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ABSTRACT

The purpose o f t his e t hnographic s tudy was t o elici t

i nformation on the knowl e dge a nd competenc y levels o f h i gh

school tea chers in t he instructiona l devel opment process to

determine whethe r t he r espondents h ad e i t her ex plicit or

t aci t knowl e dge o f inst ruct iona l deve lopment . The s tudy

also attempted t o determine the t yp e of i nstruc tiona l

planning used by t he r e spondent s i n t he abs e nc e of ad herence

to a n instruction",l de velopme nt mode L The study was

i nitia ted a s a result of thr ee previous stUdies carried out

in t h e province of Newfoundland by Gallant (1989) , Tobin

(1 989 ) and Thomey (19 9 1) . These r esearchers, th r oug h

surveys and interv ie ws, de termined t hat teacher-librarians,

primary a nd e l ementary t eac hers, a nd hi gh schoo l teachers

did not possess compr e hensive knowledge of and co mpetency in

i ns t r uc tiona l developmen t . I n fac t t he i r knowledge and

competency l ev e ls wer e mini mal .

This e tiudy wa s i mp lemented in the winter of 199 0 and

the s pring of 19 9 1 us i ng bo t h semi -structured and open - end ed

inte r v iew s wit h five high school t e ac he r s who were random ly

se lected from t wo l arge ur ban sc hool boards i n the pro vince

of Newf oundland . All i nter v iews permitte d ope n responses ,

and were t ap e-re c or ded wi th the pe r mission of respondents.
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The data we r e a na lyzed using Mer r i am' s ( 1988 )

suggestion of or ga ni z ing t he data t op i ca lly and Miles an d

HUberman ' s (1984) tactics of a na lyzing data by noting

patterns and zbeees and by clustering .

Resul ts of the study indicated t ha t h igh school

t e a che r s participating in t h i s s t udy have l i ttle knowledge

of and competency in Lnstrr-uutiLona L development .

Furthermo re, they make no ua e of t he i nstructiona l

deve lopment proc es s i n plann i ng instr uctional eve nts.

Teacher planning, for t he most part, ca n be c at egori zed as

non -systems planni ng .
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CHAPTER ONE

Nature of the St udy

I nt r oduc t i o n

The purpose o f thi s stUdy was twofold :

1 . To determine the knowledge and competency l eve l s of

high sc hoo l t e ac he r s regarding t he i nstructi onal

development proces s , a nd to determine if such knowledge

and c capee e ncy were applied i n their i ns t r uction al

planning processes .

2 . To determi ne , in the absence o f Lne t ruccionat

development applications, what sort of planning

processes high school t e achers reli ed on .

An e t hnographic c a s e stUdy was i mpl e men t ed with five

high school t eachers from two large urban school boards in

the province of Newfoundland t o probe both tacit end

explici t knowledge on their ins t r uc tiona l deve l o pme nt and

instru ctional plan ning proces ses .

Backgro und Tq The prp b l e m

The t eacher i s the mos t promi ne nt individual i n the

ed ucation s ys t e m. SUl livan , Lievens , Vil l a l pa ndo , Marquez

and Watkin (1986 ) s uggest that, wi th the va ri e ty of teaching

t e c hni ques present today , "te ache r - d i r ec t e d instruction



based on the t ex tbook and t he t.ea cn er r s own teaching sty l e

r emains t he dcmd nant; form o f classroom ins truction" (p . 29).

Teac he r pl ann ing is a n importan t compo ne nt of t he

instructiona l process . Teachers ca n and do us e a variety of

planning and instructiona l methods . Whi l e a ll teachers plan

in struction, no t all a r e explicitly aware of t heir planning

processes. There is va riation in depth and scope of

planning activi ties, as well as in men t al ve r s us written

plan ning . I nstruc t i o nal development is one pl an ning process

t hat cou ld be used by teachers. I t claims to systematize the

i ns t r uc t iona l p rocess, f r om planning throu gh delivery and

eva luation. At i ts mos t basic l eve l it pr ovi de s an

algorithm fot· the deve lopment of ins t r uct i on . I t is

possible that t e ac hers use a n i ns tructional deve lopment

f ramework - that i s an algorithmic or a syst ems a pproach,

wi t hou t being aware t hat t hey are, in f ac t , doing

i nstruction al d ev elopment as they pla n .

According to Dia mond ( 1980) i ns tructional development.

emerged i n the 1960s a s an ap plication o f the field o f

ed ucat iona l technology. "It became a n identi fied profession

at a na tional co nve nt ion of what is now t he Association fo r

Educationa l c ommunicat ions an d Techno logy" (Diamond, 1980,

p , 51 ). I t is practi sed and c an c pe r ee e at various levels

of applicat ion . I t i s a sc ienti fic a nd nys t.eraa t Lc process .

Mellon ( 19 83) suggests "the fie ld of education a l techno logy



has essential ly two main components , product and process .

The latter is more comecn Ly known as the instructiona l

development process " (p . 187) .

Davies ( 1978) reports there hav e been three forms of

ed uca tional technology . Educational Technology One was

conc er ne d with aids for t eaching . Educational Tec h nology

Two stressed t he i mporta nce of a ids t o l ea r ning .

Educational Te ch nology Three is a systematic approach,

"focusing rather more deep ly on ti he processes as well a s the

on tile products of t e ach i ng and learning" (Davies, 1978, p .

104) •

Educational t e c hnol og y has been used e xtensively and

successfully try the military, bus i nes s and industry, and

government . Even wi th considerable success i n these arenas

over the past t wo de cades , i t has not been wi d e l y used i n

the s chool setting . Dick (1987) report!:: "A process of

i mp r ovi ng s tudents ' achievement. t hr ough !"ystamatic des i gn ,

deve lo pment, and evaluation i s currently available but not

wi dely us ed in t he public school syst em. This process is

referred to as the systems approach" (p . 54).

