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Introduction

The field of Educational Psychology (EP) was founded by several pio
Just before the start of the twentieth cenmury, One of those pioneers was Will;
(1842-19103.800n after launching the first psychology textbook, Frinciples  of
Pivchology (1890Q), he gave a series of lectures called Talks o Teachers (1 ames, 1899} ip
which he discussed the applications of psychology to educating children. James argued
that laboratory psychology cxperiments often cannot tell us how o effectively teach
children. He argucd for the importance of observing teaching and learning in classraoims
for Improving education. One of his recommendations was to start lessons at a point just
beyond the child’s level of knowledge and understanding in order to stretch the child’s
mind.

A second major figure in shaping the ficld of FP was John Dewey (1859-1952), who
became a driving force in the practical application of psychology. Dewey established the
first major educational psychology laboratory in the United States, at the university of
Chicago in 1894 and amaong his revolutionary writings were  *The Schaol and the
Saciety’(1899) and ' The Child and the Curmculum'(1902). In his view, John Dewey tried
to clarify the relationship between the school and society and described whar, according
10 him, an ideal school should look like. He proposed that school as an instittion should
not be viewed as a "small version" of society, but should be considered as a
simplification of the existing social life. Furthermore, Dewey called for knowledge 10 all
members of the society Jie., education was no longer exclusive to any social class or
ethnic group and it becarne the necessity for sacial development.

Two other contributors in the field of EP were the American Jerome Seymour
Bruner (1915-2016), and the Russian Psychologist Lev Semenovich Vygotsky (1896-
1934) Bruner and his collcagues developed the concept of Scaffolding which is a process

in which support is pravided (o an individual so that he or she can complete a task that



could not be completed independently. The support is smoothly, (zﬁw:d whtn \Flc
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individual starts to show understanding and mastery of the (ask a Hand. Tﬁg’t’dtwcp‘f‘ of |
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Vygotsky described the ZPD as the distance between the actual devefatﬁﬂéhté ’fevel

scaffolding was based on Lev Vygotsky's Zone of Proximal

where independent problem solving oceurs and the potential developmental level where
problem solving ean occur with the guidance of an adult or more knowledgeable peer,
Key to the ZPD is social interaction and collaborative problem solving. Thus, the ZPD
bridges the gap between what an individual can leam and do independently and what he
or she can learn and do with support. The scaffolding process in education bears
similarities with the traditional definition of scaffolding, which is a temporary framework
that supports workers and materials until 4 building is constructed or repaired (o stand on
its own. When scaffolding is used in instruction, learners recejve Support as needed and
then the support is gradually remaved as they achieve independence in task mastery,

Of course there are other psychologists who have challenged the field of EP and
have had their words in the shaping of the different learning theories: John Braodus
Watson (1878-1958) the founder of Behaviourism; Tvan Pavloy (1849-1936) with his
classical conditioning; Edward Thormdike (1874-1949) and his puzzle boxes resulting in
the Law of Effect theory; and Burrhus Frederic Skinner (1904-1990) the developer of
Operant Conditioning; Benjumin Bloom {1913-1999) with his taxonomy ef levels of
learning domains; Howard Gardner (1943) and his Multiple Intelligences theory; and the
Swiss psychelogist Jean Piaget (1896-1980) with his cognitive development theory.
Needless to say that not all of these psychologists are going to be detailed in this handout
as this is only « one semester course and tme constraints will certainly not permit it, still
students might do their own knowledge expansion about the above mentioned concepls
and Psychologists by referrin g to the further readings section which will be praposed by

the end of the course,



2. Main Learning Theories

Psychologists do commonly agree upon the fact that students are not alike and that
no two individuals lzarm the same way. Psychologists concluded through their countless
attempts of finding out how students leam that the human brain is characterized by its
uniqueness and cach individual’s personal experiences do shape the way one leamns. This
is why teachers and would be teschers should be trained in such a way to he ready to
classroom daily teaching, and a very crucial part of teacher education is being
knowledgeable about the different learning theories and ways of learning,

Yet, the various learning thearies differ from each other and, according to (Seifert
and Sutton, 2009), the most conmon theories mostly stress upon two domains, either on
changes in behavior or thinking. Though it is difficult to limil them to these (wo criteria,
it is helptul to start presenting the learning theories at this level so that students/would-be
teachers would have a broad idea about what the main principles of learning are and how
the beliefs shaping them could help teachers cope with their everyday teaching/learning
situations. To make this clearer, let’s consider behaviorism which focuses on learning
which takes place thanks to changes in behavior, and constructivism, as the one which
fosters chunges in thinking,

This latter, may even be divided into two sub categories: psychological
constructivism which describes learning us a result to personal experiences and social
constructivism as changes in thinking which take place thanks io assistance from others.

These are two very simplified versions of what comes in the following chapter which will

present behaviorism and constructivisi.




2.1 Behaviourism

Behaviourism is a learning theory which initially drew its principles from the
experiments done on laboratery animals and then transterred to human subjects. This
learning theory stresses upon the observable behaviour of children and the changes in
behaviour that take place while leaning occurs, Behaviourists define learning as ‘the
acquisition of a new behaviour, or the modification of behaviour as a result of teaching,
training or tutoring'(Woollard, 2010,p:1).Learning is shown through the behaviour of
learners in their actions or reactions to additional stimuli This learning theory had had a big
impact on education in the carly twentieth century up to the mid-1970s when the appearance
of Canstructivism come into inter play in educational circles. As stated before, many
psychologists toak part in the shaping of this learning theory. its types, principles and
characteristics. Within this chapter, we will present the two main (rends of behaviourism,

classical/respondent conditioning and operant conditioning,

2.1. 1 Classical/ Respondent Conditioning

Generally speaking, respondent conditioning refers to the involuntary responses (o
particular sensations such as sights and sounds (Lavond,2003). When T come face to face
with an unfamiliar dog in an unexpected place, my heart rate shoots up, I tremble and my
'egs cannot lilt my weight anymore. However, whenever a little baby with his parents in a
public place looks at me, 1 automytically smile in response. Tn both cases T have no control
over my behavioral responses. Amazingly, these involuntary responses, not necessari Iy the
abave stated examples. are not only human specific but can be observed with animals, too.
Just as humans do, a bird in a cage, a cat laying comfortably in its couch, or even a Lion in
an animal park, would mvariably react in the same way to the sudden loud noise, they all

will show a startle response, try to [ind out the source of the noise and s he safer side

on their guards for a while.



s ] These invaluntary responses phenomena were first studied systematically by the
;_:::\\ /,J',t‘L: suan scientist Tvan Pavlov (1927).Paviov who initially was a biologist interested in
NS 'l‘:-w}}/mdyw-g how enzymes are involved in [acilitating the digestion of food through the
digestive system, later on shified his attention towards studying an unexpected behaviour
developed by his laboratary dogs while trying to collect saliva by means of an experimental
tube fixed to the side of dogs’ mouths,

In fact, Pavlov's aim was to discover what caused saliva to flow. So, he rerouted the
saliva 1o the outside of his dog’s cheek 5o that he could collect and measure the spittle, He
might have thought that the production of saliva is the result of fixed nervous reflexes like a
knee jerk. After tuking many messurement of spittle, he confirmed that dogs drooled
automatically when their tongues touched food, He called the response the salivation reflex.
But his work started to run into trouble as his dogs became familiar with this experimental
routing, the dogs started 1o fill the spittle colleeting tubes before Pavlev had # chance to
stimulate their tongues and thus he noticed that the animals were learning to anticipate food
and that was going to make him shift his research interesis and discover what was later an
going to be labeled ‘respondent conditioning® which is sometimes also called clussical
conditioning due to the fact that it was the first form of conditioning which was studied
systematically, To confirm his observation and start his new study, Pavlov erected screens
sa that to kecp the dogs apart and prevent them from seeing what was going on on the ather
side of the screens, Yet, before passing meat through the hatch, Pavioy introduced & stimulus
that was totally unrelated to feeding, a ticking metronome. At first the dog dripped saliva
mio its cheek twbe only when the food appeared, but after a number of trials the dog began
to connect the ticking with the arrival of meat. Soon the sound alone made the dog drool.
Eventually, the dog salivated as much (o the ncking itself as it did originally to the
presentation of food. Pavlav called this new response fhe conditioned reflex. Whatever the

stimulus (bell, light, classical music....) his dogs could soon be conditoned to produce



saliva. Pavlov believed that he had discoversd how animals learnt even for those living in
the wild. He at the same time came out with different concepts related to those different

stinwli and their respective responses. These are shown in the representation below:

Before Conditioning:
(Unconditioned Stimulus ) Food— Salivation (Unconditionad Resmnse}_’,ﬂ:*a_‘
el e M :
(Neutral Stimulus) Bell— Nao response A H\M\j
r
: s by )N
During Conditioning. peledfy, o)
(Neutral Stimulus)Bell + Food—s Salivation \ E

After Conditioning: 'l =5
(Conditioned Stimulus) Bell only— Selivation (Conditioned Response)

To have a clearer insight of these concepis, suppose you have a dog named Hunter
before any conditioning. At the beginning Hunter salivates (Unconditioned Response UCR)
only after it takes its meal (Unconditioned Stimulus UCS), As time goes by, however, a
neutral stimulus- such as the sound generaled by dog food hags- is usually associated with
the ealing experience. Through time, this neutral stinwulus causes Hunter Lo salivate even
befare tasting any food, or even if the bag contains a toy for your little baby. At this time the
neutral stimulus(bag’s sound) 1s called a conditioned stimulus(CS) and the ariginal response
is labelled 2 conditioned response (CR) Now after conditioning, Hunter might salivate at the
sound of any large bag, regardless of its cantent, and might develop other conditioned
responses beyond salivation, as following you around the rooms, walking by your side and
even looking at you with soft eyes.

Thus, Paviov assumed he had discovered that like animals. children learn by associalion or
what some early behaviourists also called temporal contiguity, A baby may notice that when
the doorbell rings, & person will come into the hovse. Because the bell's ringing and the

appearance of the person in the house take place simultaneously, the child is aid to learn by

il
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association. But, how could this view of leaming be transferved (o class g:ﬂ‘_\s and’ g
should teachers do to facilitate learning in the classroom. S
i i K
G T,

2.1.1.1 Features of Classical Conditioning -
a- Generalisation: When Paviov first did his experiment on dogs in the laboratory he
noticed that other neutral stimuli were also able to trigger in the dogs salivation when dogs
began to pair them with food. The same as your dog Hunter begins to associate the sound
made by any bag you bring home to its own food though what in the bag is sometimes just a
toy to vour little brother or a birthday gift to your mother. Psychologists name this process
generalization or the |ikelihood for similar stimuli to give hirth to # given conditioned
response. Altogether with kids in school, generalisation does happen very often in situations
where the learners pair a neutral stimulys such as the smiles of a teacher to his well-being in
class with other teachers. Learners generally display generalizations mainly when they are
younger.,

A very cited example of gencralization 1§ that of "Little Albert’, which was
conducted by John B.Watson and Resalie Rayner { Watson and Rayner, 1920 ).In this
experiment a toddler (Little Albert) is presented with the following eclassical conditioning
paradigm, First, a white lab rar was shown to the toddler. Little Albert had no emotional
Fesponse to the rat but rather showed some interest to playing and petting the little white
animal. Then, after a set of sessions, the presence of the rar was paired with & very loud
noise. Upon the presence of noise, Little Albert would show some symptoms of fear and cry.
Eventually, the mere presence of the ral in the laboratory elicited Little Alpert fear,
Interestingly, Little Albert also began fearing other neutral stimuli such as hamsters, rabbits,
a white bunny toy, and even a white far coar. This study 15 another example and evidence of

the generalization phenomencn

b- Discrimination: On the other hand, discrimination happens when individuals respond to

certain stimuli but not to others (Mc.Sweeney et.al2014).A classroom example of




remain relaxed during a history or an English test.
¢- Extinction: This feature does not refer to the extinction of an animal species butii'ls‘_s:lii'f
telated to the disappearance of a conditioned response because of the disappearance of the
conditioned stimulus. Let’s take again the example stated abave where the novies learner
has a harsh and unfriendly teacher who sowed in the learner a feeling of discomfort that
generated the conditioned response which is hating to come to school, Imagine that same
teacher had to change the school for some rzason and is replaced by another teacher who is
more friendly and careful with his little pupils. The pupil will keep the same conditioned
response with this new (eacher as he transfers the beliavicur of the first teacher 1o the second
one. Yet, by time that conditioned Fesponse starts to extinguish until it disappears as the
learner no more associates the harshness of the first teacher to his presence in the classroam.
Eventually, the same phenomenon takes place if the conditioned response is a positive ore
when a gentle teacher is being substituted by one who is less friendly and is harsh with his

pupils in elassroom.
2.1.1.2 Classieal Conditioning in Schools

Who of us does not remember his first day at school and the feelings one haud while
coming into that place where everything was unfamiliar and that nothing resembled the
comfortable safe ‘cocoon * one came out from. Lucky were the kids who had a nice person who
came in that room furnished with small sitting chairs and tables #nd talked gently with a sofl
vaice and asked his pupils about their names, their fathers, mothers, siblings and things that
alleviate the contextual chock they found themselves abruptly in. Usually, these little kids are in
a hurry ta go back to school the next day to meet again that person who welcomed them with a
wide smile at the entrance of the class while rowed in pairs with their small bags on their backs.
Gradually, the joy of sceing that teacher becomes associated with school and whenever being in

school the kids are happy because they know they will meet that person becoming their source of

12



joy. Sadly, the reverse is true, for kids who during their first day at school ha h teachg)a.":_:"-.

l-_&_-.
who ill-treated them and sowed in their litje souls the feelings of fear and frustry

categories of kids will have different attitudes towards school becanse they were conditioned by
the teacher who was in the beginning a neutral stimulus and who later an became a conditioned
stimulus who generated a conditioned respanse which either is enjoying or hating being in
school. This is a very simple example of classical conditioning one may encounter in school with
kids and even teenagers in middle schools and secondary schools,

The examples described in these two situations give us insights about how learners’
attitudes are affected in schools, and therefore also their motivation to learn. In the first positive
situation, the novice learner becomes more willing to please the teacher and shows his readiness
towards sitting for his lectures; while for the second situation, the opposite occurs,

Teachers’ behaviour in the previously described examples is very important to know
and consider since they have a direct impact on learners” attitude about school and consequently
on their motivation to leam. In the first describad context, the child is more willing to come to
school and may pay more attention 1o what his reacher is presenting in class. However, in the
second context, the opposite is more likely to happen. Thus, as the changes in attitude take place
‘inside” the individual learner, they are considered to be one way how children acquire intrinsic
motivation &s compared to extrinsic mativation. Yet. scholars argue that Classical conditioning
can affect students’ intrinsic motivation i 4 positive or a negative way and that is explained by
the features shaping it and that are described above.

2.1.2 Operant Conditioning

Instead of focusing on asseciations between stimull and behaviours, operant conditioning is
rather concemned with on how the effect of consequences impact on behaviours, The operant
model of leaming (sometimes referred to as instrimental cunditioning) is a method of learning
that takes place via rewards and punishments for behaviour and a consequence for that

behaviour. For example, when a laboratary rat presses a green button, he receives food as &
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experimental animal is more likely to press the green button and avoids the red gr
their respective consequences.

Yet, operant conditioning is not only relatad lo studying the behaviour of laboratory
animals, but also has an important role in everyday learning. Reinforcement and punishment
occur almost every day and cverywhere in informal as well as in formal settings such schools
and universilies,

[n what comes next we are 2oing 10 have a close view an how operant conditioning came
into the psychology scenery and how it is used to change old bekaviours, usually undesirable, 1o
teach new desirable ones.
2.1.2.1 History of Operant Conditioning

Operant conditioning was coined by the American behavicurist Burrhus Frederic Skinner
(1904-1990), that is why the concept is also sometimes referved to as Skinnerian conditioning
(Cherry, 20191.B.F Skinner is the 20" cenlury preeminent psychologist who had a great
contribution in the field of psychology, He came up with the idea that if psychology is to be 2
science, it cunnot study anything that is not directly abservable. Skinner did not deny the
xistence of the brain, but he argued that if one wanted to be a real scientist, one would never rry
to study the mind because that is, for him, like a black box that cannot directly be perceived,
what can be seen directly was behaviour, and this is the most important sort of concept that he
came out with thanks to his experiments which measured animals’ responses while being
reinforced, So, the idea is a very simple one, if you want 1o increase some behaviour In someone,
let’s say a positive behaviour like “helping’, what vou need 1o do 18 10 make sure that you give

him reinforcement every tune he does that behaviowur, a smile or 4 cookie might be enough in
some sitations and with certain subjects.
Skinner's work was based on Thorndilce's (1898) Law of Effeet. According to this type

of leaming, behaviour thar 15 followed by pleasant consequences 1s likely to be done again, and
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the one which is followed by an unpleasant one is |ess likely to take place again. Thus, Skinner

introduced a new term into the Law of Effect - Remnforcement. Behaviour which is reinforced

tends 1o be repeated (i.e., strengthened): behaviour which is not reinforced tends to extinguish.

Skinner did his experiments mostly an Laboratory rats, He firsg fed them for many days

until they pained weight and then starved them for long hours and put their in a cage, called a

skinner box, that contained rothing except a lever and a small container just big encugh to hold a

small quantity of food (see exhibit 1). At first the rat would wonder around the cage at random,

but soon after would come close to the lever and eventually happen to touch or press on it The

lever would release food, which the rat would eat, Evcmua”y, the rat would stay closer to the

lever and presses it again and again, geting more and more pellets of food. Skinner, assumed

that the animal had “discovered” that receiving food goes through pressing the lever, Skinner

named the changes in the rat’s behaviour an example of gperant conditioning, and attributed

special nanes

to the different parts of the process. e called the food pellets the reinforcement

and the lever-pressin g the operant (because it “operated” on the rat’s en vironment)

Loudspeaker
i __Lights

.

- Response lever o
Food dispenser Electrified
gricl

Exhibit 2.1: A Skinner box model (Retrieved from Google Image

Similar to what we have scen with classical conditioning, operant conditioning also tells s how

human beings Jearn and mainly with learners in schools, There are many classroom examples

which show the effect of cansequences on leamers’ behaviours,



Indeed, how to apply operant conditioning in classrooms is very simple. According to (Honig,
1966), when a certain kind of behaviour (labelled an operant) is followed by a stimulus ( usually
called a reward or technically a reinforcer), that behaviour is likely to happen again and again as
far as the stimulus is there, Tn this sitation the operant is said to have been reinforced. The only
concarn of the teacher will be then to select the behaviour tg be monitored and the appropriate
stimulus to be applied. Theoretically, the reinforcer can boost the hehaviour over time, or more
exacily its occurrence rate,

1.1.2.2.1 Positive reinforcement

Opzrunt conditioning takes place when a response (o a stimulus is reinforced in a positive way,

forward by John Woollard:
w the reinforcer must follow the response;
w the reinforcer must follow immediately; and
m the reinforcer must be contingent on the response. (2010, p.&5)
Tohn Waollard (2010) believes that the rate at which new behaviours are learned can all be
impacted by the timing, magnitude, and consistency of reinforcement. Three areas are said to be
the sources of this classroom reinforcement and which are us follaw: intrinsically from the
leamner’s self-motivations, extrinsically as part of the mechanisms of teaching und extrinsically
45 d result of the direet and personalised uctions of the teacher. All three are important aspects of
the behavioursst pedagogy and they arc illustrated in Figure 2.] The conditioning is usually
sustained whenever the association between the stimulus and response is rewarded (reinforced),
and therefore there are more chances thar (he response will occur even when the reward is
removed.

Wooollard (2010) believes that the intrinsic reinforcers are harder to control; nevertheless
they have a great impaet on the reinforcement process. Woollard (2010} argues that if association

between the stmulus and the positively reinforced response s paired up by the two kinds of




motivation, the intrinsic one like satisfaction, and the extrinsic teacher’s rewatd ol praise or
appraval, then in this case the satisfaction reinforce is more likely to continue to mortivate the

learner even if the extrinsic reward has ceased to exist

Ermeticn and

MWaotivation

arousal: anger; fear; excitoment: MISETy ...
hedonic: relicl, joy, satisfaction, pleasure; sexual ..
impulse or automatic response: smile with pleasure; jump with

joy; sigh with relief; attack in anger; vamit in disgust ...

Enviranmental S . ]
automatic: computer-based leamning including quizzes and

reinforcement

systematic: pupil recording activities/milestones either privately or

publicly unplanned events that reinforee behaviour.

The teacher's

actions

Social

viinfereament verbal praise: personalised/general; subjective/objective:

physical: touch; strolce; pat; caress: hold: restrain: smack

Figure 2.1: Classroom conditioning through reinforcement: adopted
from ( John Woollard, 2010,p.63)

The impulse responses made by leamers can bear insightful signs for instructors to guess
whether or not a type of stimulus is likely to generate a response enough adequate for
establishing and sustaining lcarming. A response generated by fear or anger is not a positive
reinfarce, and the stimulus might not reinforce learning.

The environmental reinforcements are the systems made available in class which

systematically play the role of reinforcers. Systematic reinforcement can be fostered through



available classroom teaching resources, Clearly defined outcames should always be identified

and communicaied Lo learners in el kinds of teachings. The outcomes of the planned learning or
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the curriculum,

2.1.2.2.2 Behaviour reinforcement through Shaping

consists of reaching & complex behaviour through different stages of approximate beh-avinurs.
Shaping takes place by first reinforcing a behaviour that loaks like the behaviour we want the
leamnzr (0 perform. More reinforcements are applisd for each close behaviour performed by the
subject under focus. Tt goes without saying that only the similar behaviours are reinforced.

Let’s take &s an example learning to ride a bicycle to clarify the shaping process Usually we
learn 10 ride a bicycle thanks to some extrinsic reinforcement of success provided by a father, a
mother or an older brother, but the most extrinsic reinforcement that impacts our learning and
keeps us trying to cycle again and again is the bicycle itself when it keeps upright while we are
sitting safely on its saddle, Yet, any clumsy behaviour such as pressing on the brakes too quickly
i usually followed by an unwanted punishment, When we first ry to ride a bicycle, we start
doing it as novice riders, and it is through the process of successive approXimations {(shuping)
thut we reach the level of competent and self-confident cyclists,

Some behaviourists consider shaping 4s a process which evolves Just in the same way
Darwin looks at the evolution of species (Baum, 2005).For Darwin, evolution does not have a
predetermined end point but is & process of an on-going change in response to the environment.
Likewise, learners are in a constant develepment of their skills (and some skills vanish durin g
development) due (o the reinforcement impacts taking place.

During the process of conditioning, the consequences of behaviour affect future probability of
that behaviour demonstrations. Thomdike (1874/1948) and Skinner (1904/1990) have shown that

reinforcement (also known as reward) strengthens u behaviour, i.e., increases its frequency,

18
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whereas punishment weakens a behaviour, i.c.. decreases ils frequency. Rcml’urce]{lml\rsg,n-ﬁhd ’J,
be distinguished as primary/secondary and intrinsic/ exrinsic, \1'- J‘”-

2.1.2.2.3 Pusitive and Negative Reinforcement

Reinforcement is generally a stimulus whose application leads to the empowerment of an
exhibited behavicur.An organism, after a series of connected presentations of behaviour-reward,
pairs up a given behavioural action with a desired outcome and is motivated to repeat it in the
future. When desired consequences oceur, the reinforcement is said to be positive. However,
when negative reinforcement is applied, it usually lead to the removal of unwanted behaviour, A
positive reinforcement involves the intraduction of a stimulus that raises the frequency of
occurrence of u behaviour (e.g. a rat pressing a lever in a Skinner hox to receive [ood). Negalive
Reinforcement, however, leads to a decrease of the frequency of an unwanted behaviour because

it aims at the removal of an unpleasant stimulus (e.g. deactivating a car sound huzzer by putting

on the seat belt ),
2.1.2.2.4 Primary and Sccondary Reinforcement

Primary reinforcers have the capacity to innately reinforce behaviour (Powell et al.
2017), they are also labelled by unconditioned reinforcers. They satisfy an existing, biology
related need or desire (e.g., food. water, OXygen...eic), require no previous learning, and are
primordial for our physialogical and psychological well-being.

Secondary reinforcers, alse known as conditioned reinforcers, are generally neutral
stimuli at first and then turn into conditioned ones because of repeated association with other
reinforeers like: praise, good grades, gifts, maney. .etc) (Powell et al. 2014).
2.1.2.2.5 Intrinsic and Extrinsic Reinforcement

Intrinsic reinforcement can be behind maintaining a wanted behaviour as reading for
leisure, practising sport, writing or researching. While learning, this intrinsic reinforcement can
be the excitimg feeling of success, pride or discovery learning (Ormrod 201 6). Whereas extrinsic

reinforcement is the kind of reinforcement thar is caused by consequences that are external (o the
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attention or praise; or positive feedback like teacher's comments on learners’ progressior good

N

grades. T

Seifert (2009) claims that the extrinsic reinforcement is usually more easily noticeable
than the intrinsic one. This may lead us to think, he argues, that the operant conditioning is a sort
of “bribery in disguise”, and that practically that only the exiernal reinforcements operate on
learners® behaviours.
1.1.2.2.6 Positive and Negative Punishment

Punishment generates a given behaviour frequency decrease as it is paired up with an
unpleasant outcome, In positive punishment, a particular behaviour is followed by a presentation
of an unpleasant stimulus (c.g., a spank for a child afier he has misbehaved). Tn negalive
punishment, a pleasant stimulus is removed (a child is not allowed to practise his hobby becanse
he has nol completed his homewaork). Yet, many problems have been raised with the nse of
punishment, and it should be avoided or at least used very allentively as it may generate strong
emotional responses, aggression, or even resistance 1o the teacher's or parents’ expected
behaviour.(Powell et al. 2016).

Hewett, 1968 stated that “Punishment is 4 dead-end since its effects run straight into the
teeth of major educational goals. If one gets a child to sit quietly or read because they are afraid
not to do so, one is a long way from achieving the ofl-stated goals of self-discipline and self-
directed learning’,

Vargas goes further into the question by saying that it is even ‘Worse than not being fair
to the learner wheo is, after all, doing what circumstances produced, punishment disrupts further
progress. lhe harmful effects of punishment can be hard to eliminate’ (2009: 178).Thomdike's
law of effect states that the likely recurrence of a response is generally determived by its
consequence or impact upen the individual whether that is positive (rewarding) or negative

(punishing). A negative response weakens reinforcement and makes the recurrence less likely.
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This part of the text will present some strategics that the behaviourist Eeaché’:&u_ﬁm e 3874
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adopt to meet the nceds of their learners. In the behaviourist classroom some, or all, gf:_ffic 4
following approaches to encouraging learning will be evident. The teacher will:
mhave clearly structured the learning intention and outcomes (task analysis);
m make use of activities that stimulale, motivalc and reward the pupils (positive reinforcement),
® observe and record positive and appropriate responses in the beginning (baselining);
m make explicit the expected outcomes and behaviours (SMART rargets);
- ® reward achievement in a systematic and fair way (token economy);
® enter into agreements to support pupils’ learning (contracts):
m provide the appropriate opportunities for pupils to be in alternative places (sanctuary); and
m set a good example in terms of physical appearance and behaviour and in terms of cagnitive
rehearsals (modelling). (Adopted from John Woollard 2010, p.93)
2.1.3 Summary
= The behaviourist movement has a long history and has influenced many areas of
cducation. The major aspeets of behaviourism are classical conditioning and  operant
conditioning. In behavioural leaming theery under the paradigm of operant conditioning, the
B consequences of behaviour serve as guidance for future behaviour. When behaviour is followed
by plensurable consequencss, reinforcement occurs and the behaviour is strengthened in the
furure, When behaviour is followed by aversive consequences, punishment occurs and the
behaviour is weakened, Reinforcement and punishment are further distinguished by whether a
stimulus is added (resulting in positive reinforcement and positive punishment) or removed
(resulting in negative reinforcement and negative punishment),
The stimulus, response and consequence model underping the concepts of conditioning and
behaviour modification that drives the pedagogic processes. These have resulted in a number of

educational strategies among which are the followin i ones:
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B intermittent reinforcement is particularly effective (enabled by scheduling); \ et U
T _..r‘ e
® learning experiences should be presented in small amounts (identified through task analysjs), =%

W 50 that the responses can be reinforced and complex objsctives achieved (enabled by shaping}-;
m reinforcements generalise across similar stimul| producing secondary conditioning;
2.2 Cunstructivism

Constructivism is an ancient concept which might have roots in the works of the 18"
century philosopher Giumbatista Vico, who claimed that human beings can only clearly
understand what they have constructed. thernselves. He ulso explained that one only knows
something if he himsell can explain it, Another famous philosopher, Tmmanuel Kant, further
developed this idza by claiming that human beings are not passive containers of information,
Yet, more prominent supporters of constructivism include John Dewey, Jean Piaget, Jerome
Bruner, von Glaserfeld and Vygotsky have contributed deeply and wholly into the development
of the concept and have lefl their own specific finger prints in this learning theory.

According to Candy (1991) constructivism proposes that knowledge cannot be taught
but only learnt (that is, constructed), it is something “built up by learners” (Glasersfeld and
Smack 1974 cited m Thanasaulos, 2000).In the same line of thought, language learning does not
mnvolve internalizing sets of learning, struetures and forms, exch individual learmer brings his
own knowledge to bear on the rarget language or tesk at hand. As Bruner (1966) states
U...students would better learn and retain concepls they discover on their own instcad of
passively through rote learning and lectures.” (p.33). Bruner rooted his pedagogy in Piagetian
and Vygotskian principles and extended the work of Vygotsky by employing the concept of
Scaffolding.

Thus, du'ringlthc previous chapter we have seen that models of learning based on

behaviourism might give us insights on how to influence what learners do, but educators do
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thinking. One way of achieving this objective is doing it through the !cam!\fg\hyow < ""
‘Constructivism®, which is a view on learning that focuses on how learners actively cc-nstmm
knowledge out of experiences. Models of learning under this theory question the quantity of
knowledge that learner construces independently in comparison to the quantity of cues he takes
from the more competent individuals who are in the approximate zone of his own development
(Fosno,2013), These two trends of thoughts are behind the coining of psychological

constructivism and social constructivism which are going to be detailed in the whal comes

below,
2.2.1 Psychological Constructivism

Psychological constructivism s generally referred to by individuals mentally
Organizing or reorganizing rewly confronted information or lived experiences, The organization
takes place while relating new experiences fo prior knowledge rhat already has a meaning and is
understood by the individual learner. Put as il 18, individual constructivism is most often relatad
10 the American philosopher and psychologist John Dewey (1916) who believes that education
stands on action. Knowledge, he believes, emerges from sitations where learners extract it from
experiences that have meaning for and are important to themn, This sitsation is bound 1o 4 social
coniext, such ss in school classrooms where learers build knowledge together while creating
smell communities.

Yet, in spite of the fact that the coneept ‘constructivism’ wes not specifically used in his
writings, Dewey made very explicit its implication for educarors. He explained, for instance, that
I learners [earn through knowledge construction, then it is & must for teachers to elaborate
curricula that fit students” prior knowledge and needs as much as possible. He commented that
the curriculum should have a direct relationshnp with life beyond the school J.e. students should
canstruct knowledge that is important for them to be used later on when they leave school. This

view to school knowledge may practically seem like good common sense to educators
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In fact, we owe many important 1dess to John Dewey that we have adapted into lcachir;g
today . First, we owe to him the view of the child as an active lcarner. Before Dewey, it was
believed that children should sit quietly in their seats and passively learn in a rote manner. In
contrast, Dewey believed that children learn best by doing. Second, we owe to Dewey the idea
that education should focus on the whole child and emphasize the child's adaptation o the
environment. Dewey believed that children should not be narrowly educated in academic lopics
but should learn how to think and adapt to a world outside school. He especially thought that
children should learn how to be reflective problem solvers. Third, we owe to Dewey the belief
that &l children deserve to have & competent education. This democratic ideal was not in place at
the beginning of Dewey's career in the latter part of the nineteenth century, when education was
reserved for a small portion of children, many of whom were issued from wealthy families.
Dewey was one of the influential psychologist-cducarors who pushed for a conipelent education
for all children- girls and boys, as well as children from different socioeconomic and ethnic
Eroups,

John Piaget, the Swiss Psychologist, came out with a more challenging view to
psychological constructivism through his theory of cognitive development that we will see in the
chapter concerned with *Development’. In his theory, Piaget tried Lo demonstrate that learning 15
an interplay between two mental activities that he lubelled assimilation and sccommodation.
(Praget, 2001). Assimilation is the interpretation of new information in terms of pre-existing
coneepts, information or ideas. A child who already understands the concept of ‘bird’ might
mitially identify any flying thing, such as butterflies or mosquitocs, with the term ‘bird’.
Assimilation is in a way identical to the concepr of generalization in operant conditioning. In the
theory of Piaget, however, a mental representation for an object or an experience 15 being

transferred rather than just a behaviour (Skinner's “operunt” in operant  conditioning).
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flying object to be a bird, will later on revise the concept to consider only some types of ﬂ}fi.ﬁg"_"'
objects such as swallows or a canaries and not others, like drones or butterflics. Up ta Piaget,
these two cancepts (assimilation and accommodation) work hand in hand to develop the child's
thinking and to generate what Piaget named cognitive equilibrium, which is a kind of balance
between relying on the prerequisite and openness to the unknown or what Piaget called new
information, This ever-growing repertoire of mental representations for objects and exXperiences
is further explained by Piaget and he considers that every mental representation as u schema, He
explained that a schema is a mixre of vocabulary, actions, and experience related to the
concept. A child’s schema for bird, for example, embodies not only the appropriate verbal
knowledge (defining the word “bird™), but also the child’s experiences with birds, pictures of
birds, and conversations about birds, As assimilation and accomimodation about birds and other
fying objects operale together over time, the child adds and remembers relevant new
experiences and actions, From these collective revisions and additions the child gradually
constructs general new schemmata about birds, butterflies, and other flying objects. In general
terms, Piaget might then consider that “the child has leared more about birds”

The basic principle of constructivism is that an individual brings explanations to events,
ohjects and perspectives from his/her own mental structures, beliefs and experiences. People
construct their understanding and knowledge of the warld through experiencing things and
reflecting upon those experiences. For instance, when we face a new situation, we have to
compare it with our former ideas and experiences and thus we may change our beliefs or reject
the new information as irrelevant, Thus, following this flow of though, knowledge is
constructed and no! reproduced. The constructed knowledge is personal and individuzlistic, and

this is an adaptive process thanks to which we understand the world through our experiences.

(Cule, 1992),
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One of the most prominent contributors who has helped to shaped our undh{éhd;uigd%f;

-l =
constructivism is Lev Vygotsky (1896-1934).In spite of the fact that his ideas were not known
while he was alive, they became so later on when his books ‘Thought and Language' and
‘Mind in Society’ were translated into English. His thoughts were the basis upon which social
constructivism was developed and which puts forward the importance of social interaction and
culture 1o help the learner construct knowledge and learn. Up 1o Vygotsky, individuals construct
knowledge while interacting each other. Thus, he considers learning as a human product that is
socially and culturally constructed.

The following conversation between the two school pupils (P1 und P2) going back home
from school exemplify verv well how pupils construct knowledge while exchanging their
respective understanding of whal a ‘rainbow’ is and thanks Lo their negotiation of meaning they
constructed their understanding to the rainbow phenomenon Her is the conversation:

PI: Look! Theve is a beantiful rainhow in the horvizon.
P2: Yes | see. But why is there a rainbow?
Pi: Because it just vained.
P2: But I only see a rainbow when it is sunny.
Pl: You ave right there nust be sun.
P2+P1: Sa, we need sun and rain for a ruinbow!
2.2.2.1 Vygotskyan Theory

Underlying Vygotsky’s peer learning theory is the belief that human beings are social
by nature, and thus, human cognition develops first through social interaction. That is, a child is
bom into a certain society and learns about its world, mcluding social conventions and cultural
knowledge, through participation in experiences constituted within that world. This belief has led
Vygotsky to formulate the general law of cultural development, which states that anv function in

the child's cultural development appears in two zones. "First, it appears in social zone between
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an intra-psychological category."{Vygotsky, 1981)

The inter-psvchological dimension or the social zone indicates that learning first takes
place between a child or a novice and a more capable peer (or peers). This dependent nature of
learning s transformed to something more independent (i.c., intra-psychological) at a later
phase. For instance, young children might be largely dependent on other individuals, most
probably parents, in the early stages of development. As they grow, however, they gradually
become less dependent on others, because they become more capable of achieving things by
themselves.

Development oceurs as a novice or a child and an adult or a mare capuble peer engage in
dialegic interactions in which the more capable participants guide the learners in accomplishing
specific tasls. Through their regular interactions over time, learners internalize the skills and
ebilities needed to be able to function independently. This shift from inter-psychological to intra-
psychological zones is referred to as "regulation” (ibid). The use of language in this process is
key to learning and development. In examining foreign language from a socio-cultural
perspective, we are Jooking at language as both 4 product and process of social interaction.

Vygotsky considers the development of human being ¢s u socio-genetic process through
which children master cultural tools and signs while interacting with members in their
surroundings. These others are oficn more competent und help children to understand and use in
the suitable manuer, the tools and signs that are important in the cultural group they live in.

This process of interaction between the child and 4 more competent other is said w0 affect
development if the interaction occurs within the child's ZPD.

Vygotsky (1978) defines the *ZPD* as: “the distance between the actual developmental level
as determined by independent problem solving and the level of potential development as

determined through problem solving under adult guidance or in collaboration with more capahle
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peers”™. What children can do with the assistance and help of others is more beneficial to their

mental development than while working alone.
Vygotsky developed two levels of development based on his beliefs that learning is a
collaborative process influenced by culture. The level of Actual Development which is the level
that the learner has already reached. Tt is the level where the learner can take his learning at hand
without the help of any other, i.c., the level where he is able (o work independently. However,
the level of Potential Development is the level of development that learnets are not capable of
doing at the moment but have the potential o do so in the future, Between the actual and the
potential levels, Vygotsky explaing, there is whar he cills the Zone of Proximal Development
(ZPD).The three levels may be clarified as shown below:
(a) what learners can do alone (Actual)
(b) what lzarners can do with help (ZP'D)

(¢} what leamers cannot do yet (Polential)

Potential Development

Beyond the reach of

Zone of
Proximal

Learners at present

Actual Development:
The learner present
abilities

Development
i (ZPD)

Figure 2.2: Zone of proximal development (Adapted from Open University Malaysia

December 2012, HMEF5043)
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competence. These upper boundaries are constantly changimg in the Iearner‘s\‘“:ﬁ&'_é‘fsing,;f
independent competence. That is to say. what 2 learer can perform today with assislance W]||-'E-J-f:

able to perform tomorrow indspendently. Thus, getting him ready for entry into a more
demanding collaboration.

The ZPD defines those functions that have not vet marired but are in the process of
maturation; functions that will be ready tomorrow but are actually in an embryonic state. These
functions could be considered the ‘buds’ or *flawers’ of development rather than the *fruits’ of
development (Roediger& Marsh, 2005). Vygolsky explained how a teacher or a more advanced
peer might provide the explanation to enahle a child to reach u higher level of achievement with
support.
2.2.2.2 The Scaffolding Concept

Conversely to Piaget’s view to constructivism which is rather individually oriented,
Jerome Bruner (1960), the American psychologist, explicitly stressed on the importance of
interactions between a learner and a more competent other. He indeed came out with the
argument that students could learn more than what they were traditionally able to do as far as
they are given the right guidance and resources. He labelled such support instructional
scaffolding, Literally « scaffold is u temporary framework used in constructing a building that
permits @ much stronger structure to be built within it,

The concept of scaffolding relates 1o Vygotsky's ZPD theory. In the literature scaffolding
has been defined as follows:". . in social interaction a knowledgeable participant can create, by
meins of speech, supportive conditions in which the novice can participate in, and can extend
skills and to higher levels of comperence " (Donato, | 994.40)

The voncept of scaffolding has been introduced to foreign language learning contexts as
well. Fora long time, the focus was on teacher leamner interaction. However, recently attention

has wmed o processes of scaffolding n leamer-learner interactions. This is what Little (1991)
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learners zccess to full range discourse roles in the target language. This is because the— -

development of communicative proficiency depends directly on sustained involvement in
genuinely communicative behaviour, beyond the minimal contribution to which frontal teaching
methods traditionally confine learners"(p.29).
3. Human Development
The concern to swudy children is not a new one as it goes back to ancient Greece where very
— prominent thinkers wrote about it. The wim behind their studiss was the same as nowadays
resedrchers; they indeed wanied to guide people become better care givers to ameliorate
childrer's well-being and to understand human nature, They managed to raise issuss which
=S continue 1o be of interest up to now.

3.1 Early Philosophers' Views to Child Development

Among the most ancienl prominent recorded studics and ideas about children’s
development were those belonging to Plato and Aristotle, These two Greek philosophers devoted
most of their intellectual efforts to studying how namre and nurtire impacted children’s
development. Plato and Aristotle believed that the future welfare of sacieties is between the
hands of well-educated children, It, thus, was very essential for both of them to give utmost
importance 1o children's upbringing as these latter’s basic nature would otherwise drive them to

- rebellion, Yer, Plato considered the upbringing of boys as a real challenge for parents and

teachers:
N “Now of all wild things, a boy is the most difficult to handle. Just because he
= more than any other has a fount of intelligence in him which has not yet
“run elear,” he is the craftiest, most mischievous, and unruliest of brutes.”
(Laws, bk. 7, p. 808,Cited in Saito)
- Aristotle went aleng with Plato’s idea that discipline was necessary, but he was more interested

in joining child-rearing to the needs of the individual child.
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What differs the two philosophers is that Plato believes in the innateness of lcnmyledge n
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children, i.e. they are born with it. However, Aristotle thought that all knowledge is gcnar‘aied hy & _'5-""’/
experience and he compared the mind of an infant to a blackboard on which nothing is written.
Yet, centuries later, the French philosopher Jean-Jacques Rousseau (1712-1778)put more
stress on parents and society as a whole and how their role to best foster children’s development.
Not the least, The English philosepher John Locke (1632-1704), like Aristotle.
considered the child as a tabula rasa, or blank slate, whose development is totally impacted by
the type of nurture the parents and the society imprint o0 him. He theorised that the premium
objective in a child’s raising-up is the character growth. To fulfil this objective parents have to
mediate good models of honesty, stability, and gentelness.They also have to avoid spoiling the
child mainly at early age.However, while reason and hscipline are installed, authority should be
alleviated as far as their age, discretion, and good behaviour could allow it . . . The SQONEr vou
treal him as a man, the sooner he will begin to be one (Cited in Borstelmann, 1983, p. 20)
Conversely to Locke’s beliefs about early discipline, Rousseau claimed that parents and
society should grant children more freedam at carly ages. He hypothesised that children learn
from their unpremeditated interactions with their envirenment, rather than through parents' or
teachers” mstructions. He even went ficther in his claiing by sugpesting that children should not
have formal education until by the age of 12, when they reach “the age of reason” where they
can evaluate by themselves the value of what they read and are told,
Although elaborated very long ago. these philosophical trends of thoughts continue to fuel the
debates of many contemporary scholars, like whether children should receive explicit instruction
or an implicit one where they discover knowledge by therselves.
Other concerns which have triggered scholars thoughts are why should we care about children® s

development in general and that of learners in particular and what the difference between

development and learning is.
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3.2 Human Development Defined

Human development is a concept generally used to refer to the changes lhai\)gﬂ.‘l'r-frp‘m_ )

conception to death. The term, however, should not be paired up with all the changes but?ﬁﬁ'

with those that come up in a certain order and lzst for a long time. As a good example to this
definition let’s consider a little boy named Karl who has been given piano lessons with a sicady
pace from his childhood. Altegether he attended piano lessons for 13 years since he was 4 until
I8 years old with only very rare interruptions as when he was ill or when he went on holiday
trips with his parents.

Throughout his piano practice lessons Karl could notice gmall changes in his skills. He
played a simple piece slightly better than what he did the previous week. Connections between
his skills at a given moment and the moment before or Just after were very obvious, If anyone
would ask Karl what accounted most for these changes, he would certainly answer and without
hesitation that these changes took place because he was ‘learning’ specific piano picces, Yet, for
the long tenm, Karl noticed more significant changes. He leamt to play much more complex
pigces of music than the ones he could perform years ago. Karl's musical talent became more
and more attractive over the long lerm, in other words his talent now is far more refined than
when he was a beginner piano learner,

[T someone asks Karl aboul these long term changes, he would have found it more
difficult to answer that question than if he is asked about those short-term changes. He might
have answered that he had been getting hetter at piano. If" he is asked the same question now,
however, he would say that his music skills had developed, and that their development took a
long & time to be reached, and that the changes were not only the result of practice, but from
becoming more broadly skilled about music as a whole,

Thus, when we talk abour development, we usually refer to those personal changes that take
place along the long term and that have different sources and consequences. It is equivalent 1w
Karl’s skills in playing the pianc at the age of sixteen compared to those at the age of s1x, instead

of the difference between his music one week and that of the following one.We should note that
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lake a long time to be shaped fully. For example, reading other people’s moods may t% I-':i""'hqiE_ 4 /
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life time to be fully developed. Other developments may quickly take place, like a ktd‘%
increasing skills to stand right on the saddle of a bicycle. Thus, as far as the change is simple and
fast, we tend to refer to it by ‘learning’ rather than development. Thus, the difference between
the two concepts, i.¢, leaming and development is a matter of degree. Learning the names of the
planet in the solar system, for instance, does not usually require a long time nor great effort on
the side of the child. Therefore, in this case it is more reasonable to think of learning rather than
of development (Salkind, 2004),
3.3 Emergence of the Discipline

Child development came into interplay as a formal field of inquiry at the ead of the 19"
century, and the beginning of the 20" century, Universities at different parts of the USA and
Europe started establishing child development Departments and scientific Journals devoted to the
study of child development were launched. Alfred Binet (1857/1911), the French psychologist,
and his colleagues launched the first systemaric test of children’s intelligence and were the first
to come out with studied results about children’s differences.

The American researchers G, Stanley Hall (2002) and in unother study Amold Gesell (2021)
used surveys to collect data from a number of parents, teachers, and children so as to shed light
on certain children’s aspects of development from the feeding schedules of babies, and the toiler
training of toddlers, to the pre-schoolers” play activities | the social rclalionships of elementary
school [eamners, and the physical and psychological changss that adolescents experience
throughout this critical period.

3.4 Types and Characteristics of Development
Throughout this chapter we are going to consider the different types of devzlopment.
Among them is physical development which covers the changes of the body and motor skills,

Cognitive development which explains how our minds znd mental processes evolve through
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ime. And finally social and moral development where the social growth since _i@fanuﬁntﬁﬁ; Vow d
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advanced age altogether with the development of moral values within a social

ntext will be /.

dealt with, Yet before tackling each kind of development aside, it is worth mentioning ? ost”

scholars in the domain recognise some characteristics of development 1o be common among

children and which are as follow:

&
5

Development is orderly, that is to say phases of development come in order |

b- Development is a long term process which never happens abruptly over night for children.

L]
i

Development may happen at different rates for individual.

d

Some changes oceur naturally as they are controlled by our human genelic programming
system and are named maturation changes. These changes take place over time and are not
affected by the environment. This category mainly embodias physical development.
Conversely, to this tvpe of development, social and moral development do not take place
until the individual gets in touch with his surrounding environment and others such as
parents, siblings, and classmates at school.(Aisha Sato, academia.edy )

3.5 Physical Development

The concern in studying the significance physical growth is to see how much it contributes
to an individual’s personality development from his early age until his maturation. Tt also has to
do with pupils at schools. Children praw at different rates and develop different body shapes,
they may be tall; small, far, slim or in some cases physically impaired. But, in general there some
charactenstics that they share while growing up. Below is a table that shows boys and girls
development from early ages until they mature.

3.5.1 Height and Weight

The table below shows trends of height and weight for well- nonrished and healthy children. It
tackles averages of different ages from preschool up secondary school. But, it does not display
the differences between children at the same age as In some cases some may be taller or smaller

than the average height and the same remark is about weight,
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Table 1: Average height and weight of well-nourished children (adopted from Sgifert. k-and

LA

Sutton. R 2009) . o

Age Height (cm) Weight (kg) N
2 85 7.0
6 115 20.0
10 ' 133 0
L 162 52.0
18 169 60.5

The table above displays the most common heights and weights of children between
the ages of 2 and 18, but there are some information that it does not show. Studies have
shown that boys and gitls in general have the same height and weight during their childhood.
but show differences at the beginning of adolescence or more precisely while puberty signs
began to show up (10-14), where the average girl is taller, but not that heavier, than the
average boy. The period that follows that the average boy becomes both heavier and taller
than the average girl, spite of the fact that there are always exceptions (Malina, et al., 2004
cited in Seifert. k and Sution, R 2009).

The second fact that the table above does not mention is that while children grow up,
individual differences in weight may be more noticed than those in height. Around the age of
I8, it is noticed that heavy teenagers weigh approximately twice the lighter ones. 1t is ar this
age that height and weight can be sensitive to tcemagers.

A teenager with a well-developed body may find it easier to get along with other
teenagers ad may feel accepted in his surrounding and thus develops a kind of self-
confidence and a positive self-concepl. However, the teenager with weak small weak body

usually develops a feeling of unwanted individual within a group of learners. Thus, parents

i gilaer

i5



= :.,,:'.l:'J
| WF . 4
and teachers alike should be aware of this physical development trend as{ it imay t];lt‘;]:_—-w i
dramatic consequences on the teenagers’ behaviour and learning too, \ R
g 5 ar sl T
3.5.2 Puberty and its impact on Learning S

They key word when it comes to puberty is change. Your body is changing, vour
feelings are changing and vour relationships with those around you are changing, You are
growing up and becoming an adult. This change from being a child to becoming an adult is
called puedermy.

Puberty is a change in the body that is common among all humans throughout the
= world. Tt is embodies changes during adolescence that fosters sexual maturity. Not only that,

but it also involves changes in internal organs such us growth of breasts in females and the
penis in males, along with an increase in height and weight,

o Dr. Valerie M. Schwitzgebel from the Paediatric Division in Geneva Hug Children
Hospital defines puberty as * the stage of physical maturation in which an individual
becomes physiologically capable of sexual reproduction.’

- Indeed as explained by McClintock & Herdt (1996), by the age of 10 or 11 children
usually experience a kind of sexual attraction towards the other gender and this attraction,
according to Rosenbaum (2006), intensifies when children are at high school. This according
to many studies might affect children’s social life both in and outside school. Thus, parents
and teachers should be aware of these changes that the child is enduring so as understand his
behaviour and help him/her answer questions that might bother him during this critical
peried. Teachers should also be flexible towsrds the behaviour of children in class dt his age,
and should be very attentive not frustrate the learner by inadequate observations that might
make him be a joke among his elassmates.

3.5.3 Motor Skills Development

One the most complex fields of study in human beings is the one related to child

development, because it combines biclogical aspects with a multitude of environments!

ib



independence and the capacity to adapt with the physical and social environment, { F'mrﬁij,""él,lr =

C, 2015)

The most rapid physical changes in a child’s life take place during the first five years.
At this period of life, children develop noticzahle physical, motor and sensory capabilities
that foster exploration and discovery of the environment.
3.5.3.1Gross Motor Skills Development

Fundamental movement skills are the basis upon which advanced movements are
founded (Clark &Metcalfe, 2002), Maslering the fundamientsl movement skills during
childhood boosts the confidence and fosters kids participation in physical activities and
consequently fosters a balanced life style at advanced ages (Bakhtiar,2014).Fundamental
movement skills involve loce motor skills such as running and jumping
Table 2: Main motor skills and their development at different stages.( The information above

is retrieved (rom the Florida Early Learning and Developmental Standards).

Age Motor skills

Birth- 8 months Gross motor development focuses on arm, body and [eg
movements. Tone, strength and coordination improve progressively
from head (o loc. While the sequence of development is

predictable, there is variation in each young infant's timetable

8- 18 MONTHS Older infants climb and reach for objects beyond their reach. They

are preoccupied with controlling their movements and finding new

ways to move around in their environments

18-24 MONTHS | As young children become more mobile, they continue developing

their independence through coordinated, purposeful movenient.
They olten use large muscles o explore their environments, Young

toddlers show fearless determination and energy in order (o

4 i
! _4--'—" o

; T _ Y e
factors. The on-going development of motor skills in children lead to i 'growing
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2 - 3 YEARS (24 - | Two-ycar-olds continue developing their indcpcndcnc&;ﬁi‘qugh

L T I

goal in mind and it tends (o be practiced over and over again until
|

mastered
3 - 4 YEARS (306 - | Three-year-olds continue improving balance and control, as well as
48 months) coordination. They are able to combine muscle movements (o

complete more complex gross motor tasks. Developing

coordination requires opportunities and practice to challenge these

sleills,

4YEARS - | Four-year-clds are gaming increasing control over their gross
KINDERGARTEN | motor skills and coordinated movements As they practice, they
(4% months - | become more confident in their abilities,

Kindergarten)

As onc can notice in the table above, children’s main motor skills are generally well
developed while they reach kindergarten, but are not yet definitely well-coordinated.
Al the age of five years, children can generally walk in a normal way. For some children at
this age, running is not vet well tuned and would rather look like a hurried walk, but they
will perfection it within a year or two. The same thing would be noticed with body
movement such as jumping, throwing, and catching objects such as balls. Practically, most
Kids can perform thess body movements, though not perfectly, but they generally better their
skills during the elementary vears (Payre & Tsaacs, 20/ )

In spile of the fact that physical skills are not the main concern of school teachers,
they are usually of a great importance to kids themselves, Whatever their grade is, pupils
who do not control their body movement well are aware of that fact and this might negatively

affect their respect in the eyes of their class mates. This may alffect their self-esteem in the

Iy -
. == ] T r 2.0
accomplish a task b4 . T2

36 months) | purposclul, coordinated activities. Movement now comes with-a |2, -
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3.5.3.2 Fine Motor Skills

Fine motor skills are the ability to make movements using the small muscles in our
hands and wrists, We rely on these skills to do key tasks in school, at work, and in everyday
life.
Here is a table that summarises the main fine motor skills that children are supposed to refine
through time.

Table 3: Fine Motor skills: A Checklist adopted from Payne (2017).

"Agc Skill

(-6 months | - Demonstrating a reflexive grasp when objects are placed in hand.

- Reaching for and grasping objects,

- Mastering controlled reach (5 months),

- Holding objects in the palm of 2 hands (by 3 months) or palm of anc hand
{by 5 months).

- Recovering an object dropped within their visual field, by feel, or hear it

within reaching range.

6-12 - Reaching and grasping o put objects in mouth.
months - Demoustrating controlled release of objects.

- Picking up small objects with thumb and one finger.
- Transferring objects from one hand to the other.

-Pointing with the index finger.

1-2 years | - Building a tower of three small blocks.

- Putting rings on & stick.

- Turning pages of a book (two or three at a time),

- Painting using whole arm mavements to malke strokes.
- Eating independently (minimal assistance).

-Signing to communicale wants and needs.

-Bringing a spoan to mouth,

-Holding and drinking from cup independently.

-Picking up smell objects with thumb and one finger.

2-3years | -Building a tower of 3-5 small blocks.

as
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-Copying a simplc sequence of coloured blocks in a tower. i { . !{j*-.;_.r,-h? G ’f'
: ; G il
-Turning single pages in a book. \r ELK &
i .*‘ —— ., r
-Holding a crayan with thumb and fingers. N S

-Using one hand consistently for most activities.
-Imitating circular, vertical and horizontal strokss,
-Eating without assistance.

-Picking up small ebjects with thumb and one finger.

-Completing insert puzzles.

3-4 years

-Building a tower of approximately nine small blocks.
-Copying block designs of up to 6 blocks.

-Tracing on thick lines.

-Using one hand consistently for most aciivities.

-Copying a circle or imitating a cross.

-Holding a pencil with thumb and fingers on opposite sides of the pencil.

-Using the non-dominant hand to assist and stabilise object.
-Cutting roughly around pictures.
-Completing 4-6 pc interlocking puzzles.

-Co-ordinating hands to brush teeth or hair,

-Dressing independently including large butions, socks and shoes (excluding

shoelaces, small buttans and initiating Zip on a jacket).

4-5 years

-Cutting along a line continunusly.

-Coordinating hands to brush teeth or hair.
-Copying 9 block models.

-Copying a circle, cross and a square.

~Holding the pencil with a tripod grasp (3pt grasp).
-Colouring inside the lines.

-Caolouring an entire picture.

-Writing their name.

-Copying letters and numbers 1-5,

-Using a preferred hand for most activities.

-Dressing and undressing independently (excluding shoe laces),

5-6 vears

-Cutting out simple shapes.
~Coordinating hands to brush teeth or hair
-Writing numbers 1-10 independently,

-Self generating letters independently,

4



-Copying a mangle.
-Holding a pencil with & 3 fingered grasp and generating movement from
fingers (not wrist).

-Cut and paste projects,

-Maintain legibility of handwriting for entirety of a story.

Fine motor skills are skills which involve the implication of small muscles that children

usually use to manipulate objects using their hands and fingers. The development of these skills

will enable the child to perform very impartant tasks such as writing, eating and drawing. The

Exposure of the child to & variety of toys, malerials and even foods, usually help in the

development of such skills.

The development of such motor skills is so important in the life of a child because,

because they will help him grow stronger. Thus, parents, caregivers, preschool teachers can help

little children to develop these skills by encouraging them to perform or take part in different

games as well as using different types of items. Below are some home activities, as propased by

the occupational therapist Patty Bunce, that parents can use with their children to help them

develop their fine motor skills:

* Tummy Time

Your baby needs time to push up, shift from side to side and eventually swipe at objects in front

of him/her, both on his/her tummy and when on /his her back.

e Finger Feeding

4]

-Drawing basic pictures. (/:’) T
- :'J ':J; .r-"'_"""-\: :‘\I
6-7 years | -Forming letters and numbers correctly. / 47 o\
-Dressing and toileting independently. R o L \y ;'-‘E
. 18 ..t-” iia -I: ' g
-Cutting ncatly around shapes. li\',_,“-'{g" 5 |="° »";.—" /
-Pencil control. S P
R
-Endurance for writing tasks. s e
-Drawing detailed picturss with recognisable objects.
7-8 years | -Wrinng neatly.



Let your hittle one finger feed as much as possible. Picking up food with her fingers will help her

develop a pincer grasp (thumb and first finger together), which is a necessary precursor t.)o/,.—\h\

-.;5_‘.-}' 2 I"‘-_-..'_r‘I "-\L

holding a crayon. / —/_\::1 g
¥ g o

(N G, v

s Play with Small Items ol T \ _

o I,I . W ""‘--vl'l{l_ b Ifr i
Toddlers should be encouraged to stack blocks, string beads. use one piece puzzles and"g‘iay--wiﬂ's / >

)

pop beads. Children sheuld not be left alone when playing with beads as they may be a uhtm g
hazard.

* Play with Play Dough
One of the very best ways to build hand strength 1s to play with play dough, play foam or a

similar non-toxic and malleable substance. Think resistance!

¢ Finger Painting
Be sure to encourage finger painting, either with paint, puddin g or shaving cream.

e Puzzles
Simple puzzles can help children learn about manipulating objects through turning, placing and
flipping pieces.

¢ Two-Handed Tasks
Any activity that encourages your child to coordinate both hands together is a great tool for
development. An example is rolling a ball of play dough into a long “snake™ and then cutting it
with & plastic knife.

* Buttoning and Tying
Practice buttoning and unbutioning, zippering, hooking fasteners or tying helps to build swength
and dexterity. Large child-appropriate practice boards that help facilitate these activitics arc
available in most toy stores

e Practice with Clothes Pins
Have your child hang pictures, colouring pages or clothes on 4 clothesline with spring loaded
clothes pins. This activity builds pincer strength
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*  Colouring
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Parents should be careful about the time when their child shows interestk cnlnurmgi““‘* f
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and that usually happens by the age of 2 or 3.When this interast to painting is maniféétedt.
parents should provide small crayons that fit his/her tiny fingers.

Lock for opportunities throughout the day for your child to manipulate small items, push
and pull with her hands and fingers and practice small movements. Being aware of these
Oppartunities is the first step in helping your child develop fine motor skills. Be sure to ask your
child’s teacher if there are any areas of concern with your child’s fine motor deve lopment and
ask for suggestions if there are concerns. When delays are significant or impeding your child’s
ability to perform age appropriate tasks, an assessment by a pediatric occupational therapist may
be necessary.

3.6 Cognitive Development

Jean Piaget, a Swiss psychologist, developed one of the most widely known theorics
which gave insights about cognitive development which he called the cognitive stage theory. He
observed children and created an account of how they gradually could think logically. Since his
theory is very fumous among all the other ones who have studied cognitive development, it is
considered encugh to focus on him rather on others in this part of the chapter,

3.6.1 Piaget’s Theory of Cognitive Development

Jean Piaget did a lifelong research on children where he tried o study their cognitive
development (1954,1964, 1969). His longitudinal rescarch consisted in observing individuals
trom their carly childhood until they became adolescents. He observed them in natural situations
and asked them specific questions as they were taking cognitive tasks, This cnabled him to
describe how children's thinking processes developed over time. Here is a sample of a

conversation that took place between Piaget and a 9-vear-old child.

j
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What is your nationality?—1I am Swiss.—
How eame?—
Because I live in Switzerland,—

Are you alse a Genevan?—

Na, that’s not possible . . . I'm already Swiss, I can’t also be Genevan.
(Piaget, 1965/1995, p. 252 vited in Morveno. R, 201 o)
Jean Piaget (1896 — 1980) spent his whole life trying to answer questions about the way
human beings acquire knowledge. He assumed that by studying developmental changes in the

process of knowing and in the organization of knowledge, he could draw conclusions about his

queries.
3.6.1.1 Stages as structures of logic
Piaget’s cognitive development theory is explainzd through a series of stages. During each
stage the child's thinking and behaviour while learning through different experiences and
situations clarifies a particular kind of mental logical structure, which allows the interaction of
the child with his environment. Thus, each stage reflects a different view of the world,
Piaget characterised these stages as being stable for all children and follow the same universal
sequence, Each stage is a related and prepares the child to the next one.
Piaget developed his madel of infancy mainly through observing babies as they perform their
daily tasks of playing and learning about the world. His most remarkable conclusion related to
mfants’ observation was object permanence concept, He explained that for children understand
that objects exist even when they cannot see, feel, or hear them.,
TFor example, a young infant who sces a toy placed under a blanker so that it is no longer visible
acts as though it no longer exists.
Piaget’s most famous task was conservation (of number, weight, length, etc.). For
example, he showed children two rows of eight objects. one right above the other. After

they agreed that they had the same number he spread out one row and then asked whether
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they still had the same number. An § - year - old says they do, whereas a 4 - year - o d\si!g&ﬁdtb ='—‘_~—;:~"J;' .
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the longer row has more. According to Piaget, preoperational children fail this task bm.ﬁ*u.id?lfqy—- {:’f

lack reversible mental operations, which characierize concrete operations, Finally, formal

operational children perform operations on operations, such as gencrating possible outcomes and

evaluating them in light of evidence.

Table 4 : Stages in Piaget's theory (adopted from Patricia H. Miller, 2011)

Stapes in Piaget’s Theory

Characteristics

Sensorimotor period

(roughly birth to 2 years)

Infants understand the world in terms of their overt, physical
actions on the world. Simiple reflexes gradually become more
complex, intentional, and organized. Each action — based
concept 15 a pattern of perceprual - motor interactions, for
example, * things you can suck on. ™ Piaget refers o a * logic

of action, "

Preoperational period

(roughly 2 — 7 years)

Children use symbols (mental images, words, gestures) to
represent objects and cvents. Thar is, they reconstruct the
Sensorimotor concepts of objects, relatons, causality, space,
and tme 1n a new medium (mental representation) and a more
highly organized swucture. Despite the Ilimitations of
cgocentrism, Tigid thought, and himited role - taking and
communication abilities, these symbols become increasingly

organized and logical, so that children can think about causes.

Conerete operational
period (reughly 7 — 11

years)

Logical structures permit children w perform various mental
operations, which are internalized actions that can be
reversed. Thinking now 18 more flexible and abstract. Actions
are still the main source of knowledge, but the actions now

are mental. Logie dominates over perceptions, such that
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children understand that quantities stay the same even though

they change their appearance.

Formal operational peried

(roughly 11 = 15 years)
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Mental operations now can be applied not only to concrete
objects but also to purcly verbal or logical statements, to the
possible as well as the real, to the future as well as the
present. Children tuke the results of conerete operations and
generate hypotheses (propositions, staternents) about their
logical relations. Thus, they have operations on operations;
thought has become truly logical, abstract, and hypothetical.
The essence of formal operational thought is the scientifi ¢
method . Children formulate a hypothesis and test it. They can
imagine all possible outcomes and generate all possible

combinations to test.

Piaget's Stages of
Cognitive Development

Birthia2 yn

verywell

7to 11 yrs

i bid

THustration by Jashua Seang, Very well (retrieved hom

ellmind.com/pia

ets-stages-of-copnitive-development-2795457
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3.6.1.2 Assimilation and Accommodation cycles L

daer J2
lean Piaget defines intelligence as the adaptation with the r:nwmqﬁ}uﬁhl\-li—tf_'uisa 1' 'xf
that people adapt physically to the environment, so they do with to adi by jm the
environment,

He further explained that the adapration involves two complementary  processes:
assimilation and accommodation.

Assimulation is the interpretation of new mformation in terms of pre-gxisting concepts,
information or ideas. A child who already understands the concept of ‘bird’ might initially
identify any flying thing, such as butterflies or mosquitocs, with the term *hird”. Assimilation is
in a way identical 10 the concept of generalization in operant conditioning. In the theory of
Praget, however, a mental representation for an object or an experience is being transferred
rather than just a behaviour (Skinner's “operant™ in operan| conditioning). Assimilation works in
parallel with accommodation, which is the medification of pre-existing concepts in lerms of new
experiences or new information The little child who gencralizes any flying object to be a bird,
will later on revise the concept to consider only some types of flying objects such as swallows or
a canaries and not others, like drones or butlerflies. Up to Piaget, these two concepls
(assimilation and accommodation) work hand in hand to develop the child’s thinking and 1o
generate what Piager named cognitive equilibrium, which is a kind of balance between relying
on the prerequisite and openness to the unknown or what Piaget called new information. This
ever-growing repertoire of mental representations for objects and expeniences s further
explained by Pizget and he considers that every mental representation as a schema. He explained
thal a schema is a mixture of vocabulary, actions, and experience related to the concept, A
child’s schema for bird, for example, embodies not only the appropriate verbal knowledge
(defining the word “bird™), but also the child’s experiences with birds, pictures of birds, and
conversations about birds, As assimilation and accommodation about birds and other flying

objects operate together over tims, the child adds and remembers relevant new experiences and

actions. From these collective revisions and additions the child gradually constructs general new
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schemata about birds, butterflies, and other flying objects. Tn general terms, Piaget might then
consider that “the child has learned more about birds”.

Piaget assumes thal the two processes, assimilation and accommodation, are motivared by the
requirement to establish equilibrium, the nawral tendency ta find rationalism in one’s thinking.
Disequilibrium, however, is the state of cognitive conflict that shows up when one’s thinking is
not constant or when our present schemas are not validated by our experiences the world. Piaget
explained that disequilibrium is the reason behind cognilive growth. For this reason, teachers are
mvited 10 find classroom situations where cognitive conflict is sustained to foster meaninghul
learning among their pupils. For instance, in the case of u child who uses a dog schema for
understanding what a cat is, a teacher can help the child focus on defining characteristics of dogs
thal are absent in cats (e.g., barking) to promote cognitive conflict, aceommodation, and
equilibrium. Limén (2001) identified the following steps to produce students’ cognitive conflict:
l. Assess students’ current state of knowledge or beliefs,
2. Confront students with contradictory information.

3. Evaluate the degree of change from students’ prior knowledge or beliefs.

Table 5: Cognitive Conflict Examples for three Grade Levels (adopted from Moren

| Grade Level Classroom Examples N

Elementary | Ms. Allen’s first-grade art class is studying colours. She puts dabs of yellow,
red, and blue tempera in front of her students and asks them how many
school colours they will be able to use in their paintings. Maost students hold up three
lingers. She asky if there is any way to paint green gruss. Alex answers,
“Only if you get green tempera.™ Ms. Allen then asks the students to start
mixing their paint to see if they can muke green from the three colours on the
table. S |
Elementary | Ms, Perez asks her science class what makes plants graw strong and healtly.
Tommy responds, “T know! Just like us, plants get stronger and healthy when
school they have good foud. My mom always puts in plant food when she watzrs the
plants.” To help Tommy understand the importance of light, Ms. Perez
decides to have her students do an experiment where two plants are given the
samc amount of nutrients during a month yet one plant is left in the shade.
She then engages the class in a discussion by revisiting her initial question.

 Middle Mr. Jenson asks his social studies class if Christopher Columbus should be
considered an American hero. Jenny is quick to respond, “Sure! He was the
school guy who discovered Americal” Most of the class agrees with

her. Mr. Jenson then asks his ¢lass (o read two articles about Columbus, one
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his iniial question. .
Middle Ms, Dustin is starting her unit on dividing fractions. After reviewing a‘d&?‘r&‘g il

and subtracting fractions, she asks the students what they think will happa‘rr =
schoo when you divide two fractions. Karen answers, “When vou divide numbers

together you get a smaller number, so you should get a smaller fraction.”
Most of the class agrees. Ms. Dustin then divides the groups into pairs and
gives them paper pizzas to divide into picces to show that fractions increase
with division

High school | After studying data an global temperature and atmospheric changes, Mr.

Olsen asks his environmental science class what the social and political
implications of the data arc. Many students say that there should be stricter
laws on pollution, cars should be made more fucl-efficient, and people
should drive less. So his students can gain greater perspective of this issue,
he assigns each student a country to research and represent in a mock United
Nations meeting. Most students are asked fo represent developing or third
_ world countries,

High school | Mr. Jenkins asles his literature class what role a government should play in
peaple’s lives, Jackson answers, “Man, all the government does is keep you
down. It’s just a bunch of people telling vou what you can and can’t do. We
need to lose 1t™ Mary Lou responds, "Yeah, it doesn’t do nothing to help me
but take money.” He then has the class read George QOrwell’s Animal Farm
and then revisits his original question.

3.7 Social Development

What are the constituents that participate in the development of @ person? For moral
philosophers ‘personhood’ is not an automatic characteristic in human existence but is rather
dependent on the realisation of self-awareness, moral autonomy, and a multitude of other
constituents of distinctly human ability. Yet, while studying the development of personhood,
developmental scientists stress the continucus relational context in which babies and little
children develop their earliest understandings of who they are, who others are. and how to
weave relationships with children. (Thompson, 2006)

The aim in this introduction to child’ social development is nat to describe how the early
persomality of a child emerges or identify individual charucteristics that will give us insights
about adult personality traits, Instead, through this chapter, we just want 1o highlight the different

stages that shupe the social development of a normal human being and that can be summarised in

terms of Erikson (1980).

describing the implications of the discovery for Western society dmﬂ +aridth¢r [ i
piece describing the effects on Native American societiss. He ther f’}Te\"lsns iy,
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Erik Erikson, @ German American Psychoanalyst, developed the theory of social

development in stages just in the way Jean Piaget did with his cognitive development theory.

The only ditference is that Erikson regarded those stages as a series of psychelogical or social

crises which have a very crucial role in the life of a person in terms of relationships and feelings

towards himself and towards the others (Erikson, 1980) 1t is to be raised that cach of Erikson's

stages consists of a kind of dilemma which hold either advantages or disadvantages to the

individual person at different ages. Surmounting one stage crises will have effects on the

upcoming crises reluted to each respective stage. Erikson came up with eight crises that extend

throughout a person’s life span. They are summarised in the table below.

Table 6: Eight psychosocial crises according to Erikson (adopted from Seifert)

_Psychosnc’iat crisis

Approximate age

Deseription

Trust and Mistrust

Birth to une year

Development of trust between caregiver and child

Development of contral over bodily functions and

Autonomy and shame Age 1-3
activities
Iminative and guilt Age3-6 Testing limits of self-assertion and purposefulness
Industry and inferiority | Age 6-12 Development of sense of mastery and competence
- ldenbity and role Development of identity and acknowledge of identity
Age 12-19
confusion by others
‘E[imacy and 1solation Age 19-25+ Formation of intimate relationships and commitments
Generativity and Development of crezative or produetive activities that
Age 25-50+
stagnation contribute te future generations
Acceptance of personal life history and forgivencss
Integrity and despair Age 50+

of self and athers
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3.7.1 Preschool Crises

Trust versus Mistrust: The first stage in Erikson’s social personal development theory starts
from birth to the age of | year. Up to Erikson, the babies who go through this age successfully
are those who gain confidence from their caregivers while they satisfy their basic needs. This
takes place as a resull of care givers heing responsive (o their infant’s needs for food and care,
which will end up in the feeling that they can rely of the world around them (Thotmpson, 1998).
Meanwhile, infants who do not resolve the trust crisis will end up by a feeling of mistrust
towards others and view the world around them as hostile and not supportive.

Autonomy versus Shame

The stage that follows the trust mistrust one, is characierised by a period where children
start to leam to become self-sufficient. For instance, between the age of 1 and 3, babies start to
talk, walk, cal and use the toilet, This stage usually fosters a sense of children’s autonomy,
independence, and mastery of thought, emotion and behaviours control.

According to Erikson, babies who fail to resolve the autonomy crisis will end up in doubting
in themselves and develop a sense of shame as resull of their beliefs that they are unable to
control their environment. This trust phase while resolved successfully by children, will have
positive results in school where they will show high confidence while doing their academic
tasks as well as coping with their classmates and making relationships. This sense of confidence
may generate success (Eccles, Wigfield. & Schiefele, 1998).Erikson advises caregivers (o
encourage such autonemous behaviour by allowing children to make their own choices, to eat
and dress alone, and to do their teilet by themselves.

Initiative versus Guilt.

At approximately the age between 3 and 6 appears the next stage which coincides with the
first experiences of children at school. During this period, children affirm themselves in ways
congidered (o be socially acceptable and start to learn to take initiative in their relationship with

their school mates and tasks given by their teachers. For example, the child at a day care center
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may now undertake, for example, to build the “biggest city in the world” out of a a\raﬂab!e Tnit
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blocks—even if other children want some of the blocks for themselves. The child'sﬁrﬁ’ Hgm-la'ﬁﬁ"- 2

desires create a new crisis of initiative and guilt, because the child soon realizes that acting on
impulses or desires can sometimes have negative effects on others—more blocks for the child
may mean fewer for someone else. According 1o Frikson, kids who cope well with this stage are
the ones who have insights about the purpose in life. Children who fail to resolve the initiative
crisis successfully will have difficulties to take initiatives later on in their lives. At school,
successful children will demonstrate well refined self-regulation skills and an ability Lo set
learing objectives. The role of caregivers and at home und teachers at school is to provide
opportunities for children o work on new things and scaffold children when they try to do
activities on their own.
3.7.2 Elementary and Middle School Crisis: Industry versus Inferiority

The fourth stage occurs hetween the age of 6 and |12 when children are at primary or
middle school years. At this stage the child needs to face new challenges and learns new skills.
Unfortunately, when these leaming needs are not fulfilled, children will likely develop a feeling
of inferiority.

To pess this stage successfully, children need to develop a sense of competence and
industriousness in any work they tackle. Of course, in school this industricusness comperence
should have to do with school work such us homework and projects. To promote industry,
caregivers and teachers at schools should set children to work on activities that are within their
zone of proximal development, that is to say, reasonubly chullenging to their actual cognitive
development in order to promote a sense of attainment of success (Dweck,2008).

While the child successfully fulfils and masters an activity, he might be given another one which
'5 a bit higher and more demanding and challenging than the previous one.
For example, Belcher & Hatley (1994) sctting learners to work on challenging and supportve

middle school experience is a crucial factor in their preparation towards a successful shift into



secondary school education . In a research undertaken by Mizelle (1995), it was asserted that
learncrs declared that if their middle school teachers had encouraged them towards taking in
charge their own learning and presented to them a more challenging curriculum, their upgradin z
to secondary school would have been much more casier , These findings are congruent with
those of Oates and her eam of rescarchers (1998), who came out with the conclusion that
students who took part in a community learning project ;meant to help middle school pupils
develop a sense of responsibility for their own learning and behaviour had an easier and
suceessful move into high school than pupils who had not takes part in the community project,
3.7.3  High School Crisis: Identity versus Role Confusion

The fifth stage of Erikson’s psychological development theory coincides with adolescence
which is a very critical period in the life of a persan, when teenagers seek to find their identity in
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Teenagers who manage to successfully go through this sta‘gxéfww are
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self-confident about themselves. However, those who struggle to resolve this Edcn[-ity crisis will
generally remain confused about who they are, how their future as human beings inside their
community will be, and what they should do with their livas.

Some key selution to help adolescents go through this period safely, is at the hands of adults
who should show more appreciation of as many careers, life styles, and ideologies as possible,
Al school, teuchers should create environments that enables the learners with chances to explore
and expand their views of the occupations they might do after school. For example, encouraging
thent to take on roles as doctors, authors, noble prizes holder
(Hamman & Hendricks, 2005).

Besides, teachers are required to demonstrate and show some kind of tolerance vig-a-vis

their students® behaviour still in search of their identity. Erikson suggests that adults should be
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more tolerant towards adolescents” public displays, unsicadiness, and experimentation since it is
via these aclivities that they have an idea about their future adult roles. When adolescents’
identity choices lead to rejection, tension, and viclent behaviour from peer mates, then i1 is of
utmost importance to provide and support them within a safe environment so that they are
protected. (Koppelman & Goodhart,2005).
3.7.4Erikson’s Adulthood Crises

The last stages of Erikson's personal development theory take place at advanced ages and
begin after the adolescence period approximately around the age of 19.
a- Intimacy versus Isolation.
This stage is characterised by young adults secking intimate relutionships with others. Sucecess at
this stage will usually generate the young person's ability to feel non-selfish admiration, and to
develop a strong, affectionate relationship that usually is bilateral in giving and taking,
The non-success at this stage will generally result in a feeling of isolation and & feeling that one
i5 unanle Lo Lie intimate relations with others (Berscheid & Reis, 1998),
b- Generativity versus Stagnation.

The seventh psychological stage occurs during mid-adulthood, at a time when individuals
nave established & family and look for the adequate ways to sustain themselves and others.
Adults wha successfully manage to pet through this crisis, usually feel a need to nurture their
fumily, share what they have realised with younger adults, and engage in child education or
mentorship (Smetana, 1997). In case the crisis is not resolved, adult individuals might develop a
sense of stagnation in their lives and would have a negative feeling towards their contribution in
the world. Like eachers, adults who manage (o go through this stage successfully are likely 10 be

proud enough about their realisation and would like to help their students achieve their own

objectives. 0T S
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¢- Integrity versus Despair.
The last psychosocial stage oceurs by the age of 50 an onward, as people attempt to make sense
of the lives they have led so far, According to Erikson, the people who are happy with the
choices and the decisions they had taken during their lives, do generally gain a kind of wisdom
that will accompany them throughout the rest of their lives. However, if the crisis at this stage is
not resolved, this may result in a development of a fecling of despair over their lives and the
opportumties they could not profit from.

3.8 Maslow's Hierarchy of Needs

The theory of personal needs developed by Maslow is framed in a form of a pyramid where

the basic or “lower level” needs have to be satisfied before the higher level needs start Lo develop

as shown in the fgure below:

Figure 3: Maslow's Hierarchy of Needs (retrieved from Education it Education Library)
In his theory Maslow distinguishes two kinds of needs: deficit needs and being nees.

The table below summarizes the two levels and their sublevels.
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Table 7: Maslow’s sublevels of Needs

Deficit needs f.-!‘:: J_,"«,\ -Physiological needs
o ol ? s ~
A N \_ = .
'/-- ' \ 1) -Safety and security needs
i : .'r. *‘P'I.lf‘} =)
\il (O 1 . i
' (A e 1 -Love and belonging needs
Lk AN )
+ % ar - -
L= \\. A = o
Being needs ¥, Ty, SRS 87 Acsthetic needs
M ¥ g2, I.lﬂ.u__ :f‘,,J'
i | -Self-actualization needs
| _ |

Delicit needs precede the being needs, not in a way that they happen earlier in a person’s
life, but in that deficit needs have to be satisfied before being needs can be tackled. As explained
by Erikson, deficit needs might reappear at any ume in a person’s life, depending on
circumsiances that shape his life. If that happens, the deficit needs must be realized before
an individual’s attention: might move again to 'higher’ needs. While we consider students® cases
that might be addressed when a sudent is issued from a fa mily with economic problems, or with
the stress related to poverty (Payne, 2005),

J.8.1  Deficit needs vs. growth needs

The five stage model put forward by Maslow can be divided into two categories: deficiency
and growth needs. The first four stages are usually referred to as deficiency needs, and the upper
need 15 labelled by growth or being necds. Deficiency needs are the result of deprivation and are
the supposed (o be the reason behind the motivation of people mainly when they are not realised.
It also assumed that the longer those needs are denied, the stronger the motivation tw fulfil them
will be.For instance, the longer an human being stays without cating, the sharper his hunger will
be. Maslow (1943) primarily explained that individuals have to first satisfy lower level deficit
needs before moving on to satisfy higher level growth needs. Howe ‘er, he later made it clear
that meeting the needs is not “all-or-none™ phenomenon, which means that the need should not

be realized 100# before the following need oceurs (1987, p.69).
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Deficit needs, as explains Seifert (2009), are the fundamental daily necessities of physical
and emolional well-being. The primordial needs are the physiological ones- food, sleep, clothing,
and the like. Tf these requirement are unmel, nothing else matters for an individual, mainly
higher needs such as self-fulfilment. A school fearner who is not having the appropriate amaunt

of food to eat, is not going o show much interest in lzarning. Yet, while physiological needs are

satisfied, safety and security needs become of utmost importance. One of the most basic

requirements for any human being is stability and protection. A child growing in an abusiye
family might get enough foed to eat but may have a feeling of constant insecurity and a lack of
safety. In school, the learner is more likely to ger along with a well-organised classroom with

regulations that guarantee his personal safety, regardless of whetlier or not the quality of learning

is satisfactory in his eyes,

While the physiological und safety needs are satisfied, love and belonging needs show

up. Individual persons try to develop relationships with friends, as these personal relationships

have an impact on their personality within their community. In schools, a student may consider

fricnds’” and teachers approval as one of his top priorities. If such a student manzges to integrate
4 group, then his motivation will shift to esteermn needs. Now the concern s to gain recognition

and respect which will help him/her achieve leaming goals to earn public recognition,

3.8.2 Being needs

These needs churacterised by the will 10 of & person to become the best of what he can
possibly become. They embody cognitive needs (a desire for knowledge and understanding).

acsthetic needs (this has to do with beauty and order), and above all self- actualisation needs

which has to do with reaching the utimast level of one’s potential. Being needs appear when all

the deficit needs have been fully realised. Yet, unlike the deficit needs, the being needs do not

disappear when they arc fulfilled, but tend to generate a will for more realisations of the same

kind. A wish to know more is an ever ending process which motiv €5 the-personto know more
_,.-‘""-_"""--.‘_‘. e W

and more during his life SparL. [3/ L



Maslow explaing that self-acwalizing individuals have some kind of characteristics
which specify them. They have deep relationships with others, but tend to value solitude too,
They have sense of humour, but know when to use it and never use it against athers. They accept
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3.9 Moral Development
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Students always ask themselves questions about the right and th wrﬁ\ng things to d
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while leaming in class. They may wonder whether they should cheat or not
they should say ar not when a peer has broken the school rules. Students’ moral way of thinking
often impacts the way they behave in class, such as how they should address their teachers and
peers in school, and how they respect the school regulutions. Therefore, teachers and would-be
teachers should have a clear understanding of the theory of moral development as this
knowledge will help one Lo make the right decisions in classrooms.

3.9.1 Kohlberg’s Theory of Moral Development

Like Jean Piaget, Lawrence Kohlberg's theory of maral development oceurs in stages.

Kohlberg’s moral development theory was based on interviewing adolescents and adults, His
method consisted of presenting a set of moral dilemmas to individuals and questioning them
about the problem. A model of dilemma and related questions that he asked to individuals are

shown in below:

The classic moral difemma and questions used in Kohlberg's research (cited in
Meoreno20]0)
MORAL DILEMMA
A woman is near death and is suffeving from a special kind of cancer. There is only
one dvug that doctors think might save her. If was recently discovered by a druggist living in
the same town as the woman, The drug was expensive to make and the druggist is charging 10
tintes what the drag cost him 1o make. The sick woman's husband, Heinz, tries to borrow the

maney ta buy the drug from every place he can think of but he can't ruise enough money. He
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tells the druggist that his wife iy dying and asks him to sell it o hin cheaper or let him pay
later. But the druggist says, “No, I discovered it and I deserve to malke maoney from it." Later,
Heinz gets desperate, breaks into the druggist’s store, and steals the dru g for his wife,

QUESTIONS

* Ways Heing right to steal the drug?

* A5 it the hushand’s duty to steal the drug for his wife?

* Did the druggist have the right to charge as much for the drug?

Why or why nor?

This dilemma can be presented to students in cluss where the teacher asks them to
answer the questions that Kohlberg asked his interviewses. Then later on after studying the
moral development of Maslow, the teacher might ask his student to reflect on their answers and
= assess their own moral development according to Kohlberg's theory.

After that Kohlberg collected and analysed the data from his informants, he

concluded that moral development has three main levels: pre-conventional reasoning,

- conventional reasoning, and post conventional reasoning, He even described the process further
by dividing the three levels into two sub-levels for each, which gave six levels for all (see table
below) Up to Kohlberg, the force that shapes moral development is moral intemalisation, the

process of gradually incorporating external moral codes as our internal moral codes (Kohlberg,

cited in Moreno 2010).
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Table 8: Moral stages according to Kohlberg (adopted from Moreno 2010) f ( fded S ‘J
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Moral stage | Definition of what is “good™ 1\,:'_.- \ o' 4
' o o
I L ~ $ -
Pre-conventional Level: N '.”.?;;,__f
Actiun that is rewarded and not punished R gl b

Stage 1: Obedience and punishment

Action that is agreeable to the child and child's partner
Stage 2: Market exchange

Conventional Level:

Action that wins approval from friends or pEErs
Jtage 3; Peer opinion

Action that conforuns to community eustoms or laws
Stage 4: Law and order

Post conventional Level:

. Action that follows sacial accepted ways of m aking decisions
Stage 5: Social contract

Action that is consistent with self-chosen, general principles
Stage 6: Universal principles

3.9.1.1 Kohlberg’s morality of justice

As explained above Kohlberg developed a six stage theory of Moral development that
governs the assumption of individuals to justice, These are going to be speeified in what comes
below.
3.9.LLT  Pre-conventional justice: obedience and mutual advantage

People wha think and take decisions in terms of pre-conventional morality usually give no
consideration to the internalisation of moral values, Morality in Kohlberg’s [irst level is shaped
by the results of an action rather than by the inherent goodness or badness of the action. This
kind of moral reasoning usually concems children between the age of 7 and 10.
This first stage is characterised by the concern of the individuals with obedience and punishuent,
while the second is characterised by individualism and exchange,

This level of moral development comes at an age when little children first go to school, At
this age the child is stll centred on himself and carcless about the world argund him and also
unaware about the effects of his aclions on others. The ri ghtuess or the wrongness of actions at
this stage, according to Kohlberg, is detenmined by rewasd or punishment from the side of the

authorities who might be parents atr home or teachers at school. If a child takes a candy and his
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the carcgiver blames the child, then the behaviour is considered to be morally “had e
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At this level the child not only learns how to react io positive consequences, bul il;s'o how

to provide them by exchanging services with others This new kind of behaviour, according to
Kohlberg, generates stage 2, which he labelled the ethies af market exchange.

AL this stage of moral development, the rightness or wrongness of behaviour is determined
by the consequences it brings on him and on the other. IF exchanging the kind of candy the child
has with another kind of candy another child owns is agreeable, then the exchange is morally
good; otherwise it is not. At this stage of moral development children in school would also see it
"good” 10 receive money fram a classmate to do a homework for them provided that both parties
consider the agreement as being fair,
3.9.L.1.2  Conventional justice: conformity to peers and society

The second level of moral development is characterised by people thinking in terms of
conventional morality. This, according to Kohlberg, initially oceurs at the age between 10 and 16
years of age. At this stage individuals seem to act in accordance to the rules that are believed to
be internal, but in reality they are the rules set by the standards of others, Consequently, this
stage 15 shaped by obeying the rules and conventions of society,

Thus, at this level of moral development, people value the relationships they hold with
others as they consider their expectations of these wha are mmportant in their lives, At this level
children start to value what is good for a group over what is good the individual. A child who
avoids cheating so us not to upser histher parents is reasoning at conventional stuge.

Law and order is the name given by Kohlberg to the second stage in the conventional
morality level, At this level individuals still value others, but tend more to follow laws and
regulations for their own interest.

In the example cited above about the school leamer who avolds cheating to gain his care

givers’ consideration, avoids it now because the school regulations forbid it, Thus, his redsoning
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now goes under this stage of moral development. An additional characteristic of this stage is the
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3.9.1.1.3 Post-conventional justice: social contract and universal prmub{gxw;:- - il i

The third level of moral development is characterised by 2 kind nrd?ﬁacj%:-fmﬁjﬁ]thﬁ
individual and social levels and transcends to moral principles. People reasoning at this stage do
care about rules but have a strong belief that rules very often need te be improved or even
ignored so thar to generate a fair outcome. At this highest stage, moral development is
nternalised in 4 way that an individual’s internal moral principles outweighs the regulations of
the society. For instance, if someone were in Heinz's situation, he may consider stealing the drug
as a way to save the life of the lady, because a person’s life is priceless and outweighs the
society’s rule that stealing from others is wrong, Up to Kohlberg, a small number of people
above the age of 20 would reach this level. Thus, the first stage in this level is named secial
contract, because moral reasoning at stage relies on principles that are shared by the whole
society.

The last stage in Kohlberg moral development theory is called wniversal principles stage.
This may include concepts such as the rights of life, ficedom, fairness and Justice. Yet, as many
people doubt about the existence of universal principles, this stage may be seen s an ideal stage
of moral development than an actual stage, Now un action, belief, ar practice is morally good if
it has been eclaborated through fair, democratic processes thal respect the rights of the people
affected, At Stage 6. the universal principles will guide a person’s beliefs even if the principles
mean disagreeing vccasionally with what is customary (Stage 4) or even with what is legal
(Stage 5).

Now that you have studied the different stages of moral development and its different
alternatives and how these are congruent with Kohlberg's model, try to have a look at the table

below and see where your reasoning about Heinz’s dilemma is positioned among the six stages,
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Keep in mind that it is not your answer to the questions asked by Kohlberg !‘f(%!

type of reasoning which is to be underlined. That is to say & no or yes answe 1‘5’.»‘.
than the type of rationale underiaken for both options,
Table 9: Characteristics of Kohlberg's stages of moral development and reasoning examples.

(Kohlberg, adopted from Moreno 2010)

LEVEL/STAGE CHARACTERISTICS | HEINZ DILEMMA
REASONING EXAMPLE

Level T/stage 1 Rules are followed "Heinz should not stcal the drug because he
Obedience and because of the threat of | might get caught and thrown in jail.”
punishment punishment,
Level I/stage 2 Rules are followed if “Heinz should steal the drug because the
Individualism and they are in the best druggist refused to male a deal thar would
exchange interest of the benefit both parties.”

individual.
Level 1l/stage 3 Rules are followed “Heinz should steal the drug because a good
Interpersonal because individuals try | husband needs to take care of his wife.”
conformity | to do what is expected

of them.
Level Tl/stage 4 Rules are followed “Heinz should not steal the drug because
Law and order because they arc people nced o obey laws against thefl to

necassary to keep

i leep society in order.”
society's order.

Level [l/stage § Rules are followed “Heinz should not steal the drug because
Social contract because individuals are people have a social contract against threats
bound by a social ) )
P—— to property rights.”
Level ]El#smge i) Rules are followed “Heinz should steal the drug because the
Universal principles | when they are value of life outweighs the value of any
consistent with other human right.”
individuals® own ethical f
principles.

3.9.2  Gilligan's Morality of Care

Caral Gilligan, an American psychologist, assumes that to understand 1o understand the
development of moral beliefs we nesd more than Kohlberg's stages of moral justice. To clarify
her claim, Seifert & Sutton ( 2009) exemplified through a classroom simation where a student
asked his tcacher for more days to give back his home assignment. Reasoning in Kohlberg

morality of justice, would make the teacher wonder if that would be fair granting this student

gty Y
'y
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some extra- days to give back his assignment. Would he have more chances over his classmates
to bring a betler work because he was granted more time? In addition to these. the teacher would
wonder if the student had a tangible reason( disease, family problems. .. ete) to grant him an extra
time to hand back his assignment. This last question, according to Gilligan, needs more than
morality of Justice considerations, it requires from the teacher to care and he responsible about
his student’s case. This she called morality of care, or a system of beliefs about people’s
responsibilities, consideration and care for the other people. Gilligan proposed three moral
positions of ethical care, The lable below displays the three moral positions from Gilligan's
theory,

Table 10: Positions of moral development according to Gilligan (adopted from Seifert &

Sutton,2009 )
Muoral position Definition of what is morally good

Posttion !, Survival orientation Action that considers one's personal needs
only

Position 2: Conventional care Action that considers others' needs or
preferences, but not one's own

Position 3: Integrated care Action that attempts to coordinaie one's
own personal needs with those of
others

3.9.2.1 Position 1: caring as survival

In his book, educational psychology, Kelvin Seifert (2009). reports Gilligan’s
conclusions that survival orientation is the most basic type of caring, within which a person’s
first concern is his personal welfare. As an example, he states the case of a teenage girl who
wonders whether to get an abortion or not (this case is in countries where abortion is permitted).
Reasoning in this ethical position, the teenage will only care of the abortion consequences on
her. The morally good choice is the one that harms her the least, and responsibilities lo others

(the baby, the father, her family) have no share in her reasoning.
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3.9.2.2 Position 2: conventional caring

Conventional caring is another state of reasoning where the individual is concerned about
the welfare and happiness of the people around him/her and taking into consideration their
conflicting needs. In considering abortion, the tesnage would consider the father’s opinion, and
the doctor's point of view about keeping or not the haby. Then, the morally good choice is what
pleases the others the most. This position is ethically and intellectually more challenging than
position 1 as it requires the individual to coordinete the considerations, needs and values of
different individuals around her. But it is generally morally insufficient as it neglects one’s own
needs; the self,
3.9.2.3 Position 3: integrated caring
The integrated caring, according to Gilligan's theory, is when an individual coordinates his own
needs with those of other people. AT this position the morally good chaice involves everyone in
addition o oneself, instead of everyone except oneself A teenage at position 3, would take into
consideration the consequences of abortion on herself and other people such as the father, the
unborn child and family members, She would consider the extent to which the child would
impact her social situation, professional career and her plans,
3.10 Summary

It is very important for teachers and would-be teachers to have an deep idea about the
notien of development in learners, this knowledge will help them take the appropriate decision
with their leamers at school taking into consideration their physical development from
kindergarten to high school,

The cognitive development of children will help think at different levels developing new
abilitics in relation to their stages of cognitive development. Jean Piaget has clarified in detail

that kind of development and how it leads learners construct knowledge.




Socially speaking, students face and manage to teurn around many social issuss from the

very first moments of their lives with their care givers until they reach advanced ages after

school is gver.

Abraham Maslow has described through his theory of hierarchy of needs how the

individual upgrades the basic or “lower level” needs to reach higher level needs to reach self-

actualisation.

In terms of Moral Development, individuals develop both a sense of justice and of care

for other people, and their reasoning in each of these states of the mind undergoes crucial

changes as they grow up. Lawrence Kohlberg has explained the shifts that take place in children

and vouth’s beliefs about justice, and Carol Gilligan has tackled the part that shows the changes

in their beliels about care.
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4.Intelligence and Education

F

i
'i_/ . G, \-'
I

This part of the hand-out presents that I personally performed
learners. The aim behind it is to demonstrate the relationship between the psychal'fféi'cgl! {r;ariabln
“Intelligence” and learming English as a foreign language.

Thus, an introduction to the concept all along with different definitions imposed itself
before handling the study. A brief historical view to the conceplion of intelligence and its
development from a single static construct up to a multiple intelligences one (theory adopted by
an American psychologist and upon which the research was shaped) Then, a definition (o
Multiple Intelligences is provided with a clarification of the criteria they must meet to be
considered as such. Next, an explanation to the characteristics of these intelligences and their
implications for foreign language education will be clarified. After that, the resulls of the
questionnaire completed by first year secondary school English learners will be analysed , and
some kinds of activities that favour the eight intelligences and that may be used to teach English
in the light of human differences will be proposed LFinally. the chapter will be closed up by a
general conclusion.

4.1 Introduction

In the study of educational psychology, ne concept is more important than intelligence in
trying to react on understanding how children learn as they grow and develop. Its place in the
cognitive- intellectual domain is obvious, but it also has a bearing on the physical-motor and
social —emotional domains. This is especially true in the adolescence age, when the distinetions
among the domains become less sharp

The study of this concept is complex, and controversial issues have emerged in recent
ycars. The need for teachers. parents and others involved in the education of children w0
understand its nature is incontestable, So what ex actly is intelligence?

There is probably no agpect of contemporary psychology that is more misunderstood by

the general public than intelligerice. Its notion has a profound effect on one’s social status,
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educational opportunities, and career choices. Even though great importan
intelligence, most of us are unable to define what exactly intelligence is.
4.2 Defining Intelligence

Intelligence is defined in Wikepedia as “Individuals differ from one another in theit
ability to understand complex ideas, to adapt effectively 1o environment, (o learn from
experience. to engage in various forms of reasoning, to overcome ohstacles by taking thoughts.
Although these individual differences can be substantial, they are never entirely consistent: a
given person’s intellectual performance will vary on different occasions, in different domains, as
Judged by different criteria Concepts of “intelligence™ are altempts to clarify and organize this
complex set of phenomena.”(Wikipedia, the free Encyclopedia),

"A very general mental capability that, among other things, involves the ability to
reason, plan, solve problems. think abstractly, comprehend complex ideas, learn quickly and
learn from experience. It is not merely book learning, a narrow academic skill, or test-taking
smarts. Rather, it reflects a broader and deeper capability for comprehending our Surroundings
“catching on", “making sense” of things, or “figuring out” what to do.” A definition signed by 52
intelligence researchers of “Mainstrean Science on Intelligence” in 1994. (From Wikipedia,the
Tree encyclopedia)

David Wechsler: “the aggregate or global capacity of the individual to act purposefully;

to think rationally, and to deal effectively with his environment.”

4.3 Intelligence Theories :Smart Speculations over Time

Intelligence is probably the most misunderstood aspect in the domain of psychology. We
all seem awed by our perception of it in others No one can deny its importance in shaping one’s
social stafus, educational opportunities, and caresr choices. In spite of this great importance
attached to it, man since the time of  Plato (428BC) and even earlier apes, has been inquiring
what intelligence is .Yet, still unable to define it appropriately Since then, theories have come

and gone .Each analyzing the drawbacks of the previous one Some averlapping and developing
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towards a better comprehension of this complex psychological variable. This development in
a1

defining intelligence over time can be traced as follows, - < '_'“\i“' :
/ll " L. _L:t‘:‘_'.r_f \‘ ’ \]
4.3.1 Time Period One: *Modern Foundations * (Mid 19th C). R L e d ‘-'/,
.11.': :-_\ . J‘}/r'-;!: i

It was influenced by many great names such as -John Stuart Mill, Francis\'ﬁ;ii@gﬁﬁ:ﬁﬁarles
Darwin . John Mill (2002) theorized his “tabula rosa™ or blank slate ,staling that all human
beings are bom with litle, if any, intelligence due to nature, He also stated that no genelic or
hereditary factors contributed to intelligence. He claimed that nurtire of others made the
difference in defining the levels of intelligence, Il seems, thus, that nurture bears a considerable
weight in defining what intelligence is. But according to scholars, denying the role of nature,
heredity, and genetics is pure nonsense,

4.3.2 Time Period Two : *“The Great Schools ™: (End of 19th()

Psychologists of this era tried to explain intelligence by “look inside the mind” (Holly
Raatz) to describe the way human beings think. Wilhelm Wundt (1832-1920) and John
Dewey(1859-1952) presented two significant perspectives in psychology: Structuralism and
Functionalism. However, both lacked convincing research methodology.

4.3.3 Time Period Three; » The Great School's Influence (Early 20THC )

This era noticed theoretical and empirical research of Intelligence. The experimentations
held By Edward lee Thorndike (1874-1949) in the domain of psychology led to the beginning of
Intelligence testing. He became a leader in The United States of America in the application of
scientific methods of enquiry to psychology and cducation. In 1932 Charles Spearman (1904),
formed his « Two Factor Theory »,in which « g »= GENERAL INTELLECTUAL FACTOR
which pervadss all intellectual performances, and « s »= SPECIFIC INTELLECTUAL FACTOR
cach of which is relevant to just one particular task During this time period a French
psychologist . Alfred Binet (1857-1911),who studied under neurologist Freud and Cachot Jwas
asked by the French Ministry of Education to establish a test to Parisian school children to see

who were in need of a special educational treatment. The test was a success in terms of school
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results, Since then, the public seems to be convinced that intelligence is what an “intelligence
test™ measures,

A good example is Marilyn Vos Savant, the individual with the world's “highest” recorded
score on this Intelligence Quotient “T Q" Test, She is often referred to as the most intelligent
person in the world. She even has a reserved column called “Ask Marilyn" in many newspapers
and periodicals, where she answers people’s questions, Many people read her column and stand
in awe of the logical and precise answers she gives. To cut it short,
whatever intelligence is, Marilyn scems 1o have a lot of it.

Toward the end of the "Great Schools' Tnfluence” time period, Jean Piaget, Swiss biclogist and
philosopher, focused his reszarch on delincating what cognitive structures may be at different
stages of development and how they might evolve from one stage to the next,

Plaget developed a cognitive developmental approach to intellectual development, which is
an opposing view (o that of Bitnet's quantitative factor of Intelligence He was interested in how
we think rather than in how much we think, s in the psychometric theones, Piaget theorized that
people with the highest levels of intellectual achievements have passed through four separate
stages:

a- Sensarimotor Intelligence. (Found in infants. Intelligence characterized by action.)

b- Preoperational Thought. (Found in pre-school and elementary school children.)

— ——

¢- Conerete operational thought, (Elementary school children-some adolescent and f ;3 “j '
adult populations.) (}ff i) \,

d- Formal Operational Thought. (Starts in adolescence for most people) 5:_ o ‘C‘k' ;

4.3.4 Time Period Four: “Contemporary Exploration ™ (Mid20th ) \_q” ;

The previous influence of “The Great Schoolss time period encouraged the furtherance of

the “g" intelligence theories and paved the way for many investigations of Intelligence that led to

Multiple Intelligence Theories. Tts principle shapers were against the theory of general factor,

Among them was Louis Thurstone, T G. Thurstone.
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4.3.5 Time Period Five: “Current Efforts ”: (Late 20¢he till present time) %

T

. £
s e

One of the greatest leaders in this period of time is Howard Gardner. Iﬁ‘;ﬁﬁmqéﬁhésl;'.
intelligence from a developmental perspective. He opposes intelligence test scores and rather
argues for performance based assessment of Intelligence. He tries to explain “how one is smart
rather than how smart one is”. Thus, he developed his Theory of Multiple Intelligences, in which
he propases an alternative definition of intelligence based on a radically different view of the
mind. e recognized many different and discrete facets of cognition, and acknowledging that
people have different cognitive strengths and contrasting cognitive styles. (Gardner 1993:6)

4.4 Multiple Intelligences Defined.

Many EFL teachers still wonder whether there is a relationship between learning styles and
multiple intelligences, and whether they are the same thing or not. For example, we tallc about
perceptual learning styles, such os visual and kinesthetic, in almost, the same terms as special
and bodily-kinesthetic intelligences. There is bound to confusion. The following manifest
example sorts oul the concepis

Let’s say there are two people who want to develap their musical intelligence. The first
person goes to the musie store and buys several of his favourite CD's. He takes them home,
listens to them, and tries to play what he hears. The second person goes to the music store and
buys sheets of composed music. She takes the selection home, studies and reads the music, and
then sits down to play. Both of these individuals are working to develop their musical
intelligence, but they do it in different ways. The preferred learning style for music for the first
person is auditory; whereas, for the second it is visual. The preferred style may vary from task to
task.

Multiple Intelligences theory is framed in light of biological origins. In order to arrive at the
list of eight intelligences, Gardener consulted evidence from several different sources. He

wanted to make a clear distinction between types of intelligence with its biological origins, He
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identified the following basic criteria that each mtelligence must meet to be considered as

intelligence, fﬂ——_-— =
/ﬁ N
4.4.1 Proofs to the Existing Intelligences. \
!
Howard Gardner helieves that each intelligence should meet the following me‘ria m‘Fc ‘1.:»-4*
: . : \ "5._»_ .".'
considered an intelligence. RN o
NSy i s,
"“‘ "I'_ :_._'L_l'l_:"\" '\'J
a- Brain damage, S

When peaple suffer brain damage as a result of an injury, one or many intelligences
may be damaged. For example, if a person has 2 damage in the Broca area (the left frontal labe)
his linguistic intelligence may be greatly alfected. The individual may have great trouble
reading, writing and speaking, vet still be sble to do muths, dance, and sign Gardener actually
proposed eight autonomous brain systems. His premise is that because a person can lose ahility
in one area while others are spared, there cannot simply be a single intelligence.
b-Exceptional Individual.

Gardener actually proposes eight autonomous brain systems. His premise is that
because a person can lose the ability in one while others are spared, there cannot simply be a
single intelligence.
c-Developmental History.

Ezch intelligence has its own developmental history, its time of arising in childhood, its
time of pealking during one’s life time, and its time of gradual decline. Musical Intelligence for
example peaks early, whereas linguistic intelligence can peak very late,
d-Evolutionary History.

Each intelligence has its roots in the evolutionary history o man, Archeological evidence proves
the existence of early musical instraments . The drawings of The Pharaohs and those of The
Primitive Men in the Tassili are vivid examples of spatial intelligence.

e-Psychological Tests.
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Psychological studies have proved that mielligences function separately. For example,

subjects may master a specific skill, such as solving arithmetic problems, but can tremembeér

i
%

bm——

faces .The tasks secm to be independent from each other. {7 N

4.5 The Eight Intelligences

Howard Gardner classified the eight Intelligences in accordance to some Spectfic human
SO
aspects. These are as follow; =

4.5.1.Budily-Kinesthetic Intelligence.

Theability lo use the body to express ideas and feelings and to solve problems. This
includes such physical skills as coordination, flexibility, speed and balance.
4.5.2.Intrapersonal Intelligence

The ability to undersiand one's, strengths, weaknesses, moods, desires, and intentions. This
includes such skills as understanding how one is similar or different from others. How to handle
one’s feelings and how to behave when angry or sad,

4.5.3 Interpersonal Intelligence.

It is concerned with the capacity to understand the intentions, molivations, moads, feelings
end desires of others. This includes such abilities 4s being able to live in a group and to interact
etfectively within it. Educators, salespeople, religious men and political leaders all need 4 well-
developed interpersonal intelligence.

4.5.4 Linguistic Intelligence

It involves sensitivity to spoken and written language, the ability to learn languages, and
the capacity to use language to accomplish certain goals. This intelligence includes the ability to
effectively use language to express oneself rhetorically or poetically: and also using lanpuage as
4 meany 1o remember information _Writers, poets, lawyers and speakers are among those thar

Howard Garduer sces as having high Linguistic Intelligence.

s HELYy t
E‘ L’{“;_",\- - & i3 [ J:‘_yl,
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4.5.5.Logical-Mathematical Intelligence.
The ability (0 use numbers effectively and reason well, This includes sueh skills as

understanding the basic properties of numbers and principles of cause and cifect, as well-esthe,

\,_',,.:-“'1 i .

ability to predict, using simple machines. s */\\

TN 4 \‘-- ".
4.5.6. Musical Intelligence. (foer 7% F¥]
.'. i e f Foog fazd
The ability to sense rhythm, pitch and melody. This includes such skills as the abili 1o, g
b
recognize simple songs and to vary speed, tampo, and rhythm in simple melodies. e

4.5.7 Spatial Intelligence.
“A sense of Dirsction™ (Brawn, p.24), ie, the ability o sense form, shape, colour, line space,
It is the «bility to “think in pictures”, lo perceive the visuul world accurately, and recreute i in

the mind or in the paper. This kind of intelligence is highly developed in artists, architect

designers and seulptors.
4.5.8. Naturalist Intelligence.

The ability to recognize and classify plants, minerzals and animals; including rocks, grass,
and all variety of flora and fauna. It is also the ability to recognize cultural artefacts like cars,
mobile phones, sncakers, . ete.

4.6 Implications of M1 in Foreign Language Learning

The reception of the theory of multiple intelligences among educators seems to be very
pesitive. It, in fact, channels a number of educational implications worth stating Armstrong
(cited in Christisor.98) has synthesized these ideas into four key points that educators find
attractive gbout the theory.

a- Each Person possesses all Eight Intelligences.
Every individual possesses all cight intelligences. They function logether in unique
ways. Some people have high levels of functioning of almast all intelligences; a few lack the
basic aspects of intelligence. Some people are somewhere in between, with some intelligences

highly developed, most modestl y developed, and one or two underdeveloped.

4



o- Intelligences can be developed.

LL v L
Howard Gardner claims that every individual can develop the capacity of eacmnte]‘lgmﬁe ln

PL

a reasonably high level of performance, with appropriale encouragement, ﬁﬂrlbh[nﬂﬂt and~

instruction.
¢. Intelligences Work Together,

Intelligences function together in complex ways. No intelligence exists by itself in life.
Intelligences are always interacting with each other. For example, to make a top model dress, a
dress maker has to follow instructions in a magazine (linguistic), calculate the right
measures(logical mathemalical),transform this measures into an artistic realization(visual
spatial) struggle to make it attractive to please others(interpersonal intelligence),and for self-
satisTaction and fame(intrapersonal intelligence).

d. There are Many different Ways to be Intelligent.

There is no standard list of attributes that one must have tg be considered as intelligent.

4.7 Applied MI

Multiple Intelligence Test for Children (sec appendix 1) By Nancy Faris.

Based on Howard Gardner's Seven Intelligences/inspired by MI Test by Spencer Bamard --
MAT Program (ONU -- Kankakee, IL) citing this source; Dr, Howard Gardner, C, A.
Armistrong, and the Boulder Center of Accelerated Learning .

4.7.1 Population under Study.

The test was applied on first year scientific stream pupils (1AS-S3),A class that embodics 215

pupils of both genders,

4.7.2 Form of the Test.

The test was printed from the internet. It contains 35 statements representing severn
intelligences. That is 10 say, five stetements for cach intelligence. The intelligences are graded as

follows: Linguistic, Logical-Mathematical, Musical, Visual Spatial, Bodily- Kinesthetic,



Interpersonal, and Intrapersonal. (See the Multiple Intelligence test below),

4.7.3 Procedure

First, we handled a sample of the test to each pupil. Next, we attributed a number to each

pupil to write on the top of his test paper, just to avoid them write their names 1o make them feel

at casc and give objective answers while doing. Then, the pupils all together read statement after

Statement silently ticking the ones that matched their profiles. The unclear statements were arally

translated into Arabic to ensure a better comprehension and more objective answers.

4.7.4 Analysing Informants® Answers.

At the end of the test, the teacher deliverad a speech, explaining that it was a test related to

the different intelligences everyone has. He guided them to write the specific intelligence name

for cach group of statements, Next, he drew a table on the chalkboard (see tablel) and told the

pupils 1o capy the same one on the back of their test papers. Then, the teacher told every pupil to

count the answers he ticked and write the number under the appropriate intelligence case. After

that, the teacher collected the tests and counted the number of answers of cach intelligence for

the whole class. We got the rasults shown in (table2),

Finally, the results of the test were represented in a graph that shows the existing
intelligences and their rates, (See Graph 1)

4.7.5 Meeling Learners® Needs

If we analyse the graph, we notice that ntelligences rank as follows, from the most o the least

dominant one: Logical-Mathematical, [nterpersonal, Bodily- kinaesthetic, Intrapersonal,

Linguistic, Musical, Visual Spatial, Therefore, the kind of tasks that should be presented through

lessons to the leamners must be those invalving the highly represented intelligences in the

classroom. Yet, fram time to time, the teacher should deal with exercises that favour those less

represented intelligences so that to develop them within the group of learners mainly that of

linguistic Intelligence which in this case secns to be underdeveloped.
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4.7.6 Suggested Tasks for each Kind of Intelligence.

a- Logical Mathematical Intelligence;

- Activities involving logie such as “conditional lype Zero™, Practice of a grammatical

rules
trough scientific phenomenon,
Example: IT you put water on fire, Tt boils.
o : ; TG
- Aclivities that involve numbers, caleulations and so o, v o
f = ™ TR _‘
b- Interpersonal Intelligence { ., Cu \
li.-' i, \-l“r' = j
It can involve collaborative activilies such as: &Y *'-(:& -
b pr, 3 L / -
5 “,‘-'{-"‘.-"- W "::.'-
-Dialogues. ST AT o ot
-Project workshops.

-Pair Work/Group Work,

-Solving problems and resolving conflicts,

c-Bodily-Kinaesthetic In telligence

Activities that invelve the body,

-Using gestures, mimes, touches.

-Transforming teacher’s or mate’s gestures into meaningfil sentences,
d-Intrapersonal Intelligence.

Teacher should encourage pupils to keep diaries.
-Have pupils take responsibility for their own learning by doing some extensive reading to topics

of their choice and that match their personal interests. Lel them summarize what they have read,

oo,

e-Linguistic Intelligence:

-Teachers can help pupils develop their linguistic intelligence by:
-Providing things to look at, listen ta, and write about.

-Creating oppartunities for interaction amon g pupils and between pupils and teacher.

T



f-Musical Intelligence REETTIpS,

._'.I'L-'."l" _'1_ .-\""._
e i TTE, ]
-Use of songs and poeins. E A

. b
fl" i ':'{L":c \'l_
-Drills for pronunciation such as words that rhyme and homonyms. ( : '+ /“-4; /;J
G-Visuual Spatial Intelligence: N\ "-"-'—'-';,{._f___ iy
i

-Using visual aids such as: charts .maps, pichures eic. .. T
-Producing words or sentences through examining pictures.
h. Naturalist Intelligence:

-Speaking about the world outside the classroom (Mobile phones-New cars-Fashion and

different marks of clothes. o)

4.8 Conclusion

The understanding of learning principles that have been presented and the various ways

of understanding what intelligenee is, lead to say that there are aspects of language learning that

may call upon a cenditioning process: other aspects require meaningful cognitive process: others

depend upon the security of supportive fellow learners interacting freely and willingly with one

another. Still others are related to one's total intellectual structure Each aspect is important, but

there is no consistent combination of theorics that works for every context of Second/Foreign

Language Learning. The theory of “Multiple Intelligences” has been principally based upon

findings in the biological and cognitive sciences, and it first needs to be tharoughly discussed

and tested in those areas before it provides a handbook or a white paper for any practitioner in

the field of education. Even good ideas have been ruined by premawre atiempts at

implementation, and no one is totally certain of the goodness of (he idea of multiple

mtelligences.
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APPENDIX 1: Multiple Tnielligence Test for Children By Nancy Faris

Answer the following questions by checking on the sentences that are most like

Multiple Intelligence Inventory for Adults
Fars Do “wwew mitest. Tiitke~1
Cirectins. Ful in the Loty of the seqtences (il Y tesemble you
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Appendix2 : (Table1-a sample of a pupil's answer)
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5. Motivation and its Role in Learning { i e &

;'
S |
Chomsky considered linguistic as a branch of human psychology with k_ u'..h ?ﬁqs

contribute to a " Theory of acquisition of knowledge that gives due place to mmnslf’
mental activity”{ Chomsky,1998). Psychology is an important aspect to take account in
language acquisition. Language leamers are affected by different varables in language
study. These psychological variables can have a positive or negative influence on the
foreign language learners, These variables are: motivation, aptitude, attitude, anxiety and
intelligence. Motivation which is our subject matter, has closer relationship with other
variables; without such motivation, we will certainly fail to make the necessary effort in
acquiring a language. If motivation is so important, therefore, it makes sense to v and
develop our understanding of it Are all students motivated in the same way? What are
there different sources of motivation? What is the teacher’s role in student’s motivation?
How can motivation be sustained? These are the questions that are going to be clarified in
what follows.
5.1 Defining Motivation

The word (s derived from Latin term “Motivus™ (* 4 moving cause™) , which sugzests the
activating properties of the processes involved in psychological motivation.

To motivate is ™ to makes somebody want to do something, especially something that
involves hard work and effort.”( Oxford Dictionnary,2001)

Motivation is some kind of internal drive which pushes someone to do things in
order to achieve something. Motivation 18 considered as the most important factor in
success or failure  at language learning. A well-motivated student badly taught will
probably do berter than a poorly-motivated stident well taught. Motivation is one of the tw
key learner characteristics that determine the rate and the success of forecign language(L2)

learning( the other being APTITUDE); motivation provides the primary impetus to embark
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upon learning, and the later, the driving force to sustain the long and often tedieus

learning process. f"—‘_"‘“\
5.2 Approaches to L2 Motivalion /_\\
" er 4 1

! T 0 T‘,
b

5.2.1 The Social Psychological Approach \ i Ey f

'."

'--._.._._'_ e

The systematic study of L2 molivation goes back to the late 1»95{3‘5 -v.-hqn ﬁiﬂ ';nciﬂl
psychologists in Canada, Robert Gardner and Wallace Lambert, launched a’ Series -ﬂf studies
examining how language learners’ attitudes towards the L2 speaking community affected the
desire to learn the 1.2, Gardner and Lambert followed a social psychological approach, that’s (o
say, they focussed on the influences of the social context and the relational patterns between the
language communities, as measured by means of the individual’s social attitudes,

The original hypothesis that “students’ attitudes towards the specific language group are
bound to influence how successful they will be in incorporating aspects of Lhat
language”(Gardner et.al,1985:6) was highly supported in investigations carried out by Gardner
and his Canadian associates, and by other researchers in different parts of the world. The
researches were based on a social psychological approach because L2 leaming is not a socially
neutral field, thus [.2 motivation is not directly comparable to that of the mastery of other subject
matters. Knowing an L2 also involves the development of some sort of ‘L2 identity’ which
means a socio cultural angle.

Current educational psycheology always focuses on environmental and cognitive factors
when investigaling leaming motivation, But L2 motivation alse contains a featured social
dimension. The significance of this dimension is explained by the fact that most nations in the
world are multicultural and the majority of people in the world speak al least one second
language.

According to Gardner (1985), motivation subsumes three components: motivational

intensity, the desire to lcam the language, and attitudes toward leaming the language. In his

view, motivation refers to a kind of central mental ‘engine’ or ‘energy centre’ that subsumes
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efforl, want/will and task-enjoyment (affect). This motivation engine can bz swiiched by a
number of motivational stimuli, such as desire t0 communicate with members of the L2
community, the prospects of 2 good job that requires L2 proficiency, or at school for a particular

test or an involving instructional task. Gardner sees these “triggers’ as motivational antecedents

(L5
rather than metivaton itsell. Gardner's theory of motivation consists of a @W-W:B\

integrative motivation and instrumental motivation. 7
& ¥y

Instromental motivation: refers to the functional reasons for learning a langquL as tht., mJers

.'_J

of attaining certain instrumental goals e.g getting a job, reading technical mamrf@s pasmng ,

examinations, Instrumental motivation is related to the pragmatic gains of L2 proficiency.
Integrative motivation: associated with a positive disposition toward the L2 group and the
desire to interact with, and even become similar to valued members of that community. Graham
(cited in Brown, 1987:1702) makes a more advanced division of intsgrative orientation. The
division was made according to the intensity of identifying with the target language community:

Integrative orientation: the desire on the part of a language leamer to leamn the second language
i order to communicate with, or find out about, members of the second language culture, which
does not necassarily mply direct contact with the second langnage group.

Assimilative orientation: the drive to become an indistinguishable member of a speech
community, usually requiring prolonged contact with the second language culture.

However, there is no clear cul separation between these ornentalions, Gardner and
Lambert developed their original integrative motivation construct from Mowrer's (1956) theory
of successful first language acquisition. Mowrer believed that the process of child language is
successful when it is attributabile to his/her quest for identity, first amongst family members and
later with members of his/her speech community. That's why, at the beginning of their research
in Canada and the USA, Gardner and Lambert claimed that integrative-motivaied leamers arc
successful because they are active learners compared 1o instrumentally-motivated ones.
However, not all empirical evidence supports the superiority of the integrative motivation. For
example, in their 1970 motivation research (n the multi-ethnic Philippines where English,

although hardly ever used as a home language, has become the major language of instruction and

Eq
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is the most prestigious language of all, Gardner and Lambert found that smden;s-':wl"kg_ leati<’;
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English with an instrumental motivation are clearly more successful in developing p}qﬁciqnny ind;\- i

this language than those who learn the language with an integrative motivation. Lukm;ﬁit-(t_:_i{hﬂ
in Young, 1994) demonstrated that among Marathi-speaking Indian students learning English in
India, those with nstrumental motivation scored higher in tests of English proficiency. It has
been demonstrated that English, mainly in Third Werld Countries where it has becoms an

international language, can be acquired very successfully for instrumental reasons.

Au (1988) reviewed twenty-seven different studies of the integrative-instrumental
construct and concluded that the instruments used to measure motivation were suspect. Since the
dichotomy is based on cultural beliefs and attitudes towards the foreign language, it 1s difficult to
attribute foreign language success to either integrative or instrumental causes. Oller and Au
summarised their empirical studies on the relationship betwesn integrative motivation and
language proficiency, finding four different results @ positive, nil, negative and
interpretable/ambiguous(Au, 1988). Oller et al., (1977} concludes that such results show the
relationships among attitudinal and motivational variables and learning achievements are an
‘unstable non-linear function that varies greatly across individual, contexts, and leamning task.’
Gardner(1985:76) himselfl acknowledged these unstable relationships because °...not everyone
who values another community positively will necessarily want to learn their language.” The
disparity between these studies on motivational orientation can be attributed to two sources:

<+ The ambiguity of definitions and concepts such as integrative and instrumental
orientations in some of the studies.
The influence of the language environment on the individual orientations.

&
-

Because of these conflicting results, Gardner made a distinction between orientation and
motivation. Gardner redefines motivation as a combination of “effort plus desire to achieve the
goal of learning the language plus [avourable attitudes toward leaming the language’(Gardner
1985:10) Here motivation in learming the language includes four components: a goal orientation

of leaming a language; a desire for leaming- whatever the reason; effort and persistence m

7



learning the language; and positive attitudes towards leaming it. With regard 1o orientations,

Gardner and McIntyre (1991) refer to the reasons for learning a second language. They assert:

It has been shown repeatedly that it is not so much the orientation that promotes the
student’s achievement but rather the motivation. If an intearative or instrumental orientation is
not linked with heightened motivation to learn the second language, it is difficuli to sce how

either could promate proficiency (cited in Young, 1994:37)

Gardner and Lambert who focussed on the superiority of integrative motivation in learning a

foreign language, amended their original hypothesis and indicate that even instrumental

motivation is effective in 8L or FL learning in some contexls,

Gardner’s (1983) intraduced the following terminology in terms ol motivation models:

** Orientation: the needs and goals to learn a foreign language, including integrative and
instrumental orientations.

% Attitudes: referring to attitudes towards lcaming which, in the context of foreign
language learning, includes altitudes to foreign languages in general, o the speakers of

the target language, to leaming language, to the language teacher, and to the language

course.
p
% Motivation: the efforts made to achieve the goals including motivation intensity and
i ]
desire to leam, bl
5.2.2 New Approaches in L2 Motivation N

Gardner looked at [.2 motivation from a social perspective, considering it as a funr.:tii:i"n"'t‘.-‘f‘ ="
intergroup relations and a powerful factor to enhance or hinder ntercultural Communication. A
further problem with instrumental/integrative dichotomy is that it is not dircctly applicable to
foreign language learning, “which involves learning the target language in institutional academic

seltings without regularly interacting with the target language community’ (Dornyei.1990:46). Tn

the 1990s, arguing that the old characterisation of motivation in terms of social psychology is too
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static, some researchers (Crookes and Schmidt. 1991) have tried to extend ithe - Gardr
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constructs by adding new components adoplted from other disciplines, general “psychology, -
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industrial psychology, educational psychology and cognitive psychology. As Dormnyei 'f‘iQ‘M’

1273) states, ‘while acknowledging unanimously the fundamental importance of the Gardner's
sacial psychological mode, researchers ware also calling for a more pragmatic, education-centred
approach to motivation research, which would be consistent with the perceptions of practising
teachers and which would also be in line with the current results of mainstream educational
psychological research’.

So, the new studies of motivation focus more on the classroom setungs. In an overview
of the ‘new wave' of motivation research, Dornyer (1998) reviewed over eighty relevant 1.2
studies from the 1990s. In these studies, two general tendencies are clearly observable:

a- By paying more attention to motivational processes underlying instructed language
learning (rather than L2 acquisition in natural contexts), researchers tried to make
motivation mare relevant for classroom application,

b- There was a peneral endeavour 1o develop extended motivational paradigms by

complementing the social psychological approach with a number of cognitive concepts.

Crookes and Schmidt (1991) are the first rescarchers who extended Gardner research
on motivation. They used Keller’s A.R.C.S model of motivation (ARCS model is John
Keller’s model for motivational design. ARCS stands for attention, relevance, confidence
and satisfaction. They are the four major categories of motivational strategies) to list the four
determinants of motivation. First is interest, described as ‘positive response to stimuli on the
basis of existing cognitive structures such that leamer's curiosity is aroused and sustained”
The second, relevance, a prerequisite for sustained motivation, requires the perception of the
learners that their personal needs are satisfied by the |ea ming situation. The third determinant

15 expeetancy, which, ‘draws upon research based on the concepls of locus of control,

i
.



expectation for success, and attributions concerning success or failure’, The last determinant

'8 reward or punishment, or outcome which are referred to as extrinsic incentives to learning.

Even Gardner and Tremblay (1995) introduced integrated important cognitive
concepls such as goal salience. valence (i.e., incentive value) and self-efficacy as mediating

variables between language attimdes and motivational behaviour,

The twe mest elaborate frameworks of 1.2 motivation have been presented by
Dornyei (1994) and William and Burden (1997) and are presented in figure 1 and 2. Both
contain a list of motivational components, categorising them in broad clusters, without,

however, defining directional relationships between them.

Teble 1: Darnyei's (1994) framework of L2 motivation

LANGUAGE LEVEL Integrative motivational subsystem
Instrumental motivational subsystem

Meed forschiovement
Sel~confidence
i " Language use anxicty
NER i :
AR LN Perceived L2 competence
" Cansal attributions

. ' Selfefivacy

LEARNING SITUATION LEVEL [

! Interest {in the coursc)

Course-sperific Relevunce (of the course to one's needs)
Wotivaticnal Componeirs Expecrancy (of success)

Sausfaction (ane has in the outcome)

Alliliztion motive

Authority type
Teaoler-Specific Direet socialisation of morivation
iMaiwaricned Componahis "Muodelling
"Task presentation
|| Feedback o
Goal-orientedness
Group-Specifie Norm and reward system
Motivatimal Componenls Group cohesivencss

Classroom goul structure

A A
.:;‘-:.f’ e -
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Table 2: Williams and Burden's (1997) framework of L2 motivalion A LT
I".I' - JQ'-:.-. _."'

[INTERNAL FACTORS i NI
|InLn’ns£-: interest of activity i =

" Aronsal of curiosity

 Optinnl degree of challenge EXTERNAL FACTORS

Perceived value of activity Significant others

"Personal relevance " Parenis

" Antlcipated value of oulcomes " Teachers

" Intrinsic value attributed o the activity " Peors
(| Semse of agency The nature of interaction with significant

" Locus of cavsality oihers

"Locus of control RE process and outcomes "Mediated learning experiences
| Ability to set appropriate goals " The nature and amount of feedhack
Mastery " Rewards

" Feelings of competance " The nature and amount of appropriate

" Awarences of developing skills and mastery in i chosen areg priise

"Self-efficacy " Punishmicnts, sanctions

self-concept The leamning environment

" Realistic awaraness of personal strengths and wealknessez i skills " Comnfort

required "Resources

" Petsonal definitions and judgements of success and failure " Time of day, week, year

" Self-worth concern I Size of ¢lass and school ,
" Learned halplessness |" Class and school ethos

Adtitudes |The broader context

“to langunge learning in ssnerq] " Wider family networks

“to the target language " The local education system

o the target language community and sulture " Conflicting intercsts

Oiher affective states " Cultural norms

" Confidence " Societnl expectations and attitudes

" Anxiery, fear

Developmental age and stage

Gender .

Another important construct of motivation thar deserves special attention is the theory
of intrinsic and extrinsic mativation. The dichotomy was introduced by Deci and Ryan (1985).
Edward Deci (1975:23) defined intrinsic motivation, ‘Intrinsically motivated activities are ones
for which there is no apparent reward except the activity itself. People seem to engage in the
activities for their own sake and not because they lead w0 an intrinsic reward... Intrinsically
motivated behaviours are aimed at bringing about certain mternally rewarding consequences,

namely. feelings of competence and self-derermination. '

Extrinsic motivation is encouragement fiom an outside force; behaviour is performed
based on the expectance of an outside reward. Extrinsic ntotivation in the classroom is when the

learner gets a reward. According to M.Ryan and E Deci (2008), cognitive evaluation theory is



not a theory of rewards but rather of how factors affecting perceived autonomy and perceived

competence influence intrinsic motivation. Rewards for desirable academic performance or

effort at the classroom Jevel, generally include:

* Praise ( and other verbal reinforcement) for correct respanses durin g class discussions,

improved tesl seares,

¥
4

*Symbelic rewards-, such as, gold stars, having one's picture on a bulletin board,s,

’ Tangible rewards — such as toys, books.. . by, Eh¥eeay Gy .

Activity rewards- such as free time, being leader of an activily, trip.. .. b ig

Cameron and Pierce clarified the fact that rewards can produce positive or negative effects on

intrinsic motivation.

* Rewards can be used Lo maiitain or enhance students’ intrinsic interest,

- Verbal praise increases the value of an activity.

* Tangible rewards (contingent) on level of performance maintdin students’ motivation,

* The ways the rewards are administered may have a positive or negative effect on intrinsic

moetivation,

Researchiers who focussed on the effects of rewards had great difficully to distinguish
between types of reward structures. Task-non contingent rewards (which are given whether or
not one does what is requested), versus task-contingent rewards (which are given only if one
successtully carries out the requested activity) have different effects on intrinsic motivation. A
study conducted by Deci (1972) found that task-contingent rewards undermined intrinsic

motivation, but task-non contingent rewards did not,
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It is also very impartant to distinguish the intrinsic-extrinsic construct trdim Garﬂ':im. :{\

\
integrative-instrumental motivation, Many instarices of intrinsic motivation can be ‘inteyatwc—-

some are not. For example, one could for highly developed intrinsic purposes, wish to lcarn A
foreign language in order to succeeded in an academic program. 3o, one could develop a positive
affect toward the speakers of a second language for extrinsic reasons: parental reinforcement,
teacher’s encouragement, ete. The intrinsic-extrinsic dichotomy is applicable to foreign language

classrooms around the world,

Intrinsic-extrinsic factors can be easily identificd; whereas instrumental and integrative ones
are not; mainly that there can be significant individual variation in motivation. An extrenie case

is that of Louis Wolfson (1970),

Wolfson was a schizophrenic who hated and feared his mother. In particular he hated her
voice and, hence, his mother's native language, which was his own native language, American
English. To escape this pein, he learned other languages, primarily Hebrew, German, Russian,

and French (the language in which he wrote his story).

He experiences an eating/speaking duality and (FaNsSposes It into propositions, or rather. into
two sorts of language: his mother tongue (English), which is essentially alimentary and
exgremental, and foreign languages, which are essentially expressive and which he strives to
acquire. In order to hinder the progress of his study of foreign languages. his mother threatens
Him in two equivalent ways: either she waves before him tempting but indigestible foods
packaged in cans, or else she jumps out at him suddenly and abruptly speaks English to him

before he has time to plug his ears.

He fends off this double threat with 2 set of ever more perfected procedures, He eats like a
glutton, stuffs himself with food, and stomps on the cans, all the while repeating several foreign
words. At a deeper level, he establishes a resonance belween the alimentary and expressive

series, and a conversion from ane to the other, by translating English words into foreign words

"
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according to their phonetic elements (consonants being the most important). For example, tree i

converted by use of the R that appears in the French vocable (arbre).

What is exemplified in this description is certainly an unusual instance of motiv ion to learn

< A%\ 4

. ether languages (Lakshmanan and Larry Selinker, 1994). Fs ,f:" ~ \\
by b ‘\ﬁ
5.3 Motivation Strategies i Sl ” ....‘/ ] -

1.5 L Ty

"\_ :
A feature shared in most foreign language classrooms whers the lang‘uﬂgeh'in'_' quéstion is a
S 1

required school subjeet, is the problem of lack of motivation. The following behaviours

— described by Chambers (1993:13) are familiar to many forgign language teachers, ‘poar

concentration; lack of belief in own capabilities; no effort made 1o learn; what's the use?

Syndrome; negative or nil response to praise; lethargy: lack of cooperation: disruptive;

=X distracted; distracts other pupils; produces little or no homewark: fails to bring materials to

lessons; claims to have lost materials.

One of the reasons for students’ low metivation in English leaming is that it is a com pulscry

. schoal subject. Despite the importance of English in the business world, it has little to do with

daily life of our students. In Britain, as chambers (1994) points out, one of the causes of lack of

motivation is that ‘some pupils find difficulty in seeing the point in learning other languages,

- when everyone seems (o manage with English’(p. 14).The fact that speakers of other languages
will be strongly motivated to learn English is not true.

Teachers on their part should follow strategies thal help them to impact motivation in their

B classrooms. Researchers found empirical evidence for several meamingful links between the

relationship between students' inwinsic/extrinsic motivation to learn the foreign language and

their language teachers’ communicative style, the most important being a democratic (antonomy-

supporting) teaching style fosters intrinsic motivation,
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There are a variety of specific actions that teachers can take to increase metivation on
classroom tasks, In general, these fall into the two calegories: intrinsic motivation and extrinsic
motivation.

Table 3; Tmpacting Motivation in Classroom

[: Intrinsic |[ Extrinsic !
*  Dxplain or show why learning a = Provide clear expectations
particular content or skill is important » Give corrective feedback
+ Create and/or maintain curiosity * Provide valuable rewards
« Provide a variety of activities and | + Makerewards available

sensory stimulations |
« Provide games and simulations
*  Set goals for learning g
« Relate learning to student needs
* Help student develop plan of action

| —

As scen in the table above, researchers consider strategies for impactling intrinsic motivation
mare important; mainly there are many probleims with extrinsic motivation,

a. Problems With Extrinsic Motivation

. Extrinsic rewards do not produce permanent changes
. Extrinsic rewards reduce intrinsic interest b S
¥ i arveent il
. Extrinsic rewards can be controlling N k
R, i
n.-.‘“-.' heElT: :'
b. Specific Classroom Management Methods R

% TFostering Student Autonomy
* provide choices
* MINIMIZe pressure
* allow alternative solutions

% Understanding The Children
* encourage originality

* promole success

be aware of their interests

% Engaging Curriculum

LE!



* make lessons stimulating
* create meaningful lessons
* focus on learning
% Creating Community
* develop rules together
e allow rituals and celebrations

* use positive feedbick

¢. Factors That Enconrage Intrinsic Motivation & i Gy '
*  Control orientation of the teacher N W
* Teachers' understanding of their students
* Innnsically motivating curriculum
*  Creating a community
5.4 EFL Teaching Materials and Motivation

The use of appealing materials may enhance the learner mativation. The learner is generally

dltracted by a coursebock that containg something that he wants to leamn, English should come

OVET a5 a means of conveying messages of consequence and relevance and as a means through
which one’s experience is enriched and widened. Thus, textbooks should be designed on the
basis of a whole-person approach to leaming; an approach that derived from the humanistic
movement in education. It is concerned with bringing into play all aspects of the learner’s
personality, and not just the cognitive or intellectual side The cmphasis should be placed on the
learner’s expression of his feelings. According to Stevick(1980) EFL materials should provide
oceasions for students to interact with one another Realism is also another criteria for texthooks
that may enhance someone to learn En glish either as a second or a forei gn language,

3.5 Case Studies in Different Countries

“Tust my whole bedy feels like T want 1o thraw up or something, if I don’t like something. . |

can’tdo it atall.. I feel like sick, and [ fesl 5o sick...My body feels completely wrong' That’s



what Marcel, a fifth grade student said when he described how he felt when he was not able tg

T —

do an assignment. So, understanding students helps to find techniques that sustaj J]lqliua-ﬁ'cm?‘ﬂ\

i,
the leaming classroom. /J Y F
) 'r'P'I"J:J . ‘}
| ] o N i |
5.5.1 Case Study In Malaysia T ;
] cde

Title of the Paper: Sustaining an interest in learning English and incrﬂasinh(\the'n10ti!~u1t-i"ﬁfi'j;of
™ I A

e, L

learn English: An enrichment program.(Supyan Hussin, Nooreiny Maarof, and Jh"v' D'Cruz )
Universiti Kebangsaan Malaysia (Malaysia)

The paper was originally presented at The Millennium MICELT 2000, 3rd Malaysia
International Conference for English Language Teaching, 15-17 May 2000, Meluka, organized
by University Putra Malaysia,

A persistent problem faced by many English teachers, is the altzmpt to sustain interest in
continuing to learn English and to use the English language once the examinations are over.
Teachers have o create a balance hetween preparing students for the standardized examinations
and for life-long language skills. One solution suggesied by teachers of English in Malaysia is to
develop a continuous program which includes an integrated in-class and out-of class language
activities that help nurture student language skills, The program requires the retraining of in-
service teachers. They are provided with & framework within which they can apply new
techniques in language teaching. The presenters will conduct a retraining of 77 teachers in
Pahang. Feedback received from the training group supports the use of enrichment programs,
which can make use of on-going activities within the schoal English curriculum. When asked
about the teaching methods they used in teaching English, most of teachers were adopiing for

approaches which focus on forms and aceuracy of the students” omput oy performance. Despite
CXposure Lo traming in the comniunicative approacl, many teachers still avoid practicing the
approach because the communicarive component i-e oral communication makas up only ten
percent of the exam score on the English test in Malaysian schoals. Thus, students become good

test-takers, and yet are unuble o speak. Besides English is taught in an environment (rural)
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where the its input is limited. So teachers had 1o find creative ways to teach the languageiand .'-
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Teachers who canducted the rescarch believed thar any teacher of English should have a

increase the students’ motivation.

knowledge of the existing langnage teaching methodologies, but it’s mare important o know

what the most appropriate approach o teaching the language in a particular environment is.

The research conducted in Malaysia (in the Maran District) was based on theories of

motivation that were introduced by Gardner and Lambert. The presenters also focused an the fact

that motivation is not a single entity, but as a multi-factorial one, The rescarch was based on the

six factors that impact motivetion, They were introduced by Oxford and Shearin (1994),

* Atlitudes (i.e., sentiments toward the learning community and the target language)

* Beliefs about self (i.¢., expectancies about one’s attitudes to succeed, self-efficacy, and

anxiety)

* Goals (perceived clarity and relevance of learning goals as reasons for learning)

* Involvement (i.e., extent to which the leamer actively and consciously participates in

the language learning process)

* Environmental support (i.e., extent of teacher and peer support, and the integration of

cultural and outside-of-class Support into learning experience)

Personal atiributes (i.e., aptitude, age, sex, and previous lungrage learning experience),

Teachers also insisted on the fact thut the language enrichment program they were going to

claborate should not be seen as separate from the school curriculum, Tnstead it needs to

complement and strengthen the development of language proficiency of students in schools.

Therefore, what happens in the language classrooms must he extended beyond the walls so that a

link is created betwsen what 15 leamed in the classrooms with whet oecurs outside the

classrooims. The aim of the teachers is to create a halance between the imnediate needs of

examinations and the long-term needs of communicative competence.



Tasks and activities that require active participation of the learmers were prepared. Some

examples of such activities: e

= -2
} ; arh R o Wil %
*  arcading program with such tasks as WTILNE a synapsis, journal, and cm?lé}{;ng \
| et _-'r .-,:'-:_:','
vocabulary lists T , A
PR
*  language immersicn projects such as language camps and visits LT s

*  aspecific day or week or month or time and space devoted to the use of the langiigge

such as story-telling comer, poetry reading at the general assembly, etc.

a networle of people who could pravide the constant input of the language such as pen

pals, teacher mentors, conversation partners and so forth,

These activities are supported by classroom or school environments that provide simple

strategies (o encourage the use of the language such as murals, labels in and around the school,

consistent exposure to langnage competitions (choral speaking, scrabble, ele.) and English notice

board (interactive in that |earmers can pose questions or reply to questions). All these need to be

given acknowledgment and recognition in the form of rewards and encouragement (c.g. prizes,

public mention, ete.) to motivate and sustain interest in the use of the language.

Teachers also focused more on the process of learning ruther than the performance of

learning,

The teachers were divided into three workshops (primary, lower, and secondury). The contents

of the workshops were as follow:

-Part One: The first part consisted of an introductory session in which a number of ice-breaking

activilies were provided to make the participants feel into ease.

=Part Two: In the second part of the workshaps, teachers weie asked to answer a wri tten suryey

on common terminology and concepts related to ESL teaching and learning; such as ESP, ESL,

Audio-lingual Method and so forth, A tacilitator presented infurmation about language learning

and teaching. Teachers devoted some time 10 reflect about their roles and their professional

development.
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-Part Three;: The third part of the workshop involved a seres of presentations by the faeifitatrrs

on guidelines and tips on how ta assist students in preparation for the cxaminatiuns?.’iq.ﬁ;.-‘s:es&'icr']_ g
was requested by the organizers for they wanted the teachers 1o be further exposed 1o various
test-taking strategics and techniques which wonld help the teachers manage the preparation of
students for the standardized examinations.

Il was a revealing discovery for many (eachers, for a majority had shifted their view on the roles
of teachers and students from being teacher-centered 1o one which is more student-centerad and
humanistic. At the end of (he workshops, the teachers seemed convinged to a certain extent that
simple and short activities, both in-class and out-of cluss, are worth atlempling even within a

SErous exaim-oriented syllabus,

5.5.2 Case Study in South Korea

Title of the Paper: Motivating Learners at South Korean Universities by (Janet S.Niederhauser,

1997)

Janet S, Niederhauser is an Assistant Professor of English at Honan University in Kwangju,
Scuth Korea. She hag previously taught German at Northwestern and Ohig State Universities in
the United States, and both English and German ar Yonsci University in Seoul, South Korea.

Students at many universities often fail to reach their full potential ug English language
learmers due to low motivation, Soime of the factors thut affect their motivation relate to the
country’s education System in general. This case study will draw examples from the South
Korean context, it is assumed that the problems described and the solutions propused can be

applied to contexts worldwide,
a-Sources of law motivation in the Korean context

I-Low motivation among Korean students is due to (he relative lack of difficulty they face in

falfilling their college graduation requirements. Grading is generous and often based on factors

unrelated (o academje achievement,

5%
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2- The inability of students to choose their majors an the basis of personal intérest rather thap. .~ /. |
e

entrance examination scores. Although Korean universities now are tallcing\.{bpm,g:'_cigg;: .
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students greater freedom in choosing their majors, only one institution has adopted the idci this

far,

3-Gender: Large numbers of Korean women raditionally major in foreign languages, but many

are not highly motivated due to the scarcity of well-paying career opportunities for female

graduates and to parental Pressure lo marry upen graduation,

4- Prior knowledge of the language: Before university studies, Korean students should have

completed six years of English classes, yet most of the are unable to speak or write free mistake

senlences.

5-Kaorean attitudes towarl foreign languages: courses that focus on understanding other eultures

are relatively missing in the Korean teaching context,
Strategies for Raising Student Motivation

In spite of the array of factors that tend to reduce language learning mativation, teachers working

in Korea can use & number of strategies o increase their students' self~confidence and interest in
g

English.These motivational strategies are recommended by Crystal Kuykendall (1992) and ideas

of Janet S Niederhanser for her EFL classroom

I-Teuchers can help students view language learning within the context of their individual goals

anc help them map out strategies they can use to overcome their language-learning difficylties.

The importance of setting specific goals as oppesed 1o the general goal of "doing one's best” has

been stressed by Tremblay and Gardner (1993:515) and other researchers, Oxford, Park-Oh, Tto,

and Sumrall (1993: 369), for example, emphasize the importance of selecting elassroom

activities that “students see as leading toward their personal learning goals." Even fermale

students who do not plan to pursue careers after graduation can develop a greater interest in their

studies if they are able to connect foreign language learning to personal goals such as the desire

o Travel abroad or to read English language publications.
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2-Testing different kinds of group activities may help teachers find the rﬂghtfmlx_ fc!r_. a pecifie
class, For example, teachers can use a pair-monitor technique recummcndcﬁ{y Alice Cl_gmct_ggiy—

Hadley (in Young 1992:165) in order to give Korean students the extra guidance in i:TJ'l‘i*i:'c_L_usage

they expect. In this technique, a third student is given a card containing the correet forms for a

pair conversation based on selected languiage cues. The third student acts ag group monitor and

provides feedback to the students working in pairs. As they move from group 1o group, teachers

listening in on the pair conversations can help students overcome their preaccupation with errors
in forn by rewarding them for good communication as well as correct usage.

3-Teachers also should introduce all new activities carefully and explain how they can help

students improve their English skills, Motivation levels drop and anxicty levels go up when

students are unsure about how or why they should perform certain language tasks, Making

positive statements about upcaming activities, moreover. is an excellent way to increase

motivation. By saying, "I think you're really going to enjoy our next activity," and meaning jt,
teachers convey an enthusiasm that is contagious, Teachers also should introduce all new
activities carefully and cxplaim how they can help sudents improve their English skills.

Mativation levels drop znd anxiety levels go up when students are unsure about haw or why they

should perform certain language tasks. Making positive statements about upcoming activities,

mareover, is an excellent way o increase motivation. By saying, "I think Yyou're really going to

enjoy our next activity." and meaning it, teachers convey an enthusiasm that is contagious,
oy X E 2

4-Many Korean students view writing sssignments ag translation prajects. (Translation Method

used in their middle and high school English classes). By encouraging students to begin thinking

m English when they write and by explaining why this is useful, teachers will be helping

students overcome poor language leaming habits, Research has shown that strategy training is

most effective when it is made explicit and treated as a regular part of the students' classroom

cxperience (Oxford 19921 o).
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and positive regard for other groups and for groups that speak the language" {_T 'r;smht%la'y_‘“ajjd._f g
Gardner 1995:506) are powerful influences on language learner motivation,
5.5.3 Case Study in Taiwan
Title of the paper: Culture studics and motivation in foreign and second language learning in
Taiwan. Language Culwre and Curriculum.
Author: Meng-Ching Ho,(1998) University of Durham UK

Demotivation or motivation has always heen at the centre of concerns in the English
classroom in Taiwan's junior high schools. One of the reasons for students’ low motivation in
English learning is that it is a compulsory school subject. English is the only required foreign
language (no other forcign languages are available in the curriculum) in both junior and senior
high schools, and it is not used in people’s daily life, However, success in mastering the
language determines ona’s upward mobility and one’s future, in terms of English as a test subject
in all kinds of school entrance examinations in Taiwan and as the world language adopted in
international business.

According to a study conducted by Hsu (1988), students in Taiwan learned English with an
mstrumental orientation, €.g. learning English in order to be admitted to a 2o0d school, to get a
good job, or to prepare for studying abroad. Although quite 2 lot of students hoped that they
could understand more about the peaples and customs of English speaking countries. Few of
them wanted to become menibers of a foreign community. High school students good attimdes
lowards learning English, and there was significant correlation between their attitudes and
achievement.

Another study which was held (1996, from February to May). The research has been held
10 investigate whether Culture Studies motivate a Taiwanese student ta learn English or hinder

their learning process. A total of 480 Grade 1 and 2 pupils from the region of Taiper City and



Taipet County answered a questionnaire assessing their desire o leam Culture Studies in

English. The rescarchers used Gardner’s questionnaire (1985). They measured :

- . - ‘a"f_.-.
% pupils’ desire to learn Culuire Studies At TR,
g T e
;"/.‘h‘-; g
% pupils’ erientations I . kY
P40 % |
- P s ' I !C:-": 5=
% pupils” attitudes BRI {
% puplls’ motivation ‘-‘%-- -

It should be mentioned that all students have the same curriculum, based on Grammar

Translation Method.

The results support the view (hat Culture Studies may improve the motivation of

Taiwanese pupils to learn English. The findings suggest that the students in Taiwan learn English

for instrumental reasons, either to get a good job or to travel ahroad. When the pupils’

instrumental orientation to leam English is considered, the argument that Culture Studies may be

a possible motivator seems less persuasive because it is integrative orientation which correlates

more strongly with the pupils’ interesis in Culture Studies, Therefore, researchers in Taiwan
z P

remaimn optimistic Culture Studies has the potential to motvate pupils to learn English when the

current sociocultural context of Taiwan is considered. Nowadays, Taiwan needs to head towards

internationalism in terms of maintaini ng economic growth and to forge @ new culture for state-

building.
Therefare, it would be not totally true to claim that Culture Studies 15 the panacea for

demativated foreign language students. However, in the cantext of General Language Education

where pupils lack specific purposcs to learn the foreign language, Culture Studies is well worth

trying,
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A- Quick Test of Motivation

iI Studying Enghish can be important to me because it will allow me

to be more at ease with people who

ispeak English .
Strongly Maoderatcly Slightly | Neuteal || Slightly Maderately Strongly
| || Disagree Disagree Disagree | Apree Agree Agree
[ ] o | i - i =1
1 | 2 3 - 5 6 7
|2 Studying English can be impartant to me enly because I'll nead it for my futurs career.
Strongly Moderately Slightly Slightly ] Moderately Strongly
. : : ; ] Neutral
Disagree Disagree Disagree | Agree Agree Agree |
I e i_ B e o =
. NERE [ ’ :
Ly ] _ | ] -
3. Studying English can be j important to me because 1t will allow me to mect and converse with more and
varied people
[ strongly | Moderately ﬁ]igh thy Netial Iight]‘y Moderately Strongly
Disagree _‘ Disagree |l Disagree e | Agrec Agree | Agree
Ul | 7‘ ﬂ Jt '
4 Smd}mg English can be important to me becauss it will make me g more kmwh.ﬂgcabl: person, ]
T Strongly Moderately | Slighy | Nt [_sngmy | Moderatcly | Swongly
U_ Disagree Disagree Disagres ‘ Agree | Agree Agree
[ 2 3 = “ 6 7
_]; IL |

s Studymg, English can be import
English art and literature.,

ant o me because it will enaly

Ic me to better understand and appreciate |

___S_trnngly [ Moduratcly Slightly Néutial Slightly Mr;c_!cratc[}' Strongly
Disagree | Disagree Disagree : Agree Agree Agree
ﬂ {
! 1 2 3 4 5 6 - 7
L | L | I L

l_rudyinﬂ English can be important

to me because [ think it will someday

be useful in getting a gt‘:nn:ij::ri_‘I

Strongly | Moderatcly Slightly it Slightly Moderately Strongly
Disagree eree || Disagree Disagree ) L'u_ || Agree | Agree Agree
]
I 2 | 2 Ja[s] « [
. ]| —

F Su:d}_.rin g English can be important to mc because T will

activities of other cultural groups.

be able to participate more froely in the

| Strongly Maderately
Disagres Disagree

a

Slightly
Disagree

WNeutral

Slightly Mudcratf:iyJ

IR

K

Strongly
Agree

Agree |l Agree
|

lL : 5_.[ 6 !

F
i

8 Studying Engﬂsh can be i important to me because nth-:r people will respect me more if T havea
knowledge of a foreign language:.

i

Stron glj}
Disagree

Moderately |
Disagice |

Slightly

| L
| — Slightly !
Disagree i' : eut:i‘ Agree {

Moderately
Agree

Strongly |
Agree

103



S 2
7
P 0wy
- i e
_I_ —_ .'.'-_, —i 7
r_ 1 [ 2 J 3 i| 4 5 G 1 o
| N - | - :

n-iembered instrumental,

Sowrce: integrative/insteumental section of test in appendiv of Gardner, R. (1985) Social Ps yehology and Second
Language Learning, Arnoid, London, adapted for use in UK. Odd-numbered unswers re fitegrative mutivation,

5.6 CONCLUSION

In conclusion, it must be emphasized that motivation n a foreign language is & multifaceted
rather than & uniform factor, and no available theary has yer managed to represent it in its total
complexity. Before the 1990s, studies on mativation were based on a social psychological
approach, attitudes towards the target language and towards the speaking group of the language
were the most important factors. The 19905 brought along the welcome tendency of
Incorporating contemporary theoretical concepts from mainstream psychelogy into established
L2- specific frameworks and models were put forward to describe L2 motivation, Sustaining
motivarion in a foreign language classroom is not an casy task; mainly that performance in
exams is considered more important than other purposes. Creative and innovative teaching
techniques are very nceded. The teacher plays the greatest role in maintaining students
motivated. A teacher should he aware, before going into histher classroom that a positive
comment, such as *You'll go far’ or a rewarding look lights up the leammer’s brain. A teacher is
either a hope giver or & hope taker. is able to determine if his/her pupils walk away from his/her
classroom with higher levels of hope and optimism than when they walk in. If a teacher does the

same thing today that he/ske did yesterday, he/she will end up with the same result tomorrow.
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