected and the information source. 

Data Information source 

I. Profile 

A. Years and type of teaching Initial 

experience interview 

B. School and department description AZ population 

statistics and 

interview 
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C. Personal reflection over 

career 

D. Family life 

E. Teaching observation 

F. Reasons for InDEP participation 

Initial 

interview 

Initial 

interview 

On-site visit 

Initial 

interview 

II. How effective are video-assisted self-instructional 

packets for teaching instructors new teaching 

techniques? 

A. Level of concern for video SoC scores 

B. Module gain scores Pretest and 

post test 

scores 

Module 

assignment 

III. How do teachers transfer knowledge of a particular 

method to actual classroom use? 

A. Teacher stage of development 

C. Evaluation of lesson plans 

B. Observation of videotaped lesson 

C. Why did you choose the model 

you did? 

D. How did you feel about this model 

before you taught it today? 

Burden's stages 

of development 

On-site visit 

Interview 

Interview 



E. Tell us about how you went from 

thinking about the model to using 

it in the classroom? Interview 

F. How do you feel about the 

other models? Interview 

G. Having seen the videotaped version 

of the module, has this affected or 

influenced your comfort with it? Interview 

IV. Dots tMChar learning style influence teaching style? 

A. Participant learning style Kolb's learn

ing style 

B. Daily use of teaching methods Daily Log of 

Teaching 

Strategies 

C. Which of the three models would Evaluation 

you be most comfortable using? questionnaire 

D. Which of the three models was Evaluation 

easiest for you to learn? questionnaire 

The five case studies are separately presented in 

numerical order. A brief personal profile provides a 

descriptive introduction each case study. This infor

mation is then followed by data relevant to each of the 

three research questions. To conclude each case study, 

an interpretative summary is given. 
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Case study - 111 

Participant Profile 

Participant 111 received her masters degree in 

1983. Since that time she has taken additional course 

work at various universities. When our data collection 

began, 111 had just completed her twelfth year of 

teaching. During her career in the mid-west and 

southwest, she taught home economics at various junior 

and senior high schools. 

Ill has been employed in her current position for 

three years. While the school itself is located in a 

rural, agricultural area, the school district ajoins a 

rapidly growing urban area. Like others, she commutes to 

work each day from the urban area. Since 111 is the only 

home economics teacher in the junior high school, she was 

interested in this inservice opportunity for two reasons. 

She said, "... I've always had other teachers to work 

with, and that was a little difficult for me [adjusting 

to a one teacher department]. I felt like I needed some 

ideas as to what had gone on, what didn't work, and what 

worked well." Secondly, "I feel like I need some fresh 

ideas or some new ways of doing things." 

When asked to reflect over her past teaching 

experiences, she said, "I think I'm a lot more comfor

table with teaching." She described her style of 
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teaching as having changed to being less formal, less 

structured, and more flexible. 

She was asked if things in her personal life 

influenced her career in any way, she said, " I'm sure 

they have, it's just hard to identify what. ... becoming 

a parent [of children junior high age and younger] has 

certainly improved my teaching." 

At the time of the first school visit, we 

observed Ill's teaching and classroom management style. 

Ill was clearly focused, well organized and spent a high 

percentage of time on task. She gave clear directions 

and constantly obtained feedback from students. 

During the final interview she said that she was 

"burned out". In addition to her home economics classes, 

the principal gave her at least one English class to 

teach this year. Ill found this new assignment demanded 

too much time in addition to her home economics class 

preparations. She stated that it took a great deal of 

extra time to plan the lessons and correct papers. Com

paring Ill's 1986 presence to 1987's, she did seem tired 

and worn out. 

When asked if she would like any further 

inservice information or training she said, 

I'm going to go in some different direction, I 

think. I don't know if it's going to be 



59 

counseling or (pause). This has just been a 

really rough year for me and I don't even know if I 

really want to stay in teaching. So I'm kind of 

looking at other things, trying to see what else I 

can do besides this. 

Ill completed all of the module assignments 

except for the videotaped lesson. The researchers 

received a letter explaining that she was going to quit 

the project due to lack of time. Through the efforts of 

this researcher, she was later convinced to stay in the 

project and finish the last assignment. 

It was the interviewer's judgment that she looked 

and sounded tired during the final interview and video

taping. She later called the researchers and informed 

them that she and her husband were expecting a baby, much 

to their surprise. While this could have accounted for 

her tiredness, she did exhibit other signs of teacher 

burnout, such as low motivation to complete the project 

and little desire to develop new lessons. 

The first research question to be answered in 

regard to 111 is: (1) How effective are video assisted 

self-instructional packets for teaching instructors new 

teaching techniques? 

Both of Ill's SoC scores were a consistent Level 

1. Referring to the Guidelines for Interpretation of the 
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SoC Questionnaire Data (1979), her highest score 

indicated she wanted more information about the innova

tion. Her second highest score also indicated she had 

personal concerns about videotape, but was not resistant 

to the innovation. This was evident by her household's 

purchase of a video recorder. Thus it could be concluded 

that she was comfortable with the media for entertainment 

purposes, but not totally comfortable with the media for 

educational purposes. 

Looking at Ill's gain scores (Table 4) it was 

evident that she achieved her highest gain scores in the 

Simulation module. In the Synectics module, 111 scored 9 

out of 10 on the post test. However the one question she 

answered incor-rectly was missed by everyone. Moreover, 

she only missed one question on the Simulation (10 out of 

11) and Concept Attainment (7 out of 8) post tests. 

Judging by her scores on the post tests, it could 

be concluded that 111 knew the theory and rationale for 

each of the three teaching techniques, having to resubmit 

only the first of three final lesson plans. Ill 

originally sub-mitted the Concept Attainment (Module 1) 

lesson plan in outline form. As a result, she was asked 

to expand her thoughts and write out a complete lesson 

plan. Although the researchers required participants to 

submit a complete lesson plan to verify that the student 
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Table 4 

Video Group's Pretest and Post Test 
Gain Scores 

I.  D. Module 1 — Module 2 — Module 3 — 
# Concept Simulation Synectics 

Attainment 

Pre Post Gain Pre Post Gain Pre Post Gain 

111 -  5/8 7/8 +2 7/11 10/11 + 3 8/10 9/10 + 1 

114 -  1/8 4/8 + 3 7/11 6/11 -1 6/10 6/10 +0 

132 -  3/8 8/8 +5 7/11 7/11 +0 8/10 9/10 +1 

138 -  0/8 7/8 +7 7/11 6/11 -1 7/10 8/10 + 1 

301 -  3/8 5/8 +2 5/11 8/11 +3 8/10 9/10 + 1 



fully understood the method's essential steps and phases, 

it may have been that the format was not clear to partic

ipants. Specifically, 111 was very concerned that she 

did not submit a correct lesson plan the first time. 

With her resubmitted Concept Attainment lesson, 111 

explained that what she originally submitted was her 

interpretation of the requirements. Her resubmitted 

lesson was written out and approved. Thus, the 

researchers concluded that 111 had acquired the key 

elements of the Concept Attainment method. 

Ill was asked about her feelings towards learning 

through video. She said, 

Video was probably the best group. It was really 

easy to do on your own time. To me that seems like 

probably the best way to teach, at a distance, 

because you can see it. ... I've said that I wanted 

some lesson plans [referring to what the university 

researchers could have done to make the project 

easier for her], but if I had to just read, I don't 

think I would have gotten as much out of it as 

seeing the demonstrations or seeing the lessons 

taught. I think that wouldn't be quite the same 

[reading it or doing the work on the computer]. ... 

just that visual contact, you know, it sounds corny 

but seeing you [university researchers] do it, was 
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almost like you were in there. It was like being 

a part of the real thing. 

Ill identified many of the advantages of video 

instruction, such as the ability to do the work at a 

convenient time and place, cited by Kelly, Paris, 

Sweedler, and Doiron (1985). 

Torrence (1985) referred to the advantage of 

learning the information through more than one sense. 

This enables the instructors to motivate the learner. 

Moreover, video gave 111 the feeling that the instructors 

were there with her. 

In summary, it seems that 111 successfully 

learned new methods of teaching through self-

instructional video packets. She was able to learn at a 

time and place that was convenient to her. Also, she 

reported that the visual source motivated her to proceed 

through these modules. 

Question: (2) How do teachers transfer knowledge of a 

teaching technique to using it in their classroom? 

Since 111 was in Burden's third stage of career 

development (1982), she is considered to be confident, 

mature and secure. This type of teacher recognizes stu

dent needs and desires and wishes to fulfill them. 

Burden noted that third stage teachers are confident in 
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their teaching, so they continually try new teaching 

methods. Since 111 was a third stage teacher, this could 

explain the reason that she expressed an interest in the 

project. 

To refresh her method of teaching nutritious 

snacks, 111 chose to utilize the Concept Attainment 

model. For the videotaped class assignment, she used her 

resubmitted Concept Attainment lesson plan. Due to a 

communication error concerning the class period to be 

videotaped, the observation did not take place for the 

intended sixth grade class. Instead, 111 taught the 

lesson to her eighth grade class during the last class 

period of the day. 

Using Weil and Joyce's (1978) analysis guide for 

Concept Attainment (Appendix I) it was observed that 111 

exhibited the following behaviors during the videotaped 

lesson. (1) 111 referred to the lesson's concept in her 

introduction [which she should not have done]. As a 

result, few of the students grasped the concept at the 

beginning of the lesson. In her resubmitted lesson plan 

she had a correct introduction, meaning she did not state 

the concept in the introduction as she did during the 

videotaped lesson. (2) During the videotaped lesson, 111 

missed an important step. She never had students fully 

state the lesson's concept. As a result, at least one 



student orally stated that he was still confused at the 

end of the lesson. (3) As she taught, 111 did not 

present the information or proceed through the method's 

phases in order. This could have been due to the sched

uling mix up, as in fact she had not planned on teaching 

this lesson to the eight grade class. Or, perhaps she 

taught the planned lesson in the same order as the pre

vious one. 

After the videotaped assignment, 111 was asked, 

"Why did you choose to utilize the Concept Attainment 

method?" She said, "It seemed the easiest. It was the 

easiest for me to understand and it just seemed like a 

graphic way to present information to students; espec

ially younger kids. Besides, it [Concept Attainment] 

would probably be the method out of the three that I 

would most likely use again." 

Ill's explanation of her experience with Concept 

Attainment did not align perfectly with her post test 

score. She did score higher on the Synectics module, 

which would lead one to believe that she found Synectics 

easier to learn. 

When 111 was asked how she transferred the newly 

learned information to action she said, 

Gosh, I don't know. I just kind of thought, what am 

I doing in my class? I just remember that I wanted 
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it [the submitted lesson plan] to be something that 

I could use. I didn't want it to be something that 

wouldn't be useful. 

Ill said the lesson plan needed to be one that she would 

use in the future. This may interpreted as demonstrating 

either her low motivation to implement this material into 

her teaching situation or the lack of available time for 

the project. 

She was then asked if she used the analysis guide 

in planning or teaching the lesson and she said, 

Yes, I'm sure I did. Because, I was looking at it 

again last night, I thought, well yes, this covers 

this, and this takes care of that. So, yes, I'm 

sure I did when I was writing the lesson plan up. 

Ill felt comfortable enough with her working knowledge of 

the method that she could proceed through the analysis 

guide and check her steps. 

While 111 said that she would most likely use 

Concept Attainment again in her classroom, her feelings 

about Synectics and Simulation were not as favorable. 

Concerning the other two modules, 111 said, 

Simulations I would use with upper level kids, high 

school, maybe eighth grade. But, it [Simulation] 

didn't really seem to apply as well to the younger 

kids. I don't know why, maybe it's because most of 
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them deal with handling money and budgeting and I 

don't think those kids do .... 

Ill's response seems to indicate confusion and limited 

understanding of the Simulation method. This possibly 

could have been due to limited access to games, or her 

low motivation level to seek out possible learning 

activities. Similarly, 111 was not enthusiastic about 

Synectics fearing that the students would take the 

teacher or lesson seriously. Because of her personal 

situation, one might speculate that she had difficulty 

transferring the working knowledge of Concept Attainment 

to actual classroom use, as she was suffering from burn

out and entering a stage of transition. Brundage and 

MacKeracher (1980) believed that a person's life stage 

could influence how and what they learned. She was 

anticipating a career change away from teaching, thus she 

did not see an immediate use for the information. 

In summary, Ill's sample lesson plan indicated 

that she had a working knowledge of the method, but 

analysis of her videotaped lesson showed that when trans

ferring the method into action she did not follow the 

exact progression of steps necessary to demonstrate 

mastery. Perhaps she did not understand how an effective 

Concept Attainment lesson depended upon progressing 

through the phases in an exact order or the transitional 



state she was in influenced the time and attention she 

could devote to the project. 

(3) Does teacher learning style influence one's style of 

teaching? 

Ill's learning style in 1986 was an accominodator 

(Appendix J). In 1987 she extended her learning style in 

"doing" and "thinking" quadrants, thus creating a equal 

divi-sion between the accommodator and converger learning 

styles. This can occur since the scales are not per

fectly negatively correlated. Over years these indi

viduals have developed a learning style that relies on 

the second and third-order levels of learning. Kolb 

(1976) described these individuals as "mixed" types of 

people. 

Ill's Daily Log of Teaching Strategies employed 

during the total of four weeks, two during 1986 and two 

during 1987 are listed in Table 5 and 6. The methods are 

divided into Weil and Joyce's four families of methods. 

Data drawn from the Daily Log of Teaching Strat

egies shows that 111 clearly employed more Behavior 

Modification methods in both 1986 (60.6%) and in 1987 

(44.0%) than any other family. She relied heavily upon 

demonstrations, question and answer methods, lectures, 

and supervised study all of which are Behavior Modifi-



Table 5 

Ill's Self-report of Teaching Strategies used in 1986 

Week Teaching Strategies 

Social Information 
Processing 

Personal 

Wk-1 Labor- Individual-
atory(4) writing(3) 

Discussion 
class(4) 

Group work(2) 

Behavior 
Modification 

Demonstra-
tion(5) 

Lecture or 
plana-
tion(4) 

Question-
answer-
oral teacher 
directed(4) 

Question-
answer-
written 
teacher 
directed(2) 

Supervised-
study(4) 

Wk-2 Discussion-
class(5) 

Labora-
tory(5) 

Individual-
reading ( 1) 

Individual-
writing(4) 

Demonstra-
tion(5) 

Lecture or 
explana
tion ( 5) 

Question-
answer-
oral-
teacher 
directed(5) 

Question-
answer 
written-
teacher 
directed(3) 

Supervised-
study(4) 

TOTALS 20 

28 .1% 

8 

11.3% 

0 

0% 

43 

60.6% 



Table 6 

Ill's Self-report of Teaching Strategies used in 1987 

Week Teaching Strategies 

Social Information 
Processing 

Personal Behavior 
Modification 

Wk-1 

Wk-2 

Community-
experi
ence, re
search ( 1) 
Discussion 
class(3) 
Group 
work(5) 
Labora
tory (4) 

Community-
experi-
research(1) 
Discussion 
class(3) 
Group 
work(5) 
Interview(1) 
Labora
tory (2 ) 

Brainstorm
ing (1) 
Individual 
reading(2) 
Individual 
writing(2) 
Library 
work(2) 
Student 
reports(3) 

Brainstorm
ing (1) 
Formulating 
& testing 
theories(l) 
Individual 
reading(2) 
Individual 
writing(3) 

Demonstra
tion (2) 
Games for 
drill, 
review(2) 
Lecture or 
explanation(4) 
Question 
answer oral 
teacher-
directed (4) 
Question-
answer, 
written-
teacher 
directed(3) 
Supervised-
study(3) 

Demonstra
tion^) 
Games for 
drill 
review(1) 
Lecture or-
explana-
tion(4) 
Question-
answer , 
oral teacher 
directed(3) 
Question-
answer, 
written-
teacher 
directed(2) 

Supervised 
study(3) 

TOTALS 25 27 0 33 

33.3% 22.7* 0% 44.0S 
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cation methods. She also relied upon methods from the 

Social model (28.0% in 1986, 33.0% in 1987). Methods 

from the Social model that 111 reported mainly using were 

laboratory experiences, group work, and class discussion. 