Dick ( 1987) reports t ha t us i ng t he instructiona l

de velopment pr oce s s results in greater gains on tests. "Even

experienced t e ache r s often gain i nsight i nto t heir students '

abilities a nd t he learning pr ocess t ha t t hey h ad no t

r e a I Lee d through the i r norma l teaching . Ev idence is



accumulating t ha t the use of instructi.:.na l design results in

more effective and ~fficient instruction" (p. 55-56) ,

Research on the use of the instructional development

process in the school setting is scant and there have been

few formal empirical studies done on this area in the past.

In the past two years there have been a series of studies on

t he i nstructional development knowledge and competencies of

specific groups of Newfoundland teachers completed by

Gallant (1989), Tobin (1989) and Thomey (1991). These

studies have concluded that teachers pessees very l i t tl e

know ledge of or competency in instructional development .

But teachers do plan for their instruction eve n if they do

so wi t hout using an instructional development mode I or

wi thout expl1ci t kno ....ledge of instructional development.

signifjcance of the stt.~qy

Thomey (1991) recommended further study of high school

teachers' knowledge level and use of instructional

development, preferably using the interview process, so tt. :.:.:

the focus of such study could be on how teachers actli.'llly

plan, extrapolating from their planning routines any

knowledge or use of i nstructional development . In order to

tap teachers ' tacit as well as explicit knowledge , the

researcher chose to select a small group of high school



teachers f or indep th i nt e r v i ews over a n ex tended pe r iod o f

t i me.

This study, d e s i gne d as a fo l l ow- up to Thomey's (1991)

s urvey of h i gh school ce a ch ers " i ns tructiona l development

kn owl ed ge an d compe tency, f ocused on c oach er planning

p r oc e s s es . Spe ci fica lly t he stUdy , t hrou gh a series of

indepth i nt er v i ews , attempted t o establish :

1 . Th e knowledge , co mpetenc y level an d a pPlica tion o f

i ns truc tion al development among f i ve high school

teachers in plann ing their c lass room ins t ruction .

2 . The planning a pproaches of these teachers , including

t he i r knowledge of ins t r uc t i on a l planning a nd t he i r us e

o f plann i ng fo r dai ly c lassroom events , a nd t he

t echniques a nd process es they use d i n c a r rying out

planning process, as well ee t he t ypes df plans they

developed .

Fi ve t eachers were selected from two u rban school

b oa r d s . The r a tion a l e for us ing t he se two schoo l boards

lies i n the fact that both t hese boards are pr esently

i mplementing cooperative program planning and res our ce-ba s ed

t e ach ing pr ogr ams among t e ach er- l ibr ari an s and c l assroom

t e achers. Such programs have as a base a no tion o f

instructional d es i gn , and , as a resul t of the implementation

of t hese programs, t ea ch ers ha v e un dergone i nservice

training during the past tw o years to e nco urage the



Lmpkement.ai. on of resource-based teaching. It. was therefore

assumed that teachers w: c.h these two boards might be more

familiar with some of the terminology of instructional

development, and have gained at least rudimentary knowledge

regarding instructional design .

Definition o f Terms

For the purpose of this study the following terms and

definitions apply .

Educat ional Technology. A complex integrated process

involving people, procedures, ideas, devices and

organization for analyzing problems and devising,

implementing , evaluating, and managing solutions to those

problems involving all aspects of human l e ar ni ng (Reiser,

1987, p , 20).

H.i.£lL.fu<h~. An educational unit comprising

teachers from 9'"ades ten through twe lv e.

Instructional Deyelopment. (Used interchangeably wi th

i ns t r uc tiona l design and instructional technology) . A

systematic approach to the design, production, evaluation ,

and utilization of complete systems of instruction,

inclUding all appropriate components and a management system

for using them (Silber, 1977, p , 172).



I earn; n a 'meor v . A systematic integrated outlook in

regard to t he natur e of the process whereby people re l ate t o

t hei r environments in such a way as t o en ha nce their ability

t o use bo t h t hems e l ves and the i r environments more

ef fectively (Bigge , 19 82 , p , 3 ) .

Systems Approach. An operational system whi c h

sy nthesizes and inter r elates t he components of a process

wi t hin a co nceptual framework, i nsuri ng co nt i nue d , orderly

and effective progress toward a stated goal (He i n i ch, 1970,

p , 8 ) .

pUblic Examinations . A method o f evaluation used in

ne wfoundland high schools , comprising sets o f province-wide

examf na c i ons i n s peci fic high sc hoo l courses ,

Teacher planning . The selection of goa ls and t he

designing of ap propriate i nstructional procedures for

t e a chi ng .

~. A plan t hat i s t yp i c a lly de ve loped for a

s i ng le i ns tructional sequence . It is us ua lly presented in

one class session (Kourilsky and Quaranta, 198 7 , p , 2 3 ) .

~. A s tudent-centred crocess to observe the

ou tcomes of s t ude nt learning . I t inc l ud es t he role of the

teacher , the specific instruc t iona l met hods , t he curr icul um

nat.er-Lafa used and the l ea r ning principles applied in the

i ns t ruction (Kourilsky and Quarant a, 1987. p . 40 -41) .



L.imitations of t he Study

In imp lementi ng thi s s t udy t h e fo llowing limita tions

we re recognized.

1 . This case study was conducted using a small group

of h igh school t ea c;::hers of two large urban school boards in

the pr ov i nc e of Newf oun dl a nd . The conclusions and

a ppl i cation s can only be made wi t hin t he limits of th i s

grou p.

