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ABSTRACT

The purpose of this study was to determine
instructional development knowledge and competency among
teacher-librarians in the province of Newfoundland.
Resource-based approaches to curriculum are being
implemented throughout Canada, and, the Newfoundland
Department of Education recommends a resource-based
approach to teaching and learning, although a formal
model has yet to be adopted. Because this approach
requires that teacher-librarians and classroom teachers
work together as teaching partners in the curriculum
implementation process, using instructional development
in a cooperative program planning process, it was
desirable to establish the level of instructional
development knowledge and competency of teacher-
librarians.

The Association for Educational Communications and
Technology (AECT) published a task force report, in 1982,
on instructional development certification which provided
a list of core, performance-oriented instructional
development competencies for the instructional/training
development professional. These AECT core instructional

development competencies were incorporated with
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competencies outlined in various Canadian documents and
considered necessary to implement cooperative program
planning and teaching. A content analysis was performed
on three Canadian documents: (1) Partners in Action: The

Library Resource Centre in The School Curriculum, by the

Ontario Ministry of Education (1982); (2) The 4th R:

Resource-based Learning, by the Saskatchewan Teachers’

Federation (1987); and (3) Qualifications for School
Librarians, by the Canadian School Library Association
Report (1980). This process provided fifteen
instructional development competency areas to use in the
examination of instructional development knowledge and
competency on the part of teacher-librarians.

An initial instrument was piloted in the fall of
1988 with a group of sixty teacher-librarians attending
an annual conference. This instrument was developed to
gauge the level of familiarity with instructional
development terminology, and to provide information to
assist. in the development of the main instrument.

The main instrument was a highly structured
interview guide, permitting participants to respond with
open-ended answers. One hundred and twenty-one teacher-

librarians, working half-time or more, from twenty-six



school districts throughout Newfoundland and Labrador,
participated.

The study results indicate very few teacher-
librarians possessed comprehensive instructional

development knowledge and competency.
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CHAPTER ONE
NATURE OF THE STUDY
Introduction

Twentieth century society is characterized by vast
amounts of information increasingly available through
electronic and digital media. The British Columbia
Teacher-Librarians’ Association (1986) produced a
document, Fuel for Change, in which John Naisbett is
quoted:

Between 6,000 and 7,000 scientific articles are

written each day. Scientific and technical

information now increases 13%, which means it
doubles every 5.5 years. But the nhew rate will

soon jump to perhaps 40% every year because of

new, more powerful information systems and an

increasing population of scientists. This means

that data will double every twenty months

(p. 1).

Advances in technology are astounding. For example,
compact laser discs now contain entire data sets such as
the Encyclopedia Britannica, library catalogues, and the
Oxford English Dictionary. Microcomputers which are
capable of storing massive amounts of information are
found in North American homes, and software sales for
them are growing annually.

This "information explosion" has great influence on

all social structures, including education. Canadian

curriculum developers are concerned with how to provide



the necessary knowledge and skills to function
effectively in a changing, technological, and
information-rich world.

There is a general rccognition by educators that
traditional teacher-based education, where the teacher is
the prime source of knowledge, is no longer adequate to
meet modern students’ needs. Howson (1970) writes, "the
importance of imparting factual knowledge about ‘what is’
therefore tends to diminish with a growing belief in the
impermanence of the present. ‘Knowing’ is less important
than being equipped to ‘find out for oneself’ (p. 6).
Curriculum developers have recently placed emphasis on
resource-based learning, an innovative approach concerned
with learning how to learn, select, evaluate, and utilize
information.