Both of these models provided students with the 

opportunity to learn from active, hands-on participation 

and individual or group processing situations. These 

methods did not require students to deal with abstract 

thoughts or reflective learning, methods characteristic 

of the Personal and Information Processing families. 

From Ill's reported use of methods, one could 

conclude that her learning style influenced her teaching 

style for the following reasons. In 1986, Ill's respon

ses on the Learning Style Inventory led her to be clas

sified as an accommodator. Kolb (1976) described accom-

modators as being actively involved in leading and 

influencing others, committed to their work, and actively 

searching out opportunities. 

In 1987, Ill's learning style changed, now clas

sifying her as a converger. Kolb (1976) characterized 

this type of learner as one who works to find the best 

solution to problems, sets goals, and excels in decision 

making skills. Also, these methods require the instruc

tor to plan and guide the learning situation. 
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This would coincide with lll'a observed learning 

pattern. She was concerned about submitting correct 

lesson plans and post tests on time. Concept Attainment 

allows for students to generate ideas about how specific 

the concept is structured and there definitely are right 

and wrong answers. On the opposite end, Synectics 

encourages more than one answer or way of thinking about 

something. Since Synectics utilizes ways of learning 

that are quite apart from her learning style, perhaps she 

could learn the method, but did not see it fitting into 

her teaching situation. This theory is supported by the 

fact that she did not report employing any Personal model 

methods during either of the two week data collection 

periods. Furthermore, when the researcher asked 111 

about Synectics she replied, 

Oh man! I think that they would just laugh me out 

of the room. Maybe with an extremely bright class 

.or a real intelligent class.... Or, maybe high 

school level, perhaps, they would get into the 

creativity part of it and not be embarrassed. But, 

to me it just didn't seem like it would fit well 

with junior high at all. 

Again, her response to using the Synectics method was in 

line with her teaching. She was viewed as a very 

organized and careful person. When she submitted her 
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first lesson plan from Module 1, she wanted to know 

specifically what to do to get the assignment "right". 

This way of thinking is opposite from the goals of 

Synectics, which are for the students to reach beyond the 

ordinary for creative responses. They are encouraged to 

keep generating new alternatives instead of settling on 

one answer. 

Upon completion of the three modules, the 

research participants responded to a final project 

evaluation sheet. Ill ranked her feelings toward the 

module that she felt the most comfortable using and which 

was the easiest for her to learn (Table 7). Ill reported 

that she would feel the most comfortable using the 

Simulation module and was least comfortable with Concept 

Attainment. Yet for the videotaped assignment, she chose 

to use the Concept Attainment model. 

Initially, 111 indicated that the Synectics 

module was the easiest to learn and that Concept Attain

ment was the hardest. Yet in her interview eight months 

later, 111 reported that Concept Attainment was easiest 

to understand. Her post test scores and her final inter

view agree that Synectics was the easiest for her to 

learn, but now she reported understanding Concept Attain

ment better. So it seems that 111 recognized the dif

ference between the ease of learning something and the 



Table 7 

Particpant's Ranking of Modules 

Module Participant Numbers 

111 114 132 138 301 

Easiest to Learn 

Concept 
Attainment 3 3 3 3 3 

Simulation 2 2 1 1 2 

Synectics 1 1 2 2 1 

Most Comfort Using 

Concept 
Attainment 3 3 3 2 2 

Simulation 1 1 2 1 3 

Synectics 2 2 1 3 1 

Note. 1 = Easiest to learn or greatest comfort 

2 = Middle 

3 = Hardest to learn or least comfort 
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ability to transform the concepts and use them in a 

different context. Whereas she could see how Concept 

Attainment would apply to her teaching situation, she 

could not see how Synectics or Simulations would fit. 

Thus, she reported this method as the easiest for her to 

understand. On the other hand Synectics was the easiest 

model for her to learn, but she did not feel that it 

would be usable in her current situation, thus she did 

not chose to exert the mental effort to apply the method 

to her teaching situation. 

Christensen, Burke, Fessler, and Hagstrom (1983) 

indicated an adult experiences the need to learn quickly 

and get on with their daily activities. Since 111 felt 

Concept Attainment was the only method that would fit 

into her current teaching situation, she did not seek to 

process the new information to the point where she could 

deliberately apply the method to a new situation. 

Although she had a working knowledge of the theory behind 

the method, 111 lacked the depth of understanding to 

apply this to her teaching. Similarly, since she felt 

that the other two methods did not fit into her style of 

teaching, she did not exert the effort to internalize 

these methods. 

Apps (1985) concluded that an adult's learning 

process was influenced by many important forces. Bearing 



this theory in mind, it is possible that Ill's interest 

in acquiring new methods of instruction was affected by 

the psychological, biological, and sociological changes 

that were occurring in her life. Responsive to these 

forces, 111 was not in a position to exert the amount of 

effort needed to incorporate these methods into her 

repertoire. 

Case Study - 114 

Participant Profile 

Participant 114 is the only home economics 

teacher at this small, rural junior and senior high 

school. She car pools with other teachers from a larger, 

yet rural city, 43 miles one way. 

Participant 114 had taught junior and senior high 

home economics for over twelve years in the mid-west and 

in Arizona before taking a lengthy break. Two years 

before our project began, she had re-entered the teaching 

profession. 

Researcher asked 114 to reflect on her re-entry 

into the profession, she said, 

Last year was similar as I recall to my first year 

of teaching. And I had to do a lot of planning. 

I had to keep ahead of the students. I had a lot of 

struggling with the grades because as my husband 



77 

[who is in education] says, I expect too much from 

my students. 

114 continued to explain how she has changed over the 

years, 

As a person gets older they usually get more rigid. 

They're less apt to change. They can change more 

when they're younger. They're more flexible when 

they're younger than when they get older. ... as a 

teacher gets older they tend to be, ... less 

flexible .... 

114 is very busy with her teaching career but she also 

has a very busy personal life. As she said, "I also have 

more obligations with my husband's position, and I 

haven't really had the time to do a lot of things that I 

would like to do." This was exemplified by her husband's 

call to the project director half way through the pro

ject. He explained to the director that his wife had too 

many things going on with his career, her teaching, and 

their home life. He said that she would not have the 

time to finish the last module. In the end, with the 

support and encouragement of staff, 114 finished the 

project but it may have influenced her learning. 

She volunteered to take part in the InDEP pro

ject, "because I thought it would help me in my 

teaching," said 114. In her last interview she said, 



"When you've taught for a while you need to go back to 

school and have things like this project because infor

mation on how to teach changes over the years." 

The first research question to be answered in regard to 

114 is: (1) How effective are video assisted self-

instructional packets for teaching instructors new 

teaching techniques? 

SoC scores for 114 moved from Level 0 in 1986 to 

Level 1 in 1987. Referring to the SoC manual (1979), one 

could assume she was a non-user who was just becoming 

aware of video and the innovation's capabilities. During 

the research project, she had to use videotape for 

instructional purposes. 114's SoC score in 1987 indi

cated she now wants to know more information about the 

innovation. The SoC's explanation for Level 1 individ

uals would seem logical due to her interaction with the 

instructional video materials. On the other hand the low 

level of comfort and knowledge of the media could have 

inhibited her from learning through videotape. Her post 

test scores were low (Table 4) for all of the modules and 

she had to resubmit two of the three sample lesson plans. 

At the end of the final interview she was asked what 

additional training she might like to receive from the 

university. She said she wanted content updates, but not 



through distance education. She said, "actually being in 

class and doing it would be the best." 

114's made her most substantial gain (4 out of 8) 

in the Concept Attainment module. Concerning the other 

two modules, she either showed no gain (Synectics) or a 

negative score (Simulation) indicating no increase in 

recall knowledge. Her achievement was 6 out of 11 with 

the Simulation module and 6 out of 10 in the Synectics 

module. In addition, she was required to resubmit her 

Concept Attainment and Simulation lesson plans. After 

114 received feedback from the university and sample 

lesson plans from other project members, she returned 

completed lesson plans for both modules. In terms of 

post test scores, researchers concluded that she did not 

learn any of the three methods. 

"Did she feel video influenced her learning?" 

She replied, 

Yes, I deal better with seeing something and then 

doing it, than if you were just verbally telling me 

how to do it. I like demonstration teaching. I 

think the students here learn better through demon

stration, seeing someone do something and then doing 

it. 

114 demonstrated her preference to seeing something done 

and then modeling it. At the second InDEP workshop, a 
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Simulation game was played to refresh everyone's memory. 

114 took the game back and played it with her class a 

couple of weeks after the workshop. She also modeled the 

idea behind the Synectics warm-up exercise presented at 

the Tucson workshop and used it in the observed lesson. 

(2) How do teachers transfer knowledge of a teaching 

technique to actual classroom use? 

Over her entire teaching career, 114 had accum

ulated enough years to be classified as a stage three 

teacher (Burden, 1982). Yet in many ways she was exper

iencing feelings of a stage two teacher, due to her long 

break in her teaching career. Burden (1982) describes a 

stage two teacher as in an adjustment phase. Stage two 

teachers spent a great deal of time planning and organ

izing. Since they have identified the variety of needs 

that exist in the classroom, they are busy trying to meet 

these needs. Teachers at this stage were reported to 

continually gain confidence as they gain experience in 

the classroom. 

114 chose to use Synectics, "because I thought 

that I could cover the information that needed to be 

presented today for the lesson." Yet her objectives for 

the lesson did not seem to fit any of the three methods 

taught in this research project. 
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Using Weil and Joyce's (1978) analysis guide for 

Synectics (Appendix I), it was observed that 114 

exhibited the following behaviors during the videotaped 

lesson. (1) From the beginning of the class period, 

researchers observed that she read the introduction and 

explanation of Synectics from her lesson plan. It was 

concluded that she was possibly nervous about being 

videotaped and having someone from the university in her 

room or she was uncomfortable with her new lesson. (2) 

During the videotaped lesson, 111 treated the method's 

first two phases (in opposite order than what the 

analysis guide requires) as separate exercises and did 

not connect the ideas generated in the first phase 

(Direct Analogies) to the second phase (Personal 

Analogies). (3) After she finished exploring direct 

analogies, 114 led the students into an exercise from an 

entirely different model. Students were to think of food 

examples that would be characteristic of a region in the 

United States and try to describe the structure of the 

idea of regional foods. 

Upon reviewing her videotaped lesson, the 

researchers determined that she had used a combination of 

Synectics and Concept Attainment strategies. However, 

the high school students were observed as being 

unacquainted with either technique, as they were unsure 
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of terminology and procedures used in both methods. On 

the analysis guide for Synectics model, she thoroughly 

explored only one third of the procedures. When she was 

asked to identify which of the two Synectics model 

approaches she had used, "Making the Strange Familiar" or 

"Creating Something New," she was not sure. 

Both approaches use metaphors and analogies. 

From her responses to the interview and written module 

summary sheets one could deduce that she understood the 

parts of the Synectics lesson, but could not see how the 

phases fit together into a distinguishable strategy. 

During the interview she described using personal and 

direct analogies separately as planned warm-up activities 

or spontaneously during a lesson. On her summary 

Synectics sheet she also wrote, 

Most good, current teachers already incorporate its 

major aspects in their regular teaching. I do. The 

biggest benefit I see is that Synectics provides a 

more formal, organized, directed approach. 

114 seems to realize that Synectics is a formal and 

organized approach, but she may not have wanted to put 

forth the effort to include the method's essential steps 

and phases or she may not have had the time to do so. 

When she was asked how she transferred the con

crete knowledge of the Synectics method to use in her 



classroom, she hesitated, then said, 

I connected it [Synectics approach] with the lesson 

they were discussing. I started with the stretching 

exercises. I thought I would have them start think

ing about their feelings. For example, if they 

were a pitcher of ice water, slow cooker, ... 

Thinking about the lesson, which dealt with food, 

I selected some props that would be related to 

cooking or food section, except for one. ... from 

that I thought how could I get them to think about 

the lesson which is regional foods of the U. S.. I 

thought of foods characteristic of the south, mid

west, southwest, .... 

She did not comment about use of the analysis guide or 

written materials, which might have explained why she did 

not know which Synectics approach she used or that she 

did not follow the correct progression of phases. 

When the researchers asked her about her feelings 

toward the other two modules, 114 said, 

Probably the ones that I would use the most would be 

this type of thing [Synectics]. I use Synectics 

spontaneously — like how would you feel if you were 

in the place? The Synectics module and then I would 

probably use, and have used several times, different 

types of Simulations. 
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When 114 was asked about Concept Attainment, she hesi

tated for awhile and said, "I really didn't use that as I 

should". 

A precious commodity that 114 desired to have 

more of was time. She explained, 

... When you are teaching in a small school like 

this, I seem to be involved in everything. I 

really need to take more time to put something 

together, to actually do a good job with them. I 

think I probably spread myself too thin. With my 

job, and then have some other things that I do, 

it's just too much actually. 

It seemed that 114 was under extreme pressure of trying 

to be the "ideal" wife that she was accustomed to being 

and was coping with the pressures of a beginning teacher. 

Drawing upon the data from the videotaped lesson, 

it seemed evident that 114 only achieved low road 

transfer with the use of Synectics or Concept Attainment. 

114 knew parts of each method, but could not see how the 

all of the different phases needed to be covered in order 

to put the method into effective action. 

(3) Does teacher learning style influence one's style of 

teaching? 

In 1986, 114's Learning Style was an 



accommodator. In 1987, she extended her learning style 

in the "feeling" and "watching" quadrant, and reported 

relying less on "doing" and "thinking". 114's responses 

to the Learning Style Inventory indicated that she had 

changed to a Diverger in 1987 (Appendix J). Kolb (1976) 

described a Diverger as one who is sensitive to people's 

feelings and values, is open minded, listens well and is 

skilled at gathering information. 