2 . This case s t ud y a t tempte d t o de termi ne high school

t e a c hers' knowledge an d co mpetencies r eg a r d i ng t he

i nstr uc t i on al development p rocess . It also attempted to

de t ermine t he ir app roaches and methods regarding t he

pl ann in g of i nstruction . Th ere h a s bee n no ma j or attempt to

draw inferences from the i r p lanning routines in r ela tion to

under l yi ng principles of instructional development. It i s

fe l t t hat fur t her s t udy of t e acher plann ing i s requ i red

be f o r e t acit i nstructiona l d evel o pment could be es tablished.

This t he s i s r eports the r es e arch findings of a s tudy

co nd ucted in t he winte r of 1990 - 1991 regarding t he

i ns t ructional development competencies of selected h i gh

schoo l t eachers i n the provinc e of Newf oundl a nd and the i r



approaches to inst ruct ional planning .

Chapter Two pr e sents an historical overview of t he

f ield of instru ct iona l development a nd t he va rious

instructiona l deve lopment approaches or mode l s . It also

pr ovi d e s an overview of instruc tiona l p l annin g , t he

pr oce s s es of plann ing instruction, the various inf l ue nces on

teacher planning , plann ing decisions , and a variety o f

planning models .

Ch a pter Three de lineates the methodology a nd t he

proced ures whi ch were i mplemented during the study.

Cha pter Four pres e nt s t he d a t a , a nalyzed qu al itative l y ,

in summary fo rm.

Cha pter Fi ve pr ov i de s a s ummary of t he results of the

study, wi t h c onc l usions and recommendations for fu r t her

etiudy •
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CHAPTER TWO

Re v i ew of Re:t.ated Li tera tu re

Hi storica l pe yelopmen t of I n s t ructi on al Developmen t

Introduction

According t o Feldhusen (1980 ) :

Instr uc tiona l t e chnology is the systematic
a pplica tion o f research, theory and
es t ablished models to t he des ign a nd
e valuati on o f i ns t ructio n . I nstruc tion al
d e v e l opme nt is a b r oade r set of procedures
whic h i nclude i ns t r uctional t e c hnol ogy a nd
o ther less f orma l me thods in the creation o f
De w teaching systems . ( p . 57 )

I nstruct iona l dev elop ment i s an a pplication of the

f l eid o f educational t echnolog y. Diamond (1980) s tates the

emergen ce of i ns tructiona l dov e lopment first a ppea red in a

Michigan s tate uni ve rsi t y project enti tled ~c~

Syst ems Development· A Demonstration and Eva l uat i on Pro ject .

It contained one o f t he earliest i ns truct ional dev elopme nt

models (p . 51 ) .

Instructi onal de ve l opment has evolved as a s ubsyste m of

the fie l d of e duca tional t echnology. Mello n (1983) r epo r t s

"the f ield of educationa l tech nology , while diverse , has

essentially t wo main co mpone nts, pr od uct and process . The

l ater i s more eommonl y kn own as t he inst r uctional

development p ro ce s s (p . 187) .
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Educational Techno logy

The evolution of the field of educationa l t e c hno l ogy is

important in t he discussion of t he history of instructional

development.

The rise of educationa l tech nology is as varied as the

authors wh o have r eport ed i t. Hawkri dg e (1976) suggests the

history can be divided into three sections : " the periods o f

pre- history (before 1954 ). i nfancy (1954 to a round 1966 ) and

ado lescence (from 1966 to pr esen t ) .. (p , 8) .

The pre-history stage started wi th a number of

classical educa tors . "Bacon mig h t be said to have been in

favour of the systems app roach: he seized t he whole problem,

stated its terms and f ormu lated i ts equations" (Hawkridge ,

1976 , p , 9). Saettler ( 1968) be lieved "Come n i us was t he

first real f or erunner of mo der n ins t r uc t i onal technology , he

l a i d the foundation of a s ystematic unders t and i ng of t he

teaching-learning pr oces s (p . 22) . "Pe stal o z z i advocated a n

inst ructional approach kno wn as object t e achi ng" (Reiser,

1987, p , 1 3 ) . This approach was popul ar- in both Europe and

the United s tates i n the 16005 .

In t h e early 1900 s two authors served as "pr e c urs or s t o

t he modern t heories of educationa l techno l ogy , Thorndike and

Dewey" (Ha wkridge, 1976 , P . 10 ) . Bot h we r e i nvolved in t h e

science of inst r uction . Along wi t h the s e t heories of

educa tion , visual education was ma ki ng i nroads a t the school
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l evel a r o u nd the sa me t i me . "The ea rl i e st record o f visua l

educatio n i n the National Education As s ociation (NEA) was a

speech on the effec ts of movin g pictur e s at a 19 12 meeting"

(Lembo and Br u ce, 19 71 , p , 50). By t h e 19 23 the r e was

enough interest in visual educat ion t o r e s ul t in t he NEA

fo r ming a "Department of Visual Instruc t i on" (Lembo and

Bruc e, 1971 , p , 50) .

The visua l i ns t ruct ion move ment grew steadil y during

the rest o f the 1920 5 an d t he e a r ly 19 30 5 . " Te chnolog i c a l

advances in fi lm and s lide quali t y, rad io broadcasting,

s o u nd recor di ng, and motion pict u res wi t h so und helped

foster th i s growth a nd s erved to expand the focus of t he

movement f rom v i s ual inst r uction t o audiovisual i nstruction "

(Re iser, 1987, p , 14).

In t h e 193 0s an d ear ly 19405 " l ower birth rat e a nd poor

ec o nomic conditions in Ame r i ca h ad a dep res sing effec t on

ed ucati o n " (Le mbo and Bruce, 1972a, p , 44) . But aud iovisual

ed ucat ion was o n t he r i se.