In Canada, resource-based approaches to curriculum
development are widely accepted. Four provinces (Ontario,
Alberta, British Columbia and Saskatchewan) promote it in
their educational systems. The Ontario Ministry of

Education (1982) first used the term ‘resource-based

I

learning’ in a curriculum guideline, Partner on:

The Library Resource Centre in the School Curriculum. The

guideline stresses cooperation between the principal,

classroom teachers, and the teacher-librarian in the



creation of resource-based programs. It recognizes that
the teacher-librarian and classroom teacher must work
together as teaching partners in the development and
implementation of appropriate teaching and learning
activities. The three other provinces use the Ontario
model as the basis for their educational goals and
objectives,

The Newfoundland Department of Education recommends
a resource-based approach, but has not yet adopted a
formal model. Provincial curricula stress the approach in
curriculum guides, course descriptions, and authorized
texts from kindergarten to senior high school. It is
recognized that the textbook is an important resource but
not the only resource.

Resource-based programs require a wide variety of
learning resources and a teacher-librarian who is both a
learning resource specialist and a qualified teacher. The
Leacher-librarian works with the classroom teacher in the

curriculum implementation process.

Background to the Problem
The resource-based approach to learning which is

advocated by Branscombe and Newsom (1977) in Resource

ices for Cana

n _Schools, the four provincial



models, and the Newfoundland Department of Education,
involves more than simply providing resources. Systematic
planning, development, and utilization of those resources
is required. Teachers need to be able to establish
objectives, analyze strategies, initiate and develop
appropriate learning activities, select and effectively
use learning resources, and develop appropriate
evaluation procedures for the student and the
instructional program. Branscombe and Newsom (1977)
suggest "To expect a classroom teacher to implement an
individualized curriculum on his own is to expect the
impossible. Every teacher requires the help of a teaching
associate, namely a learning resource teacher" (p. 11).
To implement a resource-based program the school
library function is moved from its traditional place at
the periphery of the school system to the centre, where
it functions as an integral part of the school curricula.
The teacher-librarian is responsible for the selection,
organization, administration, and appropriate use of
learning resources as required by the classroom teacher.
The primary function of the teacher-librarian is to help
the school achieve its educational objectives by working

in partnership with classroom teachers.
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To plan resource-based units cooperatively with the
classroom teacher, the teacher-librarian must possess
skills in instructional development. Teacher-librarian
responsibilities include curriculum development,
implementation, and evaluation; designing in-service
education; analyzing effective learning resources;
consulting in the planning of effective learning

activities; and managing a learning resource centre.

Statement of the Problem

Since teacher-librarians are expected to work with
classroom teachers in designing instructional units and
modules, it is necessary that they have competencies in
instructional development. Yet traditional training
programs for teacher-librarians are offered by Schools of
Library Science, with the focus of these programs being
librarianship - the study of information acquisition,
storage, and retrieval.

In the province of Newfoundland for the past decade
there has been a graduate program for teacher—librarians
offered through the Faculty of Education at Memorial
University of Newfoundland. One basic course in
instructional development is required on the program.

With the change in the role of the teacher-librarian, a



change required by the resource-based approach, it is
important to establish the level of instructional
development competency of teacher-librarians. It was this
concern which guided this study. The pu.pose of this
study was to establish the level of instructional
development knowledge and competency of teacher-
librarians in the province of Newfoundland. Since only
those teacher-librarians employed a minimum of half-time
in the school library could be expected to implement a
resource-based approach, it was this group of 128 who

were the focus of this study.

Definition of Terms
The following terms and definitions apply for the
purpose of this study.

Instructional Development. (used interchangeably with
instructional 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.

Teacher—Librarian. (Used interchangeably with
librarian, library media specialist, media specialist and

learning resource tacher). A qualified professional



teacher who is responsible for the organization,
administration, planning and implementation of a school
library program.

Resource-based Teaching and Learning. Planned

educational programs that involve the student in the
meaningful use of a wide range of print and non-print
resources.

Educational Technology. A complex, integrated process
involving people, procedures, ideas, services and
organization for analyzing problems, and devising,
implementing, evaluating and managing solutions to those
problems in all aspects of human learning.

Systems Approach. An operational system which
synthesizes and interrelates the components of a process
within a conceptual framework, insuring continued,
orderly and effective progress toward a stated goal.

Learning Theory. A systematic, integrated outlook with
regard to the nature of the process whereby people relate
to their environments in such a way as to enhance their
ability to use both themselves and their environments
more effectively.

