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ABSTRACT

The purpose of this st udy was to determine

instructional development knowledge and competency among

teacher-librarians in the province of Newfoundland.

Resource-based approaches to cu:r:riculum 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 t,:!achers

work together as teaching partners in the curriculum

implementation process, using instructional development

in a cooperative program planning proc~ss, it was

desirable to establish the level of instructio.'1al

development knowledge and competency of teacher­

librarians.

The Association for Educational Communications and

Technology (AEC'l') 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

~.ib~esource Centre in The School Curriculum, by the

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

gesource-based Learning, by the Saskatchewan Teachers'

Federation (1987); and (3) Qualifications for School

.!:!..!brarians, by the Canadian School Library Association

Report (1980). This process ?rovided fifteen

instructional development competency areas to use in the

examination of instructional developmen: knowledge and

competency on the part of teacher-librarians.

All initial instrumellt was piloted in the fall of

1988 with a group of sixty teacher-libr<.lrians attending

all annual conference. This instrument 'r,as developed to

g,:lUge the level of familiarity with instructional

uQvelopment terminology, and to provide information to

ilD~ist. in the development of the main instrument.

The Indin 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 fel-.' teacher­

librarians possessed comprehensive instructional

development knowledge and competency.

iv
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CHAPTER ONE

NATURE OF THE STUD~

lnt roduction

Twentieth century society is characterized by vast

amounts of information increasingly available through

electronic and digital media. The British Columbia

'l'eacher-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 no',o/ increases 13%, which means it
doubles every 5.5 years. But the new rate will
soon jump to perhaps Il 0% every year because of
new, more powerful information systems and an
incredsing population of scientists. This means
that data will double every twenty months
(p. 11.

Advances in technology are astounding. For example,

compac.t laser discs no'l'I contain entire data sets such as

the Encyclopedia Britannica, libr.ary catalogues, and the

Oxford b:llglish Dictionary. Microcomputers which are

capable of storing massive amounts of information are

found in North American homes, and ~oftware sales for

them are growing annually.

This "information explosion" has great influence on

<Ill social structures, including educa~ion. 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 re:..::ognition 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 importilnt

than being equipped to 'find out fo!: oneself' (p. 6).

Curriculum developers have recently placed emphasis on

resource-based learning, an innovative ilt'proach concerned

with learning how to learn, select, evaluate, and utilize

information.

In Canada, resource-based approaches to curriculum

development are widely Clccepted. 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

learning' in a curriculum guideline, Partners in Action:

The Library Resource Centre in the School Curriculum. 'l'he

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 liS 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 c.pproach, but has not yet adopted a

formal model. Provincial curricula stress the approach in

cllrciculum guides, course descriptions, and authorized

texts from kindergarten to senior high school. It is

recognized that the textbook is an im?ortant resource but

not the only resou=ce.

Resource-based programs require a ..... ide variety of

learning resources and a teacher-librarian .....ho is both a

learning resource specialist and a qualified teacher. The

teacher-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

S~rvices for Canadian 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.

'fhe 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.



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-1ibrarians arG 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

l.ibrarianship - the study of information acquisition,

~torage, 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 .:cquired 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 pc.: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 126 who

were the focus of this study.

Definition of Terms

The following terms and definitions apply for the

purpose of this study.

Instructiona:\- 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-I.ibrarian. (Used interchangeably with

librarian, library media specialist, media spedalist and

learning resource t1acher). 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

Educat ional 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

marc effectively,

Theories of Instruction. Statements about what

instructors should do in order to teach, or more



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 teache:r-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

i.mpl.;mentD. t ion of this study.

4. The instrument attempts to measure teacher-

librnri<Jns' instructional development knowledge through a

~;<:!rj.C1:l of guc!;tion!; on core competencies of instructional

development. Knowledge of instructional development as

m0.a~;urcrJ by tile instrument is equated with knowledge of

the algorithm which underlies all instructional

development models. This study does not explore teacher-

librarinns' tncit knowledge of instructional development.

5. While pilot testing of an initial instrument was

undertillt.cn to identify techni.cal terminology which might

b0. problematic, and to clarify language for respondents,

the researcher felt that teacher-librarians as highly

trained professionCll educators would be familiar with

terminology common to the pr.:0fessional literature of

education. Usc of such terminology may have impacted upon

rcnpondents' ability to answer specific questions.



10

Summary

This study provides the results of rc,:;c.:lrch findings

collected in the spring of 1989 regarding instruction.11

development knowledge and competency ilmong tcachcr­

librarians in the province of Newfoundland.