Data on 114's Daily Log of Teaching Strategies 

was collected for only one week in 1986 and two weeks in 

1987. Tables 8 and 9 lists the methods 114 used into 

Weil and Joyce's four families of models of teaching 

(1978). 114's reported using an extensive number of 

teaching strategies on her daily logs. 

Drawing upon data from the Daily Log of Teaching 

Strategies, 114 reported that she employed methods from 

the Social (33.3%), Information Processing (29.6%), and 

Behavior Modification (37.0%) in 1986. Methods in these 

families included field trips, laboratory, individual 

work, demonstrations, lectures, and teacher directed 

question and answer situations. In 1987, 114 reported 

using a high number of methods during the two week col

lection period. Percentages revealed that she drew more 

heavily upon Social (36.4%) and Information Processing 

(35.6%) methods, such as group discussions, solving 
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social/political and moral dilemmas, student reports and 

advanced organizers. In 1987, she did report using 

methods from all four families. Due to the high number 

of reported methods and her explanation of spontaneously 

using the Synectics method, researchers question that all 

of the reported methods were used correctly or to their 

fullest. 

From the project's final self-report evaluation 

sheet, 114 ranked their feelings toward the three 

modules, in terms of comfort using and easiest to learn 

(Table 7). 114 reported that she would be most comfor

table using the Simulation module and then Synectics. 

This would coincide with her interview, when she repeat

edly said she wished we could have videotaped her class a 

couple days before or even last year when she used Simu

lation games in her classroom. 

114 reported that Synectics was the easiest for 

her to learn followed by Simulation. She did not have 

her largest gain score in either module, but did achieve 

over 50% with each. She also did not have to resubmit 

the Synectics lesson plan, whereas she did with the other 

two modules. 
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Table 8 

114's 1986 Self-report of used Teaching Strategies 

Week Teaching Strategies 

Social Information 
Processing 

Personal Behavior 
Modification 

Wk-1 Discussion 
class(2) 

Discussion 
small 
group(1) 

Field 
trip(1) 
Labor
atory ( 5) 

Discovery(1) 
Individual 
reading(2) 

Individual 
writing(3) 

Student 
reports(2) 

Demonstra 
tion(2) 

Lecture or 
explana
tion (5) 
Question 
answer, 
oral-teacher 
directed(2) 

Supervised 
study(1) 

WK-2 No data 

TOTAL 9 8 0 10 

33.3% 29.6% 0% 37.0 

Note. Percentages do not equal 100 due to rounding. 



Table 9 

114's 1967 Self-report of used Teaching Strategies 

Week Teaching Strategies 

Social Information Personal Behavior 
Processing Modification 

Community Advanced Non-direc- Demonstra
exper organ- tive(l) tion 1 ) 
ience or iier(5) Synec- Games for 
re Brainstorm- tics(5) drill* 
search 1) ing(2) Values review(2) 
Discussion Concept At clarifi- Lecture or 
class(S) tainment (3) cation(3) explana-
Discussion Debate(2) tion(5) 
small Discovery(3) Question 
group(3) Formulating answer. 
Discussion and testing oral-teache: 
sym theories(2) directed*5) 
posium^) Games for Question 

Group problem answer 
work(4) solving(S) written-
Inter- Individual teacher 
view(1) reading(4) directed!3) 

Jurispru Individual Supervised 
dential! 3) vriting( 2) study(1) 
Role play- Inquiry 
ing(2) training(3) 
Simula Library 
tion^) work(2) 
Skits(2) Student 
Solving reports(2) 
social/ 
political 
dilem
mas (3) 

Community Advance Non-dir- Demonstra-
exper organ ective(l) tion(2) 
ience izer^) Synec- Games for 
or re Brainstorm- tics(S) drill* 
search (1) ing(2) Values review(2) 
Discussion Concept At clarifi- Lecture or 
class(S) tainment (2) cation(3) explana-
Discussion Debate(2) tion(5) 
snail Discovert 3) Question 
croup(4) Formulating answer. 
Discussion and testing oral-teacher 
sympo- theories(2) directed(5) 
sium(3) Games for Question 
Group problem answer 
vork(4) solving(3) written-
Xnter- Individual teacher 
view(l) reading(2) directed!2) 
Jurispru- Individual Supervised 
dential(3) vriting(2) study!1) 
La bora- Inquiry 
tory(2) training(4) 
Role Student re-
playing(l) reports (5) 
Sinula-
tion(l) 
Skits(2) 
Solving 
moral dil
emmas (5) 
Solving 
social/ 
political 
dilem-
MI<S) 

TOTAL 68 67 16 34 

36.41 35.6% 9.61 6.2% 
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Contrasting 114's learning style to her style of 

teaching researchers have concluded that her teaching 

style was partially related to her learning style for the 

following reasons. 

114's 1986 responses to the Learning Style Inven

tory led to her classification as an accommodator. Kolb 

(1984) described accommodators as individuals who prefer-

ed learning from doing things, carrying out tasks, and 

adapting oneself to changing circumstances. She partial

ly demonstrated these learning preferences through her 

use of laboratories, but she relied more heavily upon 

individual work and sedentary, teacher directed methods. 

This might explain her learning style classification 

change in 1987 to a converger. Kolb (1976) describes 

convergers as individuals who practically apply ideas to 

real situations, working best when there is a single 

correct answer or solution, and preferring to deal with 

technical tasks rather than social or interpersonal 

issues. In some ways 114's choice of methods coincides 

with this learning style, yet in 1987 she reported using 

methods from the Personal family and discussing moral and 

social dilemmas. 

In summary, given the data from 114's pretest and 

post tests as well as her lack of success in under

standing and demonstrating Synectics, the researchers 
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concluded that she did not learn the methods. An alter

nate explanation may have been that she was just to busy 

to take on another project. Her personal life and career 

responsibilities may have interfered with her ability to 

learn or implement the methods in her teaching reper

toire. 114 wrote at the bottom of her final project 

evaluation form, "It [the InDEP project] is very lengthy 

and time consuming. It is difficult for the practitioner 

to find the time to do full justice to the project." 

114 supports Apps (1985) adult learning theory 

that there are many forces that influence how or what an 

adult learns. Psychological, historical and sociological 

forces influenced 114's orientation to her career role 

and her family position. 

Case Study - 132 

Participant profile 

132 is the only home economics teacher in her 

rural, public school. The junior and senior high schools 

are located next to one another, enabling her to teach 

high school home economics courses in the morning and two 

junior high school courses in the afternoon. 

When the project began in 1986, 132 had just 

finished thirteen years of teaching in Arizona home 

economics programs. While she does not have a master's 
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degree, she has accumulated over 30 graduate credit hours 

throughout the years. 

Reflecting over her past teaching career, 132 

said she now understands the student's feelings and con

cerns more. She feels she has grown more patient. 132 

reported that she is continuing to restructure the con

tent of each home economics course to include the growing 

number of male students. During the final interview, 

researchers observed that students felt very comfortable 

talking with and confiding in her. She is a personable, 

mature teacher who enjoys teaching. 

132 is extremely busy with her family, friends, 

and volunteer responsibilities in her community. More

over, her involvement in community activities creates 

opportunities for interaction between she and her 

students in a different context. These out of school 

contacts may be the reason for the respectful atmosphere 

that was evident in her classroom. 

During both school visits, researchers observed 

132's teaching and classroom management style as relaxed 

yet controlled. Students knew what was required of them, 

so they were all busy with their lessons. This style was 

also exhibited in her home where the researcher observed 

that things ran smoothly with everyone carrying out their 

chores or duties without direction. 
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132 reported that it was difficult to access new 

materials and lesson plans due to her rural locale. 

Thus, she enrolled in this project to gain new teaching 

methods, new ideas, and motivational techniques. 

The first research question to be answered in regard to 

132 is: (1) How effective are video assisted self-

instructional packets for teaching instructors new 

teaching techniques? 

In 1986, 132 scored a Level 1 on the Stage of 

Concern (SoC) questionnaire. Using Hall, George and 

Rutherford's (1979) Guidelines for Interpretation, her 

SoC score of 1 indicated that in 1986 she wanted more 

information about the videotape. In 1987, her SoC score 

was a Level 0. The interpretation guide described that 

this score meant she now felt comfortable with the media 

and was more concerned about other things than the media 

(Hall et al., 1979). In other words, one could say that 

she wanted more information about inservice education via 

videotape in 1986, but in 1987 she was a comfortable, 

experienced user. Thus, it can be assumed that the 

videotape media was not a factor in her learning process. 

After reviewing 132's gain scores (Table 4) it is 

evident that she achieved her highest gain score in the 

Concept Attainment module. The Simulation module gain 



score stayed the same with 7 out of 11 correct. She 

scored 8 out of 8 in the Concept Attainment module and 9 

out of 10 in Synectics. The one Synectics post test 

question she incorrectly answered was missed by everyone. 

Judging from the post test scores, one could conclude 

that 132 successfully learned three models of teaching 

from video assisted, self-instructional packets. 

132 had to resubmit only the Concept Attainment 

lesson plan. When she turned in the original lesson plan 

132 wrote, 

I felt this Concept Attainment model was a little 

confusing. Part of the problem might have been that 

I didn't have the time to spend on it that I would 

have liked the whole concept was interesting 

and was a new way of relating to things. 

In her original lesson plan she merely wrote 

ideas and student objectives. Researchers asked that she 

complete her thoughts and return the lesson plan with 

evidence of achieving each stated phase of the model. As 

a result, 132 expanded her thoughts and successfully 

demonstrated the use of Concept Attainment in a written 

lesson. 

132's lesson plans indicated that she was able to 

learn the methods through video instruction. When 132 

was asked if she felt seeing the videotape presentation 



for each model influenced her actions or thinking in any 

way, she responded, 

Well, I think that the instruction was much easier 

to understand. Seeing it .... That's one reason 

why I chose it, because it is really hard for me to 

read reams of papers and really concentrate on 

learning. It's something that is real easy to put 

off .... 

The use of video was also important in her process of 

learning the Concept Attainment model. 132 explains, 

I had a hard time relating Concept Attainment to 

what I was doing .... The presentation was just 

cut short so much for me to grasp it real well, I 

guess. So, I played that one about three or four 

times. I took notes. I stopped that video every 

two seconds, it seemed like and wrote down every

thing, because, you know, then when you went back 

to the post test, I had no idea of what was 

going on. 

She reported using the analysis guides in the written, 

supplementary materials and the videotape. Hilliard 

(1985) claimed that most effective media courses included 

written and visual sources of information. 

Thus, it can be concluded that 132 successfully 

acquired a working knowledge of the Concept Attainment, 



Simulation, and Synectics models through the use of self-

instructional video packages. Even though 132 felt she 

had no idea what was going on, her post test scores 

indicated that she knew the material. 132 claimed that 

in order to finish the Concept Attainment module she had 

to review portions of the videotape. The ability for the 

learner to control his or her learning situation is an 

important advan-tage of videotape (Schumacher, 1967). 

(2) How do teachers transfer knowledge of a teaching 

technique to using it in their classroom? 

Since 132 had a great deal of teaching exper

ience, she was classified in Burden's third stage of 

career development as a mature teacher. According to 

Burden (1982), a stage three teacher is confident, mature 

and secure. They are reported to be perceptive to stu

dent's needs and seek to fulfill those needs. Burden 

reported that stage three teachers have an ongoing desire 

to learn new teaching methods. 132 said that was the 

reason she volunteered for the project. 

132 selected to use the Synectics "Making the 

Strange Familiar" approach for the videotaped assignment. 

She used the method to introduce the serger sewing 

machine to her high school home economics class. When 

132 was asked why she selected this method she said, 
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It was a strange piece of equipment to the students 

that I wanted to make familiar. Besides, I felt 

like I did the best job as far as a lesson plan was 

concerned. I knew that I was getting a new serger 

this year and the kids are not really familiar with 

the it. Many of them I'm sure have never seen one. 

Since this is a new item in the department, it just 

hit me that this might be a good way to introduce it 

and kind of a fun way. 

Thus, she taught the lesson she submitted for the class 

assignment. 

On the day of the videotaping, 132 taught the 

same lesson in her second hour class and was videotaped 

third hour. Using Weil and Joyce's analysis guide for 

Synectics (Appendix I), 132 was noted in the classroom 

observation to have successfully covered all of the 

model's steps. Consistent with the steps outlined by 

Weil and Joyce (1978), it seemed to the observer that her 

students were at ease as they conceptually separated 

themselves from the topic of conversation and eventually 

made analogies of a tree and an air conditioner to the 

serger. 

In the interview that followed the videotaped 

assignment, 132 said that this ease was due to her prior 

use of the recommended stretching exercises. For several 
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days before the videotaped lesson, she led her students 

through various short stretching exercises to introduce 

them to the direct, personal, and compressed conflict 

analogies. Once they were familiar with this creative 

approach, 132 used the method in its entirety. 

When queried on how she went from learning the 

model to using it in the classroom, 132 responded, 

I felt like the presentation of Synectics was fan

tastic .... It was a lot easier for me to under

stand what you were talking about .... I was try

ing to decide, now do I want to use the Creating 

Something New Strategy or learning something new 

[Make the Strange Familiar]? It just hit on me with 

the serger ..., so I have to familiarize them to it. 

So, then I just went down each step [on the planning 

guide] and I looked at the evaluation sheet 

[analysis guide] to see what was expected for the 

students to learn .... I tried to follow the steps 

and look at the evaluation to be sure I included 

what I should be including in it. Then the 

brochures on the serger gave me some real inform

ative information to present in the beginning .... 

You know, once I got started on it [the lesson] I 

just really went to town on it. I don't know if 

you realized it or not, but I just felt like I had 



a better lesson plan on it, than I did the other 

two [Simulation or Concept Attainment] because it 

just kind of was easier for me to do. 

When asked how she felt about Simulation or Concept 

Attainment, 132 said, 

I wasn't really thrilled with my Simulation and I 

really had a hard time understanding Concept 

Attainment. It [Concept Attainment] never was real 

clear to me, although I think, especially since we 

did our little workshop up there [the 1987 Tucson 

workshop] it was real clear to me .... I understood 

it better when she [the Concept Attainment instruc

tor] did it than when I saw her on video. For some 

reason, that was not a clear lesson. I had a real 

hard time with it. But, now I can see where the 

Concept Attainment can be used. I especially think 

with littler kids - the junior high kids for some 

reason. I think that they would like it, it might 

be a fun guessing game type thing. 

132 needed to see the method presented again and take 

part in it as a student, before it became clear enough 

for her to think about implementing the method in her 

classroom. 

Concerning the 132's feelings toward the Simula

tion model she said, 
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I didn't feel like the Simulation I used was all 

that great. I think that it would be fun to use, 

but I haven't found any Simulations yet that I would 

like. I think that it would be more fun for the 

middle school .... 