Theories of Instruction. Statements about what

instructors should do in order to teach, or more
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precisely, in order to meet a given educational objective
with maximum efficiency.

Cooperative Program Planning and Teaching. The process
in which the teacher-librarian and the teacher work as
partners in the instructional development process to

cooperatively design and teach units of study.

Limitations of the Study

In the design and implementation of this study the
following limitations were recognized.

1. There is an ideal established for the role and
function of the teacher-librarian based in the national
standards and the four provincial models. In Newfoundland
there is no established model; however, it is assumed the
national standards and provincial models apply to
Newfoundland teacher-librarians.

2, This study explored teacher-librarians’
instructional development knowledge and competency only.
According to provincial models and national standards,
teacher-librarians and classroom teachers should work as
partners in the instructional process. This study does
not explore the instructional development knowledge and

competency of classroom teachers.



3. In the absence of existing instruments, those
developed were tested for the first time in the
implementation of this study.

4. The instrument attempts tc measure teacher-—
librarians’ instructional development knowledge through a
series of questions on core competencies of instructional
development . Knowledge of instructional development as
measured by the instrument is equated with knowledge of
the algorithm which underlies all instructional
development models. This study does not explore teacher—
librarians’ tacit knowledge of instructional development.

5. While pilot testing of an initial instrument was
undertaken to identify technical terminology which might
be problematic, and to clarify language for respondents,
the rescarcher felt that teacher-librarians as highly
trained professional educators would be familiar with
terminology common to the pr_ofessional literature of
cducation. Use of such terminology may have impacted upon

respondents’ ability to answer specific questions.
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Summary

This study provides the results of rescarch findings
collected in the spring of 1989 regarding instructional
development knowledge and competency among teacher—
librarians in the province of Newfoundland.

Chapter Two is an histcric overview of instructional
development as a field of study. In addition to
instructional development models and approaches, it
provides an historic overview of school libraries and the
role of the teacher-librarian, an overview of American
and Canadian school library standards, provincial mocdels,
and an examination of Newfoundland curriculum guides
which cite examples to demonstrate the resource-based
approach to teaching recommended in this province. The
literature cited provides ample evidence to demonstrate
that successful implementation of this approach requires
that teacher-librarians be knowledgeable about
instructional devclopment.

Chapter Three describes the methodology of the study
and the data gathering instruments which were developed.

Chapter Four provides the analysis of the data in
summary form.

Chapter Five presents a summary of the study, with

conclusions and recommendations for further study.
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CHAPTER TWO
REVIEW OF RELATED LITERATURE
Historical Development of Instructional Development
Introduction

According to Diamond (1980) the term ‘instructional

clopment’, an application of the field of educational

technology, first appears in a 1961-1965 Michigan State

University project report entitled Instructional Systems

Development: A Demonstration and Evaluation Project.

Directed by Dr. John Barson, the project produced one of
the carliest instructional development models, but it was
not until 1971, at the Association for Educational
Communications and Technology annual convention, that
instructional development was identified as a separate,
professional endeavour (p. 51).

Modorn instructional development does not represent
a completely new or innovative concept, rather it is an
"evolutionary step as people seek to improve their
cducational enterprise by making it more effective,
efficient, and humane" (Knirk and Gustafson, 1986, p. 3).
Tnstructional development has many historic influences
which, while developed independently from each other,
have merged to shape the field of instructional

technology.
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Diamond (1980) states instructional development
"draws on the applied research in organizational
management, system design, change strategies, nceds
assessment, learning theory, cducational testing, and
media design and application" (p. 51). Sacttler (1968) in
delineating instructional technology, traces its
beginnings to the Athenian Sophists as "they werc
probably the first professional teachers, who, by their
systematic analysis of subject matter and organization of
teaching materials, laid the groundwork for a technology
of instruction™ (p. 23). He further states "it would be
futile to designate any particular event or date to mark
the beginning of a science or a technology of
instruction" (p. 47). Since the 1950s, the field of
instructional technology has been delineated through the
synthesis of three separate developments:
1. [the notion of] designing instruction
directly for the student instecad of
designing audio-visual materials for
teachers to use in their presentations.
2. Benchmark developments in learning
theories as identified by B. F. Skinner
... and others.
3. T-e influence of World War II and the
later advancing hardware technology,
which required quick task analysis
procedures, effective training, and new
communications technologies; often

labelled the "systems approach". (Knirk &
Gustafson, 1986, p. 1)
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The synthesis of these three developments, namely,
communication theory, theories of learning and
instruction, and systems theory, is examined in tracing

the history of instructional development.

ng_Theori

Instructional development has been influenced by

arn,

developments in the behavioural sciences. Saettler (1968)
states "a true science of behaviour, and especially
learning theory, began to emerge from which applications
to a technology of instruction might be anticipated"

(p. 18).

Bigge (1982), describing learning theory as "a
distinct area within theoretical psychology" defines it
as "a systematic integrated outlook in regard to the
nature of the process whereby people relate to their
environment in such a way as to enhance their ability to
use both themselves and their environments more
cffectively" (p. 3). Lefrancois (1982) defines learning
theory as "a subdivision of general psychological theory
as it deals with the question of how behavior changes"

(p. 11

. Since the seventeenth century several different

learning theories have developed; their aim being to
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understand the learning process, to develop techniques to
transmit information and to control learner bchaviour.

Early Theorists. Three mental discipline theories,
developed prior to the twentieth century, arc still
influential in today’s schools: Theistic and Humanistic,
Natural Unfoldment, and Apperccption. The primary elcment
of the first is that "learning consists of student’s
minds being disciplined or trained" (Bigge, 1982, p. B).
Natural Unfoldment is the extreme opposite as it is "a
procedure within which a child unfolds what either Naturc
or a Creator has enfolded within him" (Bigge, 1982,

P. 9). Apperception theory is idea-centerecd lcarning, "a
process of new ideas associating themselves with old
ones" (Bigge, 1982, p. 35).

According to Bigge (1982), these have a common
characteristic, "All were developed as nonexperimental
psychologies of learning" (p. 23); that is, they cannot
be evaluated scientifically. Early twentieth century
psychologists and educators became fascinated with the
potential of the scientific process in cducation, while
mental disciplinarians insisted "scicnce could not be
applied in such a human enterprise as education" (Bigge,

1982, p. 31).
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Twentieth Century Learning Theories. Modern learning

theories are classified in two broad categories:

(1) Stimulus response conditioning theories of the
behaviourist families and (2) cognitive theories of the
Gestalt-field family.

Behaviourists, also called stimulus-response (S-R!
theorists, consider learning "a change in observable
behavior, which occurs through stimuli and responses
becoming related to mechanistic principles" (Bigge, 1982,
p. 9). Lefrancois (1982) states, "Behaviorism ... can
explain learning and behavior only in terms of rules that
govern the relationship between observed physical events"
(p. 11).

Gestalt-field theorists view learning as "a process
of gaining or changing insights, outlooks, expectations
or thought patterns" (Bigge, 1982, p. 9). According to
Lefrancois (1982), cognitivism refers to "the work of
psychologists who have abandoned much of the earlier
concern with external, observable behavioral components.
‘They have ... become increasingly preoccupied with the
organization of knowledge, information processing, and
decision-making behaviour" (p. 11).

Both families are essentially protests against

inadequacies and inconsistencies of earlier psychological
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systems "developed as nonexperimental psychologies of
learning ... [whose] basic orientation is philosophical
or speculative" (Bigge, 1982, p. 23). Behaviouristic and
the Gestalt-field approaches are "scientific approaches
to the study of human beings and assume people’s basic
moral proclivity to be neutral" (Bigge, 1982, p. 49).

