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ABSTRACT OF DISSERTATION

USING EXPERIENTIAL CONSTRUCTIVIST TEACHING METHODS IN THE 
COLLEGE CLASSROOM: LEARNING MOTIVATION IN AN AMERICAN

HISTORY COURSE

The teaching o f history in the college classroom is seeing a movement away from 

the traditional classroom methods of lecture and the showing of a video every week or so. 

Students are being empowered to use primary sources and personal research to learn the 

historical facts and to "think like historians." The students should be exposed to the 

historical documents and artifacts and allowed to create their own interpretation.

Experiential and constructivist teaching methods can be used to implement this 

mandate. Students are allowed to experience the event or material, reflect on that 

experience and other related life experiences, and formulate their own interpretations of 

the event. The history course can be organized in such a way as to have a series o f these 

cyclic events that are interrelated to create an ever-expanding upward spiral o f learning 

and knowledge enhancement.

This study looked at the effect that this experiential constructivist method would 

have on the student's motivation to leam. Two sections o f an American History class 

were selected for the study. One was taught in the traditional way and the other was 

taught using an experiential constructivist method. The Motivated Strategies for Learning 

Questionnaire (MSLQ) was used to measure the students' motivation in a learning 

environment. In both the quantitative and the qualitative data there was found to be no 

significant difference between the motivation o f the students in either section. However,
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there were limitations due to experimental mortality and teaching methodology and 

delivery that were introduced into the study that could not be controlled. Further study 

needs to be conducted with better controls on the sample size, teaching methods, and 

measures o f learning. Future research may also be more effective if it more closely looks 

at learning: compare to motivation to final grades and analyze the reflection papers for 

synthesis and interpretation. Also, conduct interviews or focus groups to provide a richer 

body of data to analyze.

Donald Gene Quick 
School o f Education 

Colorado State University 
Fort Collins, CO 80523 

Fall 2000

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



ACKNOWLEDGEMENTS

I wish to thank my committee members: William Timpsom, Timothy Davies, 

George Morgan, and Susan Athey for their valuable support in keeping me going to 

finish this with only a minimal amount o f threats. I wish to also thank Bart Beaudin, my 

mentor o f several years in adult learning theory and the first person to introduce me to 

experiential learning and constructivism. A special thanks goes to Joanne Maypole, a 

colleague in the instruction of history. I would like to also thank the staff and faculty o f 

the School o f Education for their continued support o f my research and professional 

activities.

v

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



DEDICATION

For Karen

vi

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



CONTENTS

Colorado State University.......................................................................................................... ii

Abstract O f Dissertation........................................................................................................... iii

Acknowledgements..................................................................................................................... v

Dedication................................................................................................................................... vi

Contents..................................................................................................................................... vii

Chapter I - Introduction.............................................................................................................. 1

Experiential and Constructivist Methods..................................................................... 2

Motivation........................................................................................................................3

Research Problem and Questions..................................................................................4
Independent Variables...................................................................................... 4
Dependent Variables..........................................................................................5
Research Questions............................................................................................5

Definitions....................................................................................................................... 6
Traditional Teaching M ethod.......................................................................... 6
Experiential Constructivist Teaching M ethod................................................6
Motivated Strategies for Learning Questionnaire (MSLQ).......................... 7

Delimitations................................................................................................................... 8

Limitations...................................................................................................................... 8

Significance..................................................................................................................... 8

Researcher’s Perspective...............................................................................................8

Chapter II -  Literature Review................................................................................................ 10

Constructivism.............................................................................................................. 10
The Problem with Absolute Truth................................................................. 10
A Constructivist View......................................................................................11
Individual versus Social Interaction............................................................... 12

Leaming-By-Doing.......................................................................................................13

Reflection in Learning................................................................................................. 15
What is Reflection?..........................................................................................16
Reflection as an Individual or Group Process............................................... 17

vii

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



Experiential Learning as Action and Reflection........................................................17
A Pragmatic Philosophy................................................................................. 18
John Dewey’s Influence..................................................................................21
A Humanist Tradition..................................................................................... 22
David Kolb’s Approach to Experiential Learning.......................................23
Boud and Walker’s Stages in Experiential Learning...................................24
Dean’s Process Model o f Experiential Learning......................................... 25
Laura Joplin’s Five Stage M odel...................................................................25
Science Education and the Learning C ycle..................................................26
Praxis as an Experiential Learning Model.................................................... 27
Action-Reflection and Experiential Learning...............................................29

Experiential Learning Methods...................................................................................30
More Than Traditional Methods.................................................................... 30
Characteristics o f Experiential Constructivist Learning............................. 32
The Pivotal Role o f the Learner’s Experiences........................................... 33
The Affective Side o f Experience in Learning............................................ 36
Separate Versus Connected Methods.............................................................37
Special Attention to Reflection...................................................................... 38

Teaching History...........................................................................................................39
Why Study History?........................................................................................ 39
The Historian's Perspective.............................................................................41
Teaching the Historians Trade....................................................................... 42

Motivation in Learning................................................................................................44
The Motivational Factors o f the MSLQ........................................................ 45
Motivation and Constructivism...................................................................... 51

Chapter III -  M ethod................................................................................................................ 53

Research Approach and Rationale..............................................................................53

Participants.................................................................................................................... 53

Measure..........................................................................................................................55

Procedure.......................................................................................................................58
Control Group's Instructional M ethod.......................................................... 59
Treatment Group's Instructional Method...................................................... 60

Data Analysis................................................................................................................ 61

Chapter IV - Results.................................................................................................................. 62

Quantitative Analysis................................................................................................... 62
Research Questions Answered....................................................................... 62
Differences Prior to Intervention................................................................... 64
Mixed ANOVA Approach..............................................................................65
MANOVA.........................................................................................................66

Qualitative Analysis..................................................................................................... 66

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



Pretest Constructivist Group.......................................................................... 67
Pretest Traditional Group............................................................................... 68
Posttest Constructivist G roup........................................................................69
Posttest Traditional Group............................................................................. 70

Classroom Observations............................................................................................. 71
The Effects Of Substitute Teachers.............................................................. 72
Teaching the Progressive Era • Constructivist Method...............................72
Teaching Progressive Era - Traditional Method.......................................... 73
Teaching WW11 - Constructivist M ethod.....................................................73
Teaching WWII - Traditional Method...........................................................74

Chapter V - Discussion............................................................................................................ 76

Implications for Practice............................................................................................. 76
Teaching History..............................................................................................76
Classroom Motivation.....................................................................................78

Recommendations For Further Research...................................................................80
Study Summary............................................................................................... 80
Experimental Mortality...................................................................................81
Teaching Methodology Control Problems....................................................82
Student/Instructor Development....................................................................83

Conclusion....................................................................................................................85

References..................................................................................................................................86

Appendix A - Motivated Strategies for Learning Questionnaire (MSLQ) Subscales.....93

Appendix B - Motivated Strategies for Learning Questionnaire for the Beginning o f the
Course........................................................................................................................................97

Appendix C - Motivated Strategies for Learning Questionnaire for the End of the Course 
 101

Appendix D - Informed Consent To Participate In A Research Project............................105

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



CHAPTER I - INTRODUCTION

There is a movement in the teaching of history away from the traditional lecture 

method to a more student-centered approach, an approach where the students are 

encouraged to “think like historians” (Brakel, 1995; Kars, 1997; Miller, 1995; Obrochta 

& Evans, 1996). There is also computer software designed to this end (Miller, 1995) and 

interactive software is available (Taylor, 1994). Students are encouraged to find resources 

on the World Wide Web (Web) and other electronic and textual resources (Goldberg, 

1996; O’Malley & Rosenzweig, 1997). Thus, students are being encouraged to use 

primary sources and archival materials whether they be on the Web, from prepared texts, 

or from visiting museums to understand the historian's task (Kars, 1997; Obrochta & 

Evans, 1996). Plus, they are being taught to understand that, built into the written history 

which they are studying, is the historian’s personal insights, biases, and limitations, and 

that this helps them discover not only the perils o f studying history but also its pleasure 

(Brakel, 1995).

Students can be empowered through the use o f primary sources and personal 

research (Goldberg, 1996) and should not be presented with a single celebratory past 

(Chu, 1996). They should be allowed to develop their own histories, so they can make 

sense o f their present social lives (Blanco & Rosa, 1997) and be allowed to personalize 

the structures o f history (Hallden, 1997).

Borries (1997) found that adults are no longer the persons to whom young people 

turn for historical interpretation. Lee, Dickinson, and Ashby (1997) conducted studies

I

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



2

with children and have found that they are capable o f giving plausible reasons for actions 

in history. Carretero, Lopez-Manjon and Jacott (1997) report that students will 

personalize historical events. Voss and Wiley (1997) found that the argumentative essay 

is better than the narrative essay in internalizing the content, suggesting that it is better to 

have the students take a position on a topic than it is to have them develop just a narrative 

o f the facts.

Experiential and Constructivist Methods

There are adult learning methods that can be used to implement this student- 

centered teaching history mandate. Boud and Walker (1992) describe experiential 

learning as having several levels o f  learning in an action and reflection model. Karl Marx 

and Paulo Freire call this “praxis” (Freire, 1970a; Kitching, 1988; McLellan, 1969). 

During the event, reflection occurs as interaction between the participants and the 

specific activity. Learners, even in a lecture, will experience an idea and reflect on the 

idea. Schon (1983) refers to this as reflection-in-action. The activity is a series o f these 

personal experiences and reflections. After the event or experience, reflection also occurs 

in the form of discussions with fellow students and instructors. Instructors can also 

encourage personal reflection in the form of journals or diaries. However, some 

preparation or focusing must be made before entering the learning event (Boud &

Walker, 1992; Joplin, 1981). Students must be prepared to leam the concepts. This could 

be formal preparatory training or just the instructor explaining the intended goal.

Flick (1993) relates that “hands-on activities usually emphasize students’ logical- 

mathematical, linguistic, and spatial intelligences” (p. 1). He goes on to state that “it 

draws its philosophical support from theoreticians such as Piaget, Dewey, and Bruner,
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who collectively represent a constructivist view o f knowledge and learning” (p. 1).

Simply put, the constructivist notion is that experiences allow students to develop their

own meaning o f the world around them using past as well as present experiences.

Saunders (1992) explains this as:

Meaning is cieaied in the mind of the student as a result of the student’s sensory 
interaction with her or his world. Because it is created in the mind of the learner, 
the teacher cannot simply tell it to the student, (p. 136)

This constructivist perspective is consistent with many adult learning theories—

self-directed learning, situated cognition, transformational learning, cognitive

apprenticeships, situated learning, and reflective practice (Merriam & Caffarella, 1999).

In the American history classroom, this model o f constructivist experiential

learning can be applied by having the students learn to be historians. There should be

some preparatory work to understand the historian's trade (Brakel, 1995; Obrochta &

Evans. 1996). Then, comes an experience-reading of primary sources, library and Web

research, visiting historical sites or museums (Obrochta & Evans, 1996; Sherman,

Grunfeld, Markowitz, Rosner & Heywood, 1998; Sutter, 1994; Wiesner, Wheeler,

Doeringer & Page, 1997)-and reflection on that experience-personal reflection, class

discussion, reflective/augmentative papers (Boud & Walker, 1992; Voss & Wiley, 1997).

This basic cyclic model is then continued throughout the session or course in an ever-

expanding upward spiral o f learning and knowledge enhancement. The preparation for

one experience could be the experience and reflection o f the previous one.

Motivation

Several studies in science education (Bredderman, 1983; Cohen, 1992; Hartshorn 

& Nelson, 1990; Shymansky, Kyle & Alport, 1983) conclude that there is an increase in
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learning when activity-based, hands-on, experiential learning events are used. This is 

especially true with high-risk (potential dropout) students. The idea is that the students 

become more engaged and motivated to leam when experiential methods are used. In the 

classroom it has been shown that motivation plays a large part in learning. Components 

that affect a person's motivation include the classroom environment, high self-efficacy, 

high interest in the content, and high associated value of the task or material. This study 

intends to measure the student’s motivation based on the Motivated Strategies for 

Learning Questionnaire (MSLQ) (Pintrich, Smith, Garcia, & McKeachie, 1991).

Research Problem and Questions 

The research problem was to investigate the presumed effect o f constructivist 

experiential teaching methods on motivation in the introductory college history course.

Independent Variables

Teaching Method, nominal, two levels: Control Traditional Group (Lecture)

Experiential/Constructivist Group

Time, nominal, two levels: Pretest

Posttest

Possible extraneous variables:

Age

Gender

Past Academic Success
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Dependent Variables

Overall Motivation, approximately interval (mean of all of the MSLQ motivation 

questions)

Intrinsic Goal Orientation, approximately interval (mean of the MSLQ questions: 1,16, 

22, 24)

Extrinsic Goal Orientation, approximately interval (mean o f the MSLQ questions: 7,11,

13, 30)

Task Value, approximately interval (mean o f the MSLQ questions: 4, 10,17, 23,26, 27) 

Control Beliefs, approximately interval (mean of the MSLQ questions: 2 ,9 ,1 8 ,2 5 ) 

Self-Efficacy, approximately interval (mean of the MSLQ questions: 5, 6, 12, 15, 20, 21, 

29,31)

Test Anxiety, approximately interval (mean of the MSLQ questions: 3, 8, 14, 19, 28)

Research Questions

The research design was a two factor, mixed quasi-experimental, pretest-posttest 

design. Since the research problem was to investigate the presumed effect of 

constructivist experiential teaching methods on motivation in the introductory history 

course, it yields these research questions:

1. Was there a difference between the overall MSLQ motivation scores o f the students 

in the traditional method and in the constructivist method?

2. Was there a difference between the MSLQ Intrinsic Goal Orientation sub-scores of 

the students in the traditional method and in the constructivist method?

3. Was there a difference between the MSLQ Extrinsic Goal Orientation sub-scores o f 

the students in the traditional method and in the constructivist method?
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4. Was there a difference between the MSLQ Task Value sub-scores o f the students in 

the traditional method and in the constructivist method?

5. Was there a difference between the MSLQ Control Beliefs sub-scores o f the students 

in the traditional method and in the constructivist method?

6. Was there a difference between the MSLQ Self-Efficacy sub-scores o f  the students in 

the traditional method and in the constructivist method?

7. Was there a difference between the MSLQ Test Anxiety sub-scores o f the students in 

the traditional method and in the constructivist method?

Definitions

Traditional Teaching Method

This is operationally defined for this study as a method that is generally based on 

the instructor lecturing. It may also include the use o f videos and closed book exams. It 

will generally not involve the use o f reflective discussion in the classroom or in papers.

Experiential Constructivist Teachin2 Method

In the micro sense, an experiential constructivist teaching method prepares the 

students for a learning event, the students experience the event, and then they reflect on 

that event. In the macro sense, it may be a series o f these micro events. Both were used in 

this study because an entire semester long course was covered. The instructor prepared 

the students to think like historians and reflect on the entire course. However, it is 

important to note that each activity or section will follow this method. The experiential 

constructivist teaching method is also referred to as the constructivist method or 

treatment.
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Motivated Strategies for Learning Questionnaire (MSLQ)

This is a self-report instrument that will assess college students’ motivational 

orientation (Garcia & Pintrich, 1996). It has two parts: motivation and learning strategies. 

In this study only the Motivation section will be given. Further detailed definitions o f 

each sub-scale used are:

Intrinsic Goal Orientation. This is the amount in which a learner perceives 

herself to be participating in an activity because there is a challenge, she is curious, or she 

just wants to master the content.

Extrinsic Goal Orientation. This is the complement o f intrinsic goal orientation. 

To what degree does a student see herself as engaging in an activity because o f  grades, 

rewards, performance, or competition? It is perceived as a means to an end.

Task Value. Task Value is how a learner perceives the importance of or how 

interesting the activity to be.

Control Beliefs or Control of Learning Beliefs. This is whether or not students 

believe they have some control over the learning situation, that if  they put out the effort 

they will learn.

Self-Efficacy or Self-Efficacy for Learning and Performance. This subscale 

assesses two aspects o f expectancy: success and self-efficacy. Success relates to task 

performance, how well a person sees herself as being able to complete a task. "Self- 

efficacy includes judgments about one’s ability to accomplish a task as well as one’s 

confidence in one’s skills to perform that task" (Pintrich & Schunk, 1996, p. 102).

Test Anxiety.. It considers a student's state o f worry and emotions while 

preparing and taking a test.
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Delimitations

This study addressed the research questions by looking at two sections in 

American history at a community college in the State o f Colorado. One section was the 

control group and the other section the treatment group. So a generalization would be 

restricted to students like these.

Limitations

The students were not randomly assigned to either o f the two groups. The two 

sections were selected as a convenience for the instructor. The day section was the 

control group and the night class received the treatment, thus, the need for a 

pretest/posttest study.

Significance

The literature calls for teaching history using methods simulating the historian's 

thinking. There are studies that look at dimensions of this method concerning student's 

capabilities, personalizing history, and argumentative essays (Carretero et al., 1997; Lee 

et al., 1997; Voss & Wiley ,1997). However, these were mostly concerned with children, 

narrowed to assessment only and were not experimental. This study was significant 

because it intended to develop a method of instruction simulating the historian's thinking. 

It was a quasi-experiment designed to measure the motivational differences of the group 

taught in the traditional way and the constructivist (historian's) method. This should help 

quantify what is being called for in the literature on teaching history.

Researcher’s Perspective

The researcher has a master’s degree in history. He found, as he was attaining that 

degree, that the best courses and, consequently, the most motivating for him, were the
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ones where the instructor allowed the students to investigate a problem through reading 

and discussing it in class and prepare a report. If  this is the case, then is there a way to 

teach all history courses, even the first introductory courses, using this technique? While 

browsing the available texts, the researcher found both traditional texts and 

accompanying primary sources o f readings (Sherman et al., 1998; Wiesner et al., 1997).

The researcher has also conducted several literature reviews into experiential and 

constructivist learning, and he has designed and conducted courses using these alternative 

techniques in adult education and learning, and computer science. However, he felt that 

the same techniques could be applied to the introductory history course. The researcher 

found an instructor who would conduct a section o f her American history course in the 

traditional way and one section using primary sources.
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CHAPTER II -  LITERATURE REVIEW*

Constructivism 

The Problem with Absolute Truth

Ernst von Glaserfeld (1995) writes that there is a general perception that high 

school and college graduates are ill prepared for work today. They not only cannot read, 

write or perform arithmetic operations, they cannot think beyond the problem solving 

scenarios presented to them in their classroom activities. He also states that what is 

needed is a change in philosophy and he feels that money cannot change philosophy.