Chapter Two is an histcric overview of in~tructionul

development D:l ,J field of Dtudy. In addition to

instructional development model:; and appr.oilchcD, it

provides an historic ovcrvic~l of school librilricn and the

role of the teacher-librarian, an overview of l\mcric.:an

and Canadian school library standards. provincial mc-:lcls,

and an examination of Newfoundland curriculum guide:::;

which cite e:<amples to demonstrate the rC.:lourcc-based

approach to tOc1ching recommended in this province. The

literature cited provides ample evidence to dcmon!;trntc

that ::>llcces:;;(ul implementiltion of thi:. (lpproilch rcquj r~:1

that teacher-librarians bc knowlcdgcoJblc oJbout

instructional development,

Chapter Three describes the methodology of the ::>tuc.!:;

and the data gathering instruments which ~Icrc: d~vclopcd,

Chapter Four provides the analysi~ of the data in

eummary form,

Chapter Five presents a sum:nury of the study, 'Ilith

conclusions and rcco:r~'l'Iendations for further ::>tud:;,



11

CHAPTER TftlO

REVIEW 0[1 RELATED LITERATURE

Ili!ltoricill Development of Instructional Development

According to Diamond (1980) the term 'in;;tructional

(.k:vr:ll)pmcnt', ,HI Clpplication of the field of educational

tC!chnology, first Clppenrs in a 1961-1965 Michigan State

Urdv0r~;ity project report entitled Instructional Systems

.ocv(~l.Q.p'mcnt: A Demonstration and Evaluation Project.

Dir.nctl'Jd hy Dr.. John Barson, the project produced one of

the curliest instructional development models, but it

not until 1971, at the Association for Educational

CommuniCiJtlons "lnd Technology annual convention, that

instructiona.1.. development was identified as a separate,

pr.o[c;'~ionil_'. endeavour (p. 51).

Model:n instructional development does not represent

a completely new or innovative concept, rather it is an

"cvol11tionilry step as people seek to improve their

education ..11 enterprise by ffi<lking it more effective,

('(J:iclr~nt, ilnd humane" (Knirk and Gustafson, 1986, p. 3),

Instr.uctional development has many historic influences

\111 i ch, wh i Ie d"vclopccl independently i'rom each other,

lh)Ve merged to shupe the field of instructional

technology.
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Diamond (1980) states instructional development

"draws on the applied research in organi7.<1tional

management, system design, change strategies, nccd$

assessment, learning theory, educational testing, and

media desi.gn and application" (p. 51). Sacttler (19GB) in

delineating instructional technology, traces its

beginnings to the Athenian Sophists as "they wer.e

probably the first professional teachers, who, by their

systematic analysis of subject matter and organizCltion of

teaChing materials, laid the groundwork for ,1 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 19505, the field of

instructional t8chnology has bl?en delineated through the

synthesi.s of three separate developments:

1. [the notion of] designing instruction
directly for the student im,lead of
d8signing audio-visUill mc:terials [or
teachers to use in their preser,tatians.

2. Benchmark developments in learning
theories DS identified by ll. F. Skinner
... and others.

3. r .... c inflUl'!ncc of World Wilr II and the
la te.r. <:l UV<lIlC i ng ha rdwa.r.c technology,
which required quick task analysb
procedures, effective training, and ne~1

communications technologies; often
labelled the "systems approach". (Knirk r~

Gustafson, 1986, p. 1)
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The synthesis of these three developments, namely,

communic<ltion theory, theories of leurning and

instruction, (lnd ~ystems theory, is e>:amined in tracing

thlJ hi::;tory of in::;tructional dtlvelopment.

Instructionul development has been influenced by

ucvc]opmcnt,o:: in the behavioural sciences. Sacttler (196B)

GtLitC5 "a true sciE!ncc of behaviour, and especially

lc,lr:nlng theory, bCgilO to emerge from which .:lpplications

to a technology of instruction might be ilnticipated"

(p. "B).

01ggc (1982), describing learning theory as "a

di::;tinct .:lIeu within theoretical psychology" defines it

<IS "<1 .'Jystemiltic 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

l1~e both themselves and their environments more

cffcctively" (p. 3), Lefrancois (1982) defines learning

theory <lS "a subdivision of general psychological theory

as it deals with the question of how behavior changes"

(p. 11). Since the seventeenth century several different

lC<1!"ning theories have developed; their ai.m being to



understand the learning process, to develop techniques to

transmit informatitm and to control learner bch.;l.viouJ:.

Early Theorists. Three mental discipline theoricD,

developed prior to the twentieth century, arc still

influential in today's schools: Theistic and Humanistic,

Natural Unfoldment, and lIpper.ccption. The primary clement

of the first is that "learning consists of student's

mind:; being di::lclpllncd or tril:i.ncd" (13i99c, 1982, p. B).