Therefore, 132's limited access to Simulation games 

inhibited her use of the method. 

To summarize the data from question 2, it seemed 

that 132 effectively processed the concepts embodied in 

achieving what Salomon and Perkins (1987) call high road 

transfer. Specifically, she demonstrated the ability to 

apply the newly acquired knowledge of a method to use in 

a different situation. The research project did not 

require participants to teach all three methods, thus it 

can not be concluded that she achieved this level of 

transfer with Concept Attainment or Simulation. How

ever, her post test scores indicated that she possessed a 

working knowledge of the methods, so it may be that since 

she effectively integrate Synectics into her repertoire, 

she may be able to do the same with the other two 

methods. 

(3) Does learning style influence one's style of 

teaching? 

Both administrations of the Learning Style Inven
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tory led the researcher to conclude that 132 was a con

sistent accommodator. She said she preferred learning 

through "doing" and "feeling" (Appendix J). Table 10 and 

11 lists the methods 132 reported using in 1986 and 1987. 

As discussed in Chapter 3, the methods listed on the 

Daily Log of Teaching Strategies were divided into Weil 

and Joyce's four families of teaching models. 

Data drawn from the Daily Log of Teaching Strategies 

shows that 132 repeatedly used more Social teaching 

methods in 1986 (60%) and 1987 (42%) than from any other 

family. Based these on self-reported weekly logs, 132's 

1986 teaching style could be described as one frequently 

drawing from Social methods (60%), while drawing 

occasionally from Information Processing (19%) and 

Behavior Modification (21%) methods. In 1987, 132 drew 

more frequently from Social (42%) and Behavior Modifi

cation (31%) methods, while occasionally drawing on 

Information Processing (19%) methods. 

Contrasting her learning style to her style of 

teaching, one could conclude that 132's latter was 

influenced by the former for the following reasons. Her 

responses to the Learning Style Inventory led to her 

classification as a accommodator. Kolb (1984) describes 

accommodators as individuals who prefer learning from 

active experimentation and concrete experience. 
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Table 10 

132's Self-reported of Teaching Strategies used in 1986 

Week Teaching Strategies 

Social Information 
Processing 

Personal Behavior 
Modification 

Wk-1 Community 
experi
ence or 
re
search ( 3) 

Discussion 
class(1) 

Field 
trip(2) 
Group 
work(2) 
Labora
tory ( 5) 

Discovery(1) 
Formulating 
and testing 
theories(1) 

Student 
reports(1) 

Demonstra
tion ( 1) 

Lecture or 
explana
tion ( 5) 

Wk-2 Discussion 
class(4) 

Group 
work(2) 

Labora
tory (2) 
Role play-
ing(l) 

Advanced 
organ
izer (5) 

Lecture or-
explana-
tion(2) 

Supervised 
study(1) 

TOTALS 25 8 0 9 

60% 19% 0 21% 
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Table 11 

132's Self-reported of Teaching Strategies used in 1987 

Week Teaching Strategies 

Social Information 
Processing 

Personal Behavior 
Modification 

Wk-1 Community-
exper
ience, re
search ( 1) 

Discussion 
class(1) 

Discussion 
small 
group(2) 

Field 
trip(1) 
Group 
work(2) 
Labora
tory (3) 
Simula
tion (1) 

Individual 
reading!2) 

Individual 
writing(2) 

Demonstra
tion ( 1) 

Lecture or ex
planation ( 1) 

Supervised-
study(5) 

Guest 
speaker(1) 

Wk-2 Group 
work(2) 

Labora
tory ( 2) 

Individual 
writing(3) 

Demonstra
tion (4) 

Lecture or 
explana
tion ( 2) 

TOTALS 15 7 0 14 

42% 19% 0% 39% 
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Their greatest strength lies in doing things, carrying 

out tasks, accomplishing things and adapting oneself to 

changing circumstances. Methods 132 used to accomplish 

these goals from the Social model included: labora

tories, various types of discussions and group work 

opportunities. Methods from the Behavior Modification 

family that 132 relied heavily upon were lecture or 

explanation and supervised study. 

Kolb (1984) described accommodators as people who 

relied upon other individuals for information. Thus, it 

is not surprising that 132 drew upon social methods 

including interviews, community experiences or research, 

field trips, and computer-assisted instruction activities 

as teaching strategies. These strategies involve sharing 

the expertise of others with the class. 

Weil and Joyce (1978, p. 3) described the social 

models of teaching as those that emphasized how individ

uals relate and interact with society or other people. 

These methods focus on how students can improve the way 

they relate to others, and often use the democratic 

process to resolve issues. Other social teaching 

strategies include: solving social/political or moral 

dilemmas. 

Remembering that 132 drew more frequently upon Social 

methods of teaching, one might find it interesting that 132 
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chose to use a strategy from the Personal model for' the final 

videotape assignment. One characteristic of an accommodator 

is the desire to take risks and try new experiences (Kolb, 

1984). However, she did not report using any methods from 

the Personal model in her daily log of teaching strategies. 

Possibly, 132 decided to take a risk and try using the 

Synectics method. 

On the final project evaluation sheet, 132 ranked how 

comfortable she felt with the modules and which module was 

the easiest to learn (Table 7). 132 felt that she was the 

most comfortable with the Synectics model and had the 

easiest time learning the Simulation model. Concept 

Attainment was the hardest to learn and she still felt the 

least comfortable with it at the end. Her comfort with the 

method only increased after she participated in a lesson that 

used the method and spent some time discussing it with the 

instructor. 

While she had high scores on the Concept Attainment 

and Synectics models, she ranked Concept Attainment as the 

hardest to learn and the one with which she was least comfor

table with. This would indicate that knowledge level test 

scores such as the post tests in this study may not be a 

reliable indication for 132's feelings toward using or under

standing the model. 
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In summary, there is a relationship between 132's 

learning style and style of teaching. Her learning style 

indicated that she was an accommodator, who prefers 

learning things through active involvement, yet adapting 

herself to changing circumstances. Having purchases new 

equipment, she saw an opportunity to use a new method, 

demonstrating her adaptability. 

Case Study - 138 

Participant Profile 

At the beginning of this study, 138 was just 

starting her second year of teaching. After she and her 

husband raised their children, they both changed profes

sions and pursued degrees in vocational education. 

Having already started his program, he encouraged her to 

pursue teaching as well. Their hopes were to someday 

teach in the same school. When she finished her degree, 

she was hired at the junior high where he was a teacher. 

Since she graduated, she has begun working on her 

master's degree. 

Her current position is in a small, rural junior 

high that is located on an Indian reservation where she 

is the only home economics teacher in the department. 

While the school is over 30 miles one way from a large, 

metropolitan area, she and her husband commute each day. 
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As Burden's (1982) research documents, 138's 

main concern during her first year was discipline. She 

said, "In fact I worried so much about it that sometimes 

it overpowered other things and it shouldn't [have]. As 

I have come to realize during my second year of teaching, 

my discipline was better than what I thought it was." 

From the first to the second year, 138 said she 

has experienced many changes in her teaching. "I've just 

learned to relax and as my husband always says, °rely on 

your own expertise, quit trying to get up there and tell 

them everything. Learn from them.' I think that's 

important," said 138. 

As she thought about personal changes that have 

occurred since she has grown older, she said, 

I think and observe more than I've ever done 

before .... I've also learned to really listen. 

That's one skill that I've tried to develop, is to 

listen. I used to be the one who always had to do 

the talking. 

After observing one of 138's classes, her 

teaching could be described as organized and focused. At 

the beginning of class, she wrote the day's procedures 

and objective(s) on the blackboard. 138 was very 

encouraging and positive with the students. It was 

observed that she has a very quiet and confident manner 



with the students. 

She volunteered to take part in the study because 

she wanted to learn new methods of teaching and in turn 

feel more confident about her performance. 

How effective were video assisted self-instructional 

packets for teaching 138 new teaching techniques? 

138's scored a Level 2 on the Stage of Concern 

questionnaire. In 1987, this score changed to Level 5. 

Referring to the manual for interpretation of the SoC 

questionnaire, Hall, George, and Rutherford (1979) 

claimed that a Level 2 individual possessed intense, 

personal concerns about the innovation. Yet this score 

does not mean that the individual was resistant to using 

the video, but rather that she may have had some anxiety 

about learning through videotape. After completing the 

three videotape modules, she scored a Level 5. There

fore, her score was interpreted as indicating that she 

was a positive user of the innovation. At the same time, 

the score also suggests that she may have concerns either 

about using it with students or other logistical issues 

about the innovation. 

138's scores (Table 4) on the pretest and post 

test led the researcher to conclude that she made the 

most substantial gain with the Concept Attainment module, 
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as her recall knowledge increased to score 7 out of 8. 

138's post test scores for Simulation showed a slight 

decrease of one in total gain score of 6 of 11 correct. 

Her Synectics gain score increased to 8 out of 10. While 

the Simulation post test score might be interpreted as 

indicating that she had some difficulty with the module, 

her original lesson plan was accepted, indicating that 

she was able to apply the principles to an actual lesson. 

The Concept Attainment method was the only lesson plan 

that she was instructed to resubmit. This may have been 

due to unclear assignment directions. However, after 

expanding her thoughts and viewing other participant's 

examples, she resubmitted an excellent lesson plan using 

the Concept Attainment method. 

Concerning the use of video for learning new 

methods of instruction, 138 said she enjoyed learning 

through videotape because, "if you can do it, I can do 

it! I mean I might not do as well, but at least I did 

try it," said 138. 

In summary, 138's post test scores were inter

preted as indicating that she may have only had diffi

culty with the Simulation module. Yet her submitted 

lesson plans indicated that she had a working knowledge 

of all three methods. In addition, the interpretation of 
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her SoC scores indicates that she is a positive user of 

video. 

(2) How do teachers transfer knowledge of a teaching 

technique to using it in their classroom? 

Since 138 was in Burden's second stage of career 

development (1982), she is described as one who is con

tinually growing more confident and comfortable with 

teaching. However, stage two teachers are still not 

confident that they can handle any situation that might 

occur. Their major concerns lie in meeting the varied 

needs of their students. Accordingly, the second stage 

teacher begins seeking out new methods to meet students' 

perceived needs. 

The day before we visited 138, she informed us 

that she would be using the Concept Attainment method in 

her lesson. Upon arriving at her school, she announced 

that her lesson plan had changed and we would now be 

taping a Simulation game. When asked why she switched at 

the last minute, she explained that the students had 

taken a big test yesterday and she wanted them to enjoy 

the day. But more importantly, she felt "you [university 

researchers] need to have more exposure of how students 

react [to new methods]." 138 continued to explain that 

she had this game in the back of her mind. While she 
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thought it would be easy for her to go through a Concept 

Attainment lesson, but chose not to use that method. 

In 138's videotaped birthday party simulation 

researchers noted that she covered all of the steps on 

the Weil and Joyce (1978) Simulation Analysis Guide 

(Appendix I). To begin the class, she wrote the day's 

objectives on the board. She later stated in the inter

view that this is a standard procedure in her class and 

students expect to see daily objectives. Throughout the 

lesson, she acted as a coach, encouraging the youth to 

continue working in their committees preparing and 

organizing the decorations, games, refreshments and the 

gift presentation. 

During the beginning of the debriefing phase, 138 

had a difficult time getting students to talk specifical

ly about their roles. Recognizing the students' hesita

tion, she started calling on them individually. While 

this step made the lesson more teacher directed than Weil 

and Joyce (1978) recommended, the students did open up 

and share important information concerning what they had 

learned. 

After the class, 138 expressed extreme surprise 

and pleasure that her students had so much fun playing a 

simple birthday game. The students eagerly volunteered 

to take on responsibility, which 138 said was not their 
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typical action. She was also surprised at their 

responses in the debriefing phase. 

When 138 was asked how she went from learning the 

method to actually using it, she said. 

You mean actually writing it to actually inputting 

it into the classroom? Well, you have to recognize, 

... they really make things harder than it really 

is. You have to simplify it. I've done Simulation 

games before. There's just something that all of a 

sudden it just rings a bell. 

She continued to explain her feelings for the model: 

I liked Simulation because, I know that we had it 

here at our inservice [the 1987 Tucson workshop]. 

It was just a neat experience because everybody was 

working together and that's the kind of Simulation 

that I like. Where everybody is actually doing 

something. 

Concerning the Concept Attainment and Synectics, 

138 said that she had prior contact "but not a lot of 

it," with Simulation and Concept Attainment methods in 

her undergraduate program. This could have aided in her 

desire to incorporate the methods into her teaching 

repertoire. However, she still described her hesitation 

in actually using them. "I think I worry too much about 

it [using the new Synectics method]. I found that it is 
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easier for me to include it and quit worrying about it." 

138's interest and ability to try new methods of instruc

tion to meet her student's needs is consistent with 

profiles of a teacher in Burden's second stage of career 

development. 

To summarize, it seemed that 138 was able to 

successfully demonstrate use of the Simulation teaching 

method by simplifying the elements of method before 

developing the lesson. This is what Salomon and Perkins 

(1987) call high road transfer. Concerning Concept 

Attainment, her post test scores provided some documen

tation that she understood the method. She did report 

employing the model in her 1986 Daily Log of Teaching 

Strategies, but because researchers did not view the 

method in use, it can not be established if she success

fully used the method and achieved high road transfer. 

At the time of the interview, she had not employed the 

Synectics method in her classroom though she did say that 

she planned to in the future. 

(3) Does teacher learning style influence one's style of 

teaching? 

In both years, 138's learning style was classi

fied consistently as an assimilator. She preferred 

learning through "thinking" and "watching" situations. 
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In 1987, her scores indicated that her learning through 

watching increased dramatically. During the final inter

view, 138 even said that, "I'm watching a lot and 

listening to my students more than I did before. Which 

is better!" 

Data drawn from the Daily Log of Teaching 

Strategies (Tables 12 and 13) show that 138 was one of 

the few teachers who consistently used methods from all 

four families. In 1986, she reported using the exact 

same percentage of Social and Information Processing 

methods. She most frequently relied upon laboratories, 

group work, discovery learning, concept attainment, and 

individual writing and reading. In 1987, she had a 

fairly even division between methods from the Social, 

Information Processing, and Behavior Modification groups. 

138's ability and desire to use methods from three of the 

four families provided students with opportunity to learn 

from a variety of learning situations. 

Contrasting her learning style to her style of 

teaching, one could conclude that 138's learning style only 

partially influenced her style of teaching for the following 

reasons. 

Kolb (1976) described assimilators as individuals 

who are best at thinking competences that include: 
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Table 12 

138's Self-report of Teaching Strategies used in 1986 

Week Teaching Strategies 

Social Information 
Processing 

Personal Behavior 
Modification 

Wk-1 

Wk-2 

Discussion 
class(1) 

Discussion 
small 
group(1) 

Group 
work(5) 
Labora
tory ( 5) 

Discussion 
class(1) 

Group 
work(5) 
Labora
tory (5) 

Advanced 
organizer(2) 

Concept At
tainment (2) 
Individual 
reading(1) 

Individual, 
writing(3) 
Inquiry-
training (1) 

Concept At
tainment ( 5) 

Discovery(5) 
Individual 
writing(3) 

Values 
clari
fica
tion (2) 

Demonstra
tion ( 5) 

Demonstra
tion (1) 

Lecture or 
explana
tion (1) 

Question 
answer 
oral-teacher 
directed(1) 

TOTALS 23 23 2 8 

41.1% 41.1% 3.6% 14.3% 

Note. Percentages do not equal 100 due to rounding. 



Table 13 

138's Self-report of Teaching Strategies used in 1987 

Week Teaching Strategies 

Wk-1 

Social Information 
Processing 

Personal 

Discussion Brainstorm 
class(1) 
Group 
work(2) 
Labora-
tory(l) 

ing(1) 
Discover(1) 
Individual 
reading(1) 
Individual 
writing(1) 

Values 
clari
fica
tion (4) 

Behavior 
Modification 

Demonstra
tion ( 1) 
Games for 
drill, 
review(1) 
Lecture or 
explana
tion 1 ) 
Question 
answer 
oral-teacher 
directed(2) 
Question 
answer 
written 
teacher 
directed(l) 

Wk-2 Discussion 
class(1) 
Group 
work(2) 
Labora-
tory(3) 
Skits(1) 

Discovery(1) 
Individual 
reading(l) 
Individual 
writing(3) 

Deraonstra-
tion(2) 
Games for 
drill 
review(1) 
Lecture or 
explana
tion ( 1 ) 
Question 
answer, 
oral-teacher 
directed(2) 
Question 
answer, 
written 
teacher 
directed(1) 
Supervised 
study(2) 

TOTALS 11 

28.2% 

9 

23.lt 

4 

10.3% 

15 

38.5% 

Note. Percentage does not equal 100 due to rounding. 



inductive reasoning, organizing information, and , 

designing experiments. Assimilators are described as 

being more concerned with abstraction than reality, hence 

they tend to be less people centered. In many ways this 

described 138, especially when she described breaking the 

methods down to simpler terms before planning her les

sons. 138 most differs from assimilators in that she is 

very people centered. She really listens and watches 

what people do and say. 

138 ranked her feelings toward the comfort and 

the ease of learning she experienced with the three 

modules (Table 7). She responded that she felt the most 

comfortable using the Simulation module, followed by 

Concept Attainment. Her responses are in accordance with 

her choice of methods for the videotaped lesson. She 

chose to use the Simulation method at the last minute, 

but had originally chosen a Concept Attainment lesson. 

The Concept Attainment method clearly requires the 

learner to use thinking strategies. This use of thinking 

competences in the learning situation describes how 

assimilators prefer to learn. In this regard, 138's 

learning style could have influenced her style of 

teaching. 

138 reported that Simulation was the easiest 

module for her to learn. However, looking at her final 
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post test scores, she did least well on this method. On 

the other hand, she indicated that Concept Attainment was 

the hardest for her to learn. Considering 138's prior 

exposure to the method and her learning style, this was 

surprising. Concept Attainment requires one to think 

about their learning process, which is one characteristic 

that describes how assimilators prefer to learn. An 

explanation of her learning difficulty could be attri

buted to her comfort with the medium. While her SoC 

score described in question 1 seemed to indicate that 

video did not affect her post test scores, it could have 

influenced her learning process on the first module when 

she was getting used to the medium. 

In summary, researchers concluded that there was 

a relationship between 138's learning style and her style 

of teaching. 138 reported liking the method, however the 

media may have influenced her process of learning the 

first module (Concept Attainment). 

Case Study - 301 

Participant Profile 

301 ran her own business, worked in various other 

jobs, started a family and then decided to pursue a home 

economics education degree at the university. 

At the beginning of our study, she was starting 



her second semester of teaching in a urban school dis

trict. 301 had taught her first semester in a different 

school with previously established lesson plans and 

activities. As a result of this move, she reported 

teaching new content areas. 301 was the 

only home economics teacher in her urban, junior high 

school. A high percentage (about 95%) of the students 

were Hispanic. When 301 was asked to reflect over her 

past few months she said, 

At times I'm feeling I'm not as well organized as 

I'd like to be but I'm still living on systems of 

management. I see progress so I keep my chin up 

about all that. I see discipline as an area that 

I need to work on with students.... At times I do 

feel that students are at a disadvantage having me 

my first year, but I plan to be much better by the 

time I've taught for a couple of years. 

She continued to describe personal changes that occurred, 

Over the past few years, going back to college and 

getting this degree, it seems like I had more 

patience with myself, [am] kinder to myself, [and] 

less critical, realizing the growth that I'm making, 

that I'm not perfect. 

During the observation period, 301's teaching 

could be described as very organized and well timed. She 



was keenly aware of classroom activities, gave clear 

directions, and calmly controlled over the class. 

When 301 was asked if any activities outside of  

school influenced her teaching she said, 

I've worked as a parent volunteer [in her child's 

classroom] in elementary school. That's influenced 

my teaching. ... I guess as a parent, being able to  

watch within a close relationship what positive 

reinforcement can do for a relationship and for 

behavioral changes. I've seen that happen a lot 

with my [child] now, and I'm thinking I've got to 

use a lot more of that in my classroom too. 

Positive reinforcement rather than all this 

negative consequences of your actions. So that's 

important. 

301 reported she undertook this project because 

she wanted to find different sources of inservice educa

tion. She said, 

I think that I will learn from other people I will 

interact with as far as teaching experiences go. I 

think I might be able to learn some new methods of 

teaching through this. 

(1) How effective are video assisted self-instructional 

packets for teaching instructors new teaching techniques? 
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In 1986, 301's Stage of Concern score was a Level 

5. Hall, George, and Rutherford (1979) described that 

Level 5 individuals do not necessarily have concerns 

about the innovation, rather they have concerns about 

looking for ideas from others. 301's low concern about 

video was evident by her recent purchase of a VCR and her 

reported excitement about being placed in the video 

group. As previously stated, her SoC score indicated a 

concern and desire to learn what other teachers were 

doing in their classroom. She referred to this desire 

during the initial interview for the project. In 

addition, Burden's (1982) explanation of a first year 

teacher concerns coincides with her SoC score. At the 

end of the project, her experience and confidence as a 

teacher and user of video for instructional purposes 

increased. These experiences could explain why her SoC 

score changed to a Level 0 in 1987. The interpretation 

of this SoC score is that of an experienced user who is 

more concerned about things other than the innovation. 

301's module gain scores indicated that she 

increased her recall knowledge in all three modules 

(Table 4). 301 was the only participant in the video 

group to have all three modules accepted the first time. 

This could have been due to the fact that she had 

recently graduated from the university and had a clearer 



idea of what the researchers expected in a lesson plan. 

Her greatest increase of 3 points resulting in a post 

test score of 8 out of 11 was in the Simulation module 

and her lowest gain score was 5 out of 8 in Concept 

Attainment. Even though her gain scores were modest, she 

demonstrated that she could create a lesson plan applying 

each of the three methods to her teaching. 

When 301 was asked about her feelings toward 

learning the information through videotape she said, 

I think the video helped. There's nothing like 

seeing it (the methods) as examples. I don't know 

how people felt about reading it. 

301 stated that her preferred manner of learning new 

methods of instruction was to view the methods in use 

before employing them in the classroom. 

In conclusion, 301's post test scores and sample 

lesson plans provided documentation that she was success

ful in learning three new teaching methods from self-

instructional video packets. Her SoC scores lent support 

that she had little or no concern about learning from the 

media. She reported that she preferred viewing the 

methods in use before employing them in her classroom. 

(2) How do teachers transfer knowledge of a teaching 

technique to using it in their classroom? 
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During 1986, 301 completed her first year of 

teaching at a urban junior high school. Burden (1982) 

describes that a first year teacher exists in a survival 

stage. Beginning teachers are concerned with maintaining 

classroom control, daily record keeping and mastering 

content. They are limited in their knowledge and expo

sure to various teaching methods and learning environ

ments. From Burden's characteristic description, 

researchers concluded that 301 was different from the 

"typical" first year teacher. She enrolled in this pro

ject to learn and implement new methods of teaching into 

her classroom. Her maturity, prior experiences in the 

education field and genuine ability could have been the 

factors that resulted in her not fitting perfectly into 

Burden's first stage of teacher career development. 

The second year of the project 301 entered 

Burden's (1982) Stage 2. This stage is characterized as 

an adjustment stage. Teachers are more self-confident. 

They gain insight into the complex needs of students and 

usually are more willing to try new teaching methods. 

301 selected the Concept Attainment method for 

her videotaped lesson. Students formed their ideas 

around the concept of food safety. 

Although she thoroughly covered each step of the 

Weil and Joyce (1978) Concept Attainment Analysis Guide 
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(Appendix I), 301 may have been spent too much time 

trying to get the students to form the concept. This 

left little time for students to test their concept 

against the the new examples. Also, students had little 

time to generate new examples that fit the concept. This 

phase helps students to identify and affirm their 

individual thinking process. During the last phase 

(Analysis of Thinking Strategies), 301 asked students 

some very thought provoking questions. They were asked 

to think about their learning process and describe how 

they developed the concept in their mind. 

Since this was the first time her students were 

exposed to this teaching method, the whole idea of 

"forming a concept" appeared to be somewhat difficult for 

this junior high school group. 

For example, when one student was asked about his 

feelings towards this approach of learning, he said, "I 

don't like it, because I don't get it." The Concept 

Attainment method requires students to think about their 

learning process and in their own mind test the different 

thoughts to the new concept. Other students remarked 

that they liked it because they could talk more than 

usual. 

When 301 was asked why she choose the Concept 

Attainment model she responded, 
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Because I was scared of it. It was so different 

from the way I would normally teach. A professor 

that I had said, "You never know your true sorrow 

unless you take a risk. You have to risk things 

to find out what they are all about." 

One of 301's educational philosophies that she shared 

with us during the initial interview was that education 

needs to teach people how to learn. With this in mind, 

it is not surprising that she chose to use the Concept 

Attainment method in her classroom. In addition, her 

philosophy on trying new methods and teaching exemplifies 

301's confidence and maturity as an individual. 

When 301 was asked how she felt about the model 

before teaching it she said, 

From the beginning, I thought that it [Concept 

Attainment] was the hardest method to grasp, 

because it made my mind work backwards from the way 

my mind likes to work. I saw potential for the 

method because that whole idea that people learn in 

different ways [came through to me]. I thought 

maybe this was a better way for some of those people 

[students] that I don't usually hit. I thought this 

might help them. 

Through Concept Attainment, 301 was able to further iden

tify her learning style and the idea that her students 



may learn through a different style than she does. 

To further investigate how 301 learns, 

researchers asked her to describe the process she went 

through to transfer knowledge of a method into action. 

She said, 

I had to take it apart in pieces. If you had not 

given us the analysis guide sheet, I don't think I 

could have put together a lesson plan from this. I 

pieced together a lesson. 

Having used Concept Attainment with her class, 

301 was asked to describe her feelings towards Simulation 

and Synectics? 

I love Synectics1 I don't have the Synectics method 

developed to the point where I'm a pro at it by any 

means. But, pieces of it are wonderful. In fact I 

will be teaching creativity in Social Studies, so I 

want to do a Synectics lesson with that. Concerning 

Simulations, I like Simulations. I feel like I used 

pieces of Simulation all of the time. But I don't 

have a full blown Simulation going on in anything. 

In summary, 301 thoroughly demonstrated that she 

knew and could use the Concept Attainment method. Her 

lesson plan and choice of teaching method was appropriate 

for the day's objectives. She transferred the knowledge 

to classroom use through the aid of the step-by-step 
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analysis guide and the information on the videotape. Her 

stage of career development (Burden, 1982) did not pro

hibit her ability to acquire knowledge of Simulation or 

Synectics; nor her ability to implement Concept Attain

ment method in her classroom. However, it is speculated 

that the new challenges, timely job-related demands, and 

personal pressures of a first year teacher may have 

influenced her post test scores. 

(3) Does learning style influence one's style of 

teaching? 

With respect to learning style, 132 is a consis

tent accommodator. As she said, "When you are fresh out 

of the university and start teaching you rely more 

heavily on doing." Her 1986 Learning Style Inventory re

flects this orientation to learning. In 1987 she 

extended her learning style in the feeling and thinking 

quadrants. As a result of teaching for a year, she may 

be more inclined to think about what she's done and learn 

from her feelings. 

Data drawn from the Daily Log of Teaching 

Strategies (Tables 14 and 15) shows that 301 clearly 

employed more Social methods of teaching in 1986 (57.1%) 

than from any other family. In 1987, she drew a majority 

of methods from three of the four models - Social (40%), 
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Behavior Modification (24%), and Information Processing 

(32%). She also reported adding the Concept Attainment 

and Synectics methods to her teaching repertoire in 1987. 

During the observations, researchers noted that 

she was an effective teacher. She used a variety of 

learning opportunities in each class period. She is an 

instructor for junior high age youth which encourages one 

to use a variety of methods. With this in mind, the 

researcher questions if 301 reported all of the methods 

that she used. 

From 301's reported use of methods and learning 

style, the researcher concluded that during her first 

year of teaching her developmental stage was the influen

tial factor in her learning. Her responses to the SoC 

questionnaire would imply that she had concerns about 

learning ideas from others (Hall et al., 1979). She 

reported being concerned with discipline and the time 

commitment to record keeping, which Burden (1983) 

described are are primary concerns for Stage 1 teachers. 

After analyzing of her lesson plans, researcher would 

have predicted that she would have scored higher on the 

post tests. This also could have been due to 
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Table 14 

301's Self-report of Teaching Strategies used in 1986 

Week Teaching Strategies 

Social Information Personal 
Processing 

Behavior 
Modification 

Wk-1 Discussion Brainstorm-
class (2) ing(l) 

Group 
work(1) 

Solving 
social/ 
political 
dilem
mas (1) 

Demonstra
tion ( 1 ) 

Question 
answer, 
written 
teacher 
directed(1) 

Wk-2 No Data 

TOTALS 4 1 0 2 

57.1% 14.3% 0% 28.6% 
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301's Self-report of Teaching Strategies used in 1987 

Week Teaching Strategies 

Social Information Personal 
Processing 

Behavior 
Modification 

Wk-1 

Wk-2 

Discussion 
class(1) 

Group 
work(1) 
Labora-
tory(2) 

Discussion 
class(1) 

Group 
work(2) 

Labora
tory (1) 
Role Play-
ing(l) 

Brainstorm-
ing(l) 

Discover(1) 
Games for 
problem 
solving(1) 

Library 
work(1) 

Advance 
organizer(2) 
Brainstorm
ing^ 

Concept 
Attain
ment (1) 

Synec-
tics(1) 

Demonstra
tion (1) 

Lecture or 
explana
tion (1) 

Question 
answer, oral 
teacher 
directed(1) 

Demonstra
tion (1) 
Question-
answer, oral 
teacher 
directed(1) 

TOTAL 10 8 16 

40.0% 32.0% 4.0% 24.0% 
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time available to answer specific questions. Having 

survived her first year of teaching and progressed to 

Stage 2, it seems that her learning style influenced her 

style of teaching. 