Von Glaserfeld (1995) noted that behaviorism has dominated the educational field 

for the past 50 years. It has helped erode the distinction between understanding and 

performance (training). Behaviorism has taught the “right answer” and not understanding. 

“Thus, training may modify behavioral responses, but it leaves the responding subject’s 

comprehension to fortunate accidents” (p. 4). Also, if students are thus presented with a 

problem that does not conform to the parameters learned, then they will not have the tools 

to solve the problem. What is needed is a conceptual understanding of solutions, and 

“concepts cannot simply be transferred from teachers to students—they have to be 

conceived” (p. 5).

* Portions of this chapter appear in a publication of The High Plains Intermountain Center for Agricultural 
Health and Safety (HI-CAHS), Experiential Learning: Theoretical Underpinnings (ETT-95-02) which was 
authored by Bart P. Beaudin and Don Quick.
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From an epistemological point o f view, von Glaserfeld (1995) argues that 

absolute “truth” cannot be established. “The necessary comparison o f the piece o f 

knowledge with the reality it is supposed to represent cannot be made because the only 

rational access to that reality is through yet another act o f knowing” (p. 6). It is not that 

absolute truth does not exist but that there is no way to know it. He claims “that we can 

define the meaning o f ‘to exist’ only within the realm o f our experiential world and not 

onto logically” (p. 7).

Since absolute truth cannot be obtained ontologically, constructivism breaks away 

from tradition; it proposes to change this need for absolute truth. Knowledge does not 

need to represent an independent world; knowledge represents what can be done in our 

experiential world, the physical as well as the abstract. “One should think o f  knowledge 

as a kind of compendium of concepts and actions that one has found to be successful” 

(von Glaserfeld, 1995, p. 7). Instead of an ultimate truth, think in terms of “viability.” If 

the world is relative to the observer, then there will “always be more than one way of 

solving a problem or achieving a goal” (p. 8).

A Constructivist View

Other scholars have attempted to define their views o f constructivism. For 

example, Phillips (1995) concludes that humans are bom with the capability o f cognitive 

and epistemological potential “but by and large human knowledge, and the criteria and 

methods we use in our inquires, are all constructed” (p. 5). To Merriam and Caffarella, 

(1999) “Learning is a process of constructing meaning” (p. 261). For Driver, Asoko, 

Leach, Mortimer, and Scott (1994) “Knowledge is not transmitted directly from one 

knower to another, but is actively built up by the learner” (p. 5). Phillips (1995) states “I
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hold that there is a very broad and loose sense in which all o f  us these days are

constructivists” (p. 5).

Merriam and Caffarella (1999) believe that constructivism is congruent with 

much o f adult learning theory. Active inquiry, independence, and individuality in a 

learning task are all adult, as well as constructivist tenets of learning. Experience is 

central to learning, and student's life experiences are used as a resource to the teacher and 

a stimulus for the learner. Adult educators feel that learners must interact with what they 

are experiencing for learning to take place. Specific adult learning models, such as 

“situated cognition, cognitive apprenticeship, situated learning, reflective practice, and 

communities of practice,” are all consistent with constructivist theories (p. 263).

Phillips (1995) presents a framework for studying constructivism. He lists the 

main constructivist authors as: Ernst von Glaserfeld, Immanuel Kant, Linda Alcoff and 

Elizabeth Potter, Thomas S. Kuhn, Jean Piaget, and John Dewey. They all present a 

slightly different view of constructivism along three continuums: 1) How much is 

learning due to individual psychology or as a function o f social discipline? 2) How much 

is created versus how much is discovered? and 3) How much learning is an active or 

passive process?

Individual versus Social Interaction

The most delineated o f Phillips' (1995) three continuums is society versus the 

individual. Cobb (1994) believes that “mathematical learning should be viewed as both a 

process o f active individual construction and a process o f enculturation into the 

mathematical practices o f wider society” (p.13). Driver et al. (1994) believe that the 

learner must make personal sense o f the ways o f science which “involves social
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interactions, in the sense that the cultural tools o f science have to be introduced to 

learners . . .  [and] individuals have to make personal sense o f newly introduced ways o f 

viewing the world” (p. 11). Merriam and Caffarella (1999), when reviewing 

constructivism, strongly suggest that there are two dichotomies in the world o f 

constructivist literature: “This approach involves learning the culturally shared ways of 

understanding and talking about the world” (p. 262).

However, if it is looked at from the point o f view that a social interaction is just 

part o f the experience, or the environment in which the experience takes place, then there 

is no delineation. There is only an individual construction o f knowledge (von Glaserfeld, 

1995). “You construct ‘others’ out o f elements o f yourself, and soon these others 

contribute to the image o f yourself. . .  we must find a way to explain our knowledge of 

others on the basis o f  individual experience” (p. 12). Von Gaserfeld goes on to state that 

“the ‘society’ in which we find ourselves living can be conceptually constructed on the 

basis of our subjective experiences” (p. 12).

Learning-Bv-Doing 

At the core o f constructivist and experiential learning is action. Rather than 

merely thinking about abstract concepts, leaming-by-doing involves a direct encounter 

with the phenomenon being studied. It utilizes actual experience with the phenomenon to 

validate a theory or concept. Several authors suggest that ideas can not be separate from 

experience; they must be connected to the learner's lives in order for learning to occur 

(Boud, Cohen & Walker, 1993; Gass, 1992; Keeton & Tate, 1978).

Lewis and Williams (1994) suggest that the twentieth century has seen a move 

from formal, abstract education to one that is more experienced-based. The most
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renowned advocate o f this concept was John Dewey (1938). He stresses that there is to 

be a having which is the contact with the events o f life and a knowing which is the 

interpretation o f the events. A learning experience does not just happen; it is a planned 

event with meaning and with constructivist learning the meaning is reaffirmed by the 

learners. Phillips (1995) affirms that Dewey is one o f the major authors o f constructivist 

theory. “Knowing is not the act o f an outside spectator but o f a particular inside the 

natural and social scene” (cited in Phillips, 1995, p. 6).

Kurt Lewin, who notably said, “there is nothing so practical as a good theory" 

(cited in Kolb, 1984, p. 9), believed that theory and practice should be integrated 

together. Lewin is best known for his action-research methodology and his work with T- 

Groups and sensitivity training. Because o f Lewin’s work "the discovery was made that 

learning is best facilitated in an environment where there is dialectic tension and conflict 

between immediate, concrete experience and analytic detachment" (Kolb, 1984, p. 9).

Kolb (1984) indicates that there should be a link between the classroom and the 

future work for which the classroom is supposedly preparing the learner. There is a need 

to "translate abstract ideas o f academia into the concrete practical realities o f these 

peoples’ lives” (p. 6). Students need to test ideas discussed in the classroom on real life 

situations. Kolb believes that college graduates are unprepared for work. He affirms the 

need for facilitators to bring practical experiences into the classroom so that there is a 

link to reality that would better prepare the graduate for life experiences.

Enns (1993) and Tisdell (1993) see this in terms o f the Belenky, Clinchy, 

Goldberger, and Tarule (1986) concept concerning separate and connected knowing—the 

former, dealing with ideas in the abstract that are separate from life, and the latter,
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making connections o f  those abstract ideas with life experiences. Traditionally teachers 

and trainers have designed learning events for more o f a separate knowing, rather than a 

connected knowing and the learning has not been complete. Learners must "relate 

theoretical concepts to real-life experience" (Tisdell, 1993, p. 98). Thus, they can think 

of themselves as creators of knowledge and move to become independent thinkers.

In science education this learning through experience is called “hands-on” 

science. It centers the learning strategies on problem solving and student investigation of 

the problem (Rossman, 1993). Flick (1993) relates that “hands-on activities usually 

emphasize students’ logical-mathematical, linguistic, and spatial intelligences” (p. 1). He 

goes on to state that “it draws its philosophical support from theoreticians such as Piaget, 

Dewey, and Bruner, who collectively represent a constructivist view o f knowledge and 

learning” (p. 1). Simply put, the constructivist notion is that experiences allow the 

students to construct their own meaning of the world around them. Saunders (1992) 

explains this as:

meaning is created in the mind of the student as a result o f the student’s sensory 
interaction with her or his world. Because it is created in the mind of the 
learner, it cannot simply be told to the student by the teacher (p. 136)

Reflection in Learning

In order for learning to occur, reflection on an action must take place. Reflection 

happens in all human activity. People often say they need to think about an event that has 

occurred in their lives in order to assimilate the meaning of the activity. Other learners 

are sought to share the experience with and to discuss its ramifications in their lives. This 

need for reflection is often overlooked in the design o f workshops and courses 

(Anderson, 1992; Boud, Keogh & Walker, 1985).
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Facilitators assume that reflection is occurring and that it is occurring effectively 

with everyone. This assumption may not be valid. Encouraging reflection needs to be a 

conscious effort on the part o f the facilitator to do more than just say “reflect on this”; it 

needs to be a planned activity. Even with lectures there is the need for students to 

process the information, to relate it to their previous knowledge, and to test their 

understanding of what took place (Boud et al., 1985).

W hat is Reflection?

"Reflection consists o f those processes in which learners engage to recapture, 

notice and re-evaluate their experience, to work with their experience, to turn it into 

learning" (Boud et al., 1993, p. 9). Reflection is a process that needs to be actively 

pursued after every learning experience and in some cases during the learning event.

Boud et al. (1985) consider reflection to be the central part o f a person’s 

experiences. It needs to be incorporated throughout the activity. At the beginning o f the 

activity the learner needs to consider what will occur. Instructors should take the time to 

explain the activity and make sure the learners understand the expectations. During the 

experience, the learner needs to deal with the information experienced and cope with the 

feelings that occur as a result o f the experience. Instructors should not just assume that 

the learner is understanding the material; solicit feedback from the learners. Set aside 

time after the experience to consider and record what has occurred. Solicit the learners’ 

meanings o f the activity.
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Reflection as an Individual or Group Process

In the classroom, reflection can take the form o f an individual activity, within 

small groups, or with the entire class. Engaging in the reflective process with another 

individual or with a small group or class can change the meanings that can be drawn from 

the experiential activity. Individually it might be "thinking quietly, mulling over events 

in our mind or making sense o f experiences we have had" (Boud et al., 1985, p. 8). In a 

group it might be "comparing notes, [having] roundtable discussions, carrying out a post 

mortem (metaphorically speaking), [or] having an informal group discussion” (p. 8).

It is important to neutralize the power structure within the group so that everyone 

will feel free to contribute her ideas. This includes the facilitator's relationship with the 

learners, as well as the leamer-to-leamer relationship. “There must be a structure which 

allows equal power relationships between group members, including the teacher or 

facilitator, if the freedom to choose is to be a valid one" (Boud et al., 1985, p. 14).

Even though reflection can be a group process, Boud et al. (1985) warn that the 

learners are still individuals and only they can know their feelings and reflect on those 

feelings. However, reflection is not idle day-dreaming; pursue it with some goal in mind. 

"The reflective process is a complex one in which both feelings and cognition are closely 

interrelated and interactive" (p. 11). Von Glasersfeld (1995) also stresses that knowledge 

is obtained on the personal level, that group activities are part o f the environment o f the 

learning event.

Experiential Learning as Action and Reflection

Action and reflection are the core attributes o f learning through experience or 

experiential learning. Experiential learning traditionally applies to three areas o f
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educational endeavor: field-based experiences, prior learning assessment, and 

experiential classroom-based learning (Lewis & Williams, 1994). See Table I for details 

o f these major categories in experiential learning.

The emphasis in this study is on experiential classroom-based learning. Bumard 

(1989) defines experiential knowledge as that “knowledge gained through direct 

encounter with a subject, person or thing" (p. 6). So, the design o f the course must ensure 

that the learner directly experiences what the instructor wants to convey to the learners. 

Table 1

Major Experiential Learning Categories and Their Descriptions

Category Description

Field-Based Experiences Working with practitioners o f the learners' field o f 
study, actually doing the job that they are being trained 
to do. Included in this category are learning activities 
like internships & practician assignments.

Prior Learning Assessment Credit or certificates are given for knowledge attained 
from life experiences. These are generally in the form 
of standardized tests such as CLEP, or portfolio 
assessments given by some colleges and universities

Experiential Classroom-Based In a formal setting this includes teaching methods that
Learning involve the students in doing activities and reflecting 

on what they did. This includes such techniques as 
case studies, simulations, or any activity that uses real 
life experiences as its basis o f instruction.

A Pragm atic Philosophy

Experiential learning "offers the foundation for an approach to education and 

learning as a lifelong process that is soundly based in the intellectual traditions o f social 

psychology, philosophy, and cognitive psychology" (Kolb, 1984, p. 2). A discipline 

needs a philosophic position that describes the nature o f its reality, truth, and value in
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order to be able to systematically and coherently develop solutions to issues that plague 

their profession (Miller, 1994). Experiential learning as a discipline and a profession is 

grounded in pragmatism. It has its roots in the pragmatic methods o f  William James,

John Dewey, and F. C. S. Schiller. It is the "philosophical rationale for the primary role 

o f personal experience in experiential learning" (Kolb, 1984, p. 18).

From the Greek word meaning “practical; dealing with practice; matter-of-fact” 

{The Oxford English Dictionary, 1989, p. 278), the concept of pragmatism had its birth 

when C. S. Peirce published a series o f essays on “truth” in Popular Science Monthly in 

1878. The essay, “How to Make Our Ideas Clear” (Peirce, 1878), is generally considered 

to be the beginnings of the idea of pragmatism as published material (James, 1907; 

Dewey, 1925/1984). However, James, and Peirce with others in the Metaphysic Club 

had discussed the concept throughout 1870's (James, 1907; Peirce 1905). Even though 

Peirce does not actually use the word pragmatism in the article, the concept is developed 

and defined; "thus, we come down to what is tangible and practical, as the root o f every 

real distinction o f thought, no matter how subtle it may be" (Peirce, 1878, p. 293). As 

was mentioned, he never used the word in writing at the time, but he did use it in his 

discussions at James’ house and others in the Metaphysic Club (Peirce, 1905). Peirce 

considered "the most striking feature o f the new theory was its recognition o f an 

inseparable connection between rational cognition and rational purpose" (p. 163), ideas 

and action, reflection and experience.

James (1907) and others (Dewey, 1934/1964; Schiller, 1907) carried the concept, 

or method as they identified it, further than Peirce intended (Pierce, 1905). However, it is 

James’ concept of pragmatism that is the basis o f experiential and constructivist learning
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today. A pragmatist "turns away from abstraction and insufficiency, from verbal 

solutions, from bad a priori reasons, from fixed principles, closed systems, and pretended 

absolutes and origins. He turns towards concreteness and adequacy, towards facts, 

towards action and towards power" (James, 1907, p. 51). What influences our practice or 

action? In what way would the world be different if  one alternative or another were true? 

If nothing would change, then that point has no sense o f purpose. "It is astonishing to see 

how many philosophical disputes collapse into insignificance the moment you subject 

them to this simple test of tracing a concrete consequence" (James, 1907, p. 49). Another 

way to explain the concept would be to think o f physics as professor W. S. Franklin puts 

it: '"the science o f the ways o f taking hold o f bodies and pushing them'" rather than '"the 

science o f masses, molecules, and the ether"' (cited in James, 1907, p. 49). Consider the 

‘actions’ o f the science rather than the theories, concreteness rather than abstractness.

Von Glaserfeld (1995) explains this as viability. “To the constructivist, concepts, models, 

theories, and so on are viable if  they prove adequate in the contexts in which they were 

created” (pp. 7-8).

Pragmatism, like all new ideas, was not readily accepted. Even Peirce changed 

the name o f his concept to “pragmaticism” to differentiate between his original ideas and 

that of James (Carus, 1908; Peirce, 1905). Paul Cams, editor o f The Monist in 1908, 

wrote a scathing editorial that claimed James to be unscientific and uncritical, and he felt 

that James even had a dislike for science. "I would deem it a misfortune if his philosophy 

would ever exercise a determining and permanent influence upon the national life o f our 

country" (Cams, 1908, p. 362). It has survived to influence our learning theories through 

the influence o f John Dewey.
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John Dewey’s Influence

From these chaotic beginnings, Dewey applied the pragmatic method to 

education. He felt that pragmatism places action as an intermediary between thought 

and application. "In order to be able to attribute a meaning to concepts, one must be able 

to apply them to existence" (Dewey, 1925/1984, p. 5). James, he felt, "wished to 

establish a criterion which would enable one to determine whether a given philosophical 

question has an authentic and vital meaning or whether, on the contrary, it is trivial and 

purely verbal" (p. 8). Also, he felt that James "claimed the right o f a man to choose his 

beliefs not only in the presence o f proofs or conclusive facts, but also in the absence o f all 

proof' (p. 10). The keyword here is "beliefs." James referred to a person's "right to 

believe." Dewey felt that James considered the personal aspect o f beliefs and motives.

He claimed that "Peirce wrote as a logician and James as a humanist" (p. 10).

Dewey believed that reason was orderly and effective action, that ideas result 

from action, and ideas help in obtaining better control o f that action. He believed that 

education “is a process of living and not a preparation for future living” (Dewey,

1897/1972, p. 87). "The educational end and the ultimate test o f the value of what is 

learned is its use and application in carrying on and improving the common life o f all" 

(Dewey, 1934/1964, p. 11). Dewey believed that education transmits culture and 

provides other views of the world and allows students to explore them through their own 

experiences (cited in Bruner, 1966).

Thus, James and Dewey understood experience to have a primary role in learning. 

Dewey believed in the relationship between the process o f life experience and the process 

o f education (Dewey, 1938; Kolb, 1984). As Keeton and Tate (1978) express it,
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experiential learning "involves direct encounter with the phenomenon being studied 

rather than merely thinking about the encounter or only considering the possibility o f 

doing something with it" (p. 2).

A H um anist Tradition

James, Dewey, and Schiller established the roots o f  experiential learning solidly 

as a humanist concept, not a behaviorist tradition. "The emphasis on the process of 

learning as opposed to the behavioral outcomes distinguishes experiential learning from 

the idealist approaches of traditional education and from the behavioral theories of 

learning created by Watson, Hull, Skinner, and others" (Kolb, 1984, p. 26). Human 

experiences cannot be neatly classified into behaviorist categories. "Ideas are not fixed 

and immutable elements o f thought but are formed and re-formed through experience" (p.