The be ginning of World War I I had a pos i t i ve i nfl uence

on the audi ov i sua l movemen t . Dur i ng the Second World War

t here was a necess! t y t o i nstr uct a nd train l a r ge numbers o f

i nd ividuals qu ickl y a nd e fficient l y. The s ta r t o f t he wa r

r e s ul t ed i n a slow- down in t he growth of a ud i ov i su al

i nst ruct i o n i n s choo ls , but a n increas e in the militar y a nd

in i ndustry. Rei ser (19B 7) s tat e d "the s e audio vi su a l
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devi c es were genera lly p er ce i ved as successful i n helping

the United S tates solve a maj or t r ain i ng p roblem, ho w t o

train large numbe rs of i nd i vid ua l s wi t h diverse backgrounds "

( p . 15).

The school system was a beneficiary of the success of

t his a udi ovi s ual moveme nt . Devices s uch as slide

project ors . overhead project ors and audio e qui pment joined

t he f Urn projector as c lassroom instruments .

Up t o thi s point a udi ov i s ua l us e was mai nl y a

s upplement e c a l e s s on. Sae ttler ( 1 9 68) suggested "the

hi stor i ca l d e vel opment of the aud iovisua l movement ha s

ge nerally i g nored ps ychol ogic a l theor y, s t ress i ng group

pr e se ntation of mater i al s" (p . 194 ).

The decade f o llowing the war was the begi nning o f the

associat ion between the audiovi sua l user s and r e s earch

i nvolving learni ng t heori es . Re i ser ( 198 7) not es "t he pos t ­

Wor ld War a udiovisual r esearch progra ms we r e amon g the firs t

co ncentrated effo r t to i denti f y prin c ipl es of l e arni ng tha t

could be use d i n the de s i gn of audio visua l materials" (p .

15) •

The development of the au diovisua l mov ement was an

impor tant s tep towa r ds a d i vision of educationa l t echno l ogy .

According t o Ely ( 1973) "the r oots of ed ucational t e c hn ology

s tem f ro m the fo u n dat ions of au di ov i s ual education" ( p. 53) .

His torically t ha t fie l d ha s be en concerned with sel ection ,
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production and use of instructio:'lal mat er ia l s a nd equ ipment.

"I n February 194 7 t he name of the associa tion wa s changed to

the De pa rtmen t of Audio-visual Inst r uction , mirroring t he

t echn ologi cal advances of the day " (Lembo and Bruce, 1972b,

p , 66) .

Hawkr idge ( 1976) calls t he second stage towards the

r i s e of ed ucational deve lopme nt as t h e "inf ancy stage" (p .

14) . Professiona ls i n the f i eld began to reali ze that t he

fie ld had t o be e xpanded. James Finn was one of the

pioneers i n t he fie ld . Lembo and Bruce (1972b) reports

Finn 's speech of a n evo l vi ng philosophy :

I~ f~: ~~~~u~I~~ti~n;h~i:l~~t~~~l~~r~!r:topments
movements arising in indus trr. t he armed f o r ce s ,
and the social s ervice organJ.zations , if i t
cont i n u e s t o concent rate on wh at is o nl y o ne phase
of the au diovisua l movement, in the l ong run it
will n e ver s ucceed in profes s i o nali z i ng and will
have b e en pa s s ed by . (p . 67 )

This evolution was ca used by the dev elopment of

"communicat ions I l earni ng theory, and ed ucational ps yc no toqy

of t he 50S l l (Diam o nd, 1980 , p , 51) . Sea ls (1989 ) suggest s

t wo ot her i mpor tant influences to cause t h is evotut. Icn .

"Fi r st was S putnik and t he e nsui ng federa l funds for large

cu rriculum p r o jects fo r schoo ls an d colleges a nd t he second

was the baby boom after Wor ld War II , whi ch meant schoo l s

and co lleges wer e over whelmed by l arg e number of s tUdents"

( p . 11 ) .
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Psycho log i s t s s u c h 85 Br i ggs . Gagn e . Bloom, Lumsdaine .

and Skinner were b po r t ant contributor s to this new field of

th e science of learning . Skinner was re r t!cularly important

t o the field of e duca t i ona l t ec hno l ogy . By the use of

t ea c hin g machi nes and progra Illlled l e arning , Sk i nner " pr opo s ed

a deta il a pplication o f his own particular brand of science

of lear ni ng . through t he us e of t e c hnolo g i ca l devic es"

( Ha wkrid g e , 1976 , p , 1 5 ) .

"The pri nciples of i nstr uc tion propo s ed b y Ski n ner l e d

to the first i nst r uc tiona l t ec hnology : progr ammed l e ar ni ng "

(Seals , 1989 , p , 11) . "The e mergence o f the p r ogr allUlled

i ns t ruct ion move ment g ave us gr ea t conf i dence i n our abi l i ty

to des ign effec tive and r ep l i cab l e inst r uct ion" (Hei nich .

1984 , p , 74) . Morgan (197 8) believed " t h e s t rongest case

can be ma de for dati ng t he o rigin of ed ucational technol ogy

frolll t he work of B. P . Ski nne r and other progralUled

in s t ru c t i on" ( p . 143).

As a r esu l t there were many p r opos als fo r a naDle cha ng o

fo r t he pro fes sio n . Silber (197 8) r eport ed the su gg es ted

name cha nges i nc luded "a udi ovisua l commu nicat i on by El Y,

in struc t i onal technol og y by Pi nn , a nd d ifferen t names suc h

as a udi ovisual i nstruction , l earn ing r e sour ce s or

educationa l t ec h nol ogy" ( p , 175) .

This i nfa ncy stage r esult ed in a change of emph a s i s .