Burden (1982) described a Stage 2 teacher as more 

relaxed and confident about trying new methods. 301's 

responses to the Learning Style Inventory indicated that 

she was a consistent accommodator. Kolb (1976) describes 

accommodators as being actively involved in leading and 

influencing others, committed to their work, and actively 

searching out new opportunities. Also, she recognized 

that students have different learning styles and thus 

incorporated methods from different families. During the 

final interview, 301 commented that she kept a copy of 

the Daily Log of Teaching Strategies to remind herself of 

the different teaching strategies that she could use in 

her classroom. 

Accommodators (Kolb, 1976) are also risk takers 

and easily adapt to changing circumstances. 301 demon

strated that she takes risks and employs new methods and 

learning activities in her classroom. 

In the project's final evaluation sheet, 301 

ranked being the most comfortable and having the easiest 

experience learning the Synectics module (Table 7). 

However, she did have her highest gain score on this 
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module. Since she felt most comfortable with Synectics, 

it is not surprising that she reported including this 

method in her 1987 teaching repertoire in 1987. 301 

reported that Concept Attainment method was the hardest 

to learn, yet she felt more comfortable with Concept 

Attainment than Simulation. 

In summary, researchers speculate there is a 

relationship between 301's learning and her style of 

teaching. As an accommodator, who prefers learning 

things through active experimentation, yet she adapts 

well to changing circumstances. She adapted her style of 

teaching to a new method because it scared her and she 

wanted to personally stretch her abilities to incorporate 

Concept Attainment into her teaching repertoire. In a 

sense, 301 conveyed her learning style to the class when 

she introduced the Concept Attainment lesson. She said, 

"Today we're going to play a game — What is the idea? 

You will be going backwards from the way you usually 

think." 

301's stage of career development was not a 

influencing factor in her perceived ability to learn and 

implement new methods into her classroom, as Burden 

(1982) had suggested that it would be. Her experience 

life experiences and maturity could have been most power
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ful forces for this participant. This also supports the 

Apps (1985) theory that says adults have many influential 

forces that affect how and what they learn. 
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Chapter 5 

SUMMARY, CONCLUSIONS, IMPLICATIONS, AND RECOMMENDATIONS 

The purpose of this research study was to 

investigate how teachers who were at a distance from 

campus learned new methods of teaching through self-

instructional video packages. The three research ques

tions explored in this study were: 

(1) How effective were video assisted self-instructional 

packets for teaching individual learners new methods of 

instruction? 

(2) How do teachers transfer knowledge of a particular 

method to actual classroom use? 

(3) Is there a relationship between one's learning style 

and style of teaching? 

Summary and Conclusion 

A summary and conclusion of findings is presented 

according to the three research questions. 

(1) How effective were video assisted self-instructional 

packets for teaching individual learners new methods of 

instruction? 

At the end of 1987 Spring semester, the video 

group was the only media group that had completely fin

ished all three instructional modules by the deadline 
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date. When the five teachers were asked why they 

finished on time, they all indicated that it was because 

they had made a commitment to finish the project and they 

thought they it had be complete by the end of the 

semester. Review of instructional videotape literature 

suggests that this medium allows the instructor to 

present only the essential information, thus reducing the 

learner's and instructor's time (Cartwright, 1986). One 

teacher reported that she felt like the instructor was 

there with her, supporting her through the learning 

process. This is another important advantage with 

instructional videotape that might have contributed to 

the video's timely completion of the InDEP project 

(Torrence, 1985). 

Four of the five participants' post test scores 

for the three modules indicated that they attained the 

theory and terminology undergirding the methods. The 

teacher whose scores indicated that she was not 

successful in learning through videotape reported a shor

tage of available time to devote to the project. In 

addition, her SoC scores led the researchers to believe 

that she was apprehensive about learning from the media, 

which may have blocked the learning process (Hall, 

George, and Rutherford, 1979). Three of the 

teachers reported that seeing the university instructor 
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describe and demonstrate the method usually aided in 

their ability to use the method. 

(2) How do teachers transfer knowledge of a particular 

method to actual classroom use? 

Three of the five teachers were successful in 

demonstrating the use of a new method of instruction. 

There are several possible explanations why the two 

remaining teachers were not able to employ one of the 

three methods into their teacing. 

One is the lack of time. Both of the teachers 

who did not demonstrate the proper use of the method 

reported a deep concern for time as a result of powerful 

forces from their personal life or new added career 

responsibilities that demanded so much of their available 

time. This supports Christensen, Burke, Fessler and 

Hagstrom's theory (1983), that adults have a limited 

amount of time to devote to learning, thus they must 

learn efficiently. 

The second is the use of support materials. Data 

from three of the five interviews indicated that before 

implementing the new method in their classroom, teachers 

relied upon the visual and written information sources to 

create a lesson plan and review their steps. In 

contrast, the teachers who did not make reference to the 
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analysis guide did not demonstrate that they knew or 

understood the method. This supports Hilliard's (1985) 

claim that effective adult education courses should 

include written and visual sources of information. 

The third is the issue of comfort in using a new 

method. Interview data distinguishes that there is a 

difference between ease at which someone learned a new 

method or one's comfort with the method. Just because 

something may be easy to learn, does not necessarily mean 

that one is comfortable using the new material. 

Fourth, it was concluded that there is a difference 

between one's ability to learn a new teaching method and 

the ability to understand it. One teacher reported that 

Synectics was easiest to learn, but Concept Attainment 

was the easiest to understand. She later noted that she 

did not see herself using the Synectics method in her 

current teaching position, thus she did not internalize 

the method to the point that she truly understood it. 

(3) Is there a relationship between one's learning style 

and style of teaching? 

Data drawn from the five case studies indicated 

that for three of the five teachers their learning style 

did affect their style of teaching. There are several 
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possible explanations and observations in support of this 

conclusion. 

In this study an attempt was made to teach 

instructors three new methods of instruction, each from a 

different model (Weil and Joyce, 1978). Only the three 

teachers with consistent learning styles were able to 

demonstrate high road transfer of a new method in their 

teaching. It could be assumed that as long as one 

understands how they learn they can implement new methods 

into their style of teaching. For example, each of the 

three teachers were able to describe in detail how they 

broke the new method down and referred to the analysis 

guide, enabling them to transfer the knowledge to actual 

use in their classroom. In contrast, the other two 

teachers whose learning style was not consistent, could 

not verbalize exactly how they went about applying the 

information, resulting in low road transfer (Salomon and 

Perkins, 1987). 

After reviewing the Daily Log of Teaching 

Strategies and the Kolb's Learning Style Inventory 

results, researchers noticed that two of the three 

individuals with consistent learning styles were 

accommodators. In 1986 while the teachers were receiving 

instruction, these two individuals reported using a 

majority (almost 60%) of their methods from the Social 
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model of teaching (Weil and Joyce, 1978). After 

completing the module work in 1987, they reported drawing 

upon methods from three of the four families of models. 

Possible explanations for this could be that: (1) the 

1987 two week report was more reflective of their style 

of teaching, or (2) the teachers are now more aware of 

the concept of learning styles and have worked to incor

porate methods that hopefully will reach a greater per

centage of their students. 

Without knowing which method was characteristic of 

their preferred learning style, three teachers stated 

specific reasons for selection of a particular method for 

the videotaped assignment. They reported either 

employing a method that was different from their learning 

style because it scared them or because they wanted the 

observation to be focused on the student interaction. 

Therefore, it was concluded that teachers who have 

consistent learning styles may be secure enough in how 

they learn that they are able to incorporate methods that 

are apart from their own preferred style of teaching when 

the situation warrants. 

Since the remaining teachers did not demonstrate a 

working knowledge of a method in the classroom due to 

conflicting forces in their personal lives, it was 

concluded that their learning style did not influence 
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their style of teaching. Apps (1985) adult learning 

theory explains how these powerful forces can influence 

one's learning process. 

People approach change in many different way. 

For those whose who do not welcome it, it can be a time 

of added stress and anxiety. Possibly with the stresses 

in their lives it was impossible for these two teachers 

to employ methods that were different from their com

fortable style of teaching. 

Implications 

Based on the findings of this study, the inves

tigator was able to formulate the following implications. 

The findings of this research study lend support for: 

(1) using video when trying to teach individuals who are 

at a distance from the university new methods of 

instruction. 

(2) providing supplementary written materials to support 

teachers learning via videotape. 

(3) supports the findings of Showers, Joyce, and Bennett 

(1987) that requiring teachers to practice and receive 

feedback on the new teaching method to increases their 

comfort with the method and the ability to incorporate it 

into their teaching repertoire. 
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(4) supporting Hall, Loucks, Rutherford, and Newlove 

(1977) idea that an individual's apprehension toward an 

innovation can inhibit the ability to learn new 

information. 

(5) supporting Burden's theory (1982) that teacher's 

stage of development changes as they attain more 

experience and confidence in the classroom. 

(6) supporting the idea that teachers often confuse or do 

not realize that methods are designed to be used in their 

entirety. This results in teachers reporting the use of 

a method, but in reality they have only employed parts or 

phases of the method. 

Recommendations 

This section will discuss suggestions for rep

lication of this study and areas for further research. 

Should this study be replicated, the following 

recommendations are made. 

(1) The importance of video modeling was established as 

the study progressed. If this study were to be 

replicated, investigator should review literature on the 

affects of video modeling. 

(2) Teachers were required to record their use of methods 

on the Daily Log of Teaching Strategies. If the 

inventory sheet is to be used again, it is recommended 
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that the participants be given a list of working defini

tions for each method to clarify the meaning of each 

teaching strategy. 

(3) This study could be replicated with a larger sample 

of teachers in home economics and/or other subject matter 

areas. 

(4) This study could also be replicated in another 

geographical area. The data could then be compared to 

the information collected in this study. 

Areas for Further Study 

Areas for further study include: 

(1) All participants in the research project could 

receive information on new teaching methods through each 

medium instead of being placed in one media group for the 

entire project. This would allow researchers to inves

tigate in two areas. (a) As a result of each media 

possessing unique attributes, one could explore how each 

media delivered the information. (b) As a result of 

individuals possessing unique learning styles and comfort 

or concern for the media, one could explore how each 

individual received the information. 

(2) The instructional packages could be designed for each 

of the four learning styles. This could allow the 

researcher to either match the individual's learning 
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style or provide information different from the preferred 

learning style. 

(3) Teachers often do not realize that methods are 

designed to be used in their entirety and when they use 

only a part of a method, they are not correctly employing 

the method in their classroom. One area of research 

might be to investigate why teachers only use parts of 

methods, instead of using them in their entirety. 

(4) Due to the enormous demand of researcher time and 

money, investigators should look for pre-developed 

materials and use them if they are available. 



APPENDIX A: DAILY LOG OF TEACHING STRATEGIES 



Hue Week beginning (date) Inscrvlce Distance Education I'roject 

University of Arizona 

DAILY LOG OF TEACHINC STRATEGIES 

At the and of each day, mark (X) the teaching strategies you used In the classes you taught. 

Advance organizer 

loacnitiK 2>crficcf(y 

Inquiry training 

H T W Th F 

Bralnstoralng Interview 

Community experience or research Jurisprudential 

Computer-assisted instruction Laboratory 

Concept attainment Lecture or explanation 

Debate Library work 

Demonstration Non-directive 

Discovery Que9tlon-anawer, oral-teacher directed 

Discussion, class Question-answer, written-teacher directed 
... 

Discussion, panel Role playing 
... 

Discussion, snail group Simulation 

Discussion, symposium ' 
Sklto, preplanned clrnmnt I znt long 

Fle).d trip Solving moral dilemmas 

Formulating and teatlng theories Solving social/political dilemmas 

Games for drill, review Student reports 

Games for problem solving Supervised study 

Group work Synectics 

11 

Individual reading Values clarification 

Individual writing Othor (what.?) 

-O 



APPENDIX B: MODULE PRETESTS AND POST TESTS 



MODULE 1 - POST-TEST 

1. According to the assumption upon which the Concept Attainment Model was 
developed, people engage 1n the process of categorizing because: 

a. this decreases the complexity of the environment 
b. 1t simplifies the teaching concepts to individuals 
c. our social system mandates this behavior 
d. tow of the above 

2. Which is not an element of a concept? 

a. attribute value 
b. positive exemplar 
c. criterial attribute 
d. theory 

3. According to Bruner, an ideal strategy is one that 

a. is the most efficient in attaining the concept 
b. has the least amount of cognitive strain 
c. is one which studetns can comprehend easily 
d. a & b 
e. b & c 
f. a, b & c 

4. If you walked into a classroom and saw the teacher presenting objects and 
asking students to say whether they were "yeses" or "nos," you would be 
observing what phase of the Concept Attainment Module? 

a. Phase One: Presentation of data and identification of concepts 
b. Phase Two: Testing concept attainment 
c. Phase Three: Analysis of thinking 

5. Learning concepts involves which of the following: 

a. Knowing the criterial attributes of the concepts 
b. Distinguishing crierial from nonessential attributes 
c. Recognizing attributes 
d. Two of the above 
e. All of the above 

6. The common features or characteristics that cause us to place dissimilar 
items in the same category is the aspect of a concept called the: 

a. Name 
b. Essential attributes 
c. Nonessential attributes 
d. Role 
e. Positive exemplar 
f. None of the above 



7. A rule for the concept being discussed should be stated: 

a. At the beginning of the lesson 
b. After preventing two positive exemplars 
c. Toward the end of the exercise 

8. Identifying the type of concept you are teaching is important because: 

a. It affects the nature of exemplars you will use 
b. Students need to be able to classify concepts 
c. The type will be state in the concept rule 
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NODULE 2 - Post-test 

1. At the end of the International Simulation game, Ms. Jones asks the 
students to take out a piece of paper so that she can test them on their 
knowledge of eating habits 1n the different countries involved 1n the 
simulation. Instead of doing this, she should have: 
a. explained the rules of the game. 
b. conducted an open-ended debriefing Interview. 
c. asked them if they enjoyed the game. 
d. asked them to choose new teams. 

2. Which of the following is not an essential component of simulation? 
a. role playing 
b. resources 
c. goals or objectives 
d. players 

3. A workbook in which students practice figuring quantity food proportions 
or nutritional content lacks: 
a. positive reinforcement. 
b. direction to the learner. 
c. feedback control. 
d. careful sequencing. 