26). In experiential learning there is an integration o f the cognitive learning processes 

and emotional experiences that promote understanding of the material being covered 

(Kolb & Fry, 1975).

Kolb (1984) stresses that humans are not the 'empty-organism' that behaviorist 

theories of learning assume. They have past experiences that they bring with them to a 

learning activity. Maslow’s (1954) and Rogers’ (1961) humanistic psychology 

"emphasized the uniqueness o f human experience and human interpretation of the world" 

(Bumard, 1989, p. 11). Experiential learning stresses humanistic values in emphasizing 

that feelings are part o f the learning process as well as cognition. "The humanistic 

approach to experiential learning pays particular attention to the emotional aspect o f the 

individual's experience" (Bumard, 1989, p. 14). This humanistic scientific process 

"stimulated the modem participative management philosophies (variously called Theory
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Y management, 9.9 management, System 4 management, Theory Z, and so on)" (Kolb, 

1984, p. 11). Humanist theory suggests that learning can occur only where “personal 

values and organizational norms support action based on valid information, free and 

informed choice, and internal commitment" (Kolb, 1984, p. 11).

David Kolb’s Approach to Experiential Learning

"David Kolb's 1984 book on experiential learning is one o f the more influential

works linking theory to actual practice" (Lewis & Williams, 1994, p. 6). Kolb describes

experiential learning as a four part process where the learners are asked to engage in a

new experience, actively reflect on that experience, conceptualize that experience, and

integrate it with past experiences. Furthermore, they must make decisions based on their

created concepts. "In the process o f learning, one moves in varying degrees from actor to

observer, and from specific involvement to general analytic detachment" (Kolb, 1984, p.

31). There is a dichotomy between concrete involvement and abstract detachment

(Bruner, 1966). In one o f the original documents on the model, Kolb and Fry (1975)

describe the process in this manner:

(1) here-and-now experience followed by (2) collection of data and observations 
about that experience. The data are then (3) analyzed and the conclusions o f this 
analysis are feedback to the actors in the experience for their use in the (4) 
modification of their behavior and choice of new experiences, (p. 33-34)

According to Kolb, the learner must continue cycling through the four parts, thus 

creating a “learning spiral o f ever-increasing complexity" (cited in Lewis & Williams, 

1994, p. 7). A picture o f  a conical helix comes to mind in trying to describe the process. 

A  learner might begin anywhere in the cycle at any level o f knowledge concerning the 

subject matter. The facilitator’s job is to guide the learner through each part in an ever 

increasing level, expanding her learning of a topic. "Kolb considers any one learning
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style to be an incomplete form o f processing information. . .  all four stages o f the cycle 

must be negotiated by the learner" (p. 7). For Kolb, then, learning becomes a process 

where “ideas are not fixed and immutable elements o f thought but are formed and re­

formed through experience” (Kolb, 1984, p. 26). This also follows the constructivist view 

o f knowledge acquisition where the goal is to construct a coherent model o f the 

experiential world. As new experiences occur, a new model may need to be formed in the 

mind of the learner (von Glasersfeld, 1995).

Boud and W alker’s Stages in Experiential Learning

Boud and Walker (1992) see experiential learning as a series o f stages where 

there is some kind of preparation before a learning event, the actual experience itself, and 

then reflection to “debrief’ the learner on what took place. This incorporates two 

important aspects o f Kolb’s model: experience and reflection. It also adds a third, 

preparation for the event, which they feel is important to have learning take place. 

"Greater use can be made of learning events if  the learners prepare beforehand" (p. 165). 

In history education this could be helping the learners think like historians (Obrochta & 

Evans, 1996).

When considering preparation for a learning event, the facilitator needs to focus 

on what experiences the learners bring and what they want to leam. "Learners bring with 

them 'intent,' which may or may not be able to be articulated, and which influences their 

approach to the event" (Boud & Walker, 1992, p. 166).
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Dean’s Process Model of Experiential Learning

Dean (1993) presents a process model o f experiential learning in adult education 

as a series o f stages in the process o f developing and implementing an experiential

learning activity:

1. Planning—Getting Ready to Start

2. Involvement—Getting Started

3. Internalization— Learning by Doing

4. Reflection— Making Meaning

5. Generalization— Making Connections

6. Application—Transfer o f Learning

7. Follow-up— Assessment & Planning

As with Boud and Walker (1992), Dean (1993) sees experiential learning as a 

process the facilitator goes through to develop the learning experience. The central 

concepts o f his model relates to the other theories o f experiential learning in that there 

needs to be experience (involvement and internalization) and a reflection on that 

experience.

Laura Joplin’s Five Stage Model

The Agricultural Education Magazine devoted an entire issue to the concept o f 

experiential learning (Leske, 1994). In it, some authors described using Kolb’s model, 

however, several used a model proposed by Laura Joplin (1981). Joplin follows the 

“action-reflection” process, then she adds three other stages that are similar to Boud and 

Walker’s and Dean’s. Her first stage is focus, which defines the task to be completed and 

focuses the learner's attention on that task. Second is action, where that student must 

become involved with the subject matter in a physical, mental, or emotional manner. Her
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third and fourth stages are support and feedback. These are present throughout the 

learning experience and are provided by the instructor or fellow learners. The fifth and 

last stage is debrief, where the learners and facilitator sort and order the information and 

reflect on its implications. Joplin stresses that “experience alone is insufficient to be 

called experiential education, and it is the reflection process which turns experience into 

experiential education” (p. 17).

Science Education and the Learning Cycle

While visiting his child’s second grade class in 1957, Robert Karplus, a Berkeley 

physicist, became interested in the elementary science curriculum. After years of 

experimentation and thought, he, along with Herbert Their, published a book in 1967 that 

first articulated the three phases o f what is today known as the learning cycle and has 

become widely accepted in science education (Lawson, Abraham & Renner, 1989;

Marek, Eubanks & Gallaher, 1990). Over the years the names o f the phases have 

changed; however, the central concept o f this experiential learning model has stayed the 

same. Lawson et al. (1989) use the labels “Exploration-Term Introduction-Concept 

Application” (p. 4), which shall be used here to describe the learning cycle model.

“During Exploration, the students Ieam through their own actions and reactions in 

a new situation” (Lawson et al., 1989, p. 5). The instructor provides the students with the 

topic and materials, and then allows the students to explore on their own. With ‘Term  

Introduction,” the teacher introduces a new term or terms that relate to the students 

“exploration.” The terms may be articulated through a lecture, a film, a discussion, or any 

other method. The students reflect on their own observations in light o f what is being 

taught or discussed. In “Concept Application, students apply the new term and/or
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thinking pattern to additional examples” (p. S). This is important because it helps the 

students generalize the abstract concepts to other problems or situations.

The importance in using the learning cycle is the order in which the phases are 

performed, not necessarily the method used in each phase. “Exploration” and “Concept 

Application” could be accomplished through library research, discussion, or lecture, as 

well as laboratory hands-on methods. As mentioned earlier “Term Introduction” could 

be accomplished in several different ways. “The key point to keep in mind is that one 

can change the learning format of the three phases o f the learning cycle but one cannot 

change the sequence of the phases or delete one o f the phases” (Lawson et al., 1989, p.

5).

Several studies in science education (Bredderman, 1983; Cohen, 1992; Hartshorn 

& Nelson, 1990; Shymansky, Kyle & Alport, 1983) conclude that there is an increase in 

learning when activity-based, hands-on, experiential learning events are used. This is 

especially true with high risk (potential dropout) students.

Praxis as an Experiential Learning Model

Bumard (1989) states that "experiential learning is learning through doing [and].

. .  learning through reflecting on the doing.. . .  If we are to leam from what we do, we 

must notice what we do and reflect on it" (p. 2). This concept o f action and reflection is 

central in the early writings of Karl Marx in the 1840’s and in the contemporary writings 

o f the Brazilian educator, Paulo Freire. They used the term praxis to denote action and 

reflection.

From a Nineteenth Century philosophy. The term praxis became popular in the 

1960’s, when Karl Marx’s early works were translated into English and widely
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disseminated {The Oxford English dictionary, 1989). It was actually August von 

Cieszkowski, in 1838, who first used the term to denote “action and reflection.” He felt 

that the real power o f ideas was in acting upon them, not just thinking about them. "A 

practical philosophy or rather a philosophy o f practical activity, of'praxis', exercising a 

direct influence on social life and developing the future in the realm of concrete activity" 

(McLellan, 1969, p. 10). In his early work, Theses o f  Feuerbach. Marx outlines his 

philosophy of praxis and how thought must be acted on in the world. In this quotation 

from Karl Marx and the Philosophy o f Praxis, Kitching (1988) sums up Marx’s ideas on 

the subject:

It is human activity which, as it were, 'joins' thought to the world. Conversely, it 
is speculating about 'thinking' and 'thought' in abstraction from practice, from 
activity, which creates nearly all philosophical puzzles. It is in this context that 
we must see the most famous of all the Theses on Feuerbach, the eleventh and 
final one:

Philosophers have only interpreted the world in various ways, the point 
however is to change it.

Here Marx is taking 'philosophers' to task, not for interpreting the world, but for 
only interpreting the world, (p. 29)

To Twentieth Century Education. Paulo Freire, in his sentinel work, Pedagogy 

o f the Oppressed (1970a), uses the term praxis extensively to describe a process o f 

dialogue and interaction between the teacher and the student. The facilitator must not tell 

the learner what to leam. He must explore the content with the learner. The learner must 

then act on that content. The learner and facilitator must reflect on that action. As Freire 

defines it: "praxis: the action and reflection o f men upon their world in order to transform 

it" (p. 66) or in the original Portuguese, “e praxis, que implica a a?ao e a reflexao dos 

homens sobre o mundo para transforma-lo” (Freire, 1970b, p. 67). Both Freire and Marx 

used praxis, or acting on theory, to arrive at their liberatory philosophies.
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Action-Reflection and Experiential Learning

One of the underlying foundations to Kolb’s experiential learning model is the 

concept o f praxis. In explaining Freire’s concept, Kolb says, "the dialectic nature of 

learning and adaptation is encompassed in his concept o f praxis (Kolb, 1984, p. 29).

Enns (1993), in associating Kolb's experiential learning model with feminist 

pedagogy and Belenky et al.’s (1986) concept o f separate and connected knowing, 

explains that "concrete experience is associated with the activity o f experiencing, 

reflective observation with examining, abstract conceptualization with explaining, and 

active experimentation with applying" (Enns, 1993, p. 9). Gelwick (1985) indicates that 

Kolb’s concepts o f reflection and abstraction are associated with mental processes, 

traditionally masculine, or using Belenky et al.’s term, a separate way o f knowing. 

Concrete experience and active experimentation are movement or bodily processes, 

traditionally feminine, or a connected way o f knowing. Concerning Kolb’s model, 

Gelwick goes on to state that the “theory is at least supportive of women's cognitive 

development in that it explicitly states the equal importance o f the concrete with the 

abstract and of experience with reflection” (p. 36).

Brookfield (1986) sees praxis as a process o f exploring a question or problem, 

taking an action concerning the question, and then reflecting on that action. “Praxis is 

placed at the heart of effective facilitation. Learners and facilitators are involved in a 

continual process o f activity, reflection upon activity, collaborative analysis o f activity, 

new activity, further reflection and collaborative analysis, and so on” (p. 10). Brookfield 

goes on to state that "this notion o f praxis as alternating and continuous engagements by 

teachers and learners in exploration, action, and reflection is central to adult learning" (p.
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IS). It is exploring, acting and reflecting in a continuous expanding process. The 

learning continues to expand in a continuous spiral, or conical helix, o f exploration, 

activity and reflection.

Boud & Walker (1992) describe experiential learning as having several levels o f 

learning in an action and reflection model. During the event, reflection and action occur 

as interaction between the participants and the specific activity at hand. Learners, even in 

a lecture, will experience an idea and reflect on the idea. Schon (1983) refers to this as 

reflection-in-action. Praxis is action and reflection that occurs with the session or activity 

as a whole. The activity is a series o f these personal experiences and reflections.

Experiential Learning Methods

To facilitate action and reflection in the college classroom, instructors need to use 

methods that are not traditional, methods that capitalize on the learners’ experiences and 

connect those experiences to the learning event.

More Than Traditional Methods

Classroom-based experiential constructivist learning methods need to be more 

than the traditional methods o f lecture, discussion, or even demonstrations. They need to 

be active, experienced based, and related to the participants previous and possible future 

experiences. "It turns us away from credit hours and calendar time toward competence, 

working knowledge, and information pertinent to jobs, family relationships, community 

responsibilities, and broad social concerns" (Chickering, 1977, p. 86). There must be a 

development of competence-based methods that have identifiable outcomes o f learning 

from experience (Kolb, 1984). The facilitator must create a learning environment where 

students choose to leam, where the “participants become personally involved in the
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activities" (Remnet, 1989, p. 6). Active rather than passive involvement in the activity 

makes for more meaningful and permanent learning (Darkenwald & Merriam, 1982).

Also, the learner must see the problem or goal as one’s own. Use examples from 

the person’s everyday life, shopping, driving, social activities, sports. Employ things that 

are within the learner's field o f experience and everyday representations. If this is not 

done, then they will have no reason for comparison and no reason to change their 

thinking (Cobb, 1994; Driver et al., 1994; von Glaserfeld, 1995). “It is far more important 

to teach students to see why a particular conception or theory is considered scientifically 

viable in a given historical or practical context than to present it as a kind of privileged 

truth” (von Glaserfeld, 1995, p. 15).

Traditional methods, or “banking” in Freire’s (1970a) terms, is where what the 

teacher says is the right way and there is no other way of thinking or doing. Students 

bank the information fed to them for use later and do not reflect on that information for 

validity. What Freire suggests is for the teacher to create a problem-posing atmosphere, 

to form a dialogue between the student and the teacher. Thus, the teacher will reflect 

with the student and will re-form ideas and thoughts through consideration o f the 

student's reflection. “The students— no longer docile listeners—are now critical co­

investigators in dialogue with the teacher” (p. 68). It is also a learning process for the 

teacher (Driver et al., 1994).

Not only is there a need for active involvement, there needs to be active 

reflection. "Reflective activities such as the keeping of learning portfolios, debriefing 

sessions, guided reflection and periods o f quiet contemplation following experience-
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based classroom activities" (Boud & Walker, 1992, p. 165) help to develop the learner’s 

active involvement in the reflection process.

Characteristics of Experiential Constructivist Learnine

When developing a learning activity, it is good to understand what characteristics 

make the activity an experiential learning event. Bumard (1989) describes several 

underlining attributes that define an experiential learning activity:

1. action—the learner is not a passive receptacle but an active participant, and there 
is physical movement, not just sitting.

2. reflection—learning only occurs after the action is reflected upon.

3. phenomenological—objects or situations are described without assigning values, 
meanings or interpretations; the learner must ascribe meaning to what is going on; 
and the facilitator's meaning must not be automatically forced upon the student.

4. subjective human experience—a view of the world that is the learner’s not the 
facilitator’s.

5. human experience as a source o f learning—"experiential learning then is an 
attempt to make use of human experience as part o f the learning process" (p. 14).

Joplin (1981) feels that experiential programs consist of several overarching

characteristics:

1. student-based rather than teacher-based—the learning encounter starts with the 
students' ideas and concepts rather than the teacher’s or the book’s.

2. personal not impersonal nature—personal experiences and personal growth are 
valued in the classroom.

3. process and product orientation—emphasis is placed as much on learning as it is 
on the “right” answer.

4. evaluation for internal and external reasons—assessment is considered to be a 
learning experience that the students can leam to do on their own.

5. holistic understanding and component analysis—students are urged to fully 
understand the content through the analysis o f primary sources o f  the material 
and/or experiences with the material.

6. organized around experience— the students previous experiences are taken into 
account when creating the curriculum, as well as the new experiences that will be 
provided in the classroom, lab, or field trip.
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7. perception-based rather than theory-based—’’experiential learning emphasizes a 
student’s ability to justify or explain a subject rather than recite an expert’s 
testimony (p. 20).

8. individual based rather than group based—group identity and socialization skills 
are stressed, however, emphasis is placed on the individual learning within the 
group rather then on the group as a whole; criterion-referenced rather than norm- 
referenced.

The goal of constructivist education is to teach the learner to construct “as 

coherent a model as possible o f the experiential world” (von Glaserfeld, 1995, p. 8). 

Driver et al. (1994) see this as an intervention and negotiation with the teacher. This 

“authority figure” must present concepts and tools as needed, and she needs to provide 

the support and guidance for students to make sense of these for themselves. Thus, 

learning becomes more than a stimulus-response phenomenon. “It requires self-regulation 

and the building of conceptual structures through reflection and abstraction” (von 

Glaserfeld, 1995, p. 14).

The Pivotal Role of the Learner’s Experiences

Malcolm Knowles (1980) states that a learner’s experience is important whether it 

be accumulated experiences in school, work, or private life. Learners "derive their self- 

identity from their experience. They define who they are in terms o f the accumulation o f 

their unique sets of experience" (p. 50). If the facilitator does not recognize the learners’ 

experiences, "it is not just their experience that is being rejected—they feel rejected as 

persons" (p. 50).

Kolb (1984) shares Knowles’ view and goes on to state that science and 

technology, rationalism and behaviorism have distorted the learning process away from 

this emphasis on experience and feelings. "This learning process must be reimbued with
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the texture and feeling of human experiences shared and interpreted through dialogue

with one another.. .  .We lost touch with our own experience as the source o f personal

learning and development" (p. 2).

Piaget found that older children were not smarter than younger children; they

merely think about things in different ways, because of their greater experiences. He

went on to find that experience shaped intelligence and that learners must interact with

their environment (cited in Kolb 1984).

Belenky et al. (1986), in examining Perry’s (1970) model o f intellectual

development during the college years and conducting their own studies, found that

college men preferred the abstract theories learned in college and that female college

students preferred experiencing the effects o f these theories. They defined this as

separate knowing (masculine) and connected knowing (feminine). Enns (1993)

summarizes this very succinctly:

Young men learned to value the mastery of ideas and abstract principles, to 
distance themselves from the content they studied, and to establish themselves 
as experts. In contrast, many women learned most effectively by empathizing 
with or understanding another person's viewpoint and by relating ideas and 
theories to personal events and meanings. These connected knowers were often 
uncomfortable with competitive learning environments that require individuals 
to set themselves apart from others, defend ideas, and debate opinions, (p. 7)

Malcolm Knowles (1980) found that, since experience is so important to the adult 

learner, there are three main assumptions to consider when planning a learning event:

1. Adults are a rich resource of experiences that can contribute to the learning of 
others.

2. Adults have a rich foundation o f experience that can be used to relate new 
experiences.

3. With experience comes “ fixed habits and patterns of thought, and therefore tend 
to be less open-minded" (p. 50).
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Adult learners "demand that the relevance and application of ideas be demonstrated and 

tested against their own accumulated experience and wisdom" (Kolb, 1984, p. 6).

Boud et al. (1993) consider it vital that a person’s past experiences be used in 

planning a learning event. Learners bring many diverse ideas and experiences with them 

to a workshop or learning activity. “The linking of new experiences with those o f the 

past can provide new meanings and stimulate us to explore again those parts o f our world 

which we have avoided" (p. 9). When incorporating these experiences into new learning 

events, care should be taken, for earlier negative experiences could suppress new 

learning.

Enns (1993) sees that facilitators must create learning experiences to relate the 

content to the learner’s past experience because many learners learn better when the 

learning is tied to life experiences. "Relatedness and connectedness are often expressed 

and valued by powerless people, regardless o f gender or race, because they have limited 

or no access to traditional methods of influence" (p. 8-9).

In describing the liberatory model of feminist pedagogy, Tisdell (1993) states that 

women, and possibly most non-white males, tend to resist traditional learning because 

they can not relate to the teacher’s experiences and examples used during classes and 

workshops.

Because the curriculum, the knowledge base, and the examples used in books 
and materials are created by and are primarily about the white middle-class male 
experience, white middle-class males are more likely to be successful both in the 
education system and in society that accords greater value to that experience, (p.
95)

She emphasizes connectiveness and personal relationship with the content and 

experiences o f the learner, rather than separateness from it.
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Cranton (1989) suggests that facilitators base experiential activities on the 

learner's experience. Set aside some time at the beginning o f the session to find out what 

the learner wants to leam and why. Find out who the audience is and why they have come 

to the learning event. Facilitators should carefully appreciate the experience and "the 

intentions o f the learner before any particular strategy is even contemplated" (Boud et al., 

1993, p. 7). Remember, it is the experience that prompts learning, not the acts o f the 

facilitator. "The teacher creates an event which the learner experiences and may leam 

from" (p. 9).

The Affective Side of Experience in Learning

Affect is an often overlooked aspect o f learning. Boud et al. (1993) believe that 

today’s learning encounters lean more "towards the intellect and to the analytical. . .  

leading to a lack o f emphasis on people as whole persons" (p. 13). How learners feel 

about what they are learning is just as important as their cognitive engagement. Boud et 

al. believe that if learners deny their feelings, then they are not getting the most out of the 

learning event. They must accept their feelings and believe that those emotions will 

frame their actions. "It is impossible to have cognitive experience without an 

accompanying affective component and vice versa" (Remnet, 1989, p. 6).

The facilitator o f learning must consider all the domains of learning— cognitive, 

affective, and psychomotor. "No one aspect is discrete and independent o f the rest and 

no one aspect should generally be privileged over the rest" (Boud et al., 1993, p. 12). This 

means having a holistic view o f learning and understanding that there is more to learning 

than cognition. As Enns (1993) proposes:
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Instead o f rejecting traditional concepts o f critical thinking, we should expand 
our notions o f critical thinking to include affective components, such as 
empathizing with others and valuing diversity; cognitive aspects, such as 
defining issues clearly, engaging in logical analysis, and synthesizing ideas; and 
behavioral elements, such as gathering data, listening actively, and applying 
knowledge to new situations, (p. 9)

Separate Versus Connected Methods

In reflecting on Belenky et al.’s (1986) concept o f separate and connected 

knowing, Enns (1993) suggests that methods where abstract analysis and the 

comprehension of great ideas are "a form of learning that is dominant in most educational 

institutions and most consistent with men's experiences in western culture" (p. 7). She 

suggests using methods that express a connected knowing, such as the "expression of 

feelings, personal reflection, subjective reactions, active exploration, and consciousness- 

raising" (p. 7).

Tisdell (1993) considers the facilitator a midwife. The teacher should draw out 

the students. Tisdell’s methods and strategies for the facilitator o f experiential learning 

follow the connected form of knowing in that the facilitator needs to use a variety of 

examples— female and minority as well as white male. Tie theory with practice using the 

student’s own experiences. She goes on to say that facilitators need to reflect on their 

unconscious, separate behavior, recognize when it occurs, and try to make more of a 

connected effort around action and reflection. "Discussion of highly theoretical concepts 

must be integrated with a consideration of how they relate to the lives o f real people, 

including the students in the class" (p. 100).
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Special Attention to Reflection

There are three aspects o f reflective activity: “returning to the experience. . .  

attending to feelings. . .  [and] re-evaluating the experience" (Boud & Walker, 1992, p. 

164). This can be translated for the facilitator into three questions that he or she might 

ask: What happened? What did I feel? What does it mean? Allow the learners time to 

express themselves internally. With the class as a whole, discuss what took place, what 

were their feelings toward the activity, and what it meant to them.

Anderson (1992) discusses several things that should occur during the reflective 

process. Allow the learners to reflect on the results: “values measured, conclusions 

reached, system designed, diagrams drawn, reports made" (p. 242). Also reflect on the 

process: “steps taken, methods used, difficulties encountered, errors made" (p. 242). 

Facilitators can use "questions, checklists, standard results, and other learners' work" (p. 

242). There should be something concrete that they can produce from the reflective 

process, such as: "a piece for further reflection, a lab report, a short write-up, an oral 

report, or an interview" (p. 242).

The learning activity needs to incorporate an experience that ties the material 

being learned to the lives o f the participants. It must also allow time for reflection on 

how the information can be used in everyday life. The pleasure o f solving a problem on 

one’s own that was chosen by one’s self and is related to one’s interests is an effective 

motivator. This is the essence of the constructivist approach. It enhances conceptual 

development, it will engender a rapport between teacher and student, and it will establish 

a favorable mood among the students (von Glaserfeld, 1995):

The desire to reach what one believes to be at the end o f an effort is the most
reliable form of motivation. To have searched and found a path to the goal
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provides incomparably more pleasure and satisfaction than simply to be told that
one has given the right answer (p. 14).

Teaching History

Carretero et al. (1997) report that there are few studies that deal with students' 

understanding of historical content. However, in those they discuss different teaching 

methods and students' reactions to those methods. Several authors also cover techniques 

that they have found useful in the history classroom and why they use them.

W hy Study History?

Several authors have expounded on the reasons for studying history. Carretero et 

al. (1997) feel that students should not only know historical facts, but they should also be 

able to understand the events they are studying and be able to explain that understanding. 

Blanco and Rosa (1997) feel that studying history should allow students to make sense o f 

their social lives.

Obrochta and Evans (1996) believe that the goals of studying history are to help 

students acquire higher level thinking skills. They should be able to better speculate on 

peoples' actions and create a hypothesis as to why someone acted the way she did. Thus, 

studying history gives them better reasoning skills. Through their historical studies, 

students should be able to do research and document that research. In short, Obrochta and 

Evans want their students to be able "to think like historians” (p. 48). Other authors 

(Kars, 1997; Miller, 1995) also reflect the need for students to understand the historians 

methods and to think like historians.

Shrock and Shrock (1994), in looking at responses from The Journal o f  American 

History questionnaire and in reflecting on their own teaching, found that historians want
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students to have a sense of the past; this includes the students' roots. They also feel that

this expands to include their communities, their regions, their country and the world.

Thus, students should have a broader view of the local and expanded community they

live in. Like Obrochta and Evans (1996), Shrock and Shrock (1994) feel historians want

students to acquire higher level thinking skills; “we practice history to foster a critical and

analytical spirit. . .  a spirit that is probing, questioning, seeking what is logical and

consistent. . .  [and students will] develop skills in reading, research, writing, and

discussion” (p. 1094).

Students are expected to participate, to listen for the voice o f an author and for the 
voices of classmates, replying on the basis of what they have heard, not what they 
want or expect to hear, and to search for their own voices, their own reasoned 
responses to the text (p. 1095).

Using primary sources is the best way to teach these skills. Develop courses and 

learning activities using primary sources and archival materials. “In working with 

primary sources, teachers quickly realized they were doing the work of historians” 

(Obrochta and Evans, 1996, p. 49).

However, these may not be the skills that the students are seeking or are prepared 

to obtain. Many come from high schools where teachers used techniques of memorization 

and passive learning (lecturing). They may also be uncomfortable, uninterested or unable 

to actively engage in a discussion about statements made by the authors or the instructor. 

"History may simply be one more hurdle on the way to a degree” (Shrock & Shrock, 

1994, p. 1094).
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The Historian’s Perspective

Students need to understand that the histories they are studying are just the 

interpretations of the textbook author, they interpret primary source documents and 

artifacts (Brakel, 1995). Students seem to understand that histories are developed from 

these sources, but they do not seem “to see that historical work is shaped less by the 

sources than by the historian” (Kars, 1997, p. 1341). However, when students understand 

that these histories reflect the insights, biases, and limitations of the historian, they realize 

they are free to construct new meanings from the sources. They also discover that they 

have biases and limitations. They too have subjective viewpoints (Brakel 1995).

Thus, because of the author’s perspective o f history, history will always be 

changing; the students, teachers and historians change; they all interpret the primary 

sources differently (Obrochta & Evans 1996). “Writing history is ultimately a moral 

endeavor in which historians bring their own understanding of the world to bear on the 

past” (Kars, 1997, p. 1342). “Since they address large questions through small, discrete 

events, they help students understand that the essence o f craft lies in constructing 

perspective through context” (p. 1340).

Hallden (1997), in an observational study o f students, found that history has an 

open structure; “history is lived forwards and described backwards” (p. 203). However, 

students are taught history as if  it were a closed structure, such as science and 

mathematics. They are given one interpretation o f the facts, one conception o f what the 

evidence of the primary sources reflect. “The interpretations o f evidence and events 

accepted in the classroom are treated as being unequivocal in order to construct the 

historical narrative that is to be learned and that is the object o f assessment” (p. 203).
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Students have their own personal structure of history. There are two views of history, one 

as viewed by the students and one by the school. “It would seem that students have a 

view o f history in which everything that has ever happened, particularly the efforts made 

by individual human beings, has a role in the chain o f events forming historical 

development” (p.207).

Teaching the Historians Trade

Brakel (1995) suggests having students inspect their classmates' drivers licenses 

and tell the class what they have found as a way o f introducing the students to the study 

o f primary sources. He also describes an exercise o f leaving the room and then returning. 

The students are to write one sentence about his entrance. They find out that all o f the 

students wrote something different, different interpretations of the same event.

Kars (1997) has students investigate an event in their family's past. They are to 

gather primary sources, such as oral histories, family papers and photos, and other 

memorabilia. In this way, the students will be able to personalize history.

Miller (1995) feels that normal primary source texts are limited in the amount o f 

material that they can publish. He developed a software system that allows the students 

access to large amounts o f data. He also notes that care must be taken when teaching with 

primary sources, that the student doesn’t start to consider that source as the authority in 

the same manner as they have with lectures and textbooks. “The students were engaged 

in high-level intellectual tasks of their own, and there really was no need to enrich that 

fare with a steady diet o f monographs” (p. 40).

In solving the problem o f students being able to visualize what they are studying, 

especially military battles, Votaw (1994) and Sutter (1994) suggest students visit
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historical military museums and battlegrounds. They can get a feel for the terrain

involved in the battle. Several museums have interactive displays that allow the student to

see images and hear sounds that simulate the actual battle. It should not be a lecture; the

students should interact with the facilities. “Use o f local history helps to establish a

greater sense o f pride in where your students live. History is no longer something they

read in books, but something that happened where they live” (Sutter, 1994, p. 76).

In a study o f high school students as compared to history master students,

Carretero et al. (1997) found that, when students could identify with the subject matter,

the understanding was greater than when they were studying more remote concepts.

Thus, students tend to personalize historical events and will leam more when this occurs.

“The principle differences result from the greater importance attributed to the

personalistic causes by the non-experts in history ir« contrast with the experts" (p. 252).

In a series o f studies, James F. Voss and Jennifer Wiley (Voss & Wiley, 1997)

were concerned with the differences in how students process historical information when

learning from primary sources versus a textbook. They also considered the type of

assessment used, whether it was better to use a narrative essay or an argumentative essay.

In either o f the combination o f conditions, in terms o f recall, there was no difference in

the methods used. However, Voss and Wiley found that when students are given primary

sources and asked to construct an argumentative essay, they made more connections

between textual factors, and they could construct casual models to a greater extent than

under the other conditions. The researchers felt that the students understand important

conceptual relationships, and they have an ‘ownership’ o f the text.

This seems to be because developing an argument involves selecting and 
organizing information as well as transforming it and relating it to information in
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memory. This process can be quite a constructive and creative act By writing
their own arguments, students may begin to see that history is not just about 
learning names and dates, but an on-going debate about what those facts may 
mean. In addition to providing a more motivating context, instruction that 
emphasizes the historian’s role o f  integrating and interpreting isolated facts into 
explanatory arguments has the potential to improve not only understanding of 
specific historical content, but the understanding o f history as a subject matter as 
well (Voss & Wiley, 1997, p. 264-264).

By ‘doing’ history using primary sources, students reported that they were 

actually having fun, they were intrigued by the methods, and they were more engaged in 

the class (Kars, 1997; Miller, 1995). They also learned about themselves, as well as 

history; they learned to think and question their own values. Students “thoroughly 

enjoyed their exploration o f the historian’s craft, noting that it not only taught them about 

history but also demystified academic work in general” (Kars, 1997, p. 1344).

Motivation in Learning 

In a general sense, “motivation is the concept we use when we describe the forces 

acting on or within an organism to initiate and direct behavior” (Petri, 1996, p. 3). There 

is general disagreement over what motivation is and how it affects learning (Pintrich & 

Schunk, 1996). However, these can generally be grouped into two approaches, 

mechanistic or cognitive. The first assumes that changes in external or internal factors 

will affect how or to what degree a person will engage in suitable behavior (Petri, 1996). 

Thus, researchers try to measure rate, frequency, and form o f behavior or responses that a 

person has to their environment. “From a behavioristic standpoint, motivation is nothing 

more than a high rate or likelihood o f behavior” (Pintrich & Schunk, 1996, p. 26).

The cognitive approach assumes that how a person interprets information 

influences her engagement. This approach demonstrates how a person processes
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information and stimulus, looks at a person's beliefs and mental structures, and considers 

her social interactions. It is an internal process; it can not be measured directly but can be 

inferred from observing a person’s behavior (Bandura, 1986; Petri, 1996; Pintrich & 

Schunk, 1996). “Cognitive theories o f motivation are attributions, perceptions of 

competence, values, affects, goals, and social comparisons” (Pintrich & Schunk, 1996, p.

27). “People are neither driven by inner forces nor automatically shaped and controlled 

by external stimuli” (Bandura, 1986). This study follows the cognitive approach.

In learning, motivation is studied by measuring student's engagement in 

classroom tasks, or trying to master a concept (Brophy, 1983). They are apt to engage in 

activities that are o f interest to them and this will help them leam. “Cognitive theories 

emphasize learners’ thoughts, beliefs, and emotions” (Pintrich & Schunk, 1996, p. 27). 

There are both external factors and social experiences that affect a student’s motivation to 

leam. It must also be noted that motivation can not be separated from learning.

Motivation influences learning outcomes, and these outcomes also influence motivation 

(Pintrich & Schunk, 1996).

The M otivational Factors of the MSLQ

This study’s general dependent variable, “motivation in learning,” uses the 

Motivated Strategies for Learning Questionnaire (MSLQ) (Pintrich et al., 1991) to 

measure several different areas of motivation. The MSLQ is a self-report instrument 

based on a general cognitive view of motivation where the student is “an active processor 

of information whose beliefs and cognitions are important mediators o f instructional 

input” (p. 801). The MSLQ is designed for use in college classrooms by instructors and 

researchers. It has two different sections, one for the assessment o f  the student’s
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motivation orientation and one that looks at the student’s use o f different learning 

strategies. There are fifteen different scales that can be used as a whole, or individually, 

and are designed to fit the needs o f the researcher (Pintrich et al., 1991). This study will 

only use the six scales that are contained in the motivation section.

The Motivation section o f the MSLQ was designed around three general 

motivational constructs o f the cognitive view o f motivation: value, expectancy, and 

affect. “Value components focus on the reasons why students engage in an academic 

task” (Pintrich, Smith, Garcia, & McKeachie, 1993, p. 802). These components are: 

intrinsic goal orientation, which looks at learning and mastery; extrinsic goal orientation, 

which deals with grades and approval; and task value beliefs, which are “judgments o f 

how interesting, useful, and important the course content is to the student” (p. 802).

There are two expectancy-related subscales: perceptions o f self-efficacy and 

control beliefs for learning. Affect is assessed “in terms o f responses to the test anxiety 

scale, which taps into students’ worry and concern over taking exams” (Pintrich et 

al.,1993, p. 802). These three general constructs and the six subscales will be expanded in 

later sections.

Value. The Value construct is made up of three scales: intrinsic and extrinsic goal 

orientation and task value. Whether intrinsic or extrinsically motivated, a student needs to 

set clear goals that should be difficult to attain but within the student’s capabilities. The 

instructor should provide constructive feedback to the students concerning their progress 

of obtaining those goals.

Deci and Ryan (1985) see motivation as “energy” or a person's innate needs and 

the direction of the satisfaction o f those needs, whether those needs be internally or
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externally contrived. They believe that intrinsic motivation “could account for play,

exploration, and a variety o f other behaviors that do not require reinforcements for their

maintenance . . .  organisms are innately motivated to be effective in dealing with their

environment. . .  based in the organimistic needs to be competent and self-determining”

(p. 5). They go on to explain that:

The desire to explore, discover, understand, and know is intrinsic to people’s 
nature and is a potentially central motivator o f the educational process. Yet, all 
too frequently, educators, parents, and policymakers have ignored intrinsic 
motivation and viewed education as an extrinsic process, one that must be pushed 
and prodded from without” (p. 245).

A student is intrinsically motivated when she participates in an activity out of 

curiosity, a need to know more about something, for the sake o f participating in and 

completing a task, and the desire to contribute. On the other hand, a student is 

extrinsically motivated when she undertakes a task for the sake o f attaining a reward or 

for avoiding some punishment. “Extrinsic motivation can, especially in learning and 

other forms of creative work, interfere with intrinsic motivation” (Dev, 1997, p. 13).

Deci and Ryan (1985) found that rewards and punishments can undermine 

intrinsic motivation. Students may be able to do well on tests, but they lack the ability to 

think creatively. If the goal o f a course or learning session is to leam a concept, then a 

parent's promise o f money or even grades may have a negative effect on that learning and 

be interpreted as controlling. If they are freed from the control o f rewards and 

punishments, then students will leam to think and leam. Even rewards that everyone 

might receive, like the good-player award or the good attendance award, can undermine 

intrinsic motivation. “By learning what to do to get rewards and by doing just what the 

teacher wants, children can become overachievers, but they will fail to develop the

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



48

capacity to transform their learning into flexible, useful cognitive structures” (p. 246). 

Rewards do motivate students to prepare and do well on tests, but they have a negative 

affect on attitudes and self-esteem. Students are more anxious and are less confident. 

Intrinsic learners “tend to interpret their successes and failures as information rather than 

as rewards and punishments” (p. 247).

Scholars have long agreed that the educational environment should be relevant to 

learners. Constructivist scholars argue that learners should be given the opportunity to 

explore the topic and to discover for themselves the concepts. This can only occur if the 

learners “are allowed to be active in the learning process, to follow their own interests 

and direct their own learning” (Deci & Ryan, 1985, p. 247). However, some direction is 

needed. Learners should be given tasks that are of interest to them and will challenge 

their abilities, but are not too difficult. Failures are just as important as successes. 

Receiving feedback on the activity and reflecting on the results is important in enhancing 

intrinsic motivation (Deci & Ryan, 1985; Pintrich & Schunk, 1996). “Allow student's 

choices in activities and a voice in formulating rules and procedures. Foster attributions 

to causes over which they have some control” (Pintrich & Schunk, 1996, p. 280). Deci 

and Ryan (1985) found that, whenever an activity sparks a learner’s natural curiosity and 

interest, their academic achievement is higher and their anxiety is lower, the learner is 

also more likely to complete the activity.

The Value Component o f the MSLQ, Intrinsic Goal Orientation, is the process by 

which a learner perceives herself to be participating in an activity because there is a 

challenge, she is curious, or she just wants to master the content. “Having an intrinsic 

orientation towards an academic task indicates that the student’s participation in the task
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is an end all to itself, rather than participation being a means to an end” (Pintrich et al., 

1991, p. 9).

Extrinsic goal orientation is the complement o f intrinsic goal orientation. To what 

degree does a student see herself as engaging in an activity because o f grades, rewards, 

performance, or competition? It is perceived as a means to an end. “The main concern the 

student has is related to issues that are not directly related to participating in the task itself 

(such as grades, rewards, comparing one’s performance to that o f others)” (Pintrich et al., 

1991, p. 10).

Value Component of the MSLQ, Task Value, is how a learner perceives the 

importance o f or how interesting the activity to be. “Task value refers to students’ 

perceptions o f the course material in terms o f interest, importance, and utility” (Pintrich 

et al., 1991, p. 11).

Expectancy. The MSLQ measures two components o f expectancy: Control of 

Learning Beliefs and Self-Efficacy. Control o f  learning is whether or not students believe 

they have some control over the learning situation, that if they put out the effort they will 

leam. They believe that, if  they study, then the effort will be rewarded in increased 

learning, and they will make an effort to study more effectively. “That is, if  the student 

feels that she can control her academic performance, she is more likely to put forth what 

is needed strategically to effect the desired changes” (Pintrich et al., 1991, p. 12).

Self-efficacy is defined as “people’s judgments of their capabilities to organize 

and execute courses of action required to attain designated types of 

performances”(Bandura, 1986, p. 391). This is also related to outcome expectations 

where these judgments affect a person’s behavior as related to the anticipated outcome
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(Pintrich & Schunk, 1996). Instructors can help learners by keeping assignments 

challenging but reasonably difficult, so that the student will succeed, and they will feel 

that they accomplished growth in learning. They should refrain from publishing grades or 

relative class ability levels, such as passing the students papers back in order o f grade 

level or showing the class distribution. Students need feedback on performance but not in 

respect to others in the class. Keep the expectations related to the content at hand. “It is 

more productive for academic learning to help students develop their self-perceptions o f 

competence rather than their global self-esteem” (Pintrich & Schunk, 1996, p. 102).

The second MSLQ component o f expectancy, Self-Efficacy for Learning and 

Performance, assesses two aspects o f expectancy: success and self-efficacy. Success 

relates to task performance, how well a person sees themselves as being able to complete 

a task. “Self-efficacy includes judgments about one’s ability to accomplish a task as well 

as one’s confidence in one’s skills to perform that task” (Pintrich et al., 1991, p. 13).

Affect. The affective component o f the MSLQ is a measure o f the learner's 

perceived anxiety concerning tests. “Test Anxiety can be a major problem in the 

classroom at all levels, from elementary through postsecondary classrooms” (Pintrich & 

Schunk, 1996, p. 308). Test anxiety can come in two different ways, as a trait where a 

person is highly anxious in many different situations or as a state that occurs in just 

specific situations. Either way it causes “poor performance, is negatively related to self­

esteem, and is directly related to students’ defensiveness and fear o f negative evaluation” 

(Pintrich & Schunk, 1996, p. 309).

One simple thing that studies show that instructors can help with test anxiety is by 

removing the time constraints on tests. “If demonstrating mastery o f the material is the
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most important aspect o f assessment, then the amount o f time taken to do so should not 

be an issue, particularly given individual differences in students’ speed and ability to 

perform” (Pintrich & Schunk, 1996, p. 311). Other things that instructors can do is to 

reduce the perceived importance o f the test and avoid any public display o f grades, even 

if the student is not identified. The idea o f having your grade be the lowest in the class 

can cause anxiety (Pintrich & Schunk, 1996).

Test anxiety is negatively related to expectancies and academic performance. It 

considers a student's state o f worry and emotions while preparing and taking a test.

Worry is a learner's negative thoughts that affect their performance. Emotions refers to 

affective and physiological arousal aspects o f anxiety (Pintrich et al., 1991).

Motivation and Constructivism

“The MSLQ is based on a general social-cognitive view of motivation . . .  with 

the student represented as an active processor o f  information whose beliefs and 

cognitions are important mediators o f instructional input and task characteristics” (Garcia 

& Pintrich, 1996, p. 323). Constructivism emphasizes the importance o f the student's 

point o f view in learning. Classroom motivation from a social cognitive point o f view is 

one where students are not there to perform but to leam. Learning is enhanced when the 

students are allowed choices in assignments and how to accomplish them. Learning is 

also enhanced when the students choose to engage in an activity for their own reasons 

rather than to earn a reward, to avoid punishment, to meet time limits, or a desire to win a 

competition (Brophy, 1983).

From a social constructivist perspective, it is important to focus the student’s 

perceptions within a specific social context and to take into consideration the classroom
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culture. “Meanings are constructed and negotiated within the uniqueness o f each 

classroom culture” (Oldfather & Dahl, 1995, p. 3). In following the social constructivist 

perspective, the MSLQ collects data on students' beliefs and perceptions about their 

abilities and behavior, not from data generated by observational means from teachers or 

parents within the context o f a specific classroom environment (Garcia & Pintrich, 1996).
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CHAPTER HI -  METHOD

Research Approach and Rationale

This study was a two factor, mixed quasi-experimental, pretest-posttest design; 

see Figure I . The Teaching Method (control and treatment sections o f the same course) 

and Time (Pretest and Posttest) were the independent variables.

Time
Pretest Posttest

Traditional method (group 1, n=9) 0 0 0 0 0 0 0  0 0 0 0 0 0 0
Teaching Method

Constructivist method (group 2, n=l 7) 0 0 0 0 0 0 0  0 0 0 0 0 0 0

Figure 1. Two Factor, Mixed Quasi-Experimental, Pretest-Posttest Design

The researcher did not assign participants to groups; they were allowed to pick 

which class they wanted to take by convenience. The only difference between the two 

classes that the students knew about was the time o f day. The main independent variable 

was active and had two categories. There were several dependent variables concerning 

motivation that were measured in this study using the Motivated Strategies for Learning 

Questionnaire (MSLQ) (Pintrich et al., 1991) -- Overall Motivation, Intrinsic Goal 

Orientation, Extrinsic Goal Orientation, Task Value, Control Beliefs, Self-Efficacy, and 

Test Anxiety (see Appendix A).

Participants

The theoretical population for this study was all undergraduate college students. 

The actual participants were from two sections o f  American History II (post-Civil War to
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the present) from a community college in the suburbs o f  a large western U.S. city. Both 

sections had the same instructor o f record. However, there was a different substitute 

instructor in each section for three weeks at the beginning o f the study semester due to a 

death in the instructor o f record's family. The section with the larger number o f enrolled 

students was chosen to be the treatment group, and the smaller was chosen as the control 

group. The instructor was estimating 30 in the treatment group and 20 in the control 

group before the semester began, and the decision needed to be made as to which section 

would get the treatment. In actuality, the control group had 17 students who completed 

the pretest questionnaire, and o f those, 9 completed the posttest, or an attrition o f 47%. 

The treatment group had 20 who completed the pretest, and o f those, 17 completed the 

posttest, or an attrition o f 15%. The instructor did not know why there were so few at the 

time of the posttest for the control group. Only those students who completed both the 

pretest and posttest instruments were used in this study.

Demographic data was collected on the students: gender, year of high school 

graduation (HSGrad), and college level courses taken (Courses) as part o f the pretest 

instrument (see Appendix B). This was to give some indication o f the student's academic 

preparation. There were 63% female and 37% male with both groups combined. The 

treatment group had 60% female and 40% male and the control had 67% female and 

33% male. The mean and standard deviation of the HSGrad year was 1995 (SD=4.25 

years) and for Courses it was 10.6 (SD=7.1 number o f courses). A correlation was 

calculated using the students from both groups to see if there was a significant 

relationship between year o f high school graduation and college level courses taken. It 

was found to not be significant r=-.262, p  = .264.
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Measure

The instruments that were used in this study are presented in Appendices B and C. 

These are the same questions from the motivation section of the MSLQ for both the 

pretest and posttest instruments, with slightly different introductory statements. The 

demographic variables—gender, year o f  high school graduation, and college courses 

completed-are included in the pretest instrument, Appendix B, but not in the posttest. 

There is also a question asking for the students' reflection on their learning in both 

instruments.

The MSLQ is a self-report instrument that has two major sections: Motivation and 

Learning Strategies. Only the motivation section had data accumulated in this study. This 

section was based on three general motivational constructs: expectancy, value, and affect. 

Expectancy, or the student’s belief that she can accomplish a task, has two subscales: 

self-efficacy and control. Value has three sub-components: intrinsic goal orientation, 

extrinsic goal orientation, and task value beliefs. Affect measures the “student’s worry 

and concern over taking exams” (Garcia & Pintrich 1996, p. 327).

The questionnaire was designed to be used at the course level. The assumption 

was that a student's motivation would vary depending on the course content, instructor 

and other variables. Thus, norms can not be provided for the MSLQ. It was a self-rated 

questionnaire, using a seven point Likert scale from “not at all true o f me” to “very true 

o f me.” The scale scores were constructed by taking the mean o f the items that make up 

that scale (Pintrich et al., 1991).

The MSLQ was first tested “at three collaborating institutions in the Midwest, a 

four-year, public, comprehensive university; a small liberal arts college; and a
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community college” (Pintrich et al., 1991, p. 4). It was then revised, and the subscales

were constructed. The final version was constructed from five years worth o f data

collected previous to the development o f the manual (Pintrich et al., 1991). The

participants in these studies came from several different classrooms and from several

different subject areas and disciplines (Pintrich et al., 1991).

The scales were correlated with the final grade and were shown to be moderately

significant, thus demonstrating some predictive validity. A confirmatory factor analysis

indicates a reasonable factor validity. In an article in 1993 the authors o f the

questionnaire presented the results o f the confirmatory factor analysis in more detail.

“The data presented were gathered from a validation sample of 380 Midwestern college

students, most from a 4-year, comprehensive university (n=356). This MSLQ was

administered once, toward the end of the Winter 1990 (January to May) semester”

(Pintrich et al., 1993, p. 805). Rather then use an exploratory factor analysis where the

items were allowed to fall at will, “confirmatory factor analysis required the

identification of which items (indicators) should fall onto which factors (latent)

variables” (p. 805). This in turn allowed for a quantitative test o f the theoretical model.

The results suggest that the Motivated Strategies for Learning 
Questionnaire has relatively good reliability in terms o f internal 
consistency. The general theoretical framework and the scales that 
measure it seem to be valid given the results of the two confirmatory 
factor analyses (p. 811-812).

The six motivational subscales represent an empirically validated framework for

assessing student motivation, appear to be conceptually coherent, and are related to

academic performance. “The MSLQ seems to represent a useful, reliable, and valid

means for assessing college students’ motivation” (p. 812).
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The scale Cronbach’s alphas ranged from .52 to .93, thus demonstrating a pretty 

good reliability (Pintrich et al., 1991). For this study the researcher computed internal 

consistency reliability, Cronbach's coefficient alpha, on the posttest data. The overall 

result was .88 with an N of 26. However, there were several items that showed low 

corrected item-total correlations, .07 to .79, with eight below .4. An alpha was computed 

for each scale (see Table 2). Intrinsic was the only one with low, alpha .63, but it would 

only be improved to .68 if the lowest item was deleted. These individual scale alphas 

seem to be in line with the findings o f the previous studies and are pretty good.

Table 2

Cronbach's Alpha Scores for the MSLQ with Corrected Item Correlations

Scale Alpha Corrected Item 
Correlation (min-max)

Intrinsic .63 .30-.58

Extrinsic .69 .41-.58

Task Value .84 .42-. 73

Control Beliefs .78 .41-.74

Self-Efficacy .90 .61-.79

Test Anxiety .88 .63-.85

All 31 Questions .88 .07-.79

Note: N=26

An Alpha between .7 and .9 shows reasonably good reliability coefficients with 

some studies accepting .6 as the low end. Over .9 indicates that the questions may be 

repetitious or the scale larger than necessary. Again, Intrinsic shows a marginal but 

acceptable Alpha of .63 (Morgan & Griego, 1998, pp. 129-130)
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Procedure

Both sections met on Tuesday and Thursday for 75 minutes o f face-to-face class 

time each week during the semester. The control group met from 5:35 to 6:50 in the 

evening and the treatment group met from 11:25am to 12:40pm. Because of a delay in 

getting the permission from the community college to do the study, the researcher wasn't 

able to attend class until the fourth class session, a Thursday during the second week of 

class to distribute the consent forms (see Appendix D). This was a short session: telling 

the students about the study, informing them that they were not obliged to take part in the 

study, passing out the consent form, and telling them that if they were under 18, then they 

needed to have their parents or guardian sign the form and bring it back on the following 

Tuesday. The researcher and the instructor informed the students that this was voluntary 

and their participation, or lack o f participation, would not be reflected in their grade. The 

instructor would have no knowledge of who participated or how they answered the 

questions.

During the time between this Thursday introductory session and the Tuesday 

session where the participants were to complete the pretest questionnaire, the instructor's 

son passed away suddenly. After conferring with the researcher’s committee members, it 

was decided to proceed with the study. The sections had different substitute instructors, 

but both were informed that the questionnaire would be given during the last half of class. 

The consent forms were again distributed and they were read and signed in class. Anyone 

under 18 was asked to turn in the copies that they had signed by their parent or guardian. 

After the consent forms were collected, the researcher distributed the questionnaire and 

the participants completed it and turned it in to the researcher as they left the classroom.
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The questionnaire was anonymous, but the students needed to fill out a code at the top of 

the page so that the posttest could be matched to the pretest, see Appendix B and C for 

the codes algorithm. This process was followed with both sections.

During the semester, the researcher visited the classroom to observe the teaching 

method of the instructor for the two different teaching sections. Since the instructor o f 

record was gone during the first three weeks o f the study, the researcher did make a short 

observation of the substitutes during the class time before the pretest was given to the 

students. The researcher also observed the instructor of record during two more sessions 

during the semester.

The Thursday before the last week of class, the researcher again visited the class 

and distributed the posttest questionnaire (see Appendix C), using the same procedure as 

with the pretest, except this time there was no permission form to be completed. The time 

between completing the pretest and the posttest was 86 calendar days, 12 class weeks and 

22, 75-minute class sessions for both sections.

Control G roup’s Instructional Method

The control group had a traditional approach to teaching history. Most o f the 

instruction was conducted by using lectures and videos. Even the substitute for the first 

three weeks followed this method well. The students had three in-class exams and some 

minor research papers.

In one class that was observed, the students were completing posters o f a 

particular area of the History of the U.S. The students then presented their posters, 

basically by reading them to the class. The instructor then gave a short lecture on the 

particular topic of the poster. In another class on World War II, the instructor lectured the
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whole time giving facts about the topic. Periodically she would ask questions of the 

students, and the students would parrot back the answers. No true discussion was

developed.

Treatment Group's Instructional Method

The treatment group was to receive the same content but use more experiential 

and constructivist methods. The substitute tried to follow the design that the instructor of 

record set out but seemed to revert to the lecture often. However, this was only three 

weeks o f the class and in the opinion of the researcher the regular instructor did a better 

job using the method. The students had two take-home essay exams and were required to 

put together a portfolio that was a collection o f their nine reflection papers on various 

topics, an oral history o f a World War II participant, summaries o f the oral research 

presentations, and their two take-home exams.

In one o f the sessions that were observed, the instructor started the session by 

giving a brief overview of the topic and then divided the students into pairs, who were 

then asked to answer questions on preprinted slips o f paper. Each group had a different 

question. The instructor then asked for the groups to report. Generally, one person would 

read the question, and the other would answer. The instructor would summarize or 

elaborate with some discussion involving the whole class. This was not a great deal 

different from the poster session in the control group, but the students did seem to be 

more on task. The other groups did ask questions, whereas in contrast, the poster session 

contained no discussion.

In the other session the instructor did a little show and tell at the beginning of 

class about World War II. She then asked open-ended questions about the content and
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was able to generate discussion with the students and created a true dialogue, as opposed 

to the same topic that was covered with the control group using the lecture method as 

described above.

Data Analysis

Because this is a pretest-posttest study, there is a place to record a code on the 

instrument. The students were asked to make up a unique code by listing the student's 

birth month, the last 2 digits o f his/her current phone number, and his/her mother's first 

initial. Data from the questionnaires were entered into SPSS statistical computer 

application.

Because this was a pretest-posttest design, three different analysis methods could 

be used: the mixed ANOVA approach, the gain score approach, and the analysis of 

covariance approach (Gliner & Morgan, 2000). "The gain score approach provides the 

gain or effectiveness o f each condition over time" (p. 286). By comparing the gain scores 

o f the students in the traditional method with those in the constructivist method, a 

conclusion can be reached as to the effectiveness of the regular instructor's constructivist 

method. This was calculated on all six subscales o f the MSLQ by using the means o f the 

individual differences between the pretest and the posttest scores within each scale. Also, 

reversing the Test Anxiety score and taking the mean o f all 3 1 questions achieved an 

overall motivation score.
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CHAPTER IV - RESULTS 

Quantitative Analysis

Research Questions Answered

To answer research questions proposed in Chapter One, the gain score t approach 

was calculated. The research questions are:

1. Was there a difference between the MSLQ motivation scores o f the students 

in the traditional method and in the constructivist method?

2. Was there a difference between the MSLQ Intrinsic Goal Orientation sub­

scores o f the students in the traditional method and in the constructivist 

method?

3. Was there a difference between the MSLQ Extrinsic Goal Orientation sub­

scores of the students in the traditional method and in the constructivist 

method?

4. Was there a difference between the MSLQ Task Value sub-scores o f the 

students in the traditional method and in the constructivist method?

5. Was there a difference between the MSLQ Control Beliefs sub-scores o f the 

students in the traditional method and in the constructivist method?

6. Was there a difference between the MSLQ Self-Efficacy sub-scores o f the 

students in the traditional method and in the constructivist method?
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7. Was there a difference between the MSLQ Test Anxiety sub-scores o f the 

students in the traditional method and in the constructivist method?

Simply, the answer to all o f these questions is no significant difference. The gain score t 

test results are reported in Table 3. Again, the gain score is the mean o f the pretest score 

subtracted from the posttest score. They were all significant with Levene’s Test for 

Equality o f Variances, so equal variances are not assumed, and that is what is reported in 

the table (Morgan, Griego & Gloeckner, in press). If one of these questions would have 

been significant and a positive t, then it could be said that the treatment had a possible 

positive effect on the variable (motivation or one o f the subscales). However, with no 

statistically significant t, then it must be said that there was no statistical difference 

between the two methods.
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Table 3

Teaching Method Differences in Overall Motivation and the Sub-Scales. Using the Gain 
Score Values

Constructivist"L Traditional6

M SD M SD t £

intrinsic goal 
orientation .120 .780 .330 .450 -.764 .452

extrinsic goal 
orientation -.056 .895 .167 .573 -.682 .502

task value 
beliefs -.078 .656 .315 .724 -1.404 .173

control
beliefs

-.103 .656 .139 .574 -.931 .361

self-
efficacy .037 .553 .153 .643 -.481 .635

test
anxiety

-.047 1.299 -.178 .682 .280 .782

overall
motivation
avr o

-.019 .509 .154 .335 -.916 .369

aN=9
bN=17

Differences Prior to Intervention

One of the drawbacks o f using the gain score t is that "it does not provide 

information about differences prior to the intervention (pretest scores)" (Gliner & 

Morgan, 2000, p. 286). To provide some information on this, a t test was calculated on 

the pretest data, again with the method as the independent variable and the motivation 

scales as the dependent variables. The results are in Table 4. Again, there was no
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Table 4

Teaching Method Differences in Overall Motivation and the Sub-Scales. Using the 
Pretest Scores

Constructivist* Traditional1)

M SD M SD t B

intrinsic goal 
orientation 5.309 .622 5.42 .530 -.441 .663

extrinsic goal 
orientation 4.779 1.281 5.194 .975 -.848 .405

task value 
beliefs 5.892 .784 5.500 .719 1.248 .224

control
beliefs

5.824 .828 5.444 1.074 1.003 .326

self-
efficacy 5.787 .737 5.555 .763 .752 .459

test
anxiety 4.190 1.570 4.200 1.550 -.018 .986

overall
motivation
a x t

5.362 .616 5.247 .618 .453 .655

bN=17

statistically significant difference between the motivation sub-scores o f the students in 

the traditional method and in the constructivist method. Going into the study, no 

statistically significant difference was found between the two groups as far as these 

motivation variables were concerned.

Mixed ANOVA Approach

Pretest-Posttest studies can be analyzed using a mixed ANOVA approach. It is 

only useful if there is "significant interaction effect between the treatment conditions and 

time" (Gliner & Morgan, 2000, p. 285). The reason for this is because pretest scores are
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combined with the posttest scores, thus, "between groups main effects" provides little 

meaningful information and the "within subjects main effect" does not tell us which 

group changed if there was a significant change. To see if there was a significant 

interaction, this ANOVA was calculated using the method (Traditional and 

Constructivist) and time (Pretest-Posttest) as the independent variables and the same 

motivation dependent variables. As expected the interaction Fs from this test gave exactly 

the same p as the gain score approach.

MANOVA

A Multivariate Analysis o f Variance (MANOVA) was also run on the data using 

the Method as the Independent variable and just the six sub-scales as the dependent 

variables. The gain scores were used so that the difference between the pretest and 

posttest scores could be studied. Again there was no significance, with the Wilks'

Lambda reporting a p of .717. O f course, this was to be expected since none of the 

individual p's were significant.

In conclusion, the quantitative data showed no significant difference on any o f the 

dependent variables with respect to the two different teaching methods. The question on 

the last page of the pretest and posttest was then analyzed using qualitative techniques to 

find patterns and develop categories (Patton, 1990).

Qualitative Analysis

To get a qualitative sense from the student's reasons for being in the class and 

how they best learn, a question was asked on the pretest instrument after the students 

answered the MSLQ questions: "Please take a minute to consider why you are taking this
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course and what you expect to leam from it. Include any thoughts about your 

expectations to leam the material and/or about how you leam best." Research 

expectations are that on the pretest question students will be generally the same on both 

the Constructivist and Traditional groups. If  motivation was higher in the constructivist 

classroom then it would be expected that the posttest responses would be more positive to 

the question: "Please take a minute to consider why you took this course and if you 

learned what you expected to leam from it. Include any thoughts about your expectations 

to leam the material."

Pretest Constructivist Group

From the pretest question, there emerged four categories o f answers: learning

methods, what to leam. content enjoyment, and whether or not the course was required.

Discussion and lecture were the preferred methods of this group but some

mentioned more hands-on, self-directed and loosely structured approaches. Also, some

mentioned that they were visual learners:

I enjoy class discussions, because you can listen to everyone's opinion!
I leam best from lecture and visual aids.
I like a class that lets me be free to do extended research in areas that are of 

particular interest to me.

"What to leam" was divided into two general categories: facts and knowledge, both 

getting about equal attention in the write ups. "Facts" is fairly self-explanatory, as one 

student put it:

I also want to know the important facts and dates in a concise, chronological 
order.
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Knowledge, on the other hand, is when the student mentioned more than just learning

facts, expressing a desire to understand history:

I'm interested in how things come to be what they are.
I expect to take from this course a broader idea of what my family went through 

when they came to the United States, what the world was like, what their 
motivation was.

I hope to have a clear understanding of the major historical events in our country.

"Content enjoyment" reflects comments from the students liking history or not.

Interestingly enough, no one said they hated history and several stated they liked history:

I find American History to be an intriguing subject.
I love history.

Then there were the more traditional responses:

I am taking this class for my future job working for the foreign service.
Taking this class as a requirement.
Because I have to.
To fulfill a college requirement 
Core class that will transfer.

Pretest Traditional Group

The traditional group had fewer students in it so the data are not as rich but it still

seemed to break down into the same four major categories: learning methods, what to

leam, content enjoyment, and whether or not the course was required. Again, "learning

methods" saw an expectation o f lecture, discussion, and visual learners:

Watching things or having diagrams and notes available.
I also leam well by listening to lectures and taking notes on the contents

Still, several students wanted facts but there was also a strong knowledge component:
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I hope to leam many new things about this nation's history and be more informed.
I hope to gain a better understanding o f history after this class.
Where I came from.
I think it is important to understand the past and see the reasons why our culture is 

the way it is.

And there were still the ones who enjoy history:

This class lets me leam about what I am highly interested in.
History intrigues me.

And, o f course, the students reported that they must take it for transfer:

To fill my history requirement so it will be transferred.
To earn credits for a 4 year college to get a Business Degree.

Posttest Constructivist Group

The Posttest question was structured a little bit differently: "Please take a minute 

to consider why you took this course and if you learned what you expected to leam from 

it. Include any thoughts about your expectations to leam the material." Even with this 

change in the question to be more after the fact, the data still broke down into the same 

four general categories, but with a little different detail flavor: methods, depth o f 

learning, liking the content, and whether or not the course was required.

Lecturing and discussion were not mentioned. However, the students did mention: 

freedom of learning activities, and the fact that it was what the student did, not what the 

teacher did:

The teacher let us do research on any topic o f our choice, and I really liked that 
because I had the ability to leam about information I was interested in!

I learned a lot from what I did and others.
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However, there was a negative statement concerning the large number o f student 

presentations. The statements were more heavily weighted toward more depth o f leaning 

and away from facts:

I did leam what I expected and much more.
I believed I would be learning the same information I learned in high school.

That was not the case, thankfully.

There was the "I like history" statements much more o f the time than in the pretest and a

little more depth, plus they mentioned the instructor more:

History interests me a lot and I think every American should understand 
American History.

Very enjoyable to leam.

O f course, there was the statements about being required:

This class was very important for me to take since the career I am pursuing is in 
history.

I took this course to fulfill a course requirement.

Posttest Traditional Group

The traditional section showed the same general grouping, however, again the

details differed. Again, no mention of the lecture or discussions appeared. However, there

were various other learning methods mentioned: the instructor relating personal stories,

the topic being related to his job, and the use o f videos:

I did leam a lot about the History o f labor which is kind o f useful in my job.
My instructor brought in stories from her personal life which made the class really 

interesting.

The depth o f learning was about the same as the constructivist classroom:

I feel the material in this class should be common knowledge for all Americans.
I have had it since elementary school but I never really grasped the information 

and now I feel much more confident about the material.
What effect the past events have had on the present.
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And there were the "I like history" statements:

I really like to leam new things about our country's history.
I enjoy History.

However, there was only one student who mentioned that it was a requirement:

Required to get credit towards a degree.

In summary, the qualitative data also shows the effect o f the differences in the 

two methods to be minimal and if anything weighted towards the traditional method as 

being the better o f the two methods according to the student responses. These results are 

similar to the quantitative data from the previous section.

Classroom Observations

The original study design called for two observations o f each section, once during 

the 6th week and another during the 10th week o f the semester. Because o f the death in 

the instructor's family, the researcher decided to do a short observation o f the substitutes 

during the third week o f class. Also, because o f having different substitutes, the two 

sections were not synchronized as far as content. So, to observe the two different 

treatments of the same content the first observation of instructor o f record was 

accomplished during the 6th week for the Treatment section and a week later for the 

Control group. The observation for the 10th week ran into an exam, so it was moved to 

the 12th week. However, in both cases the same content was covered for both sections.

Patton (1990) relates that organizing observational data is greatly facilitated if you 

know how it is to be presented. Since the research problem is to look at the difference 

between the two methods, this will drive the analysis o f the observation. There were two 

different observations during the semester over the same content between each section.
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So, all will be reported in the following paragraphs. There will be syntheses o f  the data 

around the tenets o f the experiential constructivist method. The two substitutes' 

observation, however, were so short in duration they will merely need a mention o f  their 

differences from the instructor's lesson plan.

The Effects O f Substitute Teachers

In the short time that the researcher had to observe the substitute teacher for the 

constructivist section, she tried to follow the lesson plans that the instructor o f record laid 

out. However, it could be seen how uncomfortable that was for her and, looking at the 

summary of activities that she wrote up for the instructor, she did revert to a lecture a few 

times. However, these were not directly observed by the researcher.

The researcher was able to observe the substitute for the traditional section for a 

longer time. He lectured the entire time, the students never said a word, and he never 

tried to engage them in a discussion.

In summary, it appears that the substitute for the constructivist section may have 

"poisoned" the students slightly towards the traditional method, and the substitute for the 

traditional class might have given the traditional group even more lecture then the 

instructor o f record would have. This will be seen in an analysis o f the instructor’s 

constructivist and traditional methods.

Teaching the Progressive Era - Constructivist Method

The instructor of record returned to class the week before this class period was 

observed. She taught this Progressive Era content by passing out preprinted slips with 

questions on them. The students were asked to pair off and formulate an answer to the
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question that they received. These questions had some depth to them and required the 

students find the answers in the book or books. During this time the instructor circulated 

through the class answering oral questions from the students with short answers.

However, after a short while she would spend more time with one or two groups. The rest 

of the class time was spent reporting back to the class. Generally, one student would read 

the question and their partner would answer it, and then the instructor would give a short 

summary. Sometimes, this would develop into a dialogue, but mostly it ended with a 

report-summary method with little reflection from the students over and above the 

students' initial "lecture" answering the question.

Teaching Progressive Era - Traditional Method

The same content was taught to the traditional class a week later using the lecture 

method. The instructor would make a few statements, write something on the board, and 

ask a fact-finding question, waiting for someone to raise their hand or express the answer 

verbally. This proceeded, lecture-question-answer, until the end of the class period. Some 

stories were interspersed in the lecture by the instructor. No true dialogue was observed 

with the student or the instructor reflecting on the facts.

Teaching WWII - Constructivist Method

A student giving a presentation by just reading her report took up the first part o f 

the class. The instructor was successful in summarizing the facts and asking questions, 

and other students did join it with some dialogue. The rest of the class was taken up with 

the students going around the room talking about their oral history projects. They 

discussed who they interviewed and some o f the stories about what that person did during
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WWII. Most students interviewed their relatives so it was of personal interest to them 

also. The interviews were mostly stories about what people were doing during WWII. A 

few students had artifacts and a few others, as well as the instructor, were able to add to 

the story. However, little true dialogue or reflection on the stories were attempted.

Teaching WWII - Traditional Method.

The class was started with a video comparing Hitler and FDR. The instructor then 

stopped the video, and lectured, asking questions comparing and contrasting the two. 

Some dialogue was developed and some depth was reached in the reflection of the 

students. The instructor then proceeded to lecture on the next topic, giving facts and 

asking the students to answer some fact-finding questions. There was some storytelling 

on the part of the instructor.

In summary, by the models presented in Chapter 2 the best ways to identify an 

experiential constructivist method are by the students' use of experience, reflection on 

that experience, and some synthesis o f the information constructing an interpretation 

(Anderson, 1992; Boud et al, 1985; Bumard, 1989; Joplin, 1981; von Glaserfeld, 1995). 

The constructivist methods used by the instructor were strong in experience (research for 

the question answers and the oral histories) and some group and individual reflection did 

occur (student answers and instructor summary and some student dialogue was developed 

about the oral history stories). However, very little interpretation and synthesis was 

attempted. In looking at the syllabus and portfolio directions, the researcher found that 

the students were not asked for a reflection paper on the oral histories. However, they 

were asked to reflect and analyze in other content areas in the course, so it could be that,
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in general, the course did require more analysis and interpretation then the researcher 

observed in these two sessions. The traditional methods exhibited some experience (they 

were expected to have read the book, they were shown a video, and the instructor did tell 

some stories); very little if  any reflection occurred (what discussion occurred was around 

the facts); and there may have been some interpretation occurring, but that was mostly on 

the part o f the instructor, not the student.
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CHAPTER V - DISCUSSION

With no statistical difference in the motivation o f the students between the two 

groups, there are several issues or problems that occurred with this study that may have 

helped contribute to this outcome. However, before delving into those issues, it seems 

appropriate to this discussion to look at some implications for practice, summarize the 

study, and then discuss the issues and problems as recommendations for further research.

Implications for Practice

Teaching History

Even though the experimental section o f this study showed no significant 

difference in motivation to leam between the two groups, there was much found in the 

literature about teaching history using experiential constructivist methods that is not 

nullified. Looking at methods of teaching history in the literature, several authors and 

studies were found that support methods that do not follow the traditionalist approach of 

lecturing, showing videos, and giving multiple-choice exams. Using this method, students 

are taught history as if  there is one right interpretation. They are given one interpretation 

of the facts, one conception of what the evidence of the primary sources reflect (Hallden, 

1997).

Students should know historical facts, and they should be able to explain an 

understanding o f the events that formed those facts. They should be able to sharpen their 

reasoning skills through their historical studies, do research, and document that research.

76
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Plus, students should develop skills in reading, writing, and discussion (Carretero et al., 

1997; Kars, 1997; Miller, 1995; Obrochta & Evans, 1996; Shrock & Shrock, 1994). In 

short, students should leam the historian's trade, to think like historians. One good way to 

teach these skills is through the use o f  primary sources.

Instructors should develop courses and learning activities using primary sources 

and archival materials. In this way, students will leam to understand that the histories 

they are studying are just the interpretations o f the textbook author (Brakel, 1995). 

Students also discover that, when they interpret these primary sources, they have the 

same insights, biases, and limitations that the historians do; they too have subjective 

viewpoints. However, they sharpen their research, reasoning, reading, writing, and 

discussion skills.

Several practical, everyday experiences can be used to teach the historian's trade 

using primary sources: examining a person's driver's license, describing events, 

investigating the students family tree, or family events, photos, oral histories, 

memorabilia, local archives, museums, battlefields, guest speakers, as well as standard, 

compiled primary source material, such as what was used in the class sections in this 

study. When it is personalized, the students will have a deeper understanding of the 

remote concepts (Carretero et al., 1997). Even assessment needs to be changed to use 

argumentative essays and not narratives (Voss & Wiley, 1997).

In developing the experiential constructivist methods used in this study, the 

researcher and the instructor used these methods. The instructor gave an oral history 

assignment on World War II, and most o f the students interviewed a relative, 

grandparent, or an aunt or uncle. They looked at life during the war at home, as well as
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abroad, receiving a first-hand description o f life during those times. They also developed 

reflective papers on each aspect o f the history o f the US during the course. Artifacts were 

brought into class for the students to see and touch. Primary source texts were used, as 

well as the standard text, to develop research papers. Their assessment consisted of take- 

home essay exams to interpret what they had read and learned in class from the instructor 

and their fellow students.

By ‘doing’ history, students were actually having fun; they were more engaged in 

the class; they learned about themselves, as well as history; they learned to think; and 

question their own values.(Kars, 1997; Miller, 1995). Even though this study did not 

demonstrate an increase in their motivation to leam, instructors can use these experiential 

constructivist methods to improve the student's reading, writing and thinking skills.

Classroom Motivation

While this study was inconclusive about the effect o f experiential constructivist 

techniques on motivation, previous literature shows that learning motivation can be 

enhanced by having the students engage in activities that are o f interest to them and, thus, 

will help them leam. Motivation cannot be separated from learning. Motivation 

influences learning outcomes, and these outcomes also influence motivation (Brophy, 

1983; Pintrich & Schunk, 1996).

This study also identified from the literature three general motivational constructs 

of the cognitive view of motivation: value, expectancy, and affect. Value has three 

components: intrinsic goal orientation, which looks at learning and mastery; extrinsic 

goal orientation, which deals with grades and approval; and task value beliefs, which are
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“judgments o f how interesting, useful, and important the course content is to the student” 

(Pintrich et al., 1993, p. 802).

Rewards and punishments can undermine intrinsic motivation. External rewards, 

even grades, may have a negative effect on learning and can be interpreted as controlling. 

If students are freed from the control o f rewards and punishments, then students will 

leam to think. Even the good attendance award can undermine intrinsic motivation. 

Rewards do motivate students to prepare and do well on tests, but they have a negative 

affect on attitudes and self-esteem. Students are more anxious and are less confident 

when they are in class for external reasons (Deci & Ryan, 1985). The key is to minimize 

these external factors o f learning and concentrate on the internal factors. Scholars have 

long agreed that the educational environment should be relevant to learners.

Constructivist scholars argue that learners should be given the opportunity to explore the 

topic and to discover for themselves the concepts. This is best accomplished by allowing 

students to explore topics o f interest to them. Learners should be given tasks that spark 

their natural curiosity and interest and will challenge their abilities but are not too 

difficult. Failures are just as important as successes (Deci & Ryan, 1985; Pintrich & 

Schunk, 1996).

There are two expectancy-related concepts used in this study: perceptions o f self- 

efficacy and control beliefs for learning. To help a student's self-efficacy for learning, 

instructors can help learners by giving assignments that challenge but are within their 

ability to succeed. They will feel that they have accomplished growth in learning. Do not 

publish grades by relative class ability levels. Students need feedback on performance but 

not whether they are better or worse then others in the class. This will also help in task
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performance, or how well a person sees themselves as being able to complete a task 

(Pintrich & Schunk, 1996).

Affect in this study is a measure of the learner's perceived anxiety concerning 

tests. Removing the time constraints on tests is one simple way that instructors can help 

with test anxiety. If speed is not o f importance in learning the concept, why have it as 

part o f the assessment process. Reduce the perceived importance of the test and avoid any 

public display o f grades. This will reduce text anxiety and increase motivation (Pintrich 

& Schunk, 1996).

Experiential constructivist methods of learning respect the learner and the 

learner’s knowledge and follow the tenets laid out for enhancing a learner's motivation. 

The constructivist method used in this study promoted the learner’s ability to succeed and 

honored their interpretation o f the facts from the primary sources. There also needs to be 

consistent attention to reflection on their interpretations o f the facts.

Recommendations For Further Research

With no statistical difference in the motivation o f the students between the two 

groups, there are several issues or problems that occurred with this study that may have 

helped contribute to this outcome. These can be organized into two major categories: 

experimental mortality and methodology problems. However, first a review of the study 

is in order.

Study Summary

Originally, this study was conceived to work with two sections in a large 

university. However, when it came down to implementation, the history department 

decided against it. Those sections would have had at least 50 students, even after any
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kind of experiential mortality; each section is normally filled to the maximum o f 120

students.

The study was then moved to the community college that was eager to 

accommodate it. In preliminary discussions with the instructor o f the course, she 

estimated 30 students in both sections. As the beginning of the semester drew near, this 

estimate changed to 30 in one section and 20 in the other, and the decision was made to 

have the larger o f the two be the treatment group. In actuality, the control group totaled 

17 students who completed the pretest questionnaire, and of those, 9 completed the 

posttest for an attrition rate o f 47%. The treatment group consisted o f 20 who completed 

the pretest, and of those, 17 completed the posttest for an attrition rate o f 15%. 

Consequently, there was a large difference in the mortality of the two groups.

In measuring motivation using the MSLQ, there was no significant difference 

between the section o f students that was taught traditionally and the section that was 

taught using an experiential constructivist method. An analysis o f the written comments 

also seemed to show no difference between the two groups. Classroom observations 

demonstrated that there was a difference in the two methods but perhaps not enough to 

show a difference in motivation using such a low number of participants.

Experimental Mortality

It is extremely difficult to do applied research when the researcher has little 

control over the treatment and the selection o f the participants. Ideally, the researcher 

should randomly assign the students to each section. However, this is practically 

impossible. As mentioned earlier, this study was done using a convenience sample, in 

that the students could enroll in either section at their convenience. The researcher was
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not able to randomly place them in a section. "Non-equivalent comparison groups” is the 

main reason for the pretest-posttest design. If they were equivalent, then a posttest only 

would have been a better design.

In this study, the instructor did not know the reason for the poor posttest 

attendance for the control group. Were they absent because o f the method? Was their 

attendance poor the entire semester because o f the method? Further investigation needs to 

be conducted to see why the control group had such a high mortality rate.

It also points out that the study’s design had an subject mortality limitation, which, 

if  recognized earlier, perhaps could have been controlled. One implication for future 

research is to expect an attendance problem and control for it or start with larger 

enrollments. Also, using more qualitative methods, such as interviews, analysis o f 

reflection papers, and focus groups would enrich the data even with a small sample.

Teaching Methodology Control Problems

From the results o f the observations, the differences between the traditional and 

the constructivist methods may not have been great enough to show a difference in 

motivation. One hypothesis is that this could have been a result o f using the same 

instructor. The instructor in this study was comfortable with both methods but the course 

designs may not have been different enough to demonstrate a contrast in the dependent 

variables. Her greater comfort was with the constructivist method, so her traditional 

approach may have been a stretch, lacking sufficient and sustentative differences. This 

could be improved by having two different instructors. For the control group, a 

subsequent study could employ an instructor with a long tradition of teaching the course 

using "traditional" techniques. This, however, introduces other limitations that will need
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to be accounted for, such as general differences in personalities and the student's 

predisposition towards a particular instructor. Also, dropping the use o f primary source 

text in the control group completely would come closer to a traditional course design.

In retrospect, it also seems that the constructivist method should be changed so 

that the students do not hear a traditional presentation but leam to create a dialogue with 

other students, with the class as a whole, or in small groups. The instructor or the students 

can facilitate this. Students could complete oral reports as a learning experience for the 

entire class. However, this would require more up-front training of the students and even 

the instructor.

Furthermore, the constructivist section could be centered around the primary 

source text, instead o f the content sections from the traditional text. The primary source 

text could be used as a basis for the course outline. Students would, then, draw their 

knowledge and interpretations here. The traditional text could be dropped from the 

constructivist section.

Unfortunately, an unexpected death in the instructor’s family caused a three-week 

span of time where each section had someone different than the instructor o f record. This 

was at the beginning of the semester and may or may not have been a limitation in the 

study. There was no way to predict this, and there is no way to tell its exact affect at this 

time. It might have been minimized with more planned differences structured into the two 

methods.

Student/Instructor Developmenf

This researcher plans to approach the history department o f  a large university to 

replicate this study implementing the recommendations listed above. Getting an increase
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in the sampling method with a large convenience sample size could be easily 

accomplished with a larger number o f students in each section. This should help the 

quantitative analysis o f  the MSLQ data. An analysis o f  learning through comparisons o f 

final grades or a common exam could also improve the validity o f the study. Adding an 

analysis o f the reflection papers would help enhance the qualitative analysis o f the two 

sections. Also, conducting interviews with students in each section would help in 

understanding their motivation to leam.

However, one important factor becomes clear in the analysis o f the classroom 

observations. There is a need for staff development in the use o f experiential 

constructivist teaching methods. The instructor o f this method needs to be trained in the 

philosophy and details of this approach. The design needs to be experientially based and 

not a slight modification of a traditional classroom strategy. The instructor needs to be 

taught how to immerse the students in constructivist activities so that reflective papers 

and discussions result both in and out o f the classroom.

Trips need to be made to local museums and historical monuments so that the 

students can get a feel for the history they are studying. They also need to visit archives 

and databases on the web to find data on certain topics. The course needs to be structured 

around the primary sources that are available, and the instructor needs to be taught these 

related techniques o f instructional design. Also, the development o f a session that 

introduces the students to the ways of the historians is a necessity.

As mentioned earlier, several practical, everyday experiences can be used to teach 

the historian's trade using primary sources: examining a person's driver’s license, 

describing events, investigating a student's family tree or family events, photos, oral
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histories, memorabilia, local archive, museums, battlefields, as well as standard compiled 

primary source material. When activities are personalized, the students will have a deeper 

understanding o f even remote concepts (Carretero et al., 1997). Even assessment needs to 

be changed, for example by using the argumentative essay (Voss & Wiley, 1997).

Conclusion

This study showed that there appears to be no difference in learning motivation 

with students who are taught history in the traditional fashion and those taught using an 

experiential constructivist method. However, it is also apparent that enough limitations 

were identified after the fact to warrant the study's replication using a larger class, having 

the control section designed more distinctly as an established traditional class, and having 

the constructivist classroom be designed with more experiential techniques. Besides the 

motivation dependent variables, there also needs to be a tie to learning. Future research 

may be more effective if it more closely looks at this aspect o f student performance. 

Future research could analyze final grades and analyze the reflection papers for synthesis 

and interpretation. Much could be accomplished by improving the instructor's knowledge 

of experiential constructivist methods through faculty development. Finally, the course 

could be better designed to immerse students in the content matter o f various primary 

sources.

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



REFERENCES

Anderson, B. (1992). Task and reflection in learning to leam. In J. Mulligan & C. Griffin 
(Eds.), Empowerment through experiential learning: Explorations o f  good practice 
(pp. 239-246). London: Kogan Page.

Bandura, A. (1986). Social foundations o f  thought and action: A social cognitive theory. 
Englewood Cliffs, NJ: Prentice-Hall.

Belenky, M. F., Clinchy, B. M., Goldberger, N. R., & Tarule, J. M. (1986). Women's 
ways o f  knowing: The development ofself, voice and mind. New York: Basic Books.

Blanco, F., & Rosa, A. (1997). Dilthey's Dream. Teaching history to understand the 
future. International Journal o f  Educational Research, 27(3), 189-200.

Borries, B. V. (1997). Concepts o f historical thinking and historical learning in the 
perspective o f German students and teachers. International Journal o f  Educational 
Research, 27(3), 211-220.

Boud, D., & Walker, D. (1992). In the midst o f experience: Developing a model to aid 
learners and facilitators. In J. Mulligan & C. Griffin (Eds.), Empowerment through 
experiential learning: Explorations o f  good practice (pp. 163-169). London: Kogan 
Page.

Boud, D., Cohen, R., & Walker, D. (1993). Introduction: Understanding learning from 
experience. In D. Boud, R. Cohen, & D. Walker (Eds.), Using experience fo r  
learning (pp. 1-17). Buckingham, England: The Society for Research into Higher 
Education & Open University Press.

Boud, D., Keogh, R., & Walker, D. (1985). Introduction: What is reflection in learning. 
In D. Boud, R. Keogh & D. Walker (Eds.), Reflection: Turning experience into 
learning (pp. 7-17). London: Kogan Page.

Brakel, A. (1995). History Is in the Eye of the Beholder. Classroom Teacher's Idea 
Notebook. Social Education, 59(3), 149-150.

Bredderman, T. (1983). Effects o f activity-based elementary science on student
outcomes: A quantitative synthesis. Review o f  Educational Research, 5 3 ,499-518.

Brookfield, S. D. (1986). Understanding and facilitating adult learning. San Francisco: 
Jossey-Bass.

86

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



87

Brophy, J. (1983). Conceptualizing student motivation. Educational Psychologist, 18, 
200-215.

Bruner, J. S. (1966). On knowing: Essays fo r  the left hand. Cambridge, MA: Harvard 
University Press.

Bumard, P. (1989). Teaching interpersonal skills: A handbook o f  experiential learning 
fo r  health professionals. London: Chapman & Hall.

Carretero, M., Lopez, A., & Jacott, L. (1997). Explaining historical events. International 
Journal o f  Educational Research, 27(3), 245-253.

Carus, P (1908). Pragmatism. The Monist, 18, 321-362.

Chickering, A. W. (1977). Experience and learning: An introduction to experiential 
learning. New Rochelle, NY: Change Magazine.

Chu, J. M. (1996) Does real American history begin with Jamestown and Plymouth? 
Dialogue. OAH Magazine o f  History, 7/(1), 40-43.

Cobb, P. (1994), Constructivism in mathematics and science education. Educational 
Researcher, 23(1), 4.

Cohen, H. G. (1992). Two teaching strategies: Their effectiveness with students o f 
varying cognitive abilities. School Science and Mathematics, 92(3), 126-132.

Cranton, P. (1989). Planning instruction fo r  adult learners. Toronto: Wall & Thompson.

Darkenwald, G. G. & Merriam, S. B. (1982). Adult education: Foundations o f  practice. 
New York: Harper and Row.

Dean, G. J. (1993). Developing experiential learning activities fo r  adult learners. 
American Association for Adult and Continuing Education National Conference, 
Dallas, TX.

Deci, E. L. & Ryan, R. M. (1985). Intrinsic motivation and self-determination in human 
behavior. New York: Plenum.

Dev, P. C. (1997). Intrinsic Motivation and Academic Achievement: What Does Their 
Relationship Imply for the Classroom Teacher? Remedial and Special Education, 
18(1), 12-19.

Dewey, J. (1938). Experience and education. New York: Macmillan.

Dewey, J. (1964). The need for a philosophy of education. In R. D. Archambault (Ed.), 
John Dewey on education: Selected writings (pp. 3-14). New York: Random House. 
(Original work published 1934)

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



88

Dewey, J. (1972). My pedagogic creed. In Southern Illinois University (Ed.), John
Dewey: Early Essays (pp. 84-95). Carbondale, IL: Southern Illinois University Press. 
(Original work published 1897)

Dewey, J. (1984). The development o f American pragmatism. In J. A. Boydston (Ed.), 
John Dewey: The later works, 1925-1953 (pp. 3-21). Carbondale, IL: Southern 
Illinois University Press. (Original work published 1925)

Driver, R., Asoko, H., Leach, J., Mortimer, E., & Scott, P. (1994). Constructing scientific 
knowledge in the classroom. Educational Researcher, 25(7), 5-12.

Enns, C. Z. (1993). Integrating separate and connected knowing: The experiential 
learning model. Teaching o f  Psychology, 20(1), 7-13.

Flick, L. B. (1993). The meanings o f hands-on science. Journal o f  Science Teacher 
Education, 4(1), 1-8.

Freire, P. (1970a). Pedagogy o f  the oppressed (M. B. Ramos, Trans.). New York: Herder 
and Herder.

Freire, P. (1970b). Pedagogia do oprimido. Rio de Janeiro, Brasil: Paz e Terra.

Garcia, T., & Pintrich, P. R. (1996). Assessing students' motivation and learning 
strategies in the classroom context: The Motivated Strategies for Learning 
Questionnaire. In M. Birenbaum & F. J. R. C. Dochy (Eds.), Alternatives in 
assessment o f achievements, learning processes and prior knowledge (pp. 319-339). 
Boston: Kluwer.

Gass, M. (1992). Theory and practice. The Journal o f  Experiential Education, 15(2), 6-7.

Gelwick, B. P. (1985). Cognitive development o f women. In N. J. Evans (Ed.),
Facilitating the development o f  women (pp. 29-44). San Francisco: Jossey-Bass.

Gliner, J. A., & Morgan, G. A. (2000). Research methods in applied settings: An 
integrated Approach to design and analysis. Mahwah, NJ: Erlbaum.

Goldberg, M. (1996). Expanding the possibilities o f the U.S. survey through student- 
directed teaching and learning. OAH Magazine o f  History, 10(2), 43-47.

Hallden, O. (1997). Conceptual change and the learning o f history. International Journal 
o f Educational Research, 27(3), 201-210.

Hartshorn, R. L., & Nelson, R. L. (1990, March). Hands-on science instruction in the 
rural elementary school: A strategy to reduce the high school dropout rate. Paper 
presented at the Rural Education Symposium o f the American Council on Rural 
Special Education and the National Rural and Small Schools Consortium, Tucson, 
AZ.

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



89

James, W. (1907). Pragmatism: A new name fo r some old ways o f  thinking. Cambridge, 
MA: Harvard University Press.

Joplin, L. (1981). On defining experiential education. The Journal o f  Experiential 
Education, 4(1), 17-20.

Kars, M. (1997). History in a grain o f sand: Teaching the historian's craft. Journal o f  
American History; 8 3 ,1340-1345.

Keeton, M., & Tate, P. (1978). Editor's notes: The boom in experiential learning. In M. 
Keeton & P. Tate (Eds.), Learning by experience - what, why, how (pp. 1-8). San 
Francisco: Jossey- Bass.

Kitching G. (1988). Karl Marx and the philosophy o f  praxis. London: Routledge.

Knowles, M. S. (1980). The modem practice o f  adult education: From pedagogy to 
andragogy (Revised). Englewood Cliffs, NJ: Prentice Hall.

Kolb, D. A. (1984). Experiential learning: Experience as the source o f  learning and 
development. Englewood Cliffs, NJ: Prentice-Hall.

Kolb, D., & Fry, R. (1975). Toward an applied theory o f experiential learning. In C. 
Cooper (Ed.), Theories o f  group processes (pp. 33-57). London: John Wiley.

Lawson, A. E., Abraham, M. R., & Renner, J. W. (1989). A theory o f instruction: Using 
the learning cycle to teach science concepts and thinking skills (NARST Monograph 
No. 1). The National Association for Research in Science Teaching (NARST).

Lee, P., Dickinson, A., & Ashby, R. (1997). "Just another emperor": Understanding 
action in the past. International Journal o f  Educational Research, 27(3), 233-244.

Leske, G. (1994). Experiential Education [Theme Issue]. The Agricultural Education 
Magazine, 67(3).

Lewis, L. H., & Williams, C. J. (1994). Experiential learning: Past and present. In L. 
Jackson & R. S. CafTarella (Eds.), Experiential learning: A new approach (pp. 5-16). 
San Francisco: Jossey-Bass.

Marek, E. A., Eubanks, C., & Gallaher, T. H. (1990). Teachers' understanding and the use 
o f the learning cycle. Journal o f  Research in Science Teaching, 27, 821-834.

Maslow, A. (1954). Motivation and personality. New York: Harper.

McLellan, D. (1969). The Young Hegelians and Karl Marx. New York: Praeger.

Merriam, S. B., & CafTarella, R. S. (1999). Learning in adulthood: A comprehensive 
guide (2nd ed.). San Francisco: Jossey-Bass.

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



90

Miller, D. W. (1995). Teaching students to think like historians—The great American 
history machine. Journal o f  Computing in Higher Education, 7(1), 33-43.

Miller, M. D. (1994). Envisioning the future and workplace education. Lincoln, NE: 
University Council for Vocational Education.

Morgan, G. A., & Griego, O. V. (1998). Easy use and interpretation o f  SPSS fo r  
Windows: Answering Research Questions with Statistics. Mahwah, NJ: Erlbaum.

Morgan, G. A., Griego, O. V., & Gloeckner, G. (in press). Using SPSS fo r  Windows: An 
introduction to use and interpretation. Mahwah, NJ: Erlbaum.

O’Malley, M., & Rosenzweig, R. (1997). Brave new world or blind alley? American 
History on the World Wide Web. Journal o f  American History, 84, 132-55.

Obrochta, W. B., & Evans, S. B. (1996). Exploring history through primary sources: A 
teachers' institute. 0 AH Magazine o f  History, 70(3), 48-50.

Oldfather, P., & Dahl, K. (1995). Toward a social constructivist reconceptualization o f  
intrinsic motivation fo r  literacy learning. Office o f Educational Research and 
Improvement (ED), Washington, DC. (ERIC Document Reproduction Service No. 
ED 384 009)

Patton, M. Q. (1990). Qualitative evaluation and research methods. Newbury Park, CA: 
Sage.

Peirce, C. S. (1878). How to make our ideas clear. Popular Science Monthly, 7, 286-302.

Peirce, C. S. (1905). What pragmatism is. The Monist, 15, 161-181.

Perry, W. (1970). Forms o f  intellectual and ethical development in the college years.
New York: Holt, Rinehart & Winston.

Petri, Herbert L. (1996). Motivation: Theory, research, and applications (4th ed.) Pacific
Grove, CA: Brooks/Cole

Phillips, D. C. (1995). The good, the bad, and the ugly: The many faces o f 
constructivism. Educational Researcher, 24(7), 5-12.

Pintrich, P. R., & Schunk, D. H. (1996). Motivation in education: Theory, research, and 
applications. Englewood Cliffs, NJ: Merrill.

Pintrich, P. R., Smith, D. A. F., Garcia, T., & McKeachie, W. J. (1991). A manual fo r  the 
use o f  the Motivated Strategies fo r  Learning Questionnaire (MSLQ). Ann Arbor, MI: 
The University o f Michigan, The National Center for Research to Improve 
Postsecondary Teaching and Learning.

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



91

Pintrich, P. R., Smith, D. A. F., Garcia, T., & McKeachie, W. J. (1993). Reliability and 
predictive validity o f the Motivated Strategies for Learning Questionnaire (MSLQ). 
Educational and Psychological Measurement, 53, 801-813.

Remnet, V. L. (1989). Understanding older adults: An experiential approach to learning. 
Lexington, MA: D.C. Heath.

Rogers, C. R. (1961). On becoming a person. Boston: Houghton Mifflin.

Rossman, A. D. (1993). Managing hands-on inquiry. Science and Children, 3/(1), 35-37.

Saunders, W. L. (1992). The constructivist perspective: Implications and teaching 
strategies for science. School Science and Mathematics, 92(3), 136-141.

Schiller, F. C. S. (1907). Studies in Humanism. London: Macmillan.

Schon, D. A. (1983). The reflective practitioner: How professionals think in action. New 
York: Basic Books.

Sherman, D., Grunfeld, A. T., Markowitz, G., Rosner, D., & Heywood, L. (1998). World 
civilizations: Sources, images, and interpretations. Boston: McGraw-Hill

Shrock, A. A., & Shrock, R. (1994). Engaging the past. Journal o f  American History, 81, 
1093-1098.

Shymansky, J. A., Kyle, W. C., Jr., & Alport, J. M. (1983). The effects o f new science 
curricula on student performance. Journal o f  Research in Science Teaching, 20, 387- 
404.

Sutter, D. S. (1994). How to plan an educational visit on historic site. Teaching History:
A Journal o f  Methods, 19(2) 71-76.

Taylor, T. (1994). Using the simulation "civilization" in a world history course. History 
Microcomputer Review, 10( 1), 11-16.

The Oxford English dictionary (2nd ed., Vol. 12). (1989). Oxford: Clarendon.

Tisdell, E. J. (1993). Feminism and adult learning: Power, pedagogy, and praxis. In S. B. 
Merriam (Ed.), An update on adult learning theory (pp. 91-103). San Francisco: 
Jossey-Bass.

von Glasersfeld, E. (1995). A constructivist approach to teaching. In L. P. Steffe & J. 
Gale (Eds.) Constructivism in education. Hillsdale, NJ: Erlbaum.

Voss, J. F., & Wiley, J. (1997). Developing understanding while writing essays in 
history. International Journal o f  Educational Research, 27(3), 255-265.

Votaw, J. F. (1994). The military museum as classroom. Teaching History: A Journal o f  
Methods, 19(2) 65-70.

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



92

Wiesner, M. E., Wheeler, W. B., Doeringer, F. M., & Page, M. E. (1997). Discovering 
the global past: A look at the evidence. Boston: Houghton Mifflin.

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



APPENDIX A - MOTIVATED STRATEGIES FOR LEARNING

QUESTIONNAIRE (MSLQ) SUBSCALES

93

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



Motivated Strategies for Learning Questionnaire (MSLQ) Subscales 

Intrinsic Goal Orientation

I. In a class like this, I prefer course material that really challenges me so 1 can learn new

things.

16. In a class like this, I prefer course material that arouses my curiosity, even if it is 

difficult to learn.

22. The most satisfying thing for me in this course is trying to understand the content as 

thoroughly as possible.

24. When I have the opportunity in this class, I choose course assignments that I can leam 

from even if they don’t guarantee a good grade.

Extrinsic Goal Orientation

7. Getting a good grade in this class is the most satisfying thing for me right now.

II . The most important thing for me right now is improving my overall grade point 

average, so my main concern in this class is getting a good grade.

13. If I can, I want to get better grades in this class than most of the other students.

3 0 .1 want to do well in this class because it is important to show my ability to my family, 

friends, employer, or others.
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Task Value

4 .1 think I will be able to use what I learn in this course in other courses.

10. It is important for me to leam the course material in this class.

1 7 .1 am very interested in the content area of this course.

2 3 .1 think the course material in this class is useful for me to leam.

2 6 .1 like the subject matter of this course.

27. Understanding the subject matter of this course is very important to me.

Control Beliefs

2. If I study in appropriate ways, then I will be able to leam the material in this course.

9. It is my own fault if  I don’t leam the material in this course.

18. If I try hard enough, then I will understand the course material.

25. If I don’t understand the course material, it is because I didn’t try hard enough.

Self-Efficacy

5 .1 believe I will receive an excellent grade in this class.

6. I’m certain I can understand the most difficult material presented in the reading for this 

course.

12. I’m confident I can leam the basic concepts taught in this course.
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IS. I’m confident I can understand the most complex material presented by the instructor 

in this course.

20. I’m confident I can do an excellent job on the assignments and test in this course.

21.1 expect to do well in this class.

29. I’m certain I can master the skills being taught in this class.

31. Considering the difficulty of this course, the teacher, and my skills, I think I will do 

well in this class.

Test Anxiety

3. When I take a test I think about how poorly I am doing compared with other students.

8. When I take a test I think about items on other parts o f the test I can’t answer.

14. When I take tests I think of the consequences o f failing.

19.1 have an uneasy, upset feeling when I take an exam.

2 8 .1 feel my heart beating fast when I take an exam.
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Your Code (Birth Month+Last 2 Phone Digits+Mother's First Initial):.

Motivated Strategies for Learning Questionnaire
Beginning of the Course

The following questions ask about you motivation for and attitudes about this class. 
Remember there are no right or wrong answers, just answer as accurately as
possible. Use the scale below to answer the questions. If  you think the statement is very 
true o f you, circle 7; if a statement is not at all true o f you, circle I. If the statement is 
more or less true o f you, find the number between 1 and 7 that best describes you.

not at all 
true o f me

very true 
o f me

1. In a class like this, I prefer course material that really 
challenges me so I can leam new things.

2 3 4 5 6

2. If I study in appropriate ways, then I will be able to 
leam the material in this course.

2 3 4 5 6

3. When I take a test I think about how poorly I am doing 
compared with other students.

2 3 4 5 6

4. I think I will be able to use what I leam in this course in 
other courses.

2 3 4 5 6

5. I believe I will receive an excellent grade in this class. 2 3 4 5 6

6. I’m certain I can understand the most difficult material 
presented in the reading for this course.

2 3 4 5 6

7. Getting a good grade in this class is the most satisfying 
thing for me right now.

2 3 4 5 6

8. When I take a test I think about items on other parts o f 
the test I can’t answer.

2 3 4 5 6

9. It is my own fault if I don’t leam the material in this 
course.

2 3 4 5 6

10. It is important for me to leam the course material in this 
class.

2 3 4 5 6

11. The most important thing for me right now is improving 
my overall grade point average, so my main concern in 
this class is getting a good grade.

2 3 4 5 6

12. I’m confident I can leam the basic concepts taught in 
this course.

2 3 4 5 6

13. If I can, I want to get better grades in this class than 
most o f the other students.

2 3 4 5 6

14. When I take tests I think o f the consequences o f failing. 2 3 4 5 6

Please continue to the next page.
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not at all very true
true o f me o f me

15. I'm  confident I can understand the most complex 
material presented by the instructor in this course.

1 2 3 4 5 6 7

16. In a class like this, I prefer course material that arouses 
my curiosity, even if it is difficult to leam.

1 2 3 4 5 6 7

17. I am very interested in the content area o f this course. 1 2 3 4 5 6 7

18. If I try hard enough, then I will understand the course 
material.

1 2 3 4 5 6 7

19. I have an uneasy, upset feeling when I take an exam. 1 2 J 4 5 6 7

20. I’m confident I can do an excellent job on the 
assignments and test in this course.

1 2 3 4 5 6 7

21. I expect to do well in this class. 1 2 3 4 5 6 7

22. The most satisfying thing for me in this course is trying 
to understand the content as thoroughly as possible.

1 2 3 4 5 6 7

23. I think the course material in this class is useful for me 
to leam.

1 2 3 4 5 6 7

24. When I have the opportunity in this class, I choose 
course assignments that I can leam from even if they 
don’t guarantee a good grade.

1 2 3 4 5 6 7

25. If I don’t understand the course material, it is because I 
didn’t try hard enough.

1 2 3 4 5 6 7

26. I like the subject matter o f this course. 1 2 3 4 5 6 7

27. Understanding the subject matter o f this course is very 
important to me.

1 2 3 4 5 6 7

28. I feel my heart beating fast when I take an exam. 1 2 3 4 5 6 7

29. I’m certain I can master the skills being taught in this 
class.

1 2 3 4 5 6 7

30. I want to do well in this class because it is important to 
show my ability to my family, friends, employer, or 
others.

1 2 3 4 5 6 7

31. Considering the difficulty o f this course, the teacher, 1 2 3 4 5 6 7
and my skills, I think I will do well in this class.

Please continue to the next page.

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



100

1. Gender (circle one). Female Male

2. What year did you graduate from high school?___________________________

3. How many other college level courses have you passed?___________________

3. Please take a minute to consider why you are taking this course and what you expect to 
leam from it. Include any thoughts about your expectations to leam the material and/or 
about how you leam best.

Thank You for Participating in This Study
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Your Code (Birth Month+Last 2 Phone Digits+Mother’s First Initial):

Motivated Strategies for Learning Questionnaire 
End of the Course

The following questions ask about your motivation for and attitudes about another history class 
using teaching methods similar to the one you are completing. Remember there are no right
or wrong answers, just answer as accurately as possible. Use the scale below to answer the 
questions. If you think the statement is very true of you, circle 7; if a statement is not at all true of 
you, circle 1. If the statement is more or less true of you, find the number between 1 and 7 that
best describes you.

not at all very true
true o f me o f me

1. In a class like this, I prefer course material that really 
challenges me so I can leam new things.

2 3 4 5 6 7

2. If I study in appropriate ways, then I will be able to 
leam the material in this course.

2 3 4 5 6 7

3. When I take a test I think about how poorly I am doing 
compared with other students.

2 3 4 5 6 7

4. I think I will be able to use what I leam in this course in 
other courses.

2 3 4 5 6 7

5. I believe I will receive an excellent grade in this class. 2 3 4 5 6 7

6. I’m certain I can understand the most difficult material 
presented in the reading for this course.

2 3 4 5 6 7

7. Getting a good grade in this class is the most satisfying 
thing for me right now.

2 3 4 5 6 7

8. When I take a test I think about items on other parts of 
the test I can’t answer.

2 3 4 5 6 7

9. It is my own fault if I don’t leam the material in this 
course.

2 3 4 5 6 7

10. It is important for me to leam the course material in this 
class.

2 3 4 5 6 7

11. The most important thing for me right now is improving 
my overall grade point average, so my main concern in 
this class is getting a good grade.

2 3 4 5 6 7

12. I’m confident I can leam the basic concepts taught in 
this course.

2 3 4 5 6 7

13. If I can, I want to get better grades in this class than 
most of the other students.

2 3 4 5 6 7

14. When I take tests I think o f the consequences o f failing. 2 3 4 5 6 7

Please continue to the next page.
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not at all very true
true o f me of me

15. I’m confident I can understand the most complex 
material presented by the instructor in this course.

1 2 3 4 5 6 7

16. In a class like this, I prefer course material that arouses 
my curiosity, even if it is difficult to leam.

1 2 3 4 5 6 7

17. I am very interested in the content area o f this course. I 2 3 4 5 6 7

18. If I try hard enough, then I will understand the course 
material.

1 2 3 4 5 6 7

19. I have an uneasy, upset feeling when I take an exam. 1 2 3 4 5 6 7

20. I’m confident I can do an excellent job on the 
assignments and test in this course.

1 2 3 4 5 6 7

21. I expect to do well in this class. 1 2 3 4 5 6 7

22. The most satisfying thing for me in this course is trying 
to understand the content as thoroughly as possible.

1 2 3 4 5 6 7

23. I think the course material in this class is useful for me 
to leam.

1 2 3 4 5 6 7

24. When I have the opportunity in this class, I choose 
course assignments that I can leam from even if they 
don’t guarantee a good grade.

1 2 3 4 5 6 7

25. If I don’t understand the course material, it is because I 
didn’t try hard enough.

1 2 3 4 5 6 7

26. I like the subject matter o f this course. 1 2 3 4 5 6 7

27. Understanding the subject matter o f this course is very 
important to me.

1 2 3 4 5 6 7

28. I feel my heart beating fast when I take an exam. 1 2 3 4 5 6 7

29. I’m certain I can master the skills being taught in this 
class.

1 2 3 4 5 6 7

30. I want to do well in this class because it is important to 
show my ability to my family, friends, employer, or 
others.

1 2 3 4 5 6 7

31. Considering the difficulty o f this course, the teacher, I 2 3 4 5 6 7
and my skills, I think I will do well in this class.

Please continue to the next page.
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Please take a minute to consider why you took this course and if you learned what you 
expected to leam from it. Include any thoughts about your expectations to leam the 
material.

Thank You for Participating in This Study
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COLORADO STATE UNIVERSITY
INFORMED CONSENT TO PARTICIPATE IN A RESEARCH PROJECT

TITLE OF PROJECT: A Study of Motivation in an American History Course 

NAME OF PRINCIPAL INVESTIGATOR: William Timpson 

NAME OF CO-INVESTIGATOR: Don Quick

CONTACT NAME AND PHONE NUMBER FOR QUESTIONS/PROBLEMS:
Don Quick (970) 491-4683

PURPOSE OF THE RESEARCH:
This research is to study the effects of teaching methods on a student's motivation to leam. 

PROCEDURES/METHODS TO BE USED:
You will be given a questionnaire during the first two weeks of class that will ask you to answer 
questions concerning your classroom motivation. It should take approximately 30 minutes to 
complete. It will be anonymous, thus the instructor will have no knowledge of how you answered 
the questions. There is no right or wrong answer, just answer as accurately as possible. There will 
be another similar questionnaire given during the last two weeks of class. Participation (or lack of 
participation) will not affect your class grade.

RISKS INHERENT IN THE PROCEDURES:
There are no known risks. However, it is not possible to identify all potential risks in research 
procedures, but the researchers have taken reasonable safeguards to minimize any known and 
potential, but unknown, risks.

BENEFITS:
Participating in this study should help the researchers improve the teaching methods used in the 
college classroom to help improve learning. There are no known direct benefits for participants.

CONFIDENTIALITY:
Your name will not be on the questionnaire. Because a connection will be made between the first 
and second questionnaires, you will be asked to make up a unique code by listing your birth 
month, the last 2 digits of your current phone number and your mother’s first initial. The 
researchers will not know your code; they will just match the codes from the first and second 
questionnaires together.

LIABILITY:
The Colorado Governmental Immunity Act determines and may limit Colorado State University's 
legal responsibility if an injury happens because of this study. Claims against the University must 
be filed within 180 days of the injury.

Questions about subjects' rights may be directed to Celia S. Walker at (970) 491-1563.

Page 1 of 2 Participant's initials_______ Date
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PARTICIPATION:

Your participation in this research is voluntary. If you decide to participate in the study, you may 
withdraw your consent and stop participating at any time without penalty or loss of benefits to 
which you are otherwise entitled. Participation (or lack of participation) will not effect your class 
grade.

Your signature acknowledges that you have read the information stated and willingly sign this 
consent form. Your signature also acknowledges that you have received, on the date signed, a 
copy of this document containing 2 pages.

Participant name (printed)

Participant signature Date

Witness to signature (project staff) Date

participant for the described research. The nature and general purpose of the project have been

PARENTAL SIGNATURE FOR MINOR

As parent or guardian you authorize (print name) to become a

satisfactorily explained to you by 
precautions will be observed.

and you are satisfied that proper

Minor's date of birth

Parent/Guardian name (printed)

Parent/Guardian signature Date

Page 2 of _2_ Participant's initials Date
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