El y (1972) suggest s :
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until abo ut 1950, American education tended
to place almost e xc lusive emphasis on good
teaching as the vehicle of good learning . It
wa s t eaching , therefore, t h a t was emphasized,
evaluated and cha nged. The advent of
programmed instruction in t he late 1 9505
he l ped to place a new e mphasis on the
l e ar n i ng p r oc e s s and the l e arne r . This
b rought about t he realization t hat l e arn i ng
is the goal of the instruct iona l process and
the criterion by which i t must be judged .
(p , 37)

Reiser (1987) co nfi rms a s hift in empha sis an d " t hos e in the

f ield should be primarily concerned with the design and use

of me s s age s which control the l e arn i ng process, r at he r tha n

t he audiovisual devices t ha t had been the focus of the

field " (p. 1 9 ).

Hawkridge 's ( 19 76 ) ado lescence s t ag e began i n tho mid­

sixtie s and co nt inue s t o t he present. I n 1965 t he s ys tems

app roach to instruction was prer.ented i n national

publications and a t conferences of audiovi s ual

professionals. Reiser (1 987) states "the sy s t ems appro ach

literature grew rapidly as models fo r design of i nstruction

wer e d eve loped and numerous journal artic les focusing upon

varfc ue aspoces o f t he systems process were pub'l Lshed " (p .

27 ) .

In 1970 a task force was established to research the

field of instructional techn ology . I t resulted i n a

defi ning of i nstructional technology by the commission as:

A sy s t e ma t ic wa y of defin ing , ca r r y i ng ou t, a nd

~::~~i~~nlnt~:r~~t~~ ~~~ificO~b3:~~i;~~ , ab~sed on
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fi nd ings f r om research in human l e arni ng a nd
co mmunication . a nd e mploying a combina t ion of
hu man and nonh uman resources to b r i ng about more
effective instr uc tion . (To r kelson, 1971 , p , 48)

In 1970 there were signs o f an ed ucat ional r e v ol u t i on .

The National Education Association changed the name of

Audio -Visua l Instruc tion t o the As soc i at i on for Educational

Communication an d Te c hn ol o gy (AECT) in order t o stay in tune

with t h e evolution of eduoat.Lcr, "Thi s ref l ected t he

broader co ncept urged by Finn ( S ilber , 1978, p , 175 ) . As a

resu l t:

changes in ti t i e s were accompanied by changes in
the termlm:l1ogy being us ed i n published papers . A
systems ap proach to ed uca t ion and t r a i n i ng was
urg ed upon a l l ed ucational technologi sts.
Different auth ors ha d r ather dif ferent
interpretations of wh at the t et",n meant , bu t in
genera l i t s eemed to i mpl y a systematic analysis
of a ll the compon ents i n a g iven l e ar ning
situatio n , whether or not t hat situation involved
programmed l earning . (Hawkridge, 1976 , p , 23)

In 1972 t he profession broadened i ts scope a nd r en amed

t he fie ld educational ti ec fm o I c-qy , "Th e name., t he

definition , and t he conceptua l framework were fina lly

solidified in 1977 with the pUblication of AECT' s official

defini tion s tatement of t he profession, Educationa l

Techno logy : De f i nit i on and Glossa ry of Terms (Silber, 1978 ,

p .1 75) .

Wagner (1986) v iews educational t e c hnology as :

in i ta broadest sense, t he pr-edeti ez-mi.ned purpose of
ed uca tional t e ch no l og y i s to maximize learning
and/or perf or man c e o utcomes throu gh the
de ve lopment, d esign , de livery, and evaluat i on of
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i n s tructional and/or t raining programs, procedures
and mat e r i a l s . ( p . 36 )

Wagner ( 1986 ) discusses educational t e chn o l og y as h av i ng

both a produc t and a process component . The product

i nclude s audiovisual, manuals and t ext bo oks . The process is

"the means t hr ough wh i ch the products are generated . These

pr oces s e s are embod ied within the discipl ine of

instructional deve l o pment " (Wag ne r , 1986 , p , 37) .

Instruct i on a l De v e l o pment

Instructional deve lopment is a branch of edu caticnal

t e c hnol ogy . Be ing a part of educational t e chn o l ogy, it has

evo lved a long the same path and owes i t s incepti on to t he

audiovisua l move me nt . The t wo other f ields t ha t have l e d to

the process of i ns t r uct i ona l development are lea rn i ng

t heories a nd the systems approach. Diamond ( 1980 ) reports :

Instr ucti onal develop ment d id not come on t he
ed ucational s cene suddenly . It represents , i n

I~c;ls~airi~i~;u~~i~~t~~nfh~n~2~~~ta~~io~;is~~lts
inst ru ct ions of t he '305 a nd ' 405 ; co mmunication,
learni ng t heo ry , and e ducational psychology of the
'50s ; and educational communication an d system
des ign a nd management o f the '60s . (p . 51)

Th i s developmen t ha s bee n echoed by Knirk and Gustafson

( 1 9 86 ) who suggest t h e fie ld of i nstruc t ional techno logy h as

been de v e l oped t hr ou gh t hree separate developments :

1. Designing instr uction directly fo r the
s t udent i ns t ead of designing audio­
visua l mate r i al s for teache rs t o use in
t heir presentations.
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2 . Ben c hmark dev e lopments i n l e arning
theory as ident ified by B. F. Skinner
• . . and others .

3 . The inf luence of World Wa r II a nd the
l ate r advancing hardware t echnology ,
whi c h req uired de veloping qu d.ok t a s k
a na lysis p r oc ed ures, e f fective training,
a nd new communication technologies :
o f t en labelle d t he " s ystems a pproach " .
(p . 1)

The fi rst co nne c tion between the fields of psychology

and ed ucat.IcneI t ec hn olog y oc c urred du ring World War II an d

t he training of the military . psychologists were r eveal i ng

new informa t ion about t he l ea rning pr o c es s and the a udio-

visual movement ha d r ea ch ed a new he i g ht in t r ai n ing an d

i nstr uc tion . "Audio- vis ua l sp ec i alists were developing ways

to uti lize t he recognized learn ing principles i n d e s i gni ng

effective f ilms and ot her i nstructional materials" (Kemp,

1985 , p , 4) .