4. The game of Monopoly lacks which of the components of simulation? 
a. chance 
b. role playing 
c. model of the system or process 
d. score card 

5. When students discuss their actions following a simulation, in what ways 
are they likely to benefit? 
a. They have an opportunity to draw from their own actions that 

illustrate the point being discussed. 
b. They learned values. 
c. They can give specific examples of their examples of their own 

actions that illustrate the point being discussed. 
d. They learn new behaviors in a simulated setting. 

6. In a simulation of a fast food hamburger operation when John, at the 
drive-in window station, was unable to serve his customers in their order, 
because of a mix-up in the kitchen production line. The crew learned 
what skill? 
a. Cooperation. 
b. Social Systems. 
c. Efficacy. 
d. Empathy. 
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During Consumer Studies field-trip to an electronic store, students were 
given $500.00 in play money. They were evaluated on who could be the 
most discerning shopper when it comes down to purchasing stereo 
equipment. What skill would they learn from the simulation activity? 
a. Competition. 
b. Thinking Critically. 
c. Concepts. 
d. The Role of Chance. 

What is one advantage of simulation? 
a. It's fun. 
b. It's easy for the teacher to set up. 
c. Students learn from self-generated feedback. 
d. It's easy to test the students' progress. 

Which answer illustrates the other advantage of a simulation? 
a. Students learn as a result of dynamic interaction with their 

environment. 
b. Students learn basic skills in a comfortable environment. 
c. There are many resources for students to draw on. 
d. It tricks students into learning. 

Which of the following is NOT a phase in the simulation model of 
teaching? 
a. Training. 
b. Debriefing. 
c. Indoctrination. 
d. Orientation. 

In the simulation model, what roles does the teacher generally play? 
a. A mentor or guru. 
b. A coach or referee. 
c. An authority figure. 
d. A time keeper. 



MODULE 3 - Post test 
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1. Which of the following statements agree with Gordon's view of creativity? 

a. Creativity cannot be described. 
b. Individual and group creativity have similar characteristics. 
c. Creativity in the arts is different from invention or hypothesis 

formation. 
d. All creativity is characterized by a similar process. 
e. Creativity can be fostered in students. 

2. Circle the phrase that best defines a direct analogy. 

a. Subjective identification with an object. 
b. Two-word descriptions that fight each other. 
c. A noun. 
d. A simple comparison of two objects or concepts. 

3. Gordon describes three types of activity - direct analogy, personal analogy, 
and compressed conflict. A term that refers to all three types is: 

a. creativity. 
b. emotional conflict. 
c. metaphoric activity. 
d. problem solving. 

4. Circle the phrase that best defines a personal analogy. 

a. emotional identification with an object. 
b. two-word definitions that contrast with one another. 
c. a verb. 
d. a simple comparison of two objects or concepts. 

5. The Synectics Model would NOT be directly appropriate to which of the 
following educational objectivies? 

a. social problem solving 
b. acquiring factual information 
c. empathy 
d. creativity 

6. Stretching exercises are intended to: 
a. narrow options of participants. 
b. increase creative potential. 
c. summarize Synectics activity. 
d. promote compressed conflict. 

7. The Senior Class of P.S. 109 is trying to decide what to give the school as 
a class gift. Would Synectics be applicable to their dilemma? 

a. Yes. 
b. No. 



8. Gordon makes several assumptions about the nature of creativity, some of 
which are shared by other students of creativity. Which one of the following 
is NOT one of his beliefs? 

a. Creativity is enhanced by consciousness of the creative process. Also, 
creativity can be described and trained directly. 

b. To be creative you must only be rational and deal with the intellectual 

component. 
c. The creative process is similar in all fields. It is not content-

specific, although expectations enhance it. _ 
d. The process of creating individually is the same as in a group. In 

fact, the arouD can enhance creativity by generating many ideas and 
supporting the play of fancy. 

9. The criterion for assessing the creativity in a metaphor is 

a. compressed conflict. 
b. conceptual distance. 
c. stretching exercises. 
d. kinetic energy. 

10. Before going through a Synectics lesson, Joyce believed that people who 
bullied other people were arrogant and conceited. After working with 
metaphoric activity, Joyce saw bullies as frightened, lonely people who 
really wanted to be liked by others. Which of the following best 
describes the type of experience? 

a. personal growth 
b. tolerance 
c. compressed conflict 
d. stretching exercises. 
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APPENDIX C: OBSERVATION AND INTERVIEW GUIDE 
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Name Dace 

School 

In order for us to work with you via distance education, we need to know more 
about you. Therefore, we would like to talk to you about your teaching 
experience. May we have your permission to tape this Interview? YES NO 

1. When did you decide to enter teaching? 

2. What was it like your first year of teaching? 

3. Was your second year any different? If yes, how? 



4. Did your problems in teaching change over the years? 
How did your teaching change In relation to them? 
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5. Have you changed any of your philosophies or beliefs since you 
began teaching? When? How? Why? 

6. What are you trying to achieve as a teacher? 



Do you feel like a "mature" teacher? How do you know? 

What Is It like? 

How is it different than earlier in your career? 

Have you noticed any changes in yourself as you have grown older? 

How have you changed as a person over the years? 

Have these changes affected you as a person? 

Have any activities outside of school influenced your teaching? 
Or vice-versa? 



He have reached the conclusion of the interview. Is there 
anything that you feel should be said that hasn't been mentioned 
so far? 



Interview Continued 

What would you like to gain from the project? 
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How much time are you willing to devote to the project? 

How willing are you to share information with other teachers? 

What kinds of changes in your program do you forsee? 



APPENDIX D: TABLE OF CONTENTS FOR CONCEPT 

ATTAINMENT MODULE 
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TABLE OF CONTENTS FOR CONCEPT ATTAINMENT MODULE 

PRETEST 

INTRODUCTION: Overview 

SECTION 1: History and Assumptions of Theory 
Supplementary Materials 
Review Questions 
Exercises 

SECTION 2: 

SECTION 3: 

SECTION 4: 

Categorizing, Concept formation and Concept 
Attainment 
Supplementary Materials 
Review Questions 
Exercises 
Diagramming a Concept 

Process of Categorizing - The Thought Process 
Supplementary Materials 
Review Questions 

Concept Attainment Model of Teaching 
Supplementary Materials 
Exercises 
Review Questions 

SECTION 5: Theory Into Practice 
Supplementary Materials 
Exercises 

SECTION 6: Concepts Versus Symbols 
Supplementary Materials 
Review Questions 
Exercises 

SECTION 7: 

SECTION 8: 

Elements of a Concept, Part I 
Supplementary Materials 
Review Questions 
Exercises 

Elements of a Concepts, Part II 
Supplementary Materials 
Exercises 
Review Questions 
Exercises 



SECTION 9: Types of Concepts 
Supplementary Materials 
Exercises 
Review Questions 
Exercises 

SECTION 10: Summary 
Supplementary Materials 
Exercises 
Teaching Analysis Guide 
Review Exercises 

REVIEW QUESTION KEY 

POST TEST 



APPENDIX E: TABLE OF CONTENTS FOR SIMULATION MODULE 



OUTLINE FOR SIMULATION MODULE 

PRETEST 

INTRODUCTION: Overview 

SECTION 1: Theoretical Framework and Examples 
Suppl ementary Materi al s 

Reading 
Review Questions 
Exercise 

SECTION 2: The Phases of Simulation 
Supplementary Materials 

Review Questions 
Exercise 

SECTION 3: The Value of Simulation Games 
Supplementary Materials 

Exercise 
Review Questions 

SECTION 4: Practice in Identifying the Phases of Simulation 
Supplementary Materials 

Overview Of GOAL 
Actor/Position Cards 
Characteristic Cards 
Talent Cards 
Weekly Schedule Sheets 
Family Situations 
Satisfaction Sheets 

Exercise using GOAL transcript 
Review Questions 

SECTION 5: Viewing the Model 
Background Information 

Alpha Culture 
Beta Culture 

Bafa Game Transcript 
Teaching Analysis Guide 

SECTION 6: Gathering Resources 
Reading-Overview of Games and Simulations 
Exercise 

A Sample Simulation Game 

SECTION 7: Planning 
Reading-A Sample Guide for the Simulation Model 
Exercise-Planning Your Own Lesson Using the Model 

SECTION 8: Teaching and Analysis of Own Lesson 
Teaching Analysis Guide 

POST TEST 
ANSWER KEY TO REVIEW QUESTIONS 



APPENDIX F: TABLE OF CONTENTS FOR SYNECTICS MODULE 



OUTLINE FOR SYNECTICS MODULE 

PRETEST 

InDEP Introduction: Overview to Synectics 

Section 1: Theoretical framework and Example definition of terms 
Supplementary materials 
Exercise and Review Questions 

Section 2: Direct Analogies 
Supplementary materials 
Diagram of Gordon's 5 Interrelated States of Mind 
Exercises 1 & 2 
Review Questions 

Section 3: Personal Analogies 
Supplementary Materials 
Exercises 1-4 
Review Questions 

Section Compressed Conflict & Review Materials 

Supplementary Materials 
Exercise 
Review Questions 

Section 5: Two Strategies for Enhancing Creativity 
Dialogue -- Creating Something New 

Making the Strange Familiar 
Review Questions 

Section 6: Theory into Practice 
Example -- Theory into Practice 
Supplementary Materials 
Review Questions 

Section 7: Warm-up and Stretching Exercises 
Exercises 
Supplementary Materials 
Review Questions 

Section 8: Synectics Example -- "Making the Strange Familiar" 
Dialogue 

Section 9: Planning and Peer Teaching 
Supplementary Materials 
Planning Guides 
Teaching Analysis Guide 

POST-TEST 
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Final Project Evaluation 

For question 1 & 2 please rank the responses in order (1 being 
the highest, to 3 the lowest). 

1. Which of the three modules would you be comfortable using? 

Concept Attainment 

Simulation 

Synectics 

2. Which of the three modules was the easiest for you to learn? 

Concept Attainment 

Simulation 

Synectics 

Using the following scale please circle the number which best 
represents your feelings toward the OVERALL project. The 10 
questions deal with specific protions of the moduels) your 
response represents all three modules). 

Pretest 
Comments: 

Very 
Helpful O.K. 

3 

Not 
Helpfu 

2. Outlines 
Comments: 

3. Section Review Questions 
Comments: 

4. Section Exercises 
Comments: 

5. Post tests 1 2 3 4 5 
Comments: 



6. Planning Guides for each 1 2 3 4 5 
technique 
Comments: 

7. Analysis guides for each 1 2 3 4 5 
technique 
Comments: 

3. Feedback on your final 1 2 3 4 5 
submitted example 
Comments: 

9. If applicable, feedback on 1 2 3 4 5 
submitted examples 
Comments: 

10. Selected examples by teacher 1 2 3 4 5 
Comments: 

COMPUTER PROJECT MEMBERS OtJLY 
11. Computer branching exercises 1 2 3 4 5 

Comments: 

12. Quality of written materials 1 2 3 4 5 
Comments: 

VIDEO PROJECT MEMBERS ONLY 
13. Quantity of written materials 1 2 3 4 5 

Comments: 

Overall, please comment on anything that you think would help to 
improve the Insevice Distance Education Project materials or the 
total program. 

Thank-you for taking time to complete the final 
evaluation form. Your comments and 

responses are essential to our program. 



APPENDIX H: FINAL INTERVIEW GUIDE SHEET 



169 
INTERVIEW GUIDE SHEET 

To do: 

- Set-up videotape 
- Pick-up teacher's planning guide -for the lesson 
- Discover what model they will be using and what phase they will 

begin at 
- Take out teaching analysis guide with carbon paper 

extra paper -for -field notes 

VIDEOTAPE TEACHERS TEACHING THEIR LESSON 

Discuss: 

1) How do you -feel about your lesson today? 

2) The model they chose has number of phases. Starting at 
phase 1, lets look at each step.Acknowledge and give -feedback 
about steps that were acomplished (as in analysis guide). 

(Taking notes as we proceed through the questions - if they 
missed a step while teaching) : 

* Why did you not cover the step? 

* When will you cover this? 

3 )  What will you do tomorrow? 

4) Will you use this model again? 



(page - 2) 
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5) Give back pre and post test data. Only discuss feedback -from 
the model they chose. They can look at the other 2 modules 
on their own. 

6) Give learning style -feedback. 

Review their 2 assessments on the grids. 

7) - Why did you choose the model that you did? 

6) - How did you feel about this model, before you taught it 
today? 

9) - Tell us about how you went from thinking about the model to 
using it in your classroom? 

10) - How do you feel about the other models? 

11) - What could we have done to make you feel more comfortable or 
confident about using these new teaching methods? 
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- Did you 'feel Me were supporting you throughout the modules? 

If yes, through what? 

If no, should this be improved? 

How? 

- What was your reinforcement to keep going? 

(For those in the video tape group) 
- Having seen the use o-f the model through the video tape, 

how has that affected or influenced your comfort with the model? 

(For those NOT in the video group) 
- If you have seen the model used through the video tape, has 

that increased your confidence and familiarity with the 
model? 

- If you have not seen the video tape, would you like to see it 
for the different models? Why? 

Where should we (meaning from the university) go from here? 

With respect to your use of the three models of teaching, where 
are you going from here? 
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TEACHING ANALYSIS GUIDE FOR THE CONCEPT ATTAINMENT MODEL 

This Guide is designed to help you analyze the process of teaching as you practice the Reception 
Model of Concept Attainment. The analysis focuses on aspects of teaching that are important to the 
syntax of the model, the teacher's role, and specific teaching skills. 

The Guide consists of a series of questions and phrases. As you observe a practice session 
(whether peer teaching or microteaching), analyze the teaching using the rating scale that appears 
opposite each question and statement. This scale uses the following items: 

Thoroughly. This item signifies that the teacher engaged in the behavior to the point where 
students were responding comfortably and fluently. Appropriateness varies from situation to 
situation. For example, young children may need more assistance in describing the exemplars 
than older ones. 

Partially. This item signifies that the teacher engaged in appropriate behavior, but not as 
thoroughly as possible. There is some doubt about whether the students are responding fully. 

Missing. The teacher did not engage in the behavior; there appears to be a loss in student 
response or probably will be one. 

Not Needed. The teacher did not explicitly manifest the behavior, but there is no loss. Either 
the behavior was included in others or the students began to respond appropriately without 
being led to. 

For each question or statement in the Guide, circle the term that best describes the teacher's 
behavior. 

PHASE ONE: Presentation of Data and Identification of the Concept 
1. Did the teacher state the purpose of the game? Thoroughly Partially Missing 

2. Did the teacher explain The procedures of the game 
(how the "yeses" and "nos" function)? 

3. Did the initial "yes" clearly contain the essential 
attributes? 

4. If teaching a conjunctive concept, did the teacher 
begin with a "yes" exemplar? 

Thoroughly Partially Missing 

Thoroughly Partially Missing 

Thoroughly Partially Missing 

Not 
Needed 

Not 
Needed 

Not 
Needed 

Not 
Needed 

If teaching a disjunctive concept, did the teacher 
begin with a "no" exemplar followed by a "yes"? 

5. Did the teacher ask questions that focused students' 
thinking on the essential attributes? 

6. Did the teacher ask the students to compare the 
"yes" exemplars? 

7. Did the teacher ask the students to contrast the 
attributes of the "yes" exemplars with those of the 
"no" exemplars? 

Thoroughly Partially Missing 

Thoroughly Partially Missing 

Thoroughly Partially Missing 

Thoroughly Partially Missing 

Not 
Needed 

Not 
Needed 

Not 
Needed 

Not 
Needed 

1, Marsha, & Joyce, Bruce. INFORMATION PROCESSING MODELS OF TEACHING. 
New Jersey: Prentice-Hall, Inc., 1978 



8. Did the teacher present labeled exemplars? 

9. Did the teacher ask the students to generate and test 
hypotheses about the identity of the concept? 

10. Did the teacher ask the students to name the con
cept? 

11. Did the teacher ask the students to state the essential 
attributes of the concept? 

PHASE TWO: Testing Attainment of the Concept 
12. After the concept was agreed upon, did the teacher 

present additional exemplars and ask whether they 
contained the concept? 

13. Did the teacher ask the students to justify their 
answers? 

14. Were the students able to supply their own exemplars 
to fit the concept? 

15. Did the teacher ask the students to justify their ex
emplars by identifying the essential attributes? 

PHASE THREE: Analysis of Thinking Strategies 
16. Did the teacher ask the students to describe the 

thinking processes they used in attaining the con
cept? 

17. Did the teacher ask the students to reflect on the 
roles of attributes and concepts in their thinking 
strategies? 

18. Did the teacher ask the students to evaluate the 
effectiveness of their strategies? 

Thoroughly Partially Missing Not 
Needed 

Thoroughly Partially Missing Not 
Needed 

Thoroughly Partially Missing Not 
Needed 

Thoroughly Partially Missing Not 
Needed 

Thoroughly Partially Missing Not 
Needed 

Thoroughly Partially Missing Not 
Needed 

Thoroughly Partially Missing Not 
Needed 

Thoroughly Partially Missing Not 
Needed 

Thoroughly Partially Missing Not 
Needed 

Thoroughly Partially Missing Not 
Needed 

Thoroughly Partially Missing Not 
Needed 



TEACHING ANALYSIS GUIDE FOR THE SIMULATION MODEL 

Pre-Run Operations 
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1. Were all necessary decisions made 
and planned for? 

A. number of participants 

B. physical logistics 

C. timing and sequence of events 

2. Were all support materials devel
oped/available? 

A. players'support materials 

6. supplementary instructional 
materials 

C. scenario presentation 

Phase One: Orientation 

3. Was orientation provided: 

A. for the broad topic of simu
lation? 

B. for concepts? 

C. for simulation gaming? 

Phase Two: Participant Training 

4. Did the simulation manager set up 
the scenario (explain the game-
the rules, roles, procedures, scor
ing, goals, and types of decisions 
to be made)? 

5. Were role assignments made? 

6. Was there an abbreviated practice 
session? 

Phase Three: Simulation Operations 

7. Did the gaming activity occur? 

8. Wera the players provided with 
feedback and evaluation of their 
performance and the effect of 
their decisions? 

9. Did the simulation manager clarify 
misconceptions when necessary? 

Thoroughly Partially Missing 

Thoroughly Partially Missing 

Thoroughly Partially Missing 

Thoroughly Partially Missing 

Thoroughly Partially Missing 

Thoroughly Partially Missing 

Thoroughly Partially Missing 

Thoroughly Partially Missing 

Thoroughly Partially Missing 

Thoroughly Partially Missing 

Thoroughly Partially Missing 

Thoroughly Partially Missing 

Thoroughly Partially Missing 

Thoroughly Partially Missing 

Thoroughly Partially Missing 

Not 
Needed 

Not 
Needed 

Not 
Needed 

Not 
Needed 

Not 
Needed 

Not 
Needed 

Not 
Needed 

Not 
Needed 

Not 
Needed 

Not 
Needed 

Not 
Needed 

Not 
Needed 

Not 
Needed 

Not 
Needed 

Not 
Needed 
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Phase Four: Participant Debriefing 

10. Which of the following focuses 
were introduced in the debriefing? 

A. summary of events and par
ticipants 

Thoroughly Partially Missing Not 
Needed 

B. difficulties and insights Thoroughly Partially Missing Not 
Needed 

C. projection of future events Thoroughly Partially Missing Not 
Needed 

D. comparison of simulation to 
the real world 

Thoroughly Partially Missing Not 
Needed 

E. relationship of simulation to 
course content 

Thoroughly Partially Missing Not 
Needed 

F. appraising and redesigning 
the simulation 

Thoroughly Partially Missing Not . 
Needed 

11. Was the teacher's role in the de
briefing one of an interviewer? 

Thoroughly Partially Missing Not 
Needed 

iples of Reaction 

12. Was the simulation manager non-
evaluative of players' decisions 
and moves? 

Thoroughly Partially Missing Not 
Needed 

13. Did the simulation manager facili
tate the players' understanding 
and interpretation of the rules? 

Thoroughly Partially Missing Not 
Needed 

14. Did the simulation manager en
courage participation and help 
players cope with uncertainty, 
where necessary? 

Thoroughly Partially Missing Not 
Needed 

15. Did the simulation manager keep 
the game going ("get on with the 

game") when players digressed 
or became bogged down? 

Thoroughly Partially Missing Not 
Needed 

16. Did the simulation manager main
tain the rules (referee the game) 
when necessary? 

Thoroughly Partially Missing Not 
Needed 
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TEACHING ANALYSIS GUIDE FOR THE SYNECTICS MODEL {CREATING SOMETHING NEW) 

This Guide is designed to help you analyze the process of teaching as you 
pratice Synectics. The analysis focuses on aspects of teching that are 
important to the syntax of the model, the teacher's role, and specific 
teaching skills. 

The Guide consists of a series of questions and phrases. As you observe a 
practice session, analyze the teaching using the rating scale that appears 
opposite each question and statement. The scale uses the following items: 

Thoroughly. This item signifies that the teacher engaged in the behavior to 
the point where students were responding comfortably and fluently. 
Appropriateness varies from situation to situation. 

Partially. This item signifies that the teacher engaged in appropriate 
behavior, but not as thoroughly as possible. There is some doubt about 
whether the students are responding fully. 

Missing. The teacher did not engage in the behavior; there appears to be a 
loss in student responses or probably will be one. 

Not Needed. The teacher did not explicitly manifest the behavior, but there 
is no loss. Either the behavior was included in others or the students began 
to respond appropriately without being led to. 

For each question or statement in the Guide, circle the term that best 
describes the teacher's behavior. 

Phase One: Description 

1. Did the teacher elicit ideas Thoroughly Partially Missing Not 
from students about the topic? Needed 

Phase Two Direct Analogy 

2. Did the teacher define a direct Thoroughly Partially Missing Not 
analogy? ^ _ Needed 

3. Did the teacher specify the type Thoroughly Partially Missing Not 
of analogy, such as nonliving or Needed 
machine? 

4. Did the teacher elicit analogies? Thoroughly Partially Missing Not 
Needed 

5. Did the category of analogy ap- Thoroughly Partially Missing Not 
propriately contrast the topic? Needed 
(For example, if the topic was 
a living thing, such as a shy 
child, was the category of 
analogies nonliving things, such 
as a machine?) 



6. Did the teacher ask students to Thoroughly Partially 
clarify their suggested analogies? 

Missing Not 
Needed 

7. If necessary, did the teacher 
ask students to clarify their 
analogies? 

Thoroughly Partially Missing Not 
Needed 

8. Did the students select one 
analogy to work with? 

Thoroughly Partially Missing Not 
Needed 

9. Was the analogy familiar to 
all the students? 

Thoroughly Partially Missing Not 
Needed 

10. Did the teacher elicit des
criptions of the analogy? 

Thoroughly Partially Missing Not 
Needed 

11. Did the teacher record these 
descriptions? 

Phase Three: Personal Analogy 

Thoroughly Partially Missing Not 
Needed 

12. Did the teacher explain a per
sonal analogy? 

Thoroughly Partially Missing Not 
Needed 

13. Did the teacher ask students 
to become the "object?" 

Thoroughly Partially Missing Not 
Needed 

14. Was the teacher able to get 
the students to state from a 
personal frame of reference: 

Thoroughly Partially Missing Not 
Needed 

A. How they felt as the "object?" Thoroughly Partially Missing Not 
Needed 

B. How they looked cs the "object?" 

C. How they acted (kinesthetic 
involvement)? 

Thoroughly Partially Missing Not 
Needed 

Thoroughly Partially Missing Not 
Needed 

15. How they acted (kinesthetic 
involvement)? 

Thoroughly Partially Missing Not 
Needed 

Phase Four: Compressed Conflict 

16. Did the teacher define com
pressed conflict? 

Thoroughly Partially Missing Not 
Needed 

17. Did the teacher summarize the 
direct and personal analogies 
or ask the students to sum
marize them? 

Thoroughly Partially Missing Not 
Needed 
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18. Did the teacher elicit several Thoroughly Partially Missing Not 

compressed conflicts based on Needed 
the materials from the direct and 
personal analogies? 

19. Were the students involved in 
the selection of one compressed 
conflict that was familiar to 
all of them? 

Thoroughly Partially Missing Not 
Needed 

Phase Five: New Direct Analogy 

20. Did the teacher elicit several 
ideas containing the compressed 
conflict? 

21. Were the students involved in 
the selection of one idea that 
was familiar to everyone? 

22. Did the teacher elicit discus
sion of the direct analogy in 
terms of compressed conflict? 

Thoroughly Partially Missing Not 
Needed 

Thoroughly Partially Missing Not 
Needed 

Thoroughly Partially Missing Not 
Needed 

Phase Six: Reexamination of the Original Task 

23. Did the teacher have the stud
ents describe the original task 
(idea) in terms of the last 
direct analogy? 

Thoroughly Partially Missing Not 
Needed 

24. Did the students' descriptions 
indicate new dimensions or per 
ceptions of the original task? 

Thoroughly Partially Missing Not 
Needed 
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TEACHING' ANALYSIS GUIDE FOR THE SYNECTICS MODEL (MAKING THE 
STRANGE FAMILIAR) 

This guide is designed to help you analyze the process of teaching as you 
practice the Synetics Teaching Technique of "Making the Strange Familiar." 
The analysis focuses on aspects of teaching that are important to the syntax 
of the model, the teacher's role, and specific teaching skills. 

The guide consists of a series of questions and phrases. As you observe a 
practice session analyze the teaching using the rating scale that appears 
opposite each question and statement. The scale uses the following terms: 

Thoroughly. This item signifies that the teacher engaged in the behavior to 
the point where students were responding comfortably and fluently. 
Appropriateness varies from situation to situation. 

Partially. This item signifies that the teacher engaged in appropriate 
behavior, but not as thoroughly as possible. There is some doubt about 
whether the students are responding fully. 

Missing. The teacher did not engage in the behavior; there appears to be a 
loss in student response or probably will be one. 

Not Needed. The teacher did not explicitly manifest the behavior, but there 
is no loss. Either the behavior was included in others or the students began 
to respond appropriately without being led to. 

For each question or statement in the guide, circle the term that best 
describes the teacher's behavior. 

Phase One: Description 

1. Did the teacher provide students 
information about the topic? 

Phase Two: Direct Analogy 

2. Did the teacher define a direct 
analogy? 

3. Did the teacher specify the type 
of analogy, such as nonliving or 
machine? 

Thoroughly Partially Missing Not 
Needed 

Thoroughly Partially Missing Not 
Needed 

Thoroughly Partially Missing Not 
Needed 

4. Did the teacher provide 
analogies? 

Thoroughly Partially Missing Not 
Needed 



5. Did the caegory of analogy ap- Thoroughly 
propriately constrast the topic? 
(For example, if the topic was a 
living thing, such as a shy child, 
was the category of analogies non
living things, such as a machine?) 

6. Did the teacher provide several Thoroughly 
analogies? 

7. Did the students select one Thoroughly 
analogy to work with? 

8. Was the analogy familiar to all Thoroughly 
the students? 

9. Did the teacher record these Thoroughly 
descriptions? 

10. Did the teacher explain a per- Thoroughly 
sonal analogy? 

11. Did the teacher ask students to Thoroughly 
become the "object?" 

12. Was the teacher able to get Thoroughly 
students to state from a per
sonal frame of reference: 

A. How they felt as the Thoroughly 
"object?" 

B. How they looked as the Thoroughly 
"object?" 

C. How they acted (kines- Thoroughly 
thetic involvement?) 
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Partially Missing Not 

Needed 

Partially Missing 

Partially Missing 

Partially Missing 

Partially Missing 

Partially Missing 

Partially Missing 

Partially Missing 

Partially Missing 

Partially Missing 

Partially Missing 

13. Did the teacher record the 
personal analogy description? 

Phase Four: Comparing Analogies 

14. Did the teacher elicit Thoroughly 
similarities? 

15. Did the teacher elicit several Thoroughly 
similarities from the students? 

16. Did the teacher record the Thoroughly 
similarities? 

Thoroughly Partially Missing 

Partially Missing 

Partially Missing 

Partially Missing 

Not 
Needed 

Not 
Needed 

Not 
Needed 

Not 
Needed 

Not 
Needed 

Not 
Needed 

Not 
Needed 

Not 
Needed 
Not 
Needed 
Not 
Needed 

Not 
Needed 

Not 
Needed 

Not 
Needed 

Not 
Needed 



Phase Five: Explaining Differences 

17. Did the teacher elicit differ
ences between the new material 
and the direct analogy? 

18. Did the teacher elicit several 
differences from the students? 

19. Did the teacher record the 
differences? 
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Thoroughly Partially Missing Not 
Needed 

Thoroughly Partially Missing Not 
Needed 

Thoroughly Partially Missing Not 
Needed 

Phase Six: Exploration 

20. Did the teacher allow the op
portunity for student to re-
explore the topic on their own 
terms? 

21. If necessary, did the teacher 
students to clarify/describe 
their thoughts on the original 
"strange" topic? 

Phase Seven: Generating 

22. Did the teacher elicit 
analogies? 

23. Did the category of analogy 
appropriately contrast the 
topic? 

24. Did the teacher elicit several 
analogies? 

25. If necessary, did the teacher 
ask student to clarify/describe 
their suggested analogies? 

26. Did the teacher record these 
descriptions? 

Thoroughly Partially Missing Not 
Needed 

Thoroughly Partially Missing Not 
Needed 

Thoroughly Partially Missing Not 
Needed 

Thoroughly Partially Missing Not 
Needed 

Thoroughly Partially Missing Not 
Needed 

Thoroughly Partially Missing Not 
Needed 

Thoroughly Partially Missing Not 
Needed 
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