Natural Unfoldment is the extreme opposite as it is "a

procedure within which a child unfolds Nho.1t eitllCl: Nilturc

or a Creator has enfolded within him" (Bigge, 1902,

p. 9). Apperception theory is ideil-centercd learning, "Ll

process of new ideas associating themselvc::; with old

ones" (8i9ge, 1982, p. 35).

According to l3igge (1982), these have a common

cparacteristic, "All were developed as noney.perimcntal

psychologies of learning" (po 23); that is, they C.Jnnol:

be evaluated scientifically. Early twentieth century

psychologists and educators became fascinutcd ""ith the

potential of the ::::cientific process in education, ~/hilc

mental disciplinarians insisted "science could not be

applied in such a human enterprise uS educiltion" (Bi':!ge,

1982, p. 31).
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'l'.,cntieth Century Learning Theories. Modern learning

theories are classified in two broad categories:

(1) Stimulu!; response conditioning theories of the

beh<lviourist filmilies and (2) cognitive theories of the

Gestalt-field family.

Behaviourists, also called stimulus-response (S-Rl

th(~orist!;. consider leilrning "a change in observable

h~hnvior. which oc.:cur::: through stimuli and responses

becoming related to mechanistic principles" {Bigge, 1982,

p. 9J. Lefrancois (1982) states, "Behaviorism

explain learning und behavior only in terms of rules that

govern the relationship between observed physical events"

(p. ll).

Gestalt-field theorists view learning as "a process

o( !Juining or changing insight~, outlooks, expectations

01:' thought patterns" (Bigge, 1982, p. 9). According to

LC[J;.)ncoi!J (1992), cognitivism refers to "the work of

psychologist~ who have abandoned much of the earlier

concern with external, ob::;ervable behavioral components.

'['llCy h.:lVC become increasingly preoccupied with the

organization of knowledge, information processing, and

decisi.on-making behaviour" (po 11).

Both families arc essentially protests against

inadequ<lcies and inconsistencies of earlier psychological



16

systems "developed as nonexperimental psychologies of

learning ... [whose) basic orientation is philosophical

or speculative" (Bigge, 1982, p. 23). B~haviouristic and

the Gestalt-field approaches arc "scientific approilches

to the study of human beings and ilssume people' 5 basic

moral proclivity to be neutral" (OiggC!!, 1982, p. '19).

Behaviouristic Theories. Edward Thorndike, an American

educational psychologist whose behaviouristic pcychology

was called connectionism, "fashioned the first scientific

learning theory and estnblishcd empirical investigation

a basis for scientific instruction" (Saettler, 1968,

p. 48). He developed a Stimulus-Response (S-R Dand)

theory as an explanation of learning acco:tding to the

laws of readiness, exercise, and effect. His studies

showed the significance of individucJl differences <lnd in

his attempts to measure these differences, he made "fln

important contribution to the field of educCltioMll

measurement" (Good & Teller, 1973, p. 404). 3i9go (1982)

notes Thorndike's theory of learning implies that

"through conditioning, specific responsez come to be

linked with specific stimuli" (p. 53). Thorndike' oS

contributions are "the historic starting point for study

or analysis of modern instructional technology"

(Saettler, 1968, p. 53).
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John B. i'latson, onother behaviourist, is recognized

"the founder of the behavioristic movement in

psychology, not only because he coined the term ... , but

",lr;o bcc<lu~c he dp.vclopcd its busle concepts in his own

theorizing" (Lefri)ncois, 1982, p. 30).

~liJt.son, more so than Thorndike, "felt psychology was

based on the concepts of physics and chemistry" and his

~Iork followed thl;jt of P<lvlov, namely, learning is "a

prOCC3S of building conditioned reflexes through the

~;ubstitution of one stimulus [or another" (Bigge, 1982,

p. 54).

Thorndike <lnd W<ltson influenced the neobehaviourists

\'lhose concerns with Stimulus-Response are similar, but

who move towards the cognitive approach as they "attempt

to deLll with events that intervene between stimuli and

responses" (Lefrilncois, 1982, p. 27) 0 Essentially

ncobehaviourists assume life can be explained in

mcch<:lnistic terms. They difft'!r from the original

behilviourists in four Io,oays:

1. leS5 cmphilsis is plilced upon the
opcr.:ltion of the brain and nervous
system;

?. in their experimentation, they focus
attention mort'! upon response modification
than upon stimulus substitution;
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3. they attempt to explain behavior tJlat is
purposive ... and they have tended to
develop mechanical explanations for
apparent purposiveness;

'1. their approach is more holistic. (l3iggc,
1982, pp. 56-57)

Neobehaviourist theories have had the greatest

influence on modern instructional str<ltcgics.