Behaviouristic Theories. Edward Thorndike, an American

educational psychologist whose behaviouristic psychology
was called connectionism, "fashioned the first scientific
learning theory and established empirical investigation
as a basis for scientific instruction" (Saettler, 1968,
p. 48). He developed a Stimulus-Response (S-R Bond
theory as an explanation of learning according to the
laws of readiness, exercise, and effect. His studies
showed the significance of individual differences and in
his attempts to measure these differences, he made "an
important contribution to the field of educational
measurement" (Good & Teller, 1973, p. 404). Bigge (1982)
notes Thorndike’s theory of learning implies that
"through conditioning, specific responses come to be
linked with specific stimuli" (p. 53). Thorndike’s
contributions are "the historic starting point for study
or analysis of modern instructional technology"

(Saettler, 1968, p. 53).
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John B. Watson, another behaviourist, is recognized
as "the founder of the behavioristic movement in
psychology, not only because he coined the term ..., but
also because he developed its basic concepts in his own
theorizing" (Lefrancois, 1982, p. 30).

Watson, more so than Thorndike, "felt psychology was
based on the concepts of physics and chemistry" and his
work followed that of Pavlov, namely, learning is "a
process of building conditioned reflexes through the
substitution of one stimulus for another" (Bigge, 1982,
p. 54).

Thorndike and Watson influenced the neobehaviourists
whose concerns with Stimulus-Response are similar, but
who move towards the cognitive approach as they "attempt
to deal with cvents that intervene between stimuli and
responses"” (Lefrancois, 1982, p. 27). Essentially
ncobechaviourists assume life can be explained in
mechanistic terms. They differ from the original
behaviourists in four ways:

1. less cemphasis is placed upon the

operation of the brain and nervous
system;

2. in their experimentation, they focus

attention more upon response modification
than upon stimulus substitution;
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3. they attempt to explain behavior that is
purposive ... and they have tended to
develop mechanical explanations for
apparent purposiveness;

4. their approach is more holistic. (Bigge,
1982, pp. 56-57)

Neobehaviourist theories have had the greatest

influence on modern instructional strategies.
Neobehaviourism. Skinner, Gagné, and Bandura are

neobehaviourists whose work has had considerable

influence on the field of instructional development.

The work of B. F. Skinner is conridered a modern
extension of stimulus-response psychologies of Thorndike
and Watson. Skinner developed a psychological theory of
operant conditioning behaviour (Saettler, 1968, p. 71)
Bigge (1982) defines operant conditioning as "the
learning process whereby a response is made more probable
or more frequent: an operant is strengthened -
reinforced" (p. 110).

Skinner’s work focused on techniques and methods to
increase learning by applying stimulus-response
psychology principles to human instruction. Saettler
(1968) says Skinner "guided the mainstream of
developments in programmed instruction during the late
fifties and early sizties" (p. 73). Skinner’s concept of

programmed instruction states that, for the learner to
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bhecome competent in any discipline, "[the content] must
be divided into a very large number of small steps and
reinforcement must be contingent upon the accomplishment
of each step" (Saecttler, 1968, p. 73). He also believed
lecarners should be permitted to proceed at their own
pace.

Lumsdaine (1964) states an important influence of
Skinner’s work has been "to foster a shift away from
czperimental studies ... towards a greater emphasis on
the management of efficient learning conditions designed
to bring about desired forms of behaviour" (p. 400).

According to Kemp (1985), Skinner’s theoretical
views of learning and their application in programmed
instruction "have been most influential for the emergence
of the instructional design process" (p. 4).

Robert Gagné’s theory is an eclectic mix of
behaviourism and gestalt theories. Romiszowski (1981)
states Gagné "has taken ideas from the behaviourist camp,
the gestalt camp, the humanist camp and, more recently,
from the cybernetics camp and combined these ideas into
one t' zoretical approach to the design of instruction"
(p. 37). Gagné’s concept of learning is based on
‘learning hierarchies’ each of which considers what is to

be learned and the required prerequisites. Bigge (1982)
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points out the purpose of psychology for Gagné is "to
observe conditions under which learning occurs and to
describe them in objective terms" (p. 139). Gagné is
noted for eight conditions of lcarning which describe
"distinguishable classes of performance change or
learning and the corresponding sets of conditions for
learning that are associated with each of them" (Bigge,
1982, p. 142).