J earni 09 T h eor i e s

Ac c or d ing to Gro ppe r ( 1983 ), "lear ning theory describes

the l awf ul wa ys in whi ch c hanges i n behaviou r occur . I ts

parameters ide ntify : a un it of be haviour t o be ana Lyaed r the

condi t ions t hat product c hanges in it ; and t he nature an d

permanenc e of t he c hanges in i t t ha t can r e sult" (p . 106 ) .

Bigge (1982) defined a l ear ning theory as a " sys t ematic

i ntegrated outlook i n r egard to the na t ure of the p r oce s s

whereby people r ela t e to t hei r e nvi r on ments i n s u ch a way as
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to enhance the ir ab il i ty t o us e bo t h thems elv e s and t he i r

envi ro n ments more ef fectively" (p. 3).

Since psycho l ogy is the science of behaviour, it is

obvious t ha t ps ychology is an impo r tant as pect of learn i ng.

The r efore , e ducation and psychology are un! ted to form

ed uca tional ps ycholo gy. Edu cational ps ych ology dea l s with

the l earni ng p r oc e s s e s . One o f the ma j or parts of

e ducationa l ps ycholog y is l e ar n ing t he ory .

Lefrancois (1988) descri bes l e a r n ing t heory:

It is a s ubdivision of ge ne ra l ps yc hological
the ory . It deals with t he question of how
be haviour cha ng es. Indeed, l e a rni ng can be
defi ned as changes in behaviour resulting f rom
experie nce. This is why the expression l ea rni ng
theo r y a nd be ha viour theory are nearly
synonymous. •• The history of learn i ng theory s hows
a prog r e s s ion f r om s imple (rat her mecha nistJ.c)
i nterpre tations of human l earning to complex on e s .
( p , 7)

Saet tler (1968) t r ac e s t he birt h of the l earn i ng t h e or y

t o t he e ar ly 1900s. psychologists such as Dewey, Thorndike ,

Ha ll , Binet and atncn were respo nsi ble for t he ne w movement.

As a result " a true science of beh aviour , and es pe c i a l l y o f

l e arning t h eory began t o emerge (no t based pr i ma ri ly on

metaphysica l or ph ilos ophical speculat ion as previou sly ) ,

f r om whi ch applicat i on s t o a t e ch no l ogy of i nstruction mi ght

be an t ici pat e d " {p , 48) .

Rei ge lut h ( 198 3 ) ac k nowledges t he co ntributions of

Dewey and Thorndi ke to the field of i nstructiomll d e s i gn but
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gives c redit t o other psycho logists for the creation of the

process . "Instr uctional design 's birth as a discipline must

be credited to B. F. Skinner, Jerome Br uner and David

AusuheI " (Reigeluth, 1 98 3, p , 27 ) .

Lan da (19B3) bel i e ves "le a r ni ng t he o r i es deal wi th

re lationshi ps be tween l ea rn e r s ' action and l e arne r s '

ps ych ologic a l or behavioral processes - t hat is , with

r e l a t i ons h i ps of phe nomena ins i de the l e a r ner (p. 63) .

Landa (1983) describes two types o f l earning theories :

De s c r i p t i ve l e arning t h eo r i es deals wi th "if • • • ,
then" proposi tions s tating what happens
psychologically if such and s uc h learning actions
are pe rformed, and pre s cri ptive learning t heories
prescribe what l e a r ning operat ions s houl d be
per f o r med (as nec e s sary, s uff icient, or bo th) i n
order for a certain ps yc hological process t o
ha ppen. (p. 65 )

Bigge ( 1982 ) s uggests that "et; least ten d i f f erent

theories i n regard t o th':l basic nature of l ea rning processes

are e i ther prevalent i n today 's schoo ls o r advocated by

l e a r ni ng contemporary psycho logists" (p. 8 ) . Lefrancois

(1988 ) believe s t here are three major learning theori e s :

be haviourism, cognitivism an d humani s m. " Huma nism pr e s ent s

a v i e w c omplementary t o t he firs t t wo approaches "

(Le f r a nc oi s , 1988 , p , 8) .

Lea r ning theori es are a mirr or of t he psychological

theories o f any pa r ticular time . A paradigm s hift i n a

psychological t heory will result i n a s i milar shift i n the
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l ea r n i ng theor i e s . In the t wen tieth ce ntury t he t wo JIIa jor

theor i es o f learning, be ha vi ou r i sm and cogni t ivi s lI,

dev eloped in concert wi th dev elopments i n psychology .

Behavioral t heory was impo r tan t in learning from 19205 t o

t he 19 605 , when cogn i tive t he o ry became t h e dotl.i na nt t h eor y

of the learni ng p r oc es s . This notion i s s uppor ted by many

authors in ed uca t i onal psychology inCluding Saha ki an (1976) .

Hilgardand Bower ( 1974 ), Schwartz (1977), an d 11111 ( 19 6 3 ) .

Behavioura l Le a r ning Theory

Behaviourism was a r eact i on t o t he i nt ros pection

move me nt o r ps ychological i nv e s tigations i n which one

ex ami nes one ' s own t hou g ht and emotion . I t was prod uc ed by

J . B. Wats on in 1913. Accor d i ng to Lefrancoi s (198B) ,

"behaviourism denotes t he theories that are co nc erned wi t h

t he o bse rvables of beh av iour - that is , with t he vi s ible

as pect of behaviour : s tbulus (that which leads t o

behav iour ) and response ( the behaviour its e lf ) " (p. 8) .

There are many ps ychol ogis t who fo llowed the t heo r y of

benavtcurIea . After Wa tson , thi s group i nclude s Pav lov wi t h

his t heor y of c lassic a l cond i tioni ng, Gut hrie a nd his

contiguity principl e, a nd Hul l and his t h eor i es on

r e inf or ce ment . B. f'. Skinne r i s one of t he be t t er known

beh aviour i s t s . His theory of ope rant co nd i tion i ng is wi dely

reported . Acco rd i ng to Lef r ancoi s ( 1988 ) :
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Buhaviourism, because it is almost exclusively
preoccupied with objective things and avoids any
speCUlation about what occurs between stimuli and
response , can exp.\ain learning and behaviour only
in terms of rules that govern the relationships
between observed physical events. (p. 8)

Cognitjye Iearnin~m.:Y

Historically, the cesef t psychology was the beginning

of the cognitive learning theor ies, but it wasn't until the

19605 that it had an impact on learning. "Cognitivism

refers to the work of those psychologists who have abandoned

much of the earlier concern with external , observable

behavioral components . They have, instead, become

increasingly preoccupied with the organization of kncwfedqe ,

information processing, and decision-making behaviour"

(Lefrancois, 1988, p. 8). Bigge (1982 ) states "a cognitive­

field of learning describes how a person gains understandi ng

of himself and his universe in a situation so construed that

both his self and his psyChological environment compose a

totality of mutuall y interdependent co-existing factors " (p.

172) •

There are many psychologists who followed cognitive

field theories . Kurt Lewin studied motivation, personality

and social psychology. Jean piaget studied intelligence and

child development. Bruner, a student of piagat, developed

theories that dealt with c once pt u a liz at i on , perception ,
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instruction and development . He produced a discovery

learning theory. Ausubel studied verbal learni ng .

Bawd , McDougall and Yewchuk (1982) summarize the

cognitive field theory of learning as a process that "stress

perception, i ns i ght , mental structures and problem s olving"

f p , 75) . They conclude cognitive theorists are interested

i n verba l and concept: learning .

Human i st ic psychol ogy

Humanistic psychology i s human or individual-oriented .

It combines elements of both behaviourism and cognitivi sm .

Three members of this group are Albert Bandur-a,

Ben jamin Bloom and Robert Gagne. Bandura' s theory is based

on operant condi t i o ni ng or behaviouri sm but i t recogn izes

our ability to perceive and antic ipate the outcome of

behaviour (Le f r a nc o i s 1988 ) . Ben j amin Bloom i s associated

with educational objectives and the theory of mastery

learning . Hi s theories c ont a i n both a behavioral an d a

cognitive component . Robert Ga~m!'! used both the

behaviourist and cognitive field theory to produce an

h i e r ar ch i cal system to explain the learning proces s .

IDstructj aDa] Deve] opmeDt and Learning "'heory

Instructional de velopment is based on application o f

learning theories . At the time of i ts inception, behavioral



25

theory ....as still the domi nant l ea r n i ng t heor y and many of

the innovators were behaviourists . Sprague (1gB! ) states,

"behaviourism, which was the dominant school of thought in

educational psychology in America in the 19505 and 19605 had

a major influence on instructional design principles ••..

many instructional designers in the 19605 and 19705 were

indoctrinated in the behavioral tradition a la Skinner" (p .

24). It is the cornerstone of instructional development .

Jonassen (1984) states " t he systems approach is grounded

also in behaviourism" (p. 157) .

There is a shift from behavioral to the cognitive

learning th~ory. Dede and Swigger (1988) suggest

" i ns t r uc t i o na l des ign theory is gradually shifting from a

behavioral science orientation to an emphasis on cognitive

science , that is, from promoting students' overt performance

in manipUlating instructional materials to enhancing their

cognitive processing" (p. 21) .

"The shift to a cognitive orientation has brought about

a focus on process, rather than product. Current work

addresses the effect of technology on cognitive processing

and problem-solving strategies" (F;:)snot, 1984, p . 196).

"Cognitive instructional methods include encouraging

discovery strategies; suggesting the use of pl:'eviously

acquired and decontextuallzed skills through, for example,

paraphrasing, advanced organizers and analogies" (Clarke and

voogel, 1985, p , 117).
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Sewell (19 88) believes "modern cognitive learning

theory provides a potentially powerful paradigm ,

particularly when placed in conjunction with practical

models of instructional design" ( p . 110 ) . Spr a gue ( 19 81 )

conc l ude s "keeping i ns truc t i onal design procedures in gear

with current research fi ndi ng in instructional psychology i s

important" (p. 29 ) .

Th e Systems Approach

Rornis zowskl (19 81) describes the systems approach a s a

series of stages that should be followed to c a r r y out

training or educational needs (p . 18 ). Reiser ( 19 B7 ) notes

a re lationship between pr og r ammed learning and the systems

approach . "The process fo r developing programmed materi a ls

i nvo l ves many of the steps found i n the current systems

approach models" (p . 22 ) . Heinich (19 70 ) states :

Programmed instruction has been credited by

:~~~a~i~~ . i~~r~~~~~irn~h:n~Y~~::~i~~P~~~~h t o

~~~t:i~gi~~~ ~~~~~~~~y~~:~~O~~la~~!:~;i~~:'
objectives, setting up procedures to tryout
and revise the steps , and by va H d a t i ng the
program against attainment of the o b j ec t i ves ,
programmed instruction s ucceeded in creating
a small but effective self-instructional
sy stem - a technology of instruction .
(p . 123)

Different models have different components . "The

ac t u a l number o f s teps ca n v a r y from one schema to another ,
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but despite quite important variations t he four basic steps

are usually clearly discernible" (Davies, 1978, p.1l2) .

Davies (1978) identifies these steps as diagnosis , planning

action, implementing action , and evaluation (p. 112) .

Dick and Care~ (1985) suggest lIinstruction is a

systematic process in which every component is crucial to

successful learningt' (p. 2) . They l i s t a variety of

components to their model. These include: identifying an

instructional goal r conducting an instructional analysis ,

identifying entry behaviour and characteristics , writing

performance objectives , developing criterion-reference test

items, developing an instructional strategy, developing and

selecting instruction, designing and conducting the

formati ve evaluation, revising instruction and conducting

summative evaluation [p , 5).

Pratt (1980) defines task analysis as tithe process of

listing the component tasks the students would need to be

able to perform if the aim itself were to be attained tl (p .

166) . Reiser (1987) explains the importance of task

analysis as part of the instructional development process

and the development of the systems approach . Reiser (1987)

states:

The refinement of task a nalysis procedures
during the 19505 was another major factor in
the deve lopment of the systems approach
concept. Task. analysis is t he process of
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ide nt ify i ng the tas ks and s ubt asxs t hat must
be s uccessful l y pertorned i n order to e xecute
properly s ome func~ion or jo b . (p . 22)

Dav i es (1 973 ) s t ates "tas k analys is serves as a

practical means of inter f ac ing a theor y of knowledge wi t h a

t heory of instruction and a t heory of l ear n ing" (p . 74) .

Jon as sen and Hannum ( 1986) repor t that " task arl<sl "lsis is an

i ntegral part of the i nstructiona l development process. A

poorly e xecuted t a s k ana lysis will jeopardize tilP. entirr

development pr oces s" [p , 3).

Reiser ( 1987) associates behavioral objectives as t he

next stage o f t he i nstructional developmen t process (p . 23) .

Romiszowski conc l udes "ob j ectives are t he corners tone, t he

keystone, one might even say t he phi losophe r's s tone of

problem-solving . If we follow t he s t ages o f the systems

approac h we use objectives at each a nd every stage" (p . 55) .

Behavi ora l object i ves are of ten refer red to as pe r f orman c e

or inst r uc tiona l ob jectives. "You will see in t he

litera t ure the terms pe r f ormanc e obje c tives and

i ns t ructiona l ob j ect ives. You can assume they are

sy nonymous wi t h beh avior a l ob jectives " (DiC k and Carey,

1985, p , 99 ) .

Acco r ding t o Cole a nd Cha n (1987), be hav io ral

ob j ectives are de fined a s "e xplicit s tatements abo ut

intende d outcomes of teachi ng whi ch are de rived r rcn t he

general goals of instr uct i on . They s pecify t he knowl edge ,
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understanding and skil ls that stude nts need to acqui re to

demonstrate attainmen t of goals" (p. 50).

Reiser ( 1987). tracing the h istory o f objectives,

suggests "object 1ves were discussed and used by edu cators as

f ar back as t he early 19005. Among the ear ly advocates of

the use of c learly s tated objectives were such people as

Bobbit , Charters, and Frederic Burk" (p. 23) . Reiser (1987)

cr ed i t s Tyler as t he f ather of t he behaviora l ob jective (p .

23) .

" In t he 19505, be havioral objectives wer e given another

boost when Benjamin Bloom and his co lleagues pUblished t he

Taxo nomy of Educational Objec t ives" (Reiser, 1987 , p , 23) .

This t a xonomy o f objectives was important in instruc tional

development . "These wor ks a t tempt t o establish a hierarchy .

or sequential classification, of t ype s of objectives, which

sh ould e nable t he objective developer fi rst to achieve

agreement o n t he l evel of ob j ect i ve s to be ac h ieved , a nd

then to search the subject f or su i table t e a chi ng and t es ting

co ntent" (ROlRiszowski, 1981, p , 56) .

Robert Mager was als o a n i mport a nt infl ue nc e on the use

of behaviora l objectives i n e ducation .

Mager ha s inf l ue nc e d t he total educa t iona l

~~~~~;~~, t~~~~1~eh~:a~:~:~~; So~nw~~: ne e d
student s s ho u ld be ab le t o do when t h ey
co mplete t he i r i ns tructi on . The term
behavi ora l objective be c ame familiar t o many
ed ucators i n t he 1960s . (Dick and Carey ,
1985, p . 97)
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"Robe r t Gagne helped to i dentity t h e instructiona l

implica t ions of defining an d classifying objec tives"

(Re iser, 19 87 , p. 24) . Hawkridge ( 1976) i terates:

Neither Tyl er nor Bl oom t hi nks of hi ms e lf as
an educat iona l technolog i st , yet the
'organized k nowledge ' about objectives
provi de d by these t wo wa s assimilated int o
t he systematic a pproach t o the design of

;~i~~~r~si~v~~~t:~U~~tl~~~fa:~~n~!~~~~ng
(p . 1 6 )

Reiser (1987) reports "Ln the 19605 anot her important

factor i n the development of t he systems approach co ncept

was t he eme r gence of criterion-referenced testing" (p . 24) .

Criterion-referenced tes t s are based on the objectives you

ha ve wr i t ten, yo u deve lop assessment items t hat are parallel

t o a nd measure the learne r 's ab il i t y to achieve wha t you

des c r i be i n the objectives (Dick a nd Carey, 1985) .

Accordi ng t o Reiser (1987) Tyler wa s the firs t t o advocate

t he use of criter ion-re ferencea t est ing but Glas'ar was t he

fi rst t o use i t (p . 24).

Dick a nd Carey ( 1985) suggest there a re f ou r t ypes of

cri terion-referenc ed tests: e ntry be hav i ou r t e s t s to see if

t he stude nt have the necessary skills t o begi n t he

instruct ion; pretests t o me a s ur e the skil ls wh i ch a re goi ng

to b e taught by the instru ction ; embedded tests which are

practice tests; an d posttests or the post-assessment of the

instruction (p . 109 ).
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