Neobehaviourism. Skinner, Gagn6, Dnd Bandura are

neobehaviourbts whose work hurl hud considcr<lblc

influence on the field of instructional development.

The work of B. F. Skinnt:!r is con."'idered a modern

extension of stimulus-response psychologies of Thorndike

and Watson. Skinner developed a psychological theory of

operant conditioning behaviour (Sacttler, 1968, p. 711.

Bi9ge (1982) defines operant conditioning ilS "the

learning process whereby il respense is made more probilblc

or more frequent: an operant is strengthened -

r.einforced" (p. 110).

Skinner's lVork focused on techniques ilnd methods to

increase learning by applying stimulus-rc::.ponsc

psychology principles to human instruction. Sacttl.er

(1968) says Skinner "guided the mainstream of

developments in programmed instruction during the late

fifties and early sixties" (p. 73). Skinner's concept of

programmed instruction states that, for the learner to



19

bQCOffie 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" (Saettler, 1968, p. 73). He also believed

learners should be permitted to proceed at their own

puce.

Lumsdaine (196") states an important influence of

S:-:'inner's work helS been "to foster a shift away from

c;~periment<ll 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' 5 theoretical

views o[ lCoJrning and their application in programmed

instruction "have been most influential for the emergence

of the in3tructional design process" (p. 4).

Robert Gagne's theory is an eclectic mix of

behaviourism Dnd gestalt theories. Romiszowski (1981)

stiltl'lS Gagne "hilS taken ideas from the behaviourist camp,

the gC$talt camp, the humanist camp and, more recently,

[rom the cybernetics camp and combined these ideas into

one t' ~oretical approach to the design of instruction"

(p. 37). Gtlgnc's concept of learning is based on

'le.Jrning hierarchies' each of which considers what is to

be learned and the required prerequisites. Bigge (1982)



20

points out the purpose of psychology for Gngn6 is "to

observe conditions under which lQarning occurs and to

describe them in objective terms" (p. 139). Gagne is

noted for eight conditions of learning which describe

"distinguishable classes of performance chn.nge or

learning and the corresponding sets of conditions for

learning that are associated with ench of them" (B199C,

1982, p. H2).

He developed a behaviouristic approZlch to the

psychology of learning which is used "to underpin the

mechanistic instructional technology that is associ<l.ted

with behavior modification and performance - or

competency-based evaluation" (Bigge, 1982, p. 139).

Albert Bandura is a neobehaviourist whose social

learning theories "consist of CI blending of

behClviouristic reinforcement theory C1nd purposive

cognitive psychology aimed at a b<:llanccd synthesis of

cognitive psychology with the principles of behavior

modification" (8igge, 1982, p. 155). Bandura depicts

learning as centered in the reinforcement process.

Learning is "the process of in:ernal representations of

behavior being construed through informative feedback

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. 1611.

Cognitive Field Theory. The second family of

contemporary learning theories belong to Gestalt-field

p::.ychology. Developed in Germany in the early twentieth

century by philosopher-psychologist Max Wertheimer, the

milln idcLI or Gestalt theory lies in the conc~pt that "an

organi%cd whole is greater than the 8um of its parts"

(Uigge, 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 "h~s

field theory was developed not as a theory of learning

but more ,)5 a theory of motivatir)n and perception"

(p. 170). Saettler (1968) notes that Lewin's field theory

of learning cnn be used as the starting point for "the

t(!chnical analysis of instructional communications", and

thoJ.t his concepts ilnd experimental techniques "have had

an important influence on modern instructional

technology" (p. 70).

Other cognitive psychologists whose learning

theories influenced education :lnd instructional

development a (c Jerome Bruner and David l\usubel.

Bruner' oS principal concern is understanding "how

people <lctively select, structure, retain, and transform



22

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 lik.e

things and linking them into structures that give them

significance. Druner sees learning involving "three

simultaneous processes, (1) acquisition of new

information, (2) transformation of knowledge, and (3)

check of the pertinence and adequacy of knowledge" (cited

in Biggc, 1982, p. 232).

Bruner has been closely identified with learning by

discovery. His ilpproach to discovery learning is

characterized by three stages:

The first level is the eoactive level, where
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 symbol5 and no longer mental
images of objectives. (Romiszowski, 1981,
p. 173)

Ausubel's theory is a cognitive ~ttcmpt to explain

meaningful verbal learning. He uses the concept of

cognitive structures which "consi:;t of more or less

organized cOlnd st~blc concepts (or ideusl in u le~rner' 5

consciousness .... the nuture of the organi7.~tion is

assumed to be hierarchal" (Lefrancois, 1982, p. 10'1).
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P,omiszQwski (1981) states "Ausubel has been a

powerful influence on instructional thinking" (p. 173).

!l.usube!' 5 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

u:;c of ildvanc13 organizers. Lefrancois (l982) states

"these ~.rc concepts or ideas that are giv'O!o to the

learner prior to the material actually to be learned ....

their intended function is always to enhance the

learner' 5 abilities to organize new material, and

consequently to learn and to remember it" (po 109).

According to Lefrancois (1982), Bruner advocates

th<lt "lcilrncrs should organize material for themselves",

but l\usubc.l <1dvQcates "the material C<1n 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 nre descriptions of how learning takes place.

They h,1VC influenc,-,_~ the field of instructional design,

but <1 major criticism of learning theories centres around

their descriptive nature. Those concerned I-lith 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 19G05,

to the development of theories of instruction.

Annett (1964), states "theories of instruction arc

statements about what instructors should do in order to

teach, or more precisely in order to obtain a given

educational objective with maximum efficiency".

Gagne and Bruner are two learling theorists whose

efforts to develop theories of instruction, based on

their learning theories, have guided instructional

development theory.

Gagne is considered most influential bCCc1USC his

theory makes "broad assumptions about learning ilnd

teaching which arc testable in practical situations"

(Hartley, 1978, p. 42). His contributions have tied

together three ideas: "(i) that subject matter hi)~ a

hierarchical strur::ture, (ii) there are three different

kinds of learning (hierarchically arranged), and (iii)

that there are different kinds of teaching methodo which

can be linked up appropriately with different kinds of

learning" (Hartley, 1978, p. 1l2). G,J,gne ViC~13 instruction

a matter of a teacher making sure that euch
student has the prerequisite capabilities for
the learning task before him, stimulating the



25

u.-::c of the capabilities that the learner has at
his disposal, and arranging the proper
conditions of learning that are external to the
learner. (819ge, 1982, p. 143)

I3runer 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).

He sees educators as providing "students w~.:n

opportunities to IcDrn skills in problem solving by

giving them a chance to develop these shils on problems

that, for them, have an inherent passion ... " and that

"education should concentrate more on the unknown and the

:-:pccul<ltivc, using \~hat is known as a basis for

extrapolation" (819ge, 1982, p. 240).

Bruner's thcor'y of instruction involves five major

Ll:Jpcct::;:

1. the optim<J,l experience to predispose
learners to learn;

?, il structuring of knowledge for optimal
comprehension;

3, specification of optimal sequences of
presentation of materials to be learned;

'1. the role of success and failure and the
nature of reward and punishment;

5, procedures for stimulating thought in a
school setting, (8igge, 1982, p. 241)

Learninl) theories are concerned with how people

learn and how changes in behaviour result from an

cxper.icnC0, Nhile tl-"'orics 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 1600::; Idth

the ideas of Comenius Clod 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 (lod illustrations

should be used to sup?lement oral and written

instruction" (Reiser, 1987, p. 13). Pestalozzi

recommended 'object teaching' where the learner makes

direct contact with objects, since "words have ffil:!aning in

relation to concrete objects, aod therefore learning

should proceed from the concrete to the llbatrnct"

(Reiser, 1987, p. 13).

Early in the t·""entieth century the audiovisun.l

movement was called "visual instruction" or "visual

education". Between 1914 and 1923 considerable growth in

visual instruction re:Julted from technological adv,lnces

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,

l~al, p. HI.

Audiovisual materials were widely used in military

Dnd industrial tCllining pr09rams during World War II. It

"/<)s h~re the first successful application of audiovisual

instruction for large groups occurred and as Reiser

(1987) notes: "audiovisual devices ~"ere seen to be

sucr;c:;~[ul in solving the problems of training

effectively and efficiently large numbers of individuals

with c'J.vcr:oc backgrounds" (po 15).

'rho military effort brought audiovisual technology,

equipment, programs, and ideas into the mainstream of

instruct lanaI technology. But for a number of years there

remained "a scpilration between the audiovisual movement

and th~ theoretical disciplines of instructional

technology" (Saettler, 1968, p. 1901). The development of

rn.i.litury instruction films during World War II occurred

without reference to psychologically-based instructional

theory. Lumsdaine (1964) states "such theorization seems

to 1I.1VC been introduced more as a 'post hoc'

r.1tion.11i::ation for audiovisual instruction than as a

di.rcct contribution to the design of instructional

mutcrials or hJ.rdl-lare" (p. 378).
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