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ABSTRACT

A COMPARATIVE STUDY OF HUMANISM AND PRAGMATISM
AS THEY RELATE TO DECISION MAKING
IN INSTRUCTIONAL DEVELOPMENT PROCESSES

By

Thomas Luiz

This is an exploratory study aimed at discovering some
of the philosophical assumptions that may undergird the
conceptual framework of instructional development as a
subset of educational technology. It sought to answer the
question whether a philosophical investigation of
instructional practices would provide a framework for
enabling instructional developers to make better and more
consistent decisions.

Given that instructional developers possess a personal
philosophy and a composite statement based on personal
beliefs and attitudes, this study is directed at finding
the implications of an instructional developer using a
philosophical position as a device to filter instructional
development decisions.

It was assumed that consistency in decision making

with a philosophical position could not only affect
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instructional development systems, but also provide a
conceptual framework for theory building in educational
technology.

To achieve this purpose, a philosophical investigation
was initiated in which the twenty-four decision points of
the Instructional Development Institute (IDI) Model were
examined individually from the philosophies of Pragmatism
as advocated by Charles Peirce and William James, and of
Humanism, as advanced by Abraham Maslow and Jacques
Maritain.

Since the twenty-four decision 'points' are more aptly
described as decision processes,. example decision points
were generated for each process as specific questions that
an instructional developer would typically respond to.
These were examined from the pragmatist and humanist view-
points; illustrative examples were added and congruences
(agree or disagree) variabilities (agree with reservation),
and empty sets (questions not responded to by the two
philosophies) of the philosophical views with each of these
decision points were recorded.

It was found that a pragmatist would make instruction-
al development decisions mostly similar to the ones contain-
ed in the twenty-four decision processes of the IDI Model.
The humanists would make decisions, sometimes similar to

those in the IDI Model, but in a large number of cases
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would either agree in a guarded fashion, or even reject
them. The analysis did not, however, state whether these
differently conformed systems performed with any signifi-
cant difference in terms of their respective effects on
learners.

This study could be viewed as a first in a series of

more refined and incisive studies yet to be undertaken.
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CHAPTER I

PURPOSE OF THE STUDY

The present research is an exploratory study aimed at
discovering some of the philosophical assumptions that may
undergird the conceptual framework of instructional develop-
ment which forms part of educational technology.

This study seeks to investigate the feasibility of a
fresh methodological approach through which a specific
instructional development process will be examined from two
philosophical perspectives, i.e., Humanism and Pragmatism.
Such a comparative study, it is hoped, would reveal either
the presence or the absence, in varying degrees, of a
discernible strain of philosophical thought inherent in
such instructional processes, programs and policies. A
conscious disclosure of wuninvestigated and unsuspected
ideological leanings may contribute to areas of meaningful
theory-building and research by educational technologists.

This chapter is designed to provide the background for

initiating such a study.
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DEFINING EDUCATIONAL TECHNOLOGY

In 1972, the Association for Educational Communi-
cations and technology (AECT) issued a statement defining
the field of Educational Technology:

Educational technology is a field involved

in the facilitation of human learning through the

systematic identification, development, organi-

zation, and utilization of a full range of learn-

ing resources, and through the management of

these processes. It includes, but is not limited

to, the development of instructional systems, the

identification of existing resources, the de-

livery of resources to learners, and the manage-

ment of tEese processes and the people who per-

form them.

Donald P. Ely, chairman of the Definition and Termi-
nology Committee, AECT, ascribed this final formulation of
the field of educational technology to a group of experts
like Kenneth Silber, Kenneth Norberg, Geoffrey Squires,
Gerald M. Torkelson, Robert Heinich, Charles F. Hoban, Jr.,
Wesley Meierhenry, and more than 100 members of the AECT
who participated in its open hearings.2 This 1list
constituted the cream of top-level professionals in the
field of educational technology who had been pioneers and
guiding spirits in the gradual emergence of a profession
that sought to answer the question, "what field are we
in?'3 For a relatively young profession that began as
"audiovisual instruction,™ was then renamed instructional
technology, and, finally, came to be known as educational

technology, this search for identity has remained an

agonizing process.
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QUEST FOR PROFESSIONAL IDENTITY
The quest for professional identity has been one of
the main preoccupations of the proponents of educational

technology. In the very first issue of AV Communication

Review (1953), the new research journal of the Department
of Audio-Visual Instruction (DAVI), James D. Finn examined
the characteristics of a profession.

A profession has, at least, these character-
istics: (a) an 1intellectual technique, (b) an
application of that technique to the practical
affairs of man, (c) a period of 1long training
necessary before entering the profession, (d) an
association of the members of the profession into
a closely-knit group with high quality of communi-
cation between members, (e) a series of standards
and a statement of ethics which is enforced, and
(f) an organized body of intellectual theory
constantly expanding by research.

Recognized nationally and internationally as an
authority on instructional technology, Finn had, throughout
his professional 1life, demonstrated his commitment ¢to
education and to this growing field of specialty which
sought to extend education into an age of technology. He
explored the impact, implications, and consequences of
technology that was revolutionizing education and paral-
lelled these efforts by challenging, goading, attacking,
and, occasionally, indicting the academic establishment in
a scholarly concern for professionalizing the field.

For Finn, philosophizing was an essential component if

one were to go beyond the expedient.5

Examining the status of audiovisual education through
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the application of the six tests of a profession, Finn
found that audiovisual personnel did have (a) an intel-
lectual technique, and that they competently met the test
of (b) application of technique to practice. The require-
ment of (c) a long period of training as a necessity for
professionalization was not met at all, while (d) an associ-
ation of members with high quality of communication, and
(e) a code of standards and ethics did exist, but func-
tioned inadequately. On the test of (f) an organized body
of intellectual theory constantly expanding by research,
audiovisual education rated such 1low scores that failure
was the only possible grade.6

The prognosis? Everything added up, "in the opinion of

the writer, to the simply stated fact that the audiovisual

field is not yet a profession."7

NEED FOR SYSTEMATIC THEORY AND RESEARCH

For Finn, the "most fundamental and most important
characteristic of a profession"8 was the sixth and the
last--that the technique of a profession is founded upon a
body of systematic theory and research constantly being
expanded by research and thinking within the profession.
This was a serious lacuna in the profession and may have
been the result when audiovisual personnel seeking to apply
the fruits of technology to the educational process began
to place a premium on "practicality" while eschewing the

"theoretical."
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In 1977, Gerald Torkelson examined major articles,
research abstracts, book reviews, etc., that were published

in the AV Communication Review, with regard to the

evolution of theory and research in the profession and
passed his own verdict: "We have a body of theory, but, I
would argue, not organized and integrated to provide bases
for judging the relative merits of theories nor for
organizing future inquiry on any agreed-upon path."9

Alfred North Whitehead once said:

« « « The practice of a profession cannot be
disjoined from its theoretical understanding and

vice versa ... The antithesis to a profession

is the avocation based upon customary activities

and modifi&d by the trial and error of individual

practice.

Excepting three studies, Finn found that theoretical
formulations in audiovisual education lacked both depth and
direction. Much of the professional inadequacies like the
scarcity of intellectually stimulating content both at
meetings and in journals was traceable to a lack of
theoretical direction.

Without a theory which produces hypotheses

for research, there <can be no expanding of

knowledge and technique. And without a constant

attempt to assess practice so that the theoreti-

cal implications may be teased out, there can be

no assurance that we will ever hiye a theory or

that our practice will make sense.

AECT DEFINES EDUCATIONAL TECHNOLOGY
Twenty-five years after James Finn had made the

assessment and found the instructional technology field
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wanting as a profession, the AECT Task Force of Definition
and Terminology in 1977, after a l4-year study, published
Educational Technology: Definition and Glossary of

Terms,12 a monumental work, which was appropriately

dedicated to "James D. Finn and Sidney C. Eboch..." The
Association for Educational Communications and Technology
officially endorsed the definition (Part A) of Educational
Technology and the process through which the Glossary (Part
B) was developed. It was resolved that educational technolo-
gy, as a theoretical construct, as a field, and as a pro-
fession met all the criteria, first postulated by Finn and
later amplified to be more inclusive, and that the people
engaged in this profession might be called "educational
technologists."13

Although the AECT publication was based on a new
conceptual framework which was the "best available at the
time,"14 it also recognized the validity of other theo-

retical frameworks and pledged continuous re-evaluations to

reflect changing concepts, terminology, and definitions.

THE PROBLEM
Even after sixty years of growth and progress, edu-
cational technology as a profession, despite some strong
theoretical advances which were grounded in research, looks
still for a definitive maturation in an integrative and

unifying philosophy.
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After having examined Dewey's educational progres-
sivism with its cognitive-developmental psychology,
Kohlberg and Mayer concluded that the developmental defi-
nition of educational aims and processes require both the
method of philosophy or ethics and the method of psychology
or science. "The justification of education as development
requires a philosophic statement explaining why a higher
stage 1is a better or more adequate stage."15 Bass,
Lumsden, and Dills disagreed saying that there was no valid
reason to believe this claim that the 1lack of impact
through instructional development 1is rooted in a basic
deficiency in the conceptual underpinnings of our techno-
logy.16 Rare is the single study that has direct appli-
cation to instructional practices, William Winn stated, as
he studied the distinction between basic research, that has
the primary aim of building theory, and applied research,
that aims at solving immediate practical problems. His con-
clusion: it is unwise and unnecessary to sever theory from

practice.17

The 1979 Lake Okoboji Leadership Conference
examined how educational technology could be promoted and
found that one of the major problems confronting education-
al technologists is the fact that the research upon which
"the organized body of knowledge" is based is fragmentary

and sometimes contradictory.18

Since theory, in a general
sense, is a synthesis of observations of relationships, it

said that "a researcher's philosophy regarding how people
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register sensory impressions may gquide his quest for expla-
nations."19
As James Finn wistfully remarked, "somehow, somebody,
someday is going to figure out how to put these things
together into a fairly useful order of instruction to solve

20

specific problems." Will such a philosophy, if ever,

come into being?

RATIONALE OF THE STUDY

The AECT as a professional organization of educational
technologists acknowledges the viability as well as the
desirability of other conceptual frameworks which would
seek to establish its professional identity, especially in
its fundamental task of building up a body of systematic
theory and research which, in turn, would advance the
facilitation of learning. "To improve learning," said David
Hawkridge, "educational technologists require a stronger
repertoire than they have now. There has been considerable
confusion ... because educational technologists have been
eclectic without taking the trouble to understand the

21 Educational technology

sources they have exploited."
has drawn and continues to draw from various sources and
disciplines and, despite occasional predilections and
avowed preferences to certain learning theories, practice
and research tendencies, remains essentially an open

system, permeable to unifying inputs from the world of

education, communication and technology.
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The question may now be asked: will a philosophical
investigation of educational and instructional practices
and techniques prove to be a fruitful undertaking which
will provide a framework that enables instructional
developers to make better and more consistent decisions?
Before one affirms its justifiable viability, we need to

understand what a philosophical inquiry involves.

SEARCH FOR PHILOSOPHY

The roots of any science can be traced back into phi-
losophy. The seminal ideas contained in the writings of
Greek philosophers became through the efforts of 1later
generations of thinkers the central ideas of western
philosophy and science.

While such searching for philosophical roots

can take on the nature of a rather pointless

academic game, and while it 1is often the case

that such procedures are used to legitimize

rather poorly thought-out ideas, it is, neverthe-

less, true that it 1is very often difficult to
understand why a particular scientific theory was
formulated qﬁfhout understanding its philosophi-

cal origins.

Aristotle once remarked that everyone adheres to a
philosophy whether he or she is aware of it or not. The
guiding pattern in the life of every person is his or her
philosophy, or his or her "inarticulate major premises" as
Justice Oliver Wendell Holmes once put it.23

Donald Ely, who observed that the use of the word

'philosophy' in this sense of personal attitudes and
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convictions would dilute its original intent, found it,
nevertheless, a useful point of departure. He acknowledged
that it is only right that there should be a philosophy of
instructional technology and that it should vary from
individual to individual. According to Ely, such a philoso-
phy, although autobiographical in nature, is a "composite

statement based on beliefs, concepts and attitudes from
24

which personal purpose and direction are derived."

As a developed study and discipline, philosophy has
for its purpose the analysis and clarification of human
aims and actions, problems and ideals. As a synthesis,
philosophy attempts to work out a correct and integrated
view of the universe, human nature, and society.

"Philosophy is the establishment of coherent meaning
in the whole domain of thought," wrote Susanne Lanc_;er.25

The domain of thought might vary according to the
scope of people's factual knowledge and the range of their
imagination. When it is predominantly factual, verifiable
propositions logically strung together may generate

science; theological beliefs could result from speculations

on a core of personal and social values.

ROLE OF PHILOSOPHY
Whatever be the outcome, the establishment of coherent
meanings is not a simple process which would be achieved

through 1logical analysis from a set of premises that are
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situated or invented in vacuo. The function of the philos-
opher is to draw from major branches of various disci-
plines the data and premises that are particularly relevant
to problems, broad generalizations and audacious syntheses.
The philosopher should weave back and forth between fact
and theory to be objective in conclusion and faithful to

the rigors of logic.

A 'REAL' PERSONAL PHILOSOPHY

A lived-in experience, a substratum of commonsense
notions which are analyzed, and basic concepts that are
endowed with adequate meanings should trigger off the
initial thought processes. Through progressive elaboration
and articulation, a philosophical thinker would be able to
establish coherent meanings, but his point of departure
remains a field that is real.

It is in an experiential world of lived realities that
many a 'personal philosophy' finds its 1locus which, in
turn, provides a personalized perspective of viewing and
understanding the environment. Gilbert K. Chesterton once
stated that the most practical and important thing about a
man was still his view of the universe. It is important for
a general, who is about to fight an enemy, to know the
enemy's numbers, but still more important for him to know
the enemy's philosophy. Quoting Chesterton in his lecture

delivered at the Lowell Institute in Boston on November 14,
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1906, William James stated:
I think with Mr. Chesterton in this matter.

I know that you, Ladies and Gentlemen, have a

philosophy, each and all of you, and the most

interesting and important thing about it is the

way in which it d%ﬁgrmines the perspectives in

your several worlds.

Since the goal of every branch of education is to
facilitate and improve the quality of human learning, "the
uniqueness of educational technology, and, therefore, its
reason for being, lies in the philosophical and practical

approach it takes toward fulfilling this purpose."27

WHY PRAGMATISM AND HUMANISM?

Pragmatism

The origins of pragmatism are clear in broad outline,
but obscure in fine detail. According to Charles Sanders
Peirce and William James, two strong advocates for pragma-
tism, certain elements of this philosophy are traceable to
the thinking and writing of Socrates, Aristotle, Berkeley,
Hume, Kant and others. The major intellectual contributions
to American pragmatism were provided by Peirce, when he
presented his theory of meaning in the 1870s; it was
revived primarily as a theory of truth by James in 1898; it
was further developed, expanded and explained variously by
John Dewey and F.C.S. Schiller.

Pragmatism became, at the turn of the century, the

most influential philosophy in America, and as a movement
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characterized a stout stand against the intellectual
currents and other idealisms that were then shaping
America.
It is as a movement--both critical of much

of traditional philosophy and <concerned to

establish certain positive aims--that pragmatism

is best understood. It is in this respect, rather

than by any exclusive doctrine, that pragmatism

became the.nujor cqﬂiribution of America to the

world of philosophy.

An incipient pragmatism can be easily discovered in
the last century threading the fabric of American social
experience: the founding of schools in the Colonies, the
opening of the West, and the origins of public education.
The rapid expansion of industry and trade coupled with a
popular optimism that had its roots in Puritan theology
provided a social ethos which intensely believed that
virtue and hard work are bound to be rewarded.

As a body of ideas, pragmatism contributed a heritage
to the American way of life: interpretation of thought and
meaning as forms of purposive behavior, of knowledge as
evaluative procedure in which normative and descriptive
materials are integrally related, and of the 1logic of
scientific inquiry as a norm of conduct. In its attempt to
understand humankind and the human society, pragmatism
"orders” the experienced world. As a result, a large
segment of American society has accepted the principles of
relativism, cooperation, problem solving, and pluralism, as

well as exhibits a concern for all actions and their

consequences.
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There are good reasons for believing that
Pragmatism represent an indigenous American out-
look on life and the world. Or, perhaps, to avoid
any hint of jingoism, it would be more satisfac-
tory to say that Pragmatism sums up beliefs and
attitudes which have shaped the development of
America as the many-sided phenomenon which it
is--a people of peoples, a vast enterprise of
industrial technology and the 1locus of multi-
level}gd experiment in representative govern-
ment.

If pragmatism is a definitive American phenomenon, it
was in the sphere of education that it began to exert its
considerable influence and contributed to progressive
developments which resulted in the U.S. education breaking
away from the overtly intellectual moorings of its European
heritage.

Education is a primary <concern of the
pragmatist, and the concepts of utility, prog-
ress, democracy, and technology are crucial to
the pragmatic view of education. The pragmatist
asserts that the process of education is learning
to reconstruct one's experience intelligently.

The child, rather than subject matter, is con-

sidered C%Btral to education, and the child's

interests.

It may be said that, as a single movement, pragmatism
is no longer extant; but as a body of ideas, it makes a
considerable impact on American life and education. 1Its
pervasive symbiotic relationship with educational tech-
nology has not been plumbed, but the veins of educational
thought and practice, unacknowledged and unspoken, may
still throb with pragmatic blood.

While one might be at perfect 1liberty to apply any

philosophy to instructional development practices to
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examine the philosophical theories that considerably charac-
terize an educational program, it was deemed advisable to
employ pragmatism for these reasons already mentioned
above: (1) it is a modern philosophy, (2) rooted in
American educational system, and (3) interlinked with con-

temporary concerns.

Humanism

With the increasing introduction of technology in the
educational arena, a phenomenon that still continues
unabated, discord, disenchantment and dissenting voices are
heard in the hallowed halls of educational establishment.
One 1is thrilled with the exciting possibilities that
technology offers, but there seems to emerge a gnawing
suspicion that a technological revolution in classrooms may
not lead future generations in desired directions, whatever
be indicated as the ideal direction. If, in instructional
technology, 1learning is "purposive and controlled," the
factors that lead to controlled learning, it is feared in
some circles, may tend to "dehumanize"™ education. James
Finn zeroed into this problem when he wrote:

... Instructional technology is, no doubt,

here to stay. Our problem becomes one, not so

much of how to live with it on some kind of

feather-bedding basis, but how to control it so

that the proper objectives of education may be

served ap the human being remain central in that

process.

The centrality of human being in a world he or she

Creates is the concern of humanism. Albert Levi defined
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humanism, in the broadest sense, as simply the "quest for
value”. He elaborated this quest for value as
all that opposes the specifically human to a
'transcendence' which 1is too recondite and a
'‘nature' which is too neutral and unfeeling; the
vital, the organic, and the human, that 1is,
against the merely mechanical; human freedom,
fortune, and fate against the operations of an
impersonal causality; will against force;32value
against fact; the human against the brutal.
Like pragmatism, humanism defies a systematic and mono-
lithic statement of definition. The term 'humanism' as a
number of more or less distinct meanings, all referring to
a world view in some way centered on man rather than on the

suprahuman or the abstract. The definition of "humanism" as

provided by Webster's Third International Dictionary

reads as follows:

A doctrine, set of attitudes, or way of life
centered upon human interests or values: as a:
a philosophy that rejects supernaturalism, re-
gards man as a natural object, and asserts the
essential dignity and worth of man and his
capacity to achieve self-realization through the
use of reason and the scientific method... b
(often cap): a religion subscribing to these
beliefs.

The ambiguity of the term "humanism" is created when
an entire metaphysic is brought into play in the use of the
term which results in different implications according to
whether "we hold or do not hold that there is in the nature
of man something which breathes an air outside of time and
a personality whose profoundest needs surpass the order of
33

the universe.”

There has been a consistent criticism against the
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all-pervading technology that impacts on education. The
interplay of men and machines in education and the value
system that needs to be imposed have remained a favorite
theme of educational theorists and technologists. For Finn,
the automatic classroom was a combination of both men and
machines, "but one in which the human element still plays
the central part with the machines being the slave of man,
not the other way around.34

It was Finn's belief that educational technologists
ingist that the products and efforts of industry concen-
trate on the human being. He went on to add that in the
next few years, "we need more to follow the lead of Carl
Rogers and Abraham Maslow than we do B.F. Skinner and other
behaviorists. With media and a different instructional
design, we can move into the affective domain and be
concerned with human beings.'35

Thus, on the one hand, there is a firm belief that
technology is here to stay and progress; on the other hand,
there 1is alarm and suspicion about the ‘'dehumanizing
effects' of technology. The quest for values increasingly
questions the relevance of technology and the ‘'uncertain'’
future to which educational technology would lead human-
kind. Consequently, it is opportune to examine the grounds
on which humanists base their arguments against educational
technology by choosing humanism as one philosophical genre

to examine the instructional development processes 1in

educational technology.
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For these reasons, this study undertook a study of
pragmatism, as proposed by Charles Sanders Peirce and
William James, and Humanism, as put forward by the humanist
psychologist Abraham Maslow and the Catholic metaphysician

Jacques Maritain.

A JOURNEY THROUGH THE PAST

The AECT Committee for Definition and Terminology
which drafted the statement of definition singled out three
successive patterns of interest that for nearly 50 years
shaped the development of the field of educational tech-
nology. There were: (1) the use of a broad range of re-
sources, (2) the emphasis on individualized and personal-
ized learning, and (3) the use of systems approaches.36

In a similar vein, it is expedient to review some of
the salient contributions made by notable persons, events,
and movements in the field of instructional/educational
technology as it strove to discover its professional identi-
ty. This brief journey through history, which will be
treated in the next chapter, is intended to underscore the
importance of these contributions, to record the feverish
excitement they caused, the hopes they raised and the dis-
illusionments they produced as well as to emphasize the
significance of the present study in its attempt to dis-
cover a new conceptual framework resulting from a philoso-
phical investigation of instructional development prac-

tices.
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CHAPTER 1II

REVIEW OF LITERATURE

This chapter will provide a brief historical survey of
the Educational and Instructional Technology movement--the
persons, events, and movements that influenced the growth
of this profession especially from the 1920s--as well as a
review of the literature on Pragmatism, Humanism, and the
Instructional Development Institute (IDI) Model with its 24

decision-making steps, or processes.l
HISTORY OF EDUCATIONAL TECHNOLOGY

Early Beginnings

Although a comprehensive historical analysis of
educational technology could be referred back to the
educational writings and practices of Johann Heinrich
Pestalozzi (1746-1827), Friedrich Wilhelm Froebel (1782-
1852), and Johann Friedrich Herbart (1776-1841), as Paul

Saettler mentions in his classic, A History of Instruction-

al Technologyz, the early stirrings of such a movement

could be traced back to the Elder Sophists in Athens and to

the Socratic Method of Instruction in the fifth century

22
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B.C. Later, Pierre Abelard (1079-1142) 1initiated the
scholastic method of instruction where theological propo-
sitions would be presented with pros and cons; this was
later improved by St. Thomas Aquinas (1225-1274). In his

Great Didactic, John Amos Comenius (1592-1670), set forth

a theoretical basis which included his ideas of Panaso-
phia, a system of universal knowledge that dealt with
every phase of instruction. The educational theories of
Jean Jacques Rousseau (1712-1778), a non-teaching philos-
opher, would also influence later practitioners of

instructional method since scholastic method was no longer
practised in public universities; it was a new phase for
instructional technology.

For all practical reasons, the early twentieth
century, may be considered the time when instructional
technology began to manifest itself as a distinctive field
of educational enterprise. "It is clear," wrote Saettler,
"that at the beginning of the twentieth century there
occurred a series of related events, which, together, might
be interpreted as the beginning of a science of instruc-

tion."3

While acknowledging the philosophical underpin-
nings of educational technology as evidenced in the
writings of early Greek thinkers as a historically valid
link, Wallington did not find it operationally relevant for
educational technology, an "essentially young field of

'4

study. Ely stated that one ought to begin with the
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twentieth century, since this 1is a twentieth century
movement.5

James Finn wrote:

ours is a knowledge generating culture with

its birth in the second Industrial Revolution,

the age of automation, the age of atomic power.

Instructional technology 1is related to this

development and gould be thought to have begun in

the early 1920s.

The stirrings of educational technology in the 1920s
is connected with the first formal movement in visual
instruction which was based on the concept of visual aids
at the service of conventional teaching; the notions of
classification of visual aids and their integration with
the curriculum eventually followed, when still photography
and motion pictures began to be increasingly used.

The advent of sound films broke the earlier resistance

to this movement and took it one step further to audio-

visual instruction.

PERSONALITIES
Three American educators whose writings, at the turn
of the century, influenced the modern science of technology
of instruction were William James, John Dewey, and Edward

Thorndike. In Talks to Teachers on Psychology, published

in 1901, James distinguished between the art and science of

teaching and called for a scientific approach to instruc-

tion.
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John Dewey was the pragmatist whose hypotheses were
never submitted to scientific experimentation, despite his
warnings to inquire, test, and to criticize. But his
comprehensive theoretical system, which ranged from the
nature of man and learning to ethical and logical theory,
revolutionized the educational scene in the United States
through the powerful Progressive Education Movement.
Dewey's educational theories converted the conventional
classroom into an experimental laboratory, an environment
to be explored by the pupils. For him, stimulus and
response were not to be sharply distinguished but to be
seen always as organically related.7

If Dewey's educational theories were not subjected to
scientific experimentation, Thorndike both theorized and
investigated along scientific lines.

Thorndike anticipated programmed instruction when he
wrote:

If, by a miracle of mechanical ingenuity, a

book could be so arranged that only to him who

had done what was directed on page one would page

two become visible, and so on, much that now

reguirgd personal instruction could be managed by

print.

Proponents for programmed learning, who happily quoted
Thorndike half-a-century later, did not pause to think that
such techniques would be trivial when compared to his
monumental writings on connectionism and the laws of

learning. A student of William James at Harvard, Thorndike

had formulated 1laws of learning that provided basic
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principles leading to a technology of instruction. His law
of effect stated:
When a modifiable connection between a
situation and a response is made and is accompan-

ied or followed by a satisfactory state of

affairs, that connection's strength is increased;

when made and accompanied, or followed by an

anngying state of affairs its strength is decreas-

ed.

This signified the existence of a pleasure-pain princi-
ple according to which a connection between a situation
(stimulus) and a behavior (response) is strengthened only
if some success followed that response. This principle of

reinforcement foreshadowed later works by Pressey, Skinner,

and Glaser.

Behaviorism and Its Influence

WATSON

Watson, who shared many ideas with Thorndike, based
his studies on the experimental analysis of human behavior,
using techniques that were developed from similar studies
of animal behavior. This first behaviorist abhorred con-
sciousness as an unusable concept and advocated scientific
means of predicting and controlling human behavior through
teaching which consisted in the presentation of the correct

stimuli to elicit the desired responses from the students.
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SKINNER

B.F. Skinner who was influenced by the research of
Pavlov and Watson sought a science of instruction based on
operant conditioning in which sets of learned acts were
reinforced so as to increase the probability of their
recurrence. Key to successful instruction was the analysis
of the effect of reinforcement and the design of techniques
that are set up in specific and reinforcing sequences; the
reinforcements themselves were made contingent on desired
behaviors. These Skinnerian concepts provided the vital
force for programmed instruction.

It seemed that a technology of instruciton based on
operant conditioning would provide the necessary impetus
and rationale to establish the profession on a firm
footing. The human organism was seen more sensitive to
precise contingencies than any other organism ever studied.
"We have every reason to expect," wrote Skinner, "that the
most effective control of human 1learning will require
instructional aid."10 If objections were raised against
the 'dehumanizing' wuse of devices 1in classroom, or
assessment of intellectual achievement in purely mechanis-
tic terms was deplored, it was argued that the externalized
manifestations, through measurable behaviors, vindicated
such mental processes and states; human thinking must
eventually be defined in terms of visible and verifiable

behavior. There was a sense of implicit faith in the

invincibility of behaviorism. In a paper presented at a
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conference of Current Trends in Psychology and the Behavior-
al Sciences at the University of Pittsburgh, Skinner
himself evinced this renewed enthusiasm.
We are on the threshold of an exiciting and
revolutionizing period, in which the scientific
study of man will be put to work in man's best
interests. Education must play its part. It must
accept the fact that a sweeping revision of
educiiional practices 1is possible and inevita-
ble.
TEACHING MACHINES AND PROGRAMMED INSTRUCTION

If this 1954 address marked Skinner as the progenitor
of programmed learning, S.L. Pressey in 1926-27, had antici-
pated the movement with his testing machine. Pressey, who
had little time for improving his testing machine, made his
strongest contribution to educational technology through
his strong belief which foresaw the dawn of industrial
revolution in education and the more efficient and effec-
tive learning it would entail.12

The programmed learning movement gathered momentum as
refinements were introduced in the clarity of objectives,
alternative routes and individualized pace toward progress,
and higher degrees of feedback; these were evidenced in the
Dalton Plan and Winnetka Technique. Individualized educa-
tional projects such as the 1Individually Prescribed
Instruction (IPI) and Program for Learning in Accordance
with Needs (PLAN) are indebted to these earlier enter-

prises.

The 'teaching machine' revolution initiated by Skinner

ran into opposition for purportedly venturing out to
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replace teachers, misconstruing the notion that the
learning process was necessarily mechanical, and even for
being generally 'antiprofessional' and superficial. But by
the early 1960s, the term 'program' came to be generally
recognized as more acceptable than 'teaching machines'
since the former meant "educational materials after they
had been arranged in the best possible sequence for
students.'13

Programmed instruction, whatever be its limitations
and contributions, would lead in later years to modified
versions and uses of electronic computers and other print
and nonprint instructional materials.

An expansion of the concept of programmed
instruciton to include whole schools led to the
individualization of 1learning under such titles
as 'continuous progress plan,’ 'individually
prescribed instruction,' ‘'the tutorial communi-
ty,' and many others. These plans made use of
various types of instructional modules having
such labels as 'contracts', 'learning activity
packages,' 'teacher-learning qﬂgts,' 'performance
criteria units, and 'UNIPACS.'

If conventional teaching wupheld the primacy of
teacher, chalkboard and books, the "advent of programmed
instruction in the late 1950s helped to place a new empha-
sis on the 1learning process and individual learner."15
Learning was seen as the goal of the instructional process,
and in the McLuhanesque landscape of 'mediated generation'

where information level outside of school was found to be

greater than that inside, the 'deschooling movement' initi-

ated by Ivan Illich and the 'School Without Walls' movement
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found greater acceptance.

MOVEMENTS

The Film and Television Decades

The ten-year-period immediately following World War II
saw extensive studies in such areas as film effectiveness,
motor skill training, and perceptual 1learning. But the
wealth of instructional media research during this period
was characterized by a preoccupation with 'evaluative' com-
parisons: from the baseline of prevalent teaching practices
the greater effectiveness of these innovative techniques
had to be vindicated. These studies showed decided advant-
ages for films and other audiovisual materials over class-
room instruction.

Following the 1legislative enactments that allocated
television channels to education, the emphasis in instruc-
tional media research switched dramatically from film to
television: thus was born 'the decade of educational
television'--approximately from the mid-1950s to the mid-
1960s. This change ushered in a repetition of 'evaluative'

research.

Research and Evaluative Studies

The overriding concern of research studies in educa-

tional/Instructional technology was comparative effective-

ness of different media. In 1959, William Allen completed a
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paper for NDEA, Title VII, which examined an estimated
2,500 to 3,000 research studies in educational media that
had been conducted since 1919. Allen concluded:

Enough comparative effectness research has
been conducted to show that all of the newer
educational media can teach factual information
... It might be a waste of research effort to
continue the gross comparative studies (single
medium vs. conventional instruction) with any of
these media, particularly with motion pictures

and §ﬁ§evision, except under special condi-
tions.

Twelve years later, Allen undertook another important

summary of media research that covered the 1950-1970 period

and stated:

With some notable exceptions, instructional
media research prior to 1950 was characterized by
a preoccupation with ... evaluative comparison.
In other words, 1learning from some unspecified
film or other medium was compared with learning

from some unsgffified presentation by an instruc-
tor or medium.

Behaviorists and Cognitive Psychologists

It was becoming increasingly clear that behavior
modification, as an approach to designing instruction and
to evolving instructional principles, failed to provide a
complete theory, though substantial efforts were made in
planning and conducting empirical tests for their vali-
dation; instead of a new theory with interrelated princi-
ples, what emerged was mainly an orientation and a set of
working procedures. At the 1967 Lake Okoboji Leadership

Conference, James Finn, who called himself "a past sup-

porter of behaviorism and shaping,” said: "We must alter
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our theoretical framework which is now moving in the direc-
tion of behavioral shaping at too rapid a rate.™ Although
he did not believe that we should throw out the baby with
the bath, "somehow we have got to get over on the human
free side as well. We are sort of standing with one foot in

both camps."18

The other camp Finn mentioned was that of
cognitive psychologists and educationists. "The black box
of stimulus-response psychology has been invaded and the
result is the development of theories about cognitive
operations."19

In opposition to the behavioristic modifier's obses-
sive concern with overt observable behavior, cognitive
psychologists emphasized the more complex cognitive pro-
cesses such as thinking, problem solving, language learn-
ing, concept formation, and information processing. The
learner, with a degree of autonomy and initiative was
reinstated as the processor of information who actively
selects and interprets certain stimuli from all those that
impinge upon him in a learning situation. The major task of
the instructor was to provide whatever guidance deemed
necessary, as the 'student, ' through inquiry search
patterns, 'discovered' things for himself or herself.

Unlike the behavioral camp of Skinner and his eager

devotees, the 'cognitive camp' was peopled by a loose group

of influential psychologists and educationists like Jerome

Bruner, David Ausubel, Ralph H. Ojemann, Jean Piaget, Paul
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Torrance, A.D. Woodruff, and others. The 'discovery
learning' principles, 'advance organizers,' principles of
subsumption, and developmental theories from this camp have
provided newer insights into instructional theories, but
one might add that, alike the behavior modification
approach, cognitive construct tradition retained an identi-
fiable position, but no complete instructional theory
formulation. Whereas empirical support for behavior modifi-
cation is rather cogent due to operationally defined learn-
ing changes it employs, the cognitive theorists' conception
of instruction and educational objectives are highly criti-
cized for their lack of clarity and precision. They are,
again, legitimately «criticized more for what they are
against, than what they are 295.20

The logical and psychological premises heavily favored
by their respective proponents, thus, seem to tilt the
instructional development research in various ways. The
'‘logical' premises emphasize the 1learner, an orderly
analysis of 1learner goals and desired outcomes toward a
formulation of internally consistent objectives, task
hierarchies, and instructional sequences; the 'psychologi-
cal' approach, 1in contrast, emphasizes ‘'instructional'
methods based on learning theory and the methods employed
may be as divergent as the stimulus-response stance of
behaviorists, or the ‘'advance organizers' of Ausