an th: Educat on,~
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was revealed ftom the 1—way ANOVA. . The level of signifi-

 cance established for the study was'0 05

Statistical analys;s of the data ‘re ealed-that tne
lecture-discussion method y:.elded bettex:: ch:.ev

' Vdata analysis, no- sigmficantfdifference was revealed-

' "'meus, it was concluded:that subjects'inrhoth'methods re-

Vtained about the same amount of )mowledg
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CHAPTER I
INTRODUCTION

;~[ﬁtcsiﬁs'(197ll described teaching as being "more like
;the'flight{of a butterfly than the trajectory of a bullet"
?(p. 13);1 It is an iﬁteraction process;'an encounter
‘_between theiteacher'and his puplils. Unlike a bullet that
°§peéas predictablv to its target, the butterfly's course
is choppy, full of diversions, changes direction, and the
speed varies with the situation. Speed, however, has never
' been ‘a major goal .of the butterfly. Likewise; the author
believes that speed should not be the major goal of the
VVeducational process.

Many learning theorists have attempted to diagrammati-
:cally illustrate the interaction that occurs in the teacher-

pupil encounter, and, Smirh (1960) nrovided a unique pattern

in an“effort to: illustrate ‘the process of teaching.

According to Smith there are two subunits in the inter-
j tocess" (a) the act of teaching, and (B) the act
g instruction. When both acts are combined with
ch;other; a teaching cycle is the resuli. Smith used

vexalssymbols in describing “the teaching cycle. They




// =8 teachihg cycle

Pt = the teacher's perception .- Pp.= the pupil's perception
of the pupil's behavior : of the teacher's

o : : »nehavior

Dt = the teacher's diagnosis Dp = the: pupil's diagnosis
of the puplil's state of . of the teacher's state
interesty readiness, know-. .. of: interest, ‘whatis
ledge, etc., as inferred being said,:etc,; as .
from behavior : - inferred from behavior

‘Rt = the ‘actions taken by the Rp = the reaction” of the
teacher in light of the pupil to the actions
-dilagnosis : ‘of “the teacher

/ .=-the dividing point .
© between the. act of
. teaching (Pt; Dty Rt)
- from the act of: taking
,,instruction (Pp, Dp,
Rp) : ’

Figure 1 illustrates Smith's basic 1 teaching cycle."

// Pt wy Dt w3 Rt /.y Pp—)PP-—) Rp //
Figure 1

When the teeching cycle>begins,'thertescheréoebCeives
something about the pupil's. behavior (Pt), proceeds to
diagnose the state of the pupil's interest, readiness,

knowledge, and: the like, all of which are made by inference

from the behavior: of the pupil (Dt), and then action 35'%

processes are referred to as the ecte of uc‘xing and the S

single vertical line (/) et thi”’pointﬁin‘Figure 1 is used :

to separate the acts of teachin' f':m the acts of taking




';tnét;uqtipn. 1The acts of :taking instruction begin when the
ﬁ-pﬁﬁilipe:ceives:theateacher!Szbehavior (ep), proceedé to
,Ldiaénpse>the;téache:!s%itate:of interest; what he is saying,
~ﬁ§§d{§oion, which'is inferred from the teacher's behavior
(ﬁp);*aﬁd’thevreéctign‘of'th&apupil to the actions of the
;teacher (Rp). ~The double vertical lines (//) are used at
r‘both the beginning and ¢he end of these acts to deplct a

: teaching cycles

Thecretically, when: these acts occur repeatedly, that
is, one- cycle beginning at the completion of the previous
:chcley and~under;appropziate conditions, achievement
firesults. Smith's patterr reflected this concept as viewed

-in Figure 2

// Pty Dtwp Rt /ol PPy Dpo3Rp //
'-ape—)m:—)nt /-)Pp—)Dp->Rp /7

—), "-) Dt-pRt /—9Pp =30p ~3IRp // ...
: Achievement

Figure 2

*It should be' noted. however, that the pattern projects

; nothinr about the quality with which these cycles are per-




teacher understatids the purposes and functions of teaching '
or the logic and the content of the subject:matter he
intends to teach, his success as a teacher lies in the
quality of the performance that he 15 able to achieve during
the teaching encounter" (p. 8). . A

If the concept of teaching is an-interaction process
between teacher and. pupils and the~quality_of;the?inter~
action proceSS'affects echievement, then teeching method-
ology is8 an integral and important atpect of the: encounter.
Therefore, the effectiveness of the teaching methodology
can bé one of - the major vehiclee for impraving the quality
of performanee in the téacher—pupil encounter. As such,
every attempt should be made by educators to determine the
method, or’ methods, which will provide the gzeatest educa-
tional benefits to pupils within the 1earning environmént.

Statemgnt of the Problem

The methodology investigated in. this study was a
creative: method of teaching health 1nformation to ninth
grade. students. The method is referred o - as the "teacher—
contact" method in’ health edneation. Ihe problem of. this
study was:’ to investigate the effectiveness pf the "teacher-'
contact" methodolcgy compared to the traditional leq 4% ;

discussion method upon cognit;ve,;earning and the retention';

ef knowledge. Tb investigate,the problem twb questions e

were posed.-




i :(1).After»comp1eting the designated unit, will
,stucents,invthe«teacher-contact method score higher than
:studentsrin arlectuseediscussion method -on the same
Vechievementsinyentory?

‘ >(2$vWi11vstudents_in»the teacher-contact method
iscofefnigher.thanastudents in the lecture~discussion method
fen?theisame'achievement;inventory administered one month

‘a ter'the'compietion—bf*the.unit7

:Sta‘tisticai Hypotheses

: ii In an attempt to. answer these questions, the following
_null hypotheses were posed.v '

e Hl }There will be no significant difference in mean

: achievement between students in the teacher-contact
’:methcd of instruction and students in the lecture-discussion
:nethod on the pre-unit inventory.

. H, There will be no- significant difference in mean
Vbachievement on. the pre-unit inventory between students in

tthe teacher-contact method of instruction and ‘students

‘wholreceive no 1nstruction at all on the designated unilt.

There will be no significant difference in mean

'uion at all on the designated unit.

no significant difrerence in mean

dent Vin the teacher-contact



method of instruction and students in the: lecture-

discussion method of instruction on-the lnventory admin-
istered at the completion of the designated unit.

H5 There will be no significant’difference in mean
achievement between students in the teacher-contact
_method of instfuction and students who.receive—no instruc-
tion at all on the designated unit on the inventory
administered at the completion of the. unit, i

HG There will be no significant difference in mean
achievement between students in the lecture—discussion
method of instruction and students who receive no instruc-
tion at all on the designated unit on the inventory
administered at the completion of the unit.

H7 There will be no significant difference in mean
achievement ‘between students in the teacher-contact '
method of instruction and students in the lecture- )
discussion method of instruction on the inventory adminis-
tered one month after the completion of the designated
unit. o R

Hg There will be no significant difference in mean
achievement between students - in the teacher—contact
method of instruction and stuuents who~receive norinstruc-
tion at. all on the designated unit on: the inventory
administered: one: month ‘after: the completion of the unit..r

9 There will be no- significant difference in mean o

achievement between-students invthe lecture discussion




’methodrof instruction and students who receive no instruc-
t onjat all on the designated unit on the inventory

administeréd onie month after the completion of the unit.

fAs umgtions :
{ The following assumptions concerning this study were

‘ : (1) Students in the teacher-contact method of
“tinstruction had no previous experience in this type of
?methodology.' .
t (2) Students involved in the, study fiad not been
fexposed to: the’ selected unit, venereal disease, in an
'organized educational setting for more than two class
: fperiods prior ‘to the - study.
‘ = (3) Students who received the unit inventory made an
{honestreffort to do the best possible ‘job with the know-
Vfledge and understanding they possessed about venereal
’,rdisease. ' '

(4) Teachers who employed ‘a teaching methodology
fulfilled their role: to the best of their ability and

'ungerstanding!oflthe,method implemented.

study ha ;t:e;following limitations:



possible personal bilas toward the methodology employed may

exist. ] N

(2) Two schools, West Bend Eegt High School, West
Bend, WI, and Horicon High School, Horicon, WI, began the
study on January 30, 1978, while Hartford Union High
School, Hartford, WI, and Longfellow Junior High: School,
La Crosse, WI; began the study one month later, February 23,
1978. _ ) , ) ,

{(3) The methods employed were reSt;icted_to a'totel
of only nine class periods, the time it took to complete
one unit of study. - DR

Purgose}ofethis Study

The presentreducational éra has. orompted educefors to
develop many new. types of teachzng methodologies. The
emergence of health education as a disciplzne in high
<chool curricula has prompted health educators to face the
challenge of develop;ng new, exciting, anoaeffectlve
teeching'methodologies. The puﬁpoéé of thislstody was to
evaluate the effectiveness of ‘the teacher-contact method
on student learnin§~and‘re£ention as ‘an innovative approach

to teaching heelth ibformgtion‘to.ninth grade students.

Explanation of Terms

For the purpose of this study the following terms are

more fully explained.




o0 1) Lecturesdiscussion method: the more traditional
method 'of ‘providing knowledge to students whereby the
instructor: ‘verbally communicates the context of the lesson
“to’ students; students learn:information primarily through
hote-taking and reading, and. knowledge gained is determined
by a written: post achievement test. ’

( 2) Teacher-Contact method: an innovative approach
of non-lecturing teaching strategles incorporating the use
£ uniguides, behavioral objectives, active learning, -small
roups, and-a: teacher-contact in place of a written post
achievement test.

( 3) Uni ide: a written organized format including
he behavierag ‘objectives: to be achieved, the materials

needed for a unit; and the minimum learning activities to
‘ald students in their. achievement of the stated objectives
see Appendices A& B).‘

: 4) Behavioral ob ectives: 'ﬁstatements which
describe ‘what' students ‘w e able ‘to do after completing
a pr?scribed unit of instruction" {Kibler et, al. 1970,
phle_f £ B .

(.5) Active learnings learning that occurs through
Vthe active invoivement ‘and participation of the learner.
ul 6) Small groug: four to six students who will

S dinteract and s lare - n the learning of the stated behavioral
'bjectives. R ;

L o ) Teacher—contact? small group members -inter:zzting
. with the -instructor for the plrpése of sharing knowlec ze
‘- acquired by’ each: -of the group according to the
tives and the teacher=contact i:les.

a 1ist of" guide.linec
5 g the teacher-contact (see
Teechegoc tect Operation Guide, Appendix C, part D,
)

'9): Cogr tivé; ‘pertaining to the acquisition o:
wledge, memory, problem-solving, and thinking (Rest ia,

10); enereal Diseese'unit Inventory: a list of cog-



CHAPTER Ix
REVIEW OF RELATED LITERATURE

A review of the literature revealed an abundance of
articles, books, and research studies assessing various
components of effective teaéhing mgthodologies; “The
components most‘fréquantly found in the literature were:
(1) the use of beha?ioral'objactives"(2)'8ctive'involve-
ment; (3) the use of multi-teaching strategies- {4) the
use’ of small groups or’group processes~ and (5) evaluation.
In order to facilitate the review, each- of’the above com-r
ponents were reviewed separatély excépt'where-it appéaréd'

feasible to draw various components‘together.