He developed a behaviouristic approach to the
psychology of learning which is used "to underpin the
mechanistic instructional technology that is associated
with behavior modification and performance - or
competency-based evaluation" (Bigge, 1982, p. 139).

Albert Bandura is a neobehaviourist whose social
learning theories "consist of a blending of
behaviouristic reinforcement theory and purposive
cognitive psychology aimed at a balanced synthesis of
cognitive psychology with the principles of behavior
modification" (Bigge, 1982, p. 155). Bandura depicts
learning as centered in the reinforcement process.
Learning is "the process of internal representations of
behavior being construed through informative fecdback
resulting from one’s direct behavior, ore’s observation

of examples of behavior in other people, and the
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consequences of both" (Bigge, 1982, p. 161).

Cognitive Field Theory. The second family of
contemporary learning theories belong to Gestalt-field
psychology. Developed in Germany in the early twentieth
century by philosopher-psychologist Max Wertheimer, the
main idea of Gestalt theory lies in the concept that "an
organized whole is greater than the sum of its parts"
(Bigge, 1982, p. 58).

Cognitive field theory also draws heavily on the
field psychology of Kurt Lewin (1890-1947) who focused
his study on human motivation. Eigge (1982) states "has
field theory was developed not as a theory of learning
but more as a theory of motivation and perception"

(p. 170) . Saettler (1968) notes that Lewin’s field theory
of learning can be used as the starting point for "the
technical analysis of instructional communications”, and
that his concepts and experimental techniques "have had
an important influence on modern instructional
technology" (p. 70).

Other cognitive psychologists whose learning
theories influenced education and instructional
development are Jerome Bruner and David Ausubel.

Bruner’s principal concern is understanding "how

people actively select, structure, retain, and transform
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information and how they go beyond discrete information
to achieve generalized insights or understandings"
(Bigge, 1982, p. 301).

Learning, for Bruner, is the connecting of like
things and linking them into structures that give them
significance. Bruner sces learning involving "thrce
simultaneous processes, (1) acquisition of new
information, (2) transformation of knowledge, and (3)
check of the pertinence and adequacy of knowledge" (cited
in Bigge, 1982, p. 232).

Bruner has been closely identified with learning by
discovery. His approach to discovery learning is
characterized by three stages:

The first level is the enactive level, vhere

the child manipulates materials directly. He

then progresses to the iconic level, where he

deals with mental images of objects but does

not manipulate them directly. Finally he moves

to the symbolic level, where he is strictly

manipulating symbols and no longer mental

images of objectives. (Romiszowski, 1981,

p. 173)

Ausubel’s theory is a cognitive attempt to explain
meaningful verbal learning. He uses the concept of
cognitive structures which "consist of more or less
organized and stable concepts (or ideas) in a learner’s

consciousness.... the nature of the organization is

assumed to be hierarchal" (Lefrancois, 1982, p. 104).
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Romiszowski (1981) states "Ausubel has been a
powerful influence on instructional thinking" (p. 173).
Musubel’s sees that "instruction should proceed from the
most general and inclusive towards details of specific
instances" (Lefrancois, 1982, p. 105).

One instructional technique Ausubel describes is the
use of advance organizers. Lefrancois (1982) states
"these are concepts or ideas that are given to the
learner prior to the material actually to be learned....
their intended function is always to enhance the
learncr’s abilities to organize new material, and
consequently to learn and to remember it" (p. 109).

According to Lefrancois (1982), Bruner advocates
that "learners should organize material for themselves",
but Ausubcl advocates "the material can be organized more
profitably by the teacher and presented to the student in

relatively final form" (p. 97).

Theories of Instruction

The learning theories discussed in the previous
section are descriptions of how learning takes place.
They have influence.! the field of instructional design,
but a major criticism of learning theories centres around

their descriptive nature. Those concerned with the
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development of instruction need prescriptive theories
(Hartley, 1978, p. 41). Dissatisfaction with the
descriptive nature of learning theory led, in the 19G0s,
to the development of theories of instruction.