Use of Behavioral Objectives 7

Several writers (Jenkins & Deno, 1971' Hagex, 1962~
McNeil, 1967, Popham, 1971) ‘have discussed the advantages ;
of behavioral objectives &n education.' For educational
purposes behavioral objectives have beenAreported to: '

(1) provide direction for teaching and curriculum develop-
ment, (2) aid in evaluatien, and (3) facilitate léarning. 7
The literature reviewed in this chapter, howsver, focused
'primarily on the use of behavioral objectives to imprdve
teaching and to facilitate 1eaxning. Vf,'
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7'— By stéting objectives'in behavioral terms and present-
ing them to students, the learner immediately knows the
,goals and the minimal requirements for success.’ Hoye (1976)
rsuggested the definite ‘need- to "specify instructional
iobjectives in behavioral terms. If you want somebody to
glearn something, for heavens' sake tell him what it istv
'pa 12). Miles and Robertson (1971) also suggested that
he more clearly educators could define what students were

oﬂlearn, the more likely the quality of educational

‘efforts would be improved. - Herman (1977) summarized what
beheviorieterbelieve about tne3benefit5\of'behavioral
1oﬁjectives—as'ne pointed out tﬁat oehavioral objectives
ptb&iaea gﬁeate:;clerityeof what is'to be learned, contrib-
uted to 1mpkevéa'£ea¢hiﬁg; clearer.communication, and a
{means for more precise measurement.

: - Ina document resume" titled "Tne Functional Limits of
/Behavioral Objectives," Freeman: and Mehrens (1973) attempted
5to summarize all of the advantages of using behavioral
vobjectives in eight points. They concluded that behavioral
;objectives.,,:*f: . N

' 1) Provide an effective form of communicating instruc-
“oitional goals ‘tomptherss students, parents; other
teachers, etc. Behavioral statements are more

“engily understood and less ambiguous than objectives
'strted_in non—behavioral terms.r

1 3 mplementation ‘of instructional stiate=
gles.. A teacher can focus instruction and -
fassignments ‘on: the_behavioral outcomes which each




objective describes and thereby improve both the
efficiency and effectiveness of instruction.

3) Function as a source of motivation and. direction
to students. When:students are-provided with a
list of ‘explicitly stated course objectives, they
have a clearer notlion of where to focus their
study efforts.

4) Facilitate the identification of prerequisite
knowledge or skills. When preregquisites are not
specified and accounted for ‘in the instructional
sequence, many students are destined to- falllre..

5) Provide a description of the évaluation. procedure.
These descriptions will be of great value to-
teachers in their. efforts to construct evaluation
instruments and to students in their efforts to
prepare’ for assignments or examinations.v

-6) Suggest. the areas of student performance a teacher
should focus-upon in assessing the effectiveness
of instrtuction. ;

7) - Arxe crucial to-the develophent of-the "Mashery .
Learning” approach to instruction. The ieriterion
level," for example;, provides.a gensral standard
which might be used to detérmine when a student
should be advanced to the next objective or unit
and when 'he ‘should be reétained for Ffurther
instruction, . .

8) Are essential to -the development of meaningful
nepiterion referenced". evaluation techniquess-
With behavioral objéctives, it is possible to . -
report student performance in teéxms of the desired
leatning outcomes.a given student has or has not
achieved rather than a general statement of how
each student's performance compares with that of
others in his group (pp. 2-3).

in addit;on, Freeman and Mehrens also suggested that for
hehav;oral objectives to enhance the learningiprqcess,

these £ive conditiens st be satisf‘.ed' (1) the overall
list of objectives must includa every ouhceme the teacher

hiopes to establish, (2) each objective must accurately
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‘deecriheithe behavior which reflects the learning outcomes
rezteeche;'intends to ‘establish; (3) each objective must be
;eteted:atfan*apptopriate 1evel of generality; (4) each
iobjective ‘must he stated in concise terms; and (5) objec-
vtives mist be written and communicated in advance of

einstruction;

Many research studies reviewsd illustrated the use of
1behaviora1 objectives as a means of enhancing and/or
facilitating the "learning process. In one study, Dalis
k(1970) attempted to- determine the effect of commnicating
”the precise instructional ‘objectives to students on their
flearning, especially if-the objectives were given- to stu-
idents in advance of instructlon. Using students from five
‘health and safety classes, three groups vere randomly
‘se;ected. Group I received the precise objectives:
.GeoupviI received vague objectives; and "Group' III reeeived
;afpiacebo‘consisting of short'paragraphs of written health
»linformation unrelated ‘to the classroom learning.. The unit
,studied was growth and development and- a 68 item criterion
test'was developedvto neasure’ student achievement. The
results revealed that it was poss;ble to enhance:health

,edueetion classroom achievement by using precise objectives

,1in advance of'the instruction with high: school learners.

The'use of behavioral objectives appears not only to

anc initial achievement but aids in the retention of
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cognitive knowledge. Duchastel and Merrill {1973) reported
on a study by Engel (1368) who used 48 elementary educa-
tion majors to determine the effect of behavioral ocbjectives
or achievement in a partially prograpmed unit of instruction
in mathematics. The results rmevealed gignificant differ- ’
ences between the objective: and m—ebjective gtnupson
posttest and three week interval retention test scores in
favor of the behavioral objectives {as cited by—nud\éstel
and Merrill, 1973).

Anderson (1374) investigated the effect of behavioral
objectives on immediate learning from an inquiry-oriented
instructional program which incorporated Inowledge and
nigher than knowledge cognitive behaviors as defined by.
Bloon. ﬁle"resuits indicated that the use of behavicrally-
si:ated learning wbctmes fac:.l:.tates not ‘only imediate
learning at "re.mforces the assxmptm that objectives
enable learners l:o retain ess&ntial points and to organize
complex processes needed for successful inqui.zy-orienbed
learning experimes" {p. 5), Cther- studies (Andersan,
19755 -Hasting, 1972} have also’ revealed thai:a the use of-
written béaavinral objec{:lves presented to simdents in: ad—.
vance of :.nstmc{:ioa significanl:ly @med M@t per— :
formance.

}Eotallotthereﬁwedliteramresupmrtedthe“

of hehavioral objectives. Several , ‘ ,
| Ebel, 1970; Eisner, 1957) questioned the value of kspecific f
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' hgﬁiqral bbjéctives}and felt their use has been vastly
1ég;étedqby;educationalvthé&rists, Eisner's four main

ol jéétions to the use of behavioral objectives were:

(1 inétfuction i§—a~dynam1c and complex process yielding
ut oﬁéé‘far too nuﬁerdus to be:-specified in hehavioral énd
pﬁtant,termgé;(Z) thé,theory concerning: educational objec-
fﬁifés*has_npt,considered the- particular relationships that
xr‘t betqgenfthewsubject;matter'being taugnt and the

rq‘grég;to-whiCh;educational:objectives can-be predicted and

.Spgcified;g(B);usingaeducationalaobjéctives»to measure -
achiéqémentzpveriopks,thoée modes of. achievement. incapable
'§f7mé§sg£ement;;and (4) educational objectives need not
’?',edé:tpe}seleétioproradrganization*of content. Using
héseﬁfour poihts§ Eisner aﬁgued that educational objec~
=t‘ves clearly and specifically stated can hamper as well

'asihelp instruction. Further, "If educational objectives

8 ere really useful tools, teachers, I submit, would use



person can think or feel a certain way without doing any-
thing observable that exposes his thoughts or feelings.
Another problem with hehavioral objectives was in the.
research attempting to establish their validity in educa~
tional settings. Most studies examining'the>use of
behavioral objectives are bound ‘to be blased studies. Raths
(1967) has pointed out that any study attempting to comﬁare
two treatments-—one with pre-specified objectives and one
with no- pre-spec;fied objectives--was biased in- favor - of
the treatment using preuspecified obJectives. The studies'
were biased because the criterion test usually reflected
the specific object;ves (as cited by Miles & Robinscn, '
1971). Thus, “The arguments for or against behavioral ;
objectives based oen a comparzson between iﬂstruction with
objectives vs. instruction without objectives is essentially

meaningless" (Miles:& Robznson, 1971, p. 44).

Activity Learning

. The underlying theory of activity. 1earning is that
1earning is achieved through active involvement and actlve
response. Beechhold (197" clearly stated “that’ "Educatian

is a process of one's doing things, not a process of having

things done: to one" (p. 11). "s{(l 75 sug ested that‘

"Faculty members dc not re 11 teach 5
Ly te ;

students learn. The role of the teacher s:-to help the

student want to 1earn and show them hew t
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;es htially ‘every - student mist accomplish the learning for

’himself" (pp. 137=138).
4 In reviewing learning theories, Wm, B. Stapp (1970),
”Professor of Resource Planning at the University of

,ichigan, selected varicusg principles which were crucial

;effective education.v Stapp stated one principle in the
follcwing terms.r

. .Learning takes plade through the actitve behavior
“.of. thestudent.” It is what ‘he does that he

: learns, not ‘what- the  teacker. does. The essential

“'megns-of an education are-the. experiences pro-

<vided, ‘not-the: things to”which the’ student is

merely exposed (p. 38).

Vother scurces further supported this principle. (Boy &
'Pina, 1971- Higard, 19563 Hudginsg, 1971) maintained that
’teaching is a vigorous interactive process and that active

participation 15 a means of minimizing the verbal nature

‘of classrooms ‘and changing the teacher's role from the

major source of information to that of a mediator between
bthe learner and the subject about which he is to learn.
Asveuch, active participation:by/the learner is preferable
ftc passivity. ) 7 | -
| - In contrasﬁ to passivity and :teacher lectures, Bey and
Pine described two conditions which facilitate learning as:
l) Learning is facilitated in"an atmosphere

whi courages: people to:-be active.

ning prodess. thiives whén there

ess teacher domination and talk and
more faith that people can: find alter-




natives and solutions which are satis-
'fying to themselves.

2) The most. effective teacher is the teacher
who creates-the conditions by which'he
loses the teaching function. The person
designated’as: tteacher! by creating ‘an
appropriate atmosphere and facilitating
conditions, gradually moves from being
.-‘a’dispensor of information to becoming
a resource person:and: leaxner, enahling
persons in-the grucy to émerge inore
strongly as vital human‘resources and
-active 1earners (p. 114, 118).
Piaget (1973) supported the use of active methods and less
teacher talk. He stated. "What is desired is that the
teacher cease being a 1ecturer, satisfied with transmittlng
readymade solutions' hls role should rather be that of a
mentoyr stimulating'initiative and research“ (p. 16).

Using a class of students in a required health educa-
tion course at East Los Angeles College'and student.
‘centered activities, Rada (1975) disceﬁered there was a
difference in the learning that occurred. The data col~ .
lected during the study supported the hypothe%is that.
learning takes place more effectively in a learner-centered
class than in a teacher-centered class. Marquardt (1975)
discovered similar results‘ih a‘ study conducted at Central
Michigan University. VV '

The 1itera£ure feveeled a discrépancy in the use of
activity learning between elementary and secondery school
students. It appeared that active 1earning is more '

readily practiced 1n the early grades than in higher




tivity principle in learning is
gsociated: with the elementary
sometimes thought to be more

re’ also., It is true that the.
e £ the. high will ofteh be somewhat
“more: formalizgd ‘and “even intellectugl&zed--
: e & of ‘tradition and partly because
aturity of the student makes it
#ge more abstract and ‘more formallized
h

~H‘teachingim d Y(p. 47).

A hough the:. 'nd more mature student has a greater
ility torunrerstand the. abstract, the studies by Rada

_"Marquardt h e',ndicated that active student involve-

ment by older 8 dents is efifective at higher levels: of

éu¢ation,

u ﬁi;iéécﬁing étegies
z:.Multi~teaching:strategies involve the degree in which
a}v xiety of methods and rescurces are utilized in the
eachennstuaent encounter. oftentimes, however, milti-
baching strategies are- not utilized because educators
ély solalyvon the textboek.n Beechhold {1971) suggested
ne keaSQn for the reliance on textbooks was. that "courses

' hing methodology take for granted:the use of the

:Qa fact which aolors the whole: approach to
‘(p, 9). In discussing factors. influencing moti-
onﬂto learn, Gilmore (1974) pointed out that in order
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to tap the potential for: learning, 1t is the teacher. who
needs to become the primary consideration ‘within the.
learning environment; not .necessarily as a fountain.qf
knowledge, but one who can relate both»coéhitively and
affectively. _

Appropriate variations of subject material etimulus
within the learning environment was also mentioned by
Glasser (1966). Varied approaches such as the novel, the
unfamiliar, the complex, the sutprising, and the incon-
gruous- are positively related to. exploratory hehavior.
Burns (1974), a member of the Department of Curriculum and
Instruction; University of Texas, El,Pase; stated that
"The greater the~nuﬁbe: of and kinds of instructionai
materials available, the greater the probability is that
any one learner can find things [@itﬁ] whiéh to interact"
(p. &1).

Use of Small Grqggsror;Socializggion Procedures

Much of the literature on tesching methods has
revealed the effectiveness of hreaking doun large classes
into smaller work groups. (Hudgins, l971~ Pressey et. al.,
1959) discussed the use of small groups as impartant for
the development of social. and communication skiils.' “In
terms of goal,echievemept, Jenkins (;951)‘saated;thatr
“We have known for a long time—(bateheVe!ﬁbt‘eeéepéed Ehe.'

‘implications of this knqwlédgefuéﬂa§ gr5ﬁ§s‘e£e1earneksk
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‘ébéavehiCles)fpr fulfilling the personal geals of the
;gsnners—-aérw§11~as~for ensuring attainment of content-

masféfY~goa1s"*(as cited by Yee, 1971). Festinger, et.

<1; (1952) stated that groups not only help people achieve
ggoals but- provided support for opinions, behavior patterns,
and;somgtimesrsatisfy a person's need for approval and
éﬁéﬁué. ~It is important to note, however, that there is no
?#h,phenomena'as‘thg'psychology of group learning.
'fesééy;wet. a1.’(1959) pointed out that "there is only
Znsychology of individual learning that takes place in a

group situation" Aps 333). In this context, the use of
roups canweither facilitate the -conditions under which an
~,ndividua1 1earns -or it can limit the condition.

Pressey, et. al. summarized nicely the use of groups
;1nrthe 1earning process when they stated:

‘weathe: literature on. teaching. methods has
discussed more and more the efficacy of
- ‘breaking down large classes into small
comnittees and work .groups as a means of
+..-having:children both accept responsibility
for- their ‘own’ 1earning and’ work: together
- -on-common problems.. These socialized and
Jearnlng” ‘situations give children an
'ropportunity to interact; to contribute to
“one another’s learning, and to gain new
“;‘motivation and insights {p. 324),

Several studies revealed the -eéffectiveness of com-

bining mnlti~teaching strategies and the use -of small

ro ps as a means of helping students to contribute to one

nother's learning 1n a socialized situation. One of the
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most noticeable features of the Berkeley Model;'déveloped
by Heit (1977); was the elimination of the stereotjpical
"direchive-authofitarian" rolerwhich‘many teachers employed
in the classroom. Rather than using the more traditional
approach, studeﬁts'learned factuai information and 7
attempted to meet stated behavioral objectives via multi~
level, multi-methodological approsches.: Books, filmstrips,
pamphlets, transparencies, ‘cassette tapes, anatomical
models, and slides were but .a few of the materials used in
the Model., Teacher methods; in addit#on to*tﬁe use of
small groups, included- some lecturing;»role-p;aying;'paﬁel
discussions, games, plays, and indeperident: study. 'Foué
observable advantages in using small- groups were noted in
the Model.  The advantages were: - (1) - the promotion of"
greater communication and socialization;(2) slow learners
could be helped by classmates; (3) ‘selected resources
allowed for pupil inﬁerest and;differances} and (4) stu-
dents were not burdened with the frustration of right-
wrong answers'since they could gork in groups and devélop
group responses. Since implementation of the Model is
relatively new; Heit suggested Ehe—nead far‘longitudinal
studies to'deéermine if the desiradflong term leafning and
behavior changes do occur. 'In'terms of meaﬁing behaviorai
cbjectives on a: short term’ basis, Heit stated that the
initial findings were positive and encouraging.
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': A study by‘Leéine and:Butler (1952) compared lecturing
féigréupxdééisicns in changing behavior. They conclud:d
"fﬁéf:the,gpoup declsion was: more éeffective than the formal
: iqétﬁrefin'overdomingfresistance to change in behavior. Yee
ﬁ(lQ?I)*;epgrtedaé study by Moustakas at the high schocl
1§vé1 in which BO'high school. senlors were allowed to
~i§teract freeiy as a grodp. A number -of problems in human
féla£i§n§hips weie,discussed. The instructor concluded
wthéf'g:owthaiﬁ1self-under§tanding on the part of several
ﬁémﬁerS'Of the géoup had:occutred as‘a result-of using the
gfqupfinteréction and socialization approach (Yee, 1971),

: Rada (1975) used. a combination of goal setting, multi-
 teéch;ng strategies;2and grodp processes in her study. For
athg purﬁosg of the study,; she- allowed the group to esta-

blishftheirfown'goals,-learning approaches, classroom

‘5c11mate, and asséssment. The- students were told by the
;iﬁétrﬁctqn;that‘they would be:held accountable for the
;ﬁaterialzléarned’as established in the goals. The follow-
ing methods were’ decided-.upon by the:class: independent
study, class discussion, lecture on technical material,
"‘d=evaluation which ;ncluded an open-book, essay=type-

gexam ﬁer both mid~term and final, ‘class- participation,

lf-evaluation, and course evaluation. " At the completion
of'tha study, Rada drew nine conclusions. Several con.

¢1u5;9n9;fpom theastgdy;revealed?the:effectiveness of the
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group interaction and students helping each other in. the
learning process. These concluslons were: (1) 93% of the
students said they»learned more by:this‘method while 7%
felt they did not learn as muchj (2);90%Vof’the-students
favored the group methodology while only 10% preferred the
traditional lecture method’ (3) all the students stated
that they did come to feel a part of the group, and
(4) 96% of the students felt the instructor had covered
the difficult areas-to their_satisfactioq. The instructer
sat in the group circ1e~t6;expiaih‘centepts/not understood
by the discussions and outside readings rather than by
lecturing., Rada's cdncluding statement succinctly expressed
the positiveness ‘discovered: in implementing this method as
she stated, "My own: enthusiasm for the results have
dramatically ehanged—my teaching Methods; and I would never
teach a class solely on the lecture method again" (p. 47$.
Marquardt (1975) believed that'there' was a need for
involvement and participation by students, that. students
learn effectively from each- other, and that ‘the process of
learning is equal or more important than the product or
ocutcome. Thus;'he organized stedents'ih:aicoﬁrse titled
"Elementary Education- Education in: Michigan" into small
groups of four-to—six teachers. These "teachers" were
assigned to committees in mythical school districts with a

central curriculum~committee.' Each group completed an

assigned task by reporting to their "Boardﬁ,q:.ﬁCent:al‘$
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Curriculum Committee“ - In addition to the group activity
1project, the students observed videotapes, listened to
faudiotapes, ad sessions with resource people, listened to
1srge groap lectures, and class discussions. Each student
‘so participated in at least three small group dlscussions.
'Onvthe basis of the ‘responses- to an opinionaire and the
e ierience of having taught using these procedures,
arquardt concluded that:
1) Flexibility in teaching method is
dependent upon available classroom
space -and- study facilities, equipment,
] and materials.r 7
2) The instructor's role changes to that
= 7 of” expeditor who helps. students:solve
problems, locate resources, assemble
‘media, and ‘organize: for group activity.
3)-Students are not more willing to
‘LiIsten to other.students present re-

ports than they are to listeéning to
the instructor lecture on-a topic.

4)vstudents respond- more.readily and put -
* “forth greater effort when they feel
that the results of their work will be
- observed, and Gsed by someone other .
. than.thé instructor who reads or
'observes ‘to-give-a grade. - :

~f5)'As students come. £o expect: their fellow
students to contribute to a group
~effort there is less contact with the
1nstructor.,

6)’Process 'is more important than product,
= End the: responsibility of the instruc-
B is to design process situations.

7) The level of achievement rises in a
: class which ‘stresses participation and
involvement procedure as students
. become immersed in: their problem.
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8) pParticipation and-involvement pro-
cedures demand a greater: amount: of
preparation time and energy thar-do
lectures and group discussions (p. 83).
The authors in this section cleanly enppotted the idea that
what happens in the "process" of learning is extfemely )

important. Varied teaching strategies, use of small groups,

- student-teacher interaction, group participation end.

responses were reported to enhance the processes of learn-

ing.

Evaluation

* Many educators view the process of evaluation as
being synonymous with éiving examinatiens; teSts; qnizzes,
and assigning school marks as'a reflecﬁionrcf a centain
level of competence. Wilson, et. al (1974) viewed this
not as evaluatien-but aS'measurement*procedures;‘ Wilson
defined measurement as "the: process of using a test,
scale, or instrument to obtain a relatively objective and
quantified indication of a person's stand on‘a character-
istic . . .E:epreeented by‘the,device employed" (pa'441).
He defined evaluetion, on the other hand, ‘as "an ongoing
process for generating relevant information that can be
used in identifying and judging according to value criteria.
alternative coutses cof- action .'. o in: response to a
question or problem situation requiring planned change"
{p. 440). ' '
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According to these definitions, the use of measure-.

{ment ig but one tool for obtaining information that could
.ebe,used in decision-making activities. Evaluation is not
7"§radinq~nor,snonid it be éemethinglthat is accomplished
‘3after learning takes. piace. Rafher, as Tanner and Lindgren
:f(1971) stated, "It is an important part of the learning
-process itself" (ps 271).
: 7 ' As part~of the learning process, Tyler (1966) sug-
~gested the four uses of evaluation as (1) to assess
1¥n§ividua1,studentLachievement; (2) diagnose learning prob-
';lens and planning‘fer next steps; (3) appraise the educa-
:tional effectiveness of the curriculum and instructional
kﬁpracedures~ and (4) assess the educational progress of
‘large populations:in order to provide the public with
~information which will enable it to understand educational
needs and problems {p.e 1). In order to obtain the desired
.31nfornat1en for these uses; Michael and Metefessel (1967)
flisted eight stepS‘in evaluation procedures. Stated
:ibriefly theisteps’were*
: A l) The development of broad goals or
. objectives that reflect. the philo-
sophic  framework of the teacher;
administrator, school ‘board, .and com-
munity.
2) The formulation of specific behavioral

‘objectives- that . satisfy numerous
'criteria. ,,'”

8 S)JDevising instructional strategies,
P des;gning the curriculum and imple-



mentation of methods. and materials to
facilitate the attainment of the
behavioral -objectives. .

4) Developing a variety of measuring
instruments and scales as well as obser-
vational data that will permit infer-
ences to be made concerning the extent
to. which behavioral objectives have
been attained.

5) Carrying out periodic ebservations and
administrations of measuring devices to
establish base lines and subsequent
data to assess changes in behavior judged
to be related to the objectives.

6) Analyzing the data for the purposes of
‘comparison, amount of change, and
patteyns of interrelationships.:

7) Interpreting data.obtained from measures
with reference to: specific behavioral
objectives to ascertain. how closely
several of -the outcomes measured conform
to previously valued: judgemental .
standards of what would be minimum
levels of satisfactory performance.

8) Making recommendations that 1ead to
(a) further -implementation, or modifi-
cation of the instructional strategies:
or curriculumy (b) sSpecific behavioral
objectivesy or (¢) the broad goals from
_which the objectives were derived
(pp. 443-444).

Hyman (1973) maintained that satisfaction and rein-
forcement were -two key ingredients in any evaluation
program. One of the ways of getting satisfaction from the
1earning process was to immediately know what had beéen
achieved in performance according to the stated behavioral
objectives. In speaking about satisfaction in the learn-

ing process, Trump and Baynham (1961) stated that "satis-




faé%:ib'n'»in ledning is. developed when the student dis-
covers that he has learned something new or that he must
do- SOmething else to reach a-goal® (p. 7).
ﬂ.Mostllea:ning theorists have  agreed that evaluation is
re- than just tésting and grading. It is an on-going
7 $é‘thch,prvides’éatisfaction, reinforcement, and
vtibn'in'iﬁggher goal attainment. Tanner, et. al.,
best summarized effective evaluation in the following
'ﬁnert:'ﬁr
- xf evaluation is:to be effective as well as
mentally healthy, it must be viewed by teachers
(and-learners) as & continuing -and’ integral
part of the learning process. ~Evalustion is a
kind of data-gathering process, twiking us how
well: growth and learning are progressing. Much
-.evaluation is:-made:informally, -and some, not
- necessarily: -thé most  important part, -is made
- -through.uge. of.: ‘tests and examinations. The
‘major purpose ‘of ‘evaluation is that it helps
teachers to planthe next step in their teach-
1ng (1971, p. 272y,
To improve the quality of the teacher-student

encounte 'y both therstudent and the teacher need direction

for "next“ steps. According to the literature, evaluation




except where it appeared feasible to draw vapiQus components

together.,

The first component resiewed~was the use of behavioral
objectives to impfove teaching and to facilitate' learning.
Several authors (Jenkins & Deno, 19713 Mager,*iaszgfmeneil;
1967; Popham, 1970; Hoye;,1976; Miles—&”ﬁobesﬁspn;;197l)
discussed the advantages of using behavigrai‘dbjectives,te
improve teaching. Fseeman and Hehrens,(i973):sumharized
these advantages and reported-on five‘cenditioas;necessaey
for behavioral objectives to enhanceltheﬁlearning process.
Studies: by .(Dalis, 19703 Duchastel & Merrill, 1973;. -
Anderson, 1974; Anderson, 1975; Hasting, 1972). were reported
as having used behavioral objectives,toxenhanceathe learning
process. . :

Some authors (Ebel;:1970;—Eisner5 léG?;*Raths;-1967)
argued- against the use- of. behavioral objecti#esiin}educa;
tional settings. Eisner argged ehat educationalyebiectives
clearly and specifieally,stated.ceald;hamper instructionr
as well as ehhance;is, - Ebel argﬁed that tﬁe‘real,objecfives
of instruction were kﬁowledge; understahdiag,'attiﬁudes,
and values--nbe behaviors; Finally, Raths argued that
regearch studies attempting to establish the. validity of
behavioral objectives vs. no behavioral objectives as
tréatments were bound to be blased in favor of the treatment

using the hehavioral obgectives.' The literature revmewed
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‘thus revealed a distinct difference of opinion as to the

hehefitSiend effectiveness of using behavioral objectives

The second component reviewed was the ‘concept of
,active 1earning. Many writers (Beechhold, 1%7iL; Graves,
'975;;§tapp, 1970; Boy & Pine, 1971; Hilgard, 1956;
-ﬁadgins;'1971; piaget; 1973) have supported the principle
‘7ffoctive~leéfning'and-involvement‘on the part of the
;iésrﬁe:; ,Tﬁey also<favored a learning environment where
ttﬁis:bi'incioie cOuld be béalized. Research studies (Rada,
i1975, Marquardt, 1975) ‘offered support to this principle.

.e third coumponent reviewed was the use of multi-
iteachingfstretegies‘within the-learning environment. The
1ﬁeefof'textbooks,;motiVEtioos for learning, and variations
‘f*subject'meterial stimulus were reviewed as multi-
teaching strategies to be considered in the student-teacher
'ncounter. .

The fourthicomponeht reviewed>was the use of small
7groups or’ soc1alization procedures used within the learning

vironment. The effectiveness of breaking. down large

lclasses into smaller work groups as a vehicle for greater
jindividual and goal achievement was reviewed. Several
'riters (Heit 1977- Levine & Butler, 1952; Yee, 1971;
da; 1975- Marquardt, 1975) offered support for combining

1ti. teaching strategies and the use of small groups as

frective inlteecbing methodologies. o




The last component reviewed was the use’ofgevaluation.
The difference betmeen>meaSurementrand evaluation was
presented. The‘uses of eveiuation; eight basic steps in
evaluation procedubes, nd the ingredients of satisfaction
and reinforcement wére: examined under this component.
‘ In reviewing the related 1iterature, an abundance of
material was- available on each specific component of -the
teacher-contact method. However, it 1s notedvthat—there
was an.absence of literature that investigated the use of
small groups and. group interaction techniques as the :
primary means of evaluating student achievement according

to the stated behavioral;objectives.' Therefore, each

component was examined seperately in this review,




CHAPTER III
METHODS

Introduction

SN new and 1nnovative teaching methodology, the
teacher-contact method,was developed by the researcher
,and another health educator ‘at- West Bend East High School,
Wf‘t Bend, Wisconsin. The ‘teacher-contact method empha-
izes the combined use: of behavioral objectives, active
!‘earning, multi-teaching strategies, small groups, and
elimination of the- written post-achievement test.
ﬁResearch was conducted to evaluate the effectiveness of
ftae methodology onstudent 1earning and retention as com-

;pared to the more traditional lecture-discussion method.

'School Selection 7

b Four schools were used in the study. In an effort to
ontrol variables, a deliberate attempt was made by the

' earcher to use two schools with traditional schedules of
eaiods per day with each class meeting for 50

~minute periods an itwo schools with flexible modular

chedules,operating on a six day cycle. Other criteria

d in the school selection were-

h topio elected for the study, venereal dig=-

s wa acceptable to‘both the health educators and
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administrators of eacb'school district.

2. A willingness of two -health educators in each
school to be involved in the study for: the designated time
period. The health educators also had to be randomly
assigned to either the teacher-contact or lecture—discus;
sion method used in the study.

3. Agreement by the health educato:s‘in each :school
to conduct the study in a-course offering in health educa-
tion at the ninth grade level,

4. Agreement by the health edﬁcators‘to implement‘the
assigned method with two classes of students with a
minimum of 10 studentsvpericlass;

5, Students from each school who were'to participate
in the study had not been;exposed to the selected topic,
venereal disease, in an organized and sequenced program of
instruction prior to the study.

The four schools selected for the study according to
the established criteria were WESt Bend East High School,
West Bend, WI, Hartford Union ngh School, Hartford, WI,
Horicon High School, Hoxicon, HI, and Longfellow JUnior
High 5chool, La Crosse, WI. West Bend East High School
and Horicon High School operate under a flexible modular '
schedule while Hartford Union High School and Longfellow
Junior High School follow the more traditional schedule of

seven periods per day, 50 minﬁtes for each class period.
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;Mr}gaen Russﬁ; Educational Program Coordinator, West
 ¢ﬁigh Schoo;s;'ur, Roger’Sands; Principal, Hartford
%n High. SChobl‘ Mr. David Kotewa, Principal, Horicon
.High ‘Schooly and- Mr. Howard v°ss, Supervisor of Student
‘Sérvices, La Crosse, were contiacted in person and/or by
’etter prlaining'the nature and purpose of the study.
Pé#mission'ﬁas requested to undertake the study in each of
h'_§ respect1ve school districts, Permission was. granted
‘gph éli four administrators and follow-up letters of
aﬁproval for;undertakipg the study were then sent to the
géearcﬁgri Letters granting permission to pndertake the
is_tﬁdy},in.,_each of .the school districts can be found in

ppendix E.

Subject Selection

The target: population was four classes in each of the

,f¢ur schools selected for the study. The classes were

compoéed of students en;olleq in health education courses
hat were téught‘by health eﬁucators who were on staff at
eéchrbf,the four écﬁodi; used in the study. In an effort
6’60ntrai:the'éiﬁe 6f day as a vé:iable; the classes
elected were hased on the time of day. With only one
exception, six classes hegan between 10:30 a.m. and 12:00
tand five classes beganrbetween 12:00 p.m, and 1:30
The one exception was an 8130 a.m. class at Long-

‘fet ow Junior High School.
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A list of students' names for each of the 12 classes
was obtained by the researcher from the teachers. A list
of random numbers (Aeher;-1976; p. 340) was then used to
assign students in each of the classes-to a pre-unit
inventory, post-unit inventory, and -post post-unit inventory
group. Since assignment of the subjects was at random, it a
was assumed that-the students in each group did "nottdiffer
on any varlable (socially; psychologicaliy, or biologieally)
greater than-would-be expected by chance': (Asher, p. 235).
The total number of subjects was teduced,to:ZOO»from;the
original 221 who had been'identified; fNineteen‘students
were absent on the date they were to'complete the inventory
and two students were dropped from the‘stddy,because of

excessive absences while the study was in progress.

Unit Selection and Materials

The methodology employed was. for . the duration of one‘
topical unit. The unit chosen for the study was venereal
disease. This unit was chosen for the collow;ng reasons.

'1. Venereal disease is a major health problem for
persons between the ages of 15—24 and, therefore, a‘
relevant concern for ninth grade students. ;7

2. The unit was highly cognitive in. content whmch
lent itself for: achievement testxng regardless of the
method used: to 1mparg the knowledge. G o
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7:7 3; The unit had two major: sections allowing for a
19ﬁiz'in;therlecture-discussion method ané-a trial contact
in therteacherécontect:method.

e T The toplc could be adequately covered within seven
o nine class periods.

155; “The unit was long encugh for both students and
1hstructors to become involved with the ciements identified
in the degcription-of- both methods.

. »The‘primary'materials used in both methods were Tune

InTo Health, ¥D:_Facts You Should Know, The Love Bugs,

'VD, Every woman Should Know The Facts About Gonorrhea,

Facts You Should Know About ‘VD: But Probably Don't, and a

‘two_part filmstrip~titled>Venerea1 Disease: A Present

»Danger. A complete bibliography of all materials used in
he study can ‘be" found in Appendix F, "Although no addi-
‘tional materials were: provided directly by the instructors,

{s udents in the teacher-contact method were encouraged to

tilize other sources of information in meeting the stated

havioral objectives. No' account was made of additional
sources students in the teacher-contact method may have

'ed and, consequently, they are not reflected in the

xaarimental Treatment /
Two methods were developed and implemented for the




study, the lecture-discussion method and the teacher~

contact method,

Lecture-discussion method. The lecture~diseussion
method represented thermore traditional method of instruc=-
tion. The students in this method were to learn the
information within the following limits:

1, Al students were. to begin and complete the unit
within the same time interval. .

2, There was a definite-physical and Qrderly:a:range-
ment of the,learning,envirenment. » »7

"3. Behavioral objectives for each daily lesson were
developed for the teacher but not commnicated in any
manner to the students.

4. - The instructor was to be the focal point within
the learning environmént as.the cognitiVe»information wes
imparted primarily through planned 1ectureq.

5. Students were to work independently during the
unite. Thus, the ab}lmty of eaeh student to take complete
and accurate notes would be a determining fector in
achievement,

84 - Only audiqvisual material was used to. supplement
the pladned lecture'materiel. The'amount~and‘di§ersiéj of
materials available to the: students was: kept to a minimum

7. Student-teacher interaction occurred via student
questions and the review sessions held at the completion of"

the lecture.




8. The unit was terminated with a written post

a hievement test. ‘However, the written post achievement
test was changed for the purpose of this study. The
Stﬁdentsiwefeitold that they would be involved in completing
a iﬁ#entéry, and not a test, at the completion of the

~ynit;viThe daily lesson plans for the entire lecture-

kdisddSsion method can be located in Appendix G.

'31Teecheggcéntggt‘methed. The second methodology

'implemehted;fbtfthis study was the teacher-contact method,

n‘this method, students were to learn the information
v&edgh‘a-variety of hon-lecturing teaching strategies.
ncorporated into the non-lecturing strategies were:

Sl AL students were to begin and complete the unit
ithin the same time interval.

'23 The physical arrengement of the learning environ-
'eﬁt was»ddnducive’té small grbup interaction, provided

tud nt access to resource materials, and ‘allowed the

The use of uniguides which stated the behavioral

in advance of the learning activities were
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sharing of information;‘thoughts,and feelings with other
members of thelr small groups. .

5. The use.of small groups whereby 4-6 learners
worked together toward meeting the stated objectives,

6. Students received the information from a variety
of resources with- the instructor attempting to‘match the
proper resource to the ability level of the learner‘
Audiovisual material was also used. .

7. Studentwteacher interaction occurred while stu-
dents completed the learning activities and the instructor
moved from group to group to facilitate the learning;
answer.questions; and cover: the: more technical information
regarding toplc facts and coricepts. Student;teacher
interaction further occurred during the scheduied teacher-
contacts.

8, The unit was: completed with a teachep—contact in
which a small group scheduled a designated period of:time
with the instructor for the purpose of,shaﬁing what had
been achieved accosding to~the»stated objectives., During
this teacher-contact, the. instructor critiqued the. infor-
mation: presented by the students, directed further
1earn1ng if necessary, and reinforced the learning that
had-occurred.. This contact :was. to be a. facilitated dis-
cussion and not a planned oral quiz= The responses from

group members provided the direction the- discussion would R
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z“Therdaily'lesscnrplans for the teacher~contact

-

\ 6d5Cah be viewed in Appendix H.
b‘The two methodologies were -developed to illustrate a
harp‘contrast in how students were to learn the necessary
nif:ive information. The only similarity found in the
thodelis the:time interval from the beginning of the
unit to the completion of the unit. Otherwise, points two-
ightcbepreeent a-cohﬁrest ih the major ccmponents of the
bbective‘mehhods.
Instructor training.‘ Prior to the implementation of
two metheds, a three hour inservice program was
ductedrforrthe;teacherS'implementing each method, The
7 ceeyof;the;tWo,inservices was to. familiarize the

tructors with the elements of the method. they would

Ieﬁent,;to»clarify their .roles in the study, and to

;all W for questions regarding same.. The scope of the in-
= ice included- (1) a description of the method; (2) a
resentation illustrating the various elements of the

‘(3)»the unit selected for the study, (4) the actual

materials to ‘be used in the study; (5) the inventory and
ons for administering the ‘inventory; and (6)
' ion procvrures.‘ The inservice presentations
V‘discussio ,method and‘the teacher-contact

are located in Appendices I and'J respectively.



buring instructor training it wés emphasized that

regardless of which method was implemented the instructors
were to be as humanistlc,as~possibleg diScipliﬁe was to be
fair and conslstent, and at no time were studéntsrto be
threatened with. tests or grades for their participatipﬁ in
the study. After the inservice, the teachers expressed
that they fully understood the method'thét they would
implement; the various. elements of that method, and their
role in: the study.

Implementation of the methods. Each teacher imple-
mented the same methed with two classes of students for
nine class,pexio&s. Students in both~methods were. told
they were part of a study to dgtermine the best method of
presenting health informationrtq ninth ‘grade students.
Students.ﬁere algo told which method they;wQuld participate
in with an na@&;nation:bf how the class would function for
the duration of the study. Since students. in each class
were -randomly ﬁelected.tO'completeaéither thefpfe—unit;
post-unit; or poséipostsunit7inventory,2not all'of the stu?
dents would he'involvéd in completing the invéntory at the
same time. Therefore, all studenta were informed that only
certain: studenhs would complete an inventory periodically 7
during- the unit. The nine total class: periods included
the time. for the administration of both the pre— and post- :

unit inventorias.»
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“On-the hinrh class meeting all students completed a

U 'ﬁfeualueticniform which can be located in Appendices

d L - Thirtyrcalendar'days % 3 days from the completion
e'evaluation sheees, the f£inal 1/3 of students
completed the post post—unit inventory. The plus or minus
Vof'three days allowad for weekends or variations from the
?normal schedule.

¥n addition to the four teachers and two schools who
‘wererimplementing a method, two other teachers and schools
1wer :involved in- administering the inventory where no

e od or instruction on venereal disease was occurring.

h s served as a control group for the study. The two
schools where no method was implemented or unit taught were
,Horicon High School and Longfellow JUnior High School.
West Bend teachers implemented the: lecture-discu351on
thod beginning the Week of January 30, 1978, and con-
luded on March 27, 1978 Horicon High School ran a

control group during this same time period. Hartford

achers 1mplemented the teacher-contact method between
:ruary 20, 1978, and April 14, 1978. Longfellow Junior
1 S 4 : n’a control group during this time period.
though the implementation dates were staggered so that
ame materiais could be'xsed in both methods, the same
Interval between pre posr-, and post post-unit

n all ases. The researcher and



teachers involved in the study wereVUnaware of "any major

venereal disease campaigns, promotion of materials,
television programs, or other'educetional programs between
January-April that could have contaminated the studentsi

knowledge about,venereal.disease.

Instrumentation

The instrument used to measure the mean achievement
scores of the subjects in the study was the Scott, Foresman_“
and Company 33 item "Retention Test." Since the retention
tebt was based upon the behav;oral objectives stated in

the booklet, VD: Facts You Should Know, and because of the

seventh and eighth grade tryout students the company used
in validating the instrument, "a good score (better than
85 percent) on the recommended Retention Test soe e is

believed to be a reliable indlcator of probable success"k

(Teachers Resource Notes, Pe 1).

It should be noted that this "probable success" was
based upon the tryout students following the booklet in its
entirety. Although the booklet was not used in its
entirety in this study, the instrument was selected for .
this study because muach of the: information incorporated 7
into the lecture—discussion 1ectures was: taken from the 7

booklet, - VD- Facts You Should Know.- The instrument also

covered the facts and concepts tne researcher-felt were

appropriate for ninth»grsde students.:rrogen ure that allg},,
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qu stions ‘on the inventory were presented, a cross check
made on the 1ecture material by placing a Q and then

' he,i»ventory quest;on number. Students in the teacher-
nract method also used this booklet, thus having the same
egpesure to_inventery questions.

"Severei of the questions in the Retention Test repre~
sengkd key facts and were tested for more than once.
Vestions 1 & 25, 3 & 26, 4 &27, 5 & 28 18 & 29, 19 & 30,
2L & 31, 23 & 32; and 24-& 33 represent those questlons

tested for twice.,'All 33 questions on the Retention Test

rr used. However, for the purpose of this study it was
re abeled as “Venereal Disease Unit Inventory." The
invr tory is 1ocated in Appendix D.
; gecause ‘the 1nventorvaas to be administered by six
ferent,teechers,in ;2 classes and to 36 sub-groups over
:5‘ nilnenth timewpefied,,it was important to keep the
'istretion ef tﬁe 1nventory as. consistent as possible,

Thus,'the researcher developed the "Ingtructions for Admin-

L d signates random 3351gnment of teachers to

theestndy.  The two teachers used as a



control for the study were volunteers and not part of ran-

domization procedures. Further, each class was. randomized'

into groups of three ‘with the parenthetical x standing for

a presentation of X. irrelevant to the argument. ,Ihe
modified design~isrdiagpammed as follows: ,
R0 LX)
R X0
SR e .0
R 07 {X) '
Teacher-Contact Ty SR X 0
Method , R S Y
s : SR O AR e
U R X 0
) R R 0.
- R0 (X)
T, R oo X0
R PO 0
R 0. (X) :
GRS X 0
R i 0
Lecture-~Discussion R0 (X
. Method : Fiy R X0
) 3 R = - 0
R 0 (X)
‘R SIX 0
R o .0
R .0 AX) o
R 0.
R 0
LR :
=R 0
R 0
Control Group R0 :
. R 0 :
Ri. - : Q-
CRT - ;
V'Bﬁ—r,. i K N 0
o RUT0 LA
> R )




»This-deé;gn wés chosen for the study because (1) it

i;q"'d;ﬁﬂé ?egééxchef té»use,thé same achievement inven-

ory i1th allrésrsub;groups without a "practice effect,"

2): the time intervals betwaen the pre-, post-, and post

it 1nvenﬁories were constant for all sub-groups

whic .g;;qwgdrtne,;gsearcher to stagger the starting dates

~fbrfeadh‘methbd andrcontrol groups without greatly affect-

‘ithe validity, (3) " ., . . this design receives a

ef ect score for both internal and external validity . . "

as diécussed by Campbell and. Stanley (1966, pp. 55-56), and
,? afope—tailgq,?op¢~way analysis of variance could be

used ﬁb anaiyze—the déta.r Thus;»this design was the

tr ngest design for use under the conditions in which the

rcher conducted the study.

"St‘at:!.stidai Tréatment of Data

: A one-tailed, one—way analysms of variance, unequal

the nine null hypotheses was .05.




Summary )
In this chapter, the researcher has explained the

selection of the schools ahd subjgcts,fthe selectiqﬁ of
the unit and materiéls; tﬁé;expérimentgi:t:eatmeht;
insfrumentation;,research desién; aﬁd,sfaﬁiStical t:eat-
ment in:order to ciarify thé»prOCedures énd‘méthods fol~

lowed in conducting . this study.




CHAPTER IV

RESULTS AND DISCUSSION

.‘The’ effectiveness of the teacher~contact method of

efﬁod-of instruction-upon cognitive learning and retention
’f knowledge was-investigated. A pre~unit inventory was
"nistered to 1/3 .of the participants in the study to

:s& blish baseline data. " Following the ‘experimental treat-
tiperiod, another 1/3 of the participants completed a
st-unit inventory to determine the effectiveness of the
7teegher-contact method of instruction to the lecture-
iecussieﬁ mefhod'on cognitive learning. Retention of
'knowledge was determined by administering the post post-
Vun t'rnventory to the final 1/3 of the subjects 30 days,

I d'ys, after the completion of. the post—unit inventory.

Thi‘:chap r will present the data collected and the sta-
ti tical nilysis of that data.

struction compared to- the traditional lecture-discussion



Analysls of data. The raw data collected in this

study consisted of pre-unit,'post-unit,kand oost post-unit
scores on a 33 item retention ‘test (see Appendices N, 0,
and P). The Scott, Foresman and Company "Retention Test,"
which was relabeled as an inventOry when given to . the
subjects, was used to measure facts and concepts about
venereal disease. A one-way analysis of variance; unequal
cell frequencies model; was used tokanalyZe?the,data £from
the "Retention Test." A Scheffe post hoc test was used to
locate the set of mean scores wneretsignificant difference
occurred in the one=way. analysis; ‘To. determine the
probability (p) of significance at the .05 level, the
critical value was' calculated to be 6.30. The critical
value was determined by £he formula: 3.15 x K-l where K

equals the number of groups.

Results

The presentation of the statistical data and analysis
is presented in progression and table torm in an effort to
clarify the findings. v . v

Table'l displays the cell frequencies according‘to
the Scott, Foresman and Company "Retention Test i The
total number of cell frequencies for the teacher-contact

method, lecture-discussion method, and the control group

are displayed in the vertical columns.; Th' number of cell

frequencies according to inventory groups are found in the




jhorizontal columns. As shoWn; 63 subjects completed the
e-unit inventory, 65 subjects completed the post-unit
nven 'ry, and 72 subjects completed the post post-unit
LN ntory. The raw scores from each of these groups were

sed for SEatistiéal analysis.

Table. 1
Scott, Foresman and-Company Retention Test

Cell Fréquencies

METHOD

Teachere Lacture-

Contact Discussion Control Totals
8 - 19 26 63
17 22 26 65

24 20 28 72
59 61 80 200

"celi’ﬁeané for the pre-unit; post~
. nit inventory scores for both instruc-
"ontrol group. When ‘the one-way
riance revealed afsignificant difference,
e used’ 1"th' Scheffe test to locate

xact: set of Mmean. scores: wheri therdifféren e occurred.



Table 2

Scott, PForesman and Company Retentién Test

Cell Means
, " METHOD
Teachers= Lecture~ ... . ,
Group Contaet Disdussionf Control Total
Pre-unit e
inventory 16.16 16.60 18.62 17,127 -
Post-unit : -
inventory 22,18 .- 27,18 18.15 22.262
Post paste : A,'; e
unit inventory 24,00 . 26430 : -17.54- - 22,125

Table 3 represents the results of the one-way analysiv
of variance on the pre-unit inventory scores. To be 51q-
nigicant at the .05 level, a critical value 0% 6. 30 Was ; N
needed. The F score was calculated to be _.895 indicatlng
no significant difference on the pre-unit inventory scores,
Thus, the following null hypotheses were accepted~'

Hl There will be no significant difference in' mean
achievement between students in the teacher-contact method

of instruction and students in the lecture-discussion

method on the prenunit inventory.Jaﬁlgr

There will be no signifi:'nt di

achievement ‘on the pre-unit inventory hetwr n,‘tudents in



he'féaéﬁeraéonﬁact;méthod of instruction and students who
cr ve ne instruction at all on the.-designated unit
'itrol group).

Hy ‘There will be no significant difference in mean

iaéﬁiévement on the pre-unit inventory between students in

hé;ig¢tur§-discussion method of instruction and students
hO'ieceive'hO'instruction'at all on the designated unit

~(con rol group).

- Table 3

ot Summary cof ‘Analysis of Variance
for Pre-Unit .Inventory Scores on the Scott,
- Foresman-and-Company Retention Test

Sum of: o . Mean

Squares d.f. . Squares P
eatments 98.3047 2 49.1523 - 2.89506
geror . 1018.68. 60 16.978
' 1116.98 . 62

205

‘The results of ‘the. one-way analysis of variance on

he: post: unitkinventory data ate seen 1n Table 4, To be

‘ificant at the .0” 1evel, a critical value of 6.30

2 ,:The P scc‘e was calculated to be 29 1483



indicating a significant difference. A Seheffe post hoce

test was then performed to iocate the_exéct,set(s) of mean
scores where the significant differenee oceurred. The
results of the SCheffé test on the poet-nnit inventory data
are found in Table 5. A
The Scheffe test on theipost—Unit_invenfory-reveeled
a sighificant difference betweenthe mean scores of the
teacher-contact method and the 1ecture-discussion method,
between the teacher-contact method and contnol ‘group, and
between the lecture-diseuseion metﬁod and control group.
Consequently, the following null hypotheses were rejected-
H4 There will be no significant difference in mean
achievement between students in the teacher—contact method
of instruction and students in the 1ecture;discussion
method of instruction on:the inventory administered at- the
completion of the deSignated unit (the post—unit inventory>.
Hs There will be no significant difference in mean
achievement between«stqdents in the teecher—contect method
of instruction and syndents who recelve no instruction at
all on the designated unit:on the‘inventory;adminisfered
at the completion of the unit.
_Hg There will be no significent difference in mean
achievement between students in the- 1ecture—discussion
method of: instruction and students who receive no instruc—

tion at all on the designated unit on the inventory :

administered at the completion of the unit.r




Table 4

e 5ummary of Analysis of Variance
S for PostnUnxt Inventory Scores on:the Scott,
: Fbresman and Company Retention Test

Sum of Mean

Squares - d.f. Squares F
971,43 2 485,715  29.1488°
£ 1033.12 62 16.6633
- 2004.55° 64
Table 5

e Scheffe Post Hoc Test To
Locate Significant Differences Between Two Means
: on.: the Post-Unit Inventory

g
- hecture- '

v~Discussionf ‘ :Control F

-“g27= 27.18 ' 14,3875¢
e M, = 18.15 10.0185¢
M. =27.18 A MZ,

18.15 58,3135¢




Table 6 shows the results of the one-way analysis of

variance on the data from the post pest—qnit inventory.

A critical value of 6.30 was needed and the Ffseore was
calculated to be 26.6258 indicating a significant differ-
ence. A Scheffe test was performed to locate the set(s)
of mean scores wheére the difference occurred. The resﬁlts
' of the Scheffe test for the post pest-unitrinventory,data
are presented in Table 7.

The Scheffé test on the’post,post-uhit inventory data
revealed no significant difference in mean scores between
the - teacher-contact method and the 1ecture-discussion
method. However, a significant difference was. revealed
between the mean scores. of. the teacher-contact method and .
control group and between the 1eeture—discussion method
and control group; As a result;‘hypothesie’seven'was
accepted while: hypotheses elght and nine were rejected.
The stated hypotheses were,

H7 There will be no, signiflcant difference in mean
achievement between students in the teacher-contact method
of instruction and students in the 1ecture-discussmon
method of instruction on the inventory administered one
month after. the completion of the designated unit,

Hg There will be no signlficant difference ln mean
achievement between students 1n the teacher-contact method

of instruction and students who receive no instruction at
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on'the designated unit on the inventory administered
bl th after the completion of the: unit.

‘There will be no significant difference in mean

hievement»between students inrthe lecture-discussion

thor of instruction and students who receive no: instruc-
onl tvall on the designated unit on the inventory admin-

tQQQd,Q“Q month after the,completion of the unit.

Table:6 -

Summary of Analysis of Variance
for Post Post=Unit Inventory Scores on the Scott,
Foresman and Company Retention Test -

f-Sﬁﬁﬁbﬁa - Mean
oo Squayes v v dJf. Squares F
10221 2 511.355  26.6258"

 1325.6 69 19,2053
s 2347 87 | FooT




Table 7

Scheffe Post Hoc Test To :
Locate Significant Differences Between Two Heans
on the Post: Post-ﬂﬁiﬁ Inventory

Teacher- Lecture~- . : . . . )
Contact Discussion Control R A
M, = 24,00 M, = 26.3 - C . 3.00485
M, = 24.00 L My = 17. 54 | .28.0808*
M, = 26.3 My = 11, 54, . 46.6159¢
.
p € .05

Discussion and Interpretation

The pre-unit inventoxy was admlnlstered in this study‘
to establish baseline data. No signlficant dlfference waskf
found between the mean scores on the data. It appeared, :
then, that the subJects possessed about the sameranegnt ef'
knowledge on venereal d;sease prlor to the experimental
treatment. It was 1mportant to establish this baseline

data since a potent1a1 weakness of the stady was the one

month: ﬂlfference 1n starting dates fcr 1mplementation of .



"roceSSes;within~che respondeénts operating as a

actioafof;the passage of time per se (not specific to

th 'pébtiéﬁlar—events),'including growing older ., . . and

'ike" as not an influencing factor on the achievenent

r plec(qampbellr&'stanley, p. 5)e

Thegdata'ciearly indicated that. subjects in both the
jerucontact method and lecture~discussion method -

:ielded greater achievement results on the post- and post

postuunit inVentories than subjects who~ had no instruction
(the control group). Rejection of null hypotheses
five, 51x, elqht,‘and nine are. appropriate. The two key

otheses dealing with the effectiveness of the methodology

'fning and retent;on were “hypotheses four and seven
tch directly compared the teacher-contact method with
the'lecture—discussion method on the post- and post post~
it inventories.

In this study, the lecture~discussion method of
instruction yielded better achievement results which were

statistically significant lmmediately following the

rning experience than did the: teacher-contact method.
s'indicated that +the lecture-discussxon method was more
fective when measuring post-unxt achievement. Howeve:,

ere was*no significant difference on the post post-unit

mount of infornatlon as subjects in the lecture-
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discussion method. In fact, the mean score increased for
the teacher-contactrmethed on the pdst pestfunit inventery
while the mean score fo;rthe lectureeéiséussion method
slightly decreased (see Figure 3); ‘

The results of this analysis revealed—that the teacher-
contact method was as good as the lecture-discussion method
in the retention of knovledge.v One posszble explanation ‘
for the 1ncreased mean score on the post post-unlt group
for the teacher«contact method mlght be tle . conpoaents that
encourage students to 1nvestlgate further on their own. In
addition, this method encourages the students to openly
communicate with each other and theiinettuctor;'a factor
which may have greater carry-over velue after the completion
of the unit. g

The researcher was curious over the differen;e,that
occurred on the pest—unit analysis. It weg specuiaﬁeé that
the difference was due in part to how effectiﬁe'fﬁéhféachefs
were in implementing the assigﬁed,ﬁetheds After épnsuiting
with therfeachers of both methods;7ée?eral,eqssibie,factees
for the difference on the post-unit analysis le:e dhcev;'
ered, They were: - 7 7

1) The teachers in the lectureudlscussion method
informed the researcher +hat because of the referencing of
inventory questions on the 1ecture notes, they urllled
these points in greater detail.~ In thelr own words,h"We .

taught for the test.®
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2) The teachers in the lecture-discussion method had
had experience with lecture-diacussion methodology whereas
the teachers in the teacher;contacrtméthcdghad no prerious
experience with this type of methodology.  The taachera in
the teacher-contact method stated rhey experiencac some
difficulty in motivating students wiﬁh fhis method to stay
on task. 7 )

3) Not all students in the teacher—contact‘mefhoc'
completed the contact on the venereal disease unit.‘ Seven
of the 17 students who ‘took  the. post-unit 1nventory in the'
teacher-contact method had not completed the second contact
at the time when the inventory was. -taken, uﬁhen;tha‘mean
score was calculated and analyzed without therraqidatarfrom
these seven students, the group mean went up considérablyJ
and no s;gnificant dlfference between the means for the two
methods would ‘have occurred. This ls a strong indicator ’
that for the teacher~contact method to be v1able, the'
teacher-contact component is: essentlal 1n the OVEtall metn—
odology. 7

Unrelated to the primary theais of. 1earningrahd reter--
tion, the researcher attempted to ascerta;n student
reactions regarding the methods. Informatlon gathered for
this purpose was: not statlstically analyzed in this study.

Upon completion of the. post~unit inventory, all :

subjects in both the teacher~contact method and lecture—
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discussion methcd were asked to complete a unit evaluation
rm (see Appendices K and-L). Thére were two parts to the
aluation form. Part I contained nine questions with a
personal assessment of the amount of 1earning that occurred,
terlal coverage, motivation for involvement, change in
‘h:related,behaviqrs, and whether or not the method
1ejed'had mede‘health education more interesting. Part II

agke the subjects to respond with a personal statement

ut the method.

In leoklng at: the cumuletive responses for the first
efquestions from both methods, it was concluded that:
A)itne.mejority:of,stndents ;h both nethods had learned
e{neterisl on venereel»diseese, material coterage was
cuate, and the tachnical infcrmaticn had been covered
atisfactorily (questions two;" five & eight), and (2) the
ority'of students in both methods had becomne a part.ef

the class (question four). Responses to questions one and
n e;‘however, clearly 1ndicated that students in the
lcher»contact method believed . that health education had
nrmade more interesting because ‘of the method and they
1d»like to see this method used in other learning experi-
;There was no: discernable pattern in how students

ed the methodology to stimulate change in ideas or

o one's health.; Perhaps this: was: due to
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Part Il of the evaluation form allowed the subjects
to personally respond to the method they experienced
during the study. A summary of all: descriptor words or
phrases used by the subjects along with the tally of
subject responses for each descriptor can,be ‘viewed at the
end o#f Appendlx Re

After the tally was completed, a number'wss'éssigned
to every evaluation form completed by subjects in both
methods. Due to the large'ncmber of stﬁdeﬁt respoﬁéés;
the researcher selected:ohly 10 forms with personal responses
from each method'to appearVihétheis‘ehtisety..kAs.Such,-
ten student statements were then randoﬁlyvselected’from
each method sccordlng to a table of random nﬁmbersr(asher,
P. 340). The randomly selected‘statéments for the lecture-
discussion method and teéches—contact:method can be viewed
in Appendices Q and R respectively.

In general, the randomly selected responses from
subjects in the lecture-discussion method indicated that
the unit was too 1ong, involved too much notetaklng, and
was a little boring. These selected statenents, however,
did not reflect the attitude of having learned the -
material and that the method was interesting as was 1ndi-'
cated on. the tally sheet., ' ,' - '

The randomly selected sesponses from subjects in the

teacher-contact method reflected an attltude not mentionedl
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'yytheféubjecﬁéfiﬁ¥vHeﬁlecﬁuresdiscﬁssion method. Subjects

ﬁhe;téﬁéheﬁéééucecé method -stated they enjoyed working

(fdt eriéquERts;rbeihgrabie £o’contribute to class

scussion, and being able to express feelings and ideas.

The teachers 1n both methods ware also asked to respond

: Part II ‘of . the unit evaluation with a personal statement
ithe method employed. Their responses are found in
_eirlentirety in Appendices S-and ?. In summary; the

te chers in the 1ecture—discussion method- expressed senti-
ntsvof reduced student-teacher interaction and the success

*he method perhaps involved the ability of the student to

notes.— Teachers in the teacher-contact method
expressed a positive attitude toward the method but that
re'weue problems'in amplementing it. The two most common
bBleEE'mentieued weres (1) school 1mposed structure as
'sed to encouraging self-responsibility, and (2) dealing
h'the unmctivated students. After using this methodology
fop'three years, the researcher is aware of the amount of
that ie required for instructors to become comfortable
th: the varieus components in the methodology as well as

establish a 1ist 0f: criteria for evaluation procedures of

ch the:s:udents are aware.' Because of thege two prob-

mg. by the teachers, nine claes periods may have-had  some

act: thenr on the achievement verieble for some students
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in this method. However, attitudes about health education, o

increased’ socialization and communication skills seem to
rainforce- the notion by Hudgins and other 1earning theorists,
that the. process of 1earning is as important as’ the end

result,




CHAPTER v
CONCLUSIONS AND RECGMMENDATIONS

. ucators continue ‘to search for effective teaching
thodology to assist student learning.' It was the purpose
of th; 8 study tc investigate the effectiveness of a new
hod, the teacher-contact method, ccmpared to the

tr ditional lecture—discussion nethod of instructlon upon
cegnitiv 'learning and retention. Two methods, the teacher-
contact method and the lecture»discussion method, were -

deve ped and implemented for a unit on.veneresal disease.

“'Nine null hypotheses ‘were posed in investigating the probw-

L 8ix: health educatlon teachers particlpated in the

k“Fcur teachers were randonly assigned, two to the

,rinth grade health education students were used
¢ 7 ' 59 subjects from Hartford Union High
chool'éar cipa d in the teacher»contact method; 861
stVHigh School participated in
thod~'and a: tetal of 80 subjects
and Longfellow ‘Junior High School

con 91 group.



Subjects in each method and theVCOnt:ol group. were

randomly assigned from class lists to take either the pre-
unit inventory; post-unit inventory, or tne one;mdnth‘»
delayed post post-unit inventory; The;originaljnnnber of
subjects (221) was reduced to 200 dueito absenCeslon the
date'they were to complete the inventory. Two subjects
were deleted from the study due to excessive absences
during the time the study was being conducted. k

Instrumentation used in the study was the Scott,
Foresman and Company 3?—question "Retention Test" for vene-
real disease. For the purpose of this stady, the title
was changed from "Retention Test* to read "Venereal Disease
Unit Inventory." The inventory was administercd to all
200 subjects in the study. Measurements were obtained from
the subJects of the study using a modified separate-sample
pretest-posttest design referred +o as design number 13a
as explained by Campbell and Stanley (1966). The design
required that 1/3 of the subjects completed the inventory
as a pre-unit inventory, 1/3 completed it as.a post-unit
inventory, and 1/3 completed it as a one»month delayed
post post—unit 1nventory. ‘ ' '

The analysis of data was performed by Dr. John Castek,
a professor from the Unlversity of WisconSin-La Crosse,
La Cxosse, Wisconsin. A one-way analyszs of variance, A

'unequal cell frequenc;es, statistical model was useds A’
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heffe'test'was fdrther used to identify mean scores where

ig Vficant differences were noted from the one-way analysis
fa) :-f'The level of significance established for
.céepting or rejecting the nine null hypotheses was 0.05.

Fin ”ngs,‘béseﬂ'uponrthe ana;ysis of data, are pre-
’eﬁted}aeréhey perfginrto the g;ne research hypotheses:
‘:Hi:_fhere'was fo sigﬁificant difference in mean

f A”  » between students in the teacher-contact method
‘of hnstruction and students in the loctu:e-discussjon
ethod on the pre-unit 1nventory. ‘

There was no significant difference in mean

a'hi:vement on the pre—unjt inventory between students in




Hy; There was a significant difference in mean

achievement between students . in thetteache;-cqntact metbod
of instruction and students who received no instruction

at all on the designated unit on the inventory administered
at the completion of the unit.

He Thereewas a significant difference in mean
achievement between students in therlectuhe;diecuesion
method of instrdction and students who receifed ne instrdc-f
tion -at all on the designated unit on the inventory admin—
istered at the completion. of the unit.,-

H7 There was. no- significant difference in mean .
achievement: between students in the teecher-contact method
of instruction and students in the ieeture—discussion
method of -instruction on the inventory adhinisteged\One
month after. the compietiori of the desigﬁatéd um.t

HB Ther.'e was. a significant difference in mean
achievement between students in the teacher-contact method
of instruction and students who received 8 1) 1nstruction at .
all on the designated unit on tbe 1nventory administered 7
one month. after the completion of the unit.

Hg There was a’ Significant difference in mean
achievenment . between students in the lecture-discuSSion 7
method. of instruction and; students who received no 1nstruc—r¥

tion -at: all ‘on the desxgnated unit on the 1nventory admin-

istered one month after the completion of the unit.,
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'isaéed'apan‘tné results of the research, the following
,'concluSions were drawns
'»{I. InstrUction using either the teacher-contact or

lecture-discussion method yielded far greater achievement

esults on; both the post-unit inventory and post post-unit
infentory than those subjects who had no instruction at all
'Qnrthenvenerealvdisease unit. Thus, instruction using
:reither tnealecture;discussion"or téacher-contact method was
more effective than no instruction whatsoever.

' '2. Statistically, ‘the- subjects in the lecture-discus-
sion method of instruction yielded greater achievement
sults on the post—unit inventory than did the subjects
1n the teacher—contact method.- Severalrfactors may have
fen responsible for this differente, _The most significant
ctor may have 'éen the Failure of seven of the 17
subjects who completed the postaunit 1nventory in the

teacher-contact metho fto complete the second teacher-

contact at the time the inventory was administered When

the mean score was calculated and analyzed without the raw
data from these seven subjects, the group mean went up con-
Siderably and no significant difference between the means

'r the two methods on the post-unit 1nventory ‘would have

V;This is a strong indicator that for the teacher-

contact method to be effective, the teacher-contact com-

pon :t isvessentialiin;thermethodology,~ It should also be




noted that the methods were employed for only nine class
periods. The researcher suggests that the results may have
been dlifferent if the treatment mould»have been conducﬁed
over a longer period of tlme. » 7
3. On the one-month delayed post post-unit 1nventory,
mean achievement for subjects in the lecture—dlsru%s13n
method decreased slightly while the mean achievement for
subjects in the teacher-contact method 1ncreased._ Withe
this change, no signiflcant dlfference was; noted.r Conse-r
quently, the teacher—contact method was-as. effectlve as the
lecture~discussion method for retention of knowledge.
4, Although not statistlcally valid, responses: from
the unit evaluation forms suggested that:
a. The majority of students in both,methods‘dld
' learn the material on venereal disease, '
materlal coverage was adequate, and technical
informatlon was covered satlsfactorily. ' :
be The majority of students in both methods 'f
functioned as a part of the class. i
c. Students 1n the teacher-contact method Viéﬁed
health education as being made more interestinge
because of the’ method and they would like thls
method used in other 1earning experiences. :
d. - For students in the lecture-discuss;on method,r
| the unit was too long, involved too much note-:{‘

taking, and was a little boring. .

.
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.Students dn the teacher—con act method liked
’working with other students, the opportunity
to contribute more, and to discuss feelings
aedrideas.

B The‘teechers implementing the lecture-discus-

. sion method experienced a reduction in student-

Vteaehe: interaction and that perhaps student
suCcese involved the-ability of the student to
teke,complete and accurate notes.
‘~.§. ;Teachers 15 the teacher-contact method
v f;experienced positive feelings about the method
eri:“although there were problems with implementa-
- tion.» ‘

1Recommendatmons

»Basad upon the results of this study, the following
re recomm :ded.. '

if;l 'A_‘imilar study should be conducted us;ng a fourth

fg oup of'subjects to complete the 1nventory after another
aone—month ‘y from "the administration of the post post-
}unkt'inventory.- The primary purpose of this study should
,be:to gra{h the results 51milar to that of Pigure 3 and

~in the lecture~discussion method,
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b. at what point'aubjeeﬁs inrtherﬁeacheracontact'
method showfa—significant decline in mean
achievemeﬂt, and :

c. Aif there:is a point at which the llnes in
Figure 3 will cross or stabllize.

2. A similar study of longer duratlon and 1nc1ud1ng
several topicalrunits,should be;cenaucted. A study ‘where
the method is: implemented on<afcontipﬁed~basis,may;more7
clearly reveal the'effectiveneQS“offtﬁe mefﬁed-on iearning
and retention.: ‘ 7 | V

3. ‘A simtlar study  should: be conducted in grade
levels 7=12, and college classrooms, in- an- effort to ‘ascer-~
tain the grade level(s) wviwre- gvudents can deriva maximum
benefit ‘from the major components usedremlthe~teacher-
contact method. | .

4. A researcll study us;ng'all schools operating. under
either a traditional or,flexible,mOGﬁlar schedule,ahoﬁidl'
be conducted ta deeermine if-the Scheduling paﬁterﬂrinflu-
ences the effectiveness of thefteacheracontactwcoﬁponenés.fa

‘S -The,major*compenents‘effthe—teachereénhrace;/
methodology could'be»woveh into a methedolugy for ‘use 1n
disciplines other than health euucation. A research study

to determine the effectiveness of the: componenta on learning,

and aetention in other areas would b:e eneficial in deter-r_

mining if subject matter makes ﬁir erence on the achieven

ment variable..




acher-conﬁact components but measuring attitudinal changes
y.be help_»l in de*ermining if these components are
fectiverin the'affective 1earning domatn.

;Knowledge and attitudes are important in the
decision-making process. The question renains, however,
whether or not hehavior is changed or modified. A research
st q&rgsing tho components of the teacher-contaco method
,nd‘invéstiéafing how wéil they motivate beha%ioral changes
: uld prove. extremely valuable to educators.

8.7 In a future study, the components of the teacher-
ntact methodology ‘could be- exam:ned in relatilon to stu-
“1nt self—concept. It is the researcher's belief that
“the’ major components of the teacher-contact method foster
“student success within the learning environment. This
1 S; which is based in part upon assuming the responsi-
fbility for learning, leads to more success. As the student
-?experiences more success in the classroom, more confidence
nd. ;ositive feelings about oneself are developed, A study
i o:in#eotigate th:' relationship is needed,

Y conc‘"sion, HknryrAdams has stated that:

gy i3 ‘ftrainFminds to. react,
not ab haphazar ,gbut by ohance, on the lines



of force-that attract: their world, what one
knows-is, -in’ youth, of little moment;. they know
enough who-know. how to- learn (Hurwitz & :

Maidmert, p.7454).

The - teacher-contact method was an attemp to provide stu-

dents with experiences in "how to 1earn."; It is hoped

£

that the results of this- study w111 sti’ latereducators to

develop, implement, and research 1ear,v_‘ approaches that

vary from ‘the traditxonal yet are effectlve 1n guiding e
students through the processes of 1earning. Ol
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Name

Uniguide--Dlseases (Background J:nformation)
Group 51ze. 2-6

'ocess: Completion of uniguide activities and teacher~
Yol contact

: After completing tﬁls gulde sheet, the ninth grade
”Vhealth educetion student should be able to:

. define and discuss the difference between a
g communicable and non-communicable disease and
provide an ex ,ple of each, ;

2. - match:the: six pethogenic causes of disease in
o man- ko a statement that accurately describes
“the pathogen, :

3. define the four modes of transmission and
. ‘demonstrate-an-understanding of +the modes by
applying them correctly in the examples pro-
vided, S

4, -list: the: four poxtals of entry that germs have
’ ‘in gatting dmic the human body, and

5. cite the four,stages of. a communicable disease
Ldevelopment ndianalyze a given:story in terms
v “of these stag 8.
II. Materials Needed
: 1. Text Tune In To Health.
“IILa: Learnina Ac vities

1.'°Reed PP 163-177 in Tune In To Health.

52. 'Defines
a communicable disease--
b. non-communicable disease--

Ce pathogen--
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d. . host-=
3. Pathogens are: the causes of: most common diseases
in humans.: ‘However; for each: digease ‘there is
a . "specific":-germ: that eventuall causes ‘a
specific disease. - 'This’:
genic "speoificity"*f-» { ing ‘are the six
major groupings of disease: causing ‘germs:in man.
Match the statement on the right to- the pathogen
on the: 1ef“~with straight lines.;f
BACTERTIA 'Intestines & muscular tissue provide a
: favorable»environment..“;r S
FUNGI- )
,Multiply only in a living host and arve
PROTOZOA ) carried by a. parasite.
WORMS Simple-celled, non-green plants with
numerous classifications according to
VIRUS- shape. e .
RICHEETSIAE 'Smallest of the pathogens and reproduce
' until-they cause-normal ‘cells to burst.
Malaria is eausedfby'this‘gefm;
Ringworm-is caused by this pathogen and
is misleading to p ople. s :
4;-iwr1se what B 5 think the woris "medes of trans-
mission' ‘mean and then in. your own words state
rwhat each made~means. S :
Modes of Transmission:
a. Direct ¢ontact-—
b. broplete-
C. .Vector--
ds Vehicle-—
5. Place the proper mode(s) of transmission next to

em-listed below. .. You may ude: Jjust the
fadtees and keep in mind . that ‘some: may'have more
thsn ‘one: mode of transmission.

a. spoon, s o c. milk.

b. Trichinosis d. - sneeze .
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"éﬂje;auimpetigo - m. athlete's foot

'~f;Fymosquito = n. rabies

tar——

g;z';te{:anus , .0.  £lu

h. dysentery

p. ~mono

, ;,5ivenerea1 disease ‘. infected beef

'~irj-i apitting : r. hookworm

_'k;f»ticks : ) 5.  handkerchief
:i.;?cough o

. List the 4 portals of entry for germs into the human
body- e g : :

‘b..

. Ce.

[+ 1%

‘On:page 172 of Tune Into Health aye the stages in
-the devi lopment of a. communIcaFle disease. Using

. these:stagesy analyze the’ ‘following story: in terms
‘of exposure, 1ncubation period, outbreak, and

* convalescence, Write ‘only :one: sentence for. edch in
‘the- margin nex 'to the stage as it appears in the
story. :

Friday night the West Benedict Indian football
players trekked to Arrowhead for a football game.
: Competition was at its highest peak as it was the
last game of the - season and thus far neither team
'had been beaten. Benedict's offense has been strong
all season averaging 27 points per game and few

L points have been ‘scored against the defense. The
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Feathehs of Arrowhead are considered-to be an under- .
dog, although'the team is really,peyched;upiano
determined to win, ' >> ,

The fans poured into the bleachers. The young,'
the old, the healthy and the: not 80" healthy were AV
among.-the countings. Tom, an-lndian;spectetor, sat
among therFeather,fens to'say,hi~and?ehet«with
friends he knons from-thercomnnnity.f Segeral of the
Feather fans around Tom were coughing and sneezing
from left-over colds._ Due to the excitement of the
game, these people were not careful to ‘cover their
mouths and much of the -spray was falling directly on
Tom. Even Tom was unaware: that this was. happening.

Saturday. night as-Tom was gettingxready for bed,
he noticed a'slight scrafchylfeeling~in hisjthroet
accompanied by a. slight headache. Not thinking much
about it" he jumped into bed and fell into ‘a. somber
sleep.:

i&o following morning Tom-was awakened by nasal
congestion. Ag- he sat up in hed, his nose began to
'able to get

run and his throat was much : No

back to sleep, he got-up and etarted to get ready for_
'church. The more'Tom rambled'around'his room, the
more his nose ran, the more he sneezed, and the more
chilled he beeeme. At this point, he was aware of a

slight fever. . Feeling absolutely miserable, Tom


















































































































































































































































































