Annett (1964), states "theories of instruction are
statements about what instructors should do in order to
teach, or more precisely in order to obtain a given
educational objective with maximum efficiency".

Gagné and Bruner are two leading theorists whose
cfforts to develop thecories of instruction, based on
their learning theories, have guided instructional
development theory.

Gagné is considered most influential because his
theory makes "broad assumptions about learning and
teaching which are testable in practical situations"
(Hartley, 1978, p. 42). His contributions have tied
together three ideas: "(i) that subject matter has a
hierarchical structure, (ii) there are three different
kinds of learning (hierarchically arranged), and (iii)
that there are different kinds of teaching methods which
can be linked up appropriately with different kinds of
learning" (Hartley, 1978, p. 42). Gagné views instruction
as:

a matter of a teacher making sure that ecach

student has the prerequisite capabilities for
the learning task before him, stimulating the
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use of the capabilities that the learner has at
his disposal, and arranging the proper
conditions of learning that are external to the
learner. (Bigge, 1982, p. 143)

Bruner states that a theory of instruction should
take into account " (1) the nature of persons as knowers,
(2) the nature of knowledge, and (3) the nature of the
knowledge-getting process" (Bigge, 1982, p. 240).

llo sces educators as providing "students wi:h
opportunities to learn skills in problem solving by
giving them a chance to develop these skills on problems
that, Ffor them, have an inherent passion ..." and that
"education should concentrate more on the unknown and the
speculative, using what is known as a basis for
extrapolation" (Bigge, 1982, p. 240).

Bruner’s theory of instruction involves five major
aspects:

1. the optimal experience to predispose

learncrs to learn;

2, a structuring of knowledge for optimal

comprchension;

3. specification of optimal sequences of

presentation of materials to be learned;

4. the role of success and failure and the

nature of reward and punishment;
5. procedures for stimulating thought in a
school setting. (Bigge, 1982, p. 241)

Learning theories are concerned with how people

learn and how changes in behaviour result from an

cxperience, while thn~ories of instruction are concerned
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with the application of what is known about human

learning to the instructional process.

Instructional Technology

The audiovisual movement is a twentieth century
development, although it has precursors in the 16005 with
the ideas of Comenius and in the 1800s with those of
Pestalozzi. They proposed using materials other than
written instruction. Comenius proposed that, since we
learn through our senses, "real objects and illustrations
should be used to supplement oral and written
instruction" (Reiser, 1987, p. 13). Pestalozzi
recommended ‘object teaching’ where the learner makes
direct contact with objects, since "words have meaning in
relation to concrete objects, and thercfore learning
should proceed from the concrete to the abstract"
(Reiser, 1987, p. 13).

Early in the twentieth century the audiovisual
movement was called "visual instruction" or "visual
education". Between 1914 and 1923 considerable growth in
visual instruction resulted from technological advances
in photographic film, radio, moving pictures, and sound

recording. These "served to expand the focus of the
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movement from visual to audiovisual instruction" (Reiser,
1987, p. 14).

Audiovisuval materials were widely used in military
and industrial training programs during World War II. It
was here the first successful application of audiovisual
instruction for large groups occurred and as Reiser
(1987) notes: "audiovisual devices were seen to be

sful in solving the problems of training

Suce
effectively and efficiently large numbers of individuals
with civerse backgrounds" (p. 15).

The military effort brought audiovisual technology,
equipment, programs, and ideas into the mainstream of
instructional technology. But for a number of years there
remained "a scparation between the audiovisual movement
and the theoretical disciplines of instructional
technology" (Saettler, 1968, p. 194). The development of
military instruction films during World War II occurred
without reference to psychologically-based instructional
theory. Lumsdaine (1964) states "such theorization seems
to have been introduced more as a ‘post hoc’
rationalization for audiovisual instruction than as a
direct contribution to the design of instructional

materials or hardware" (p. 378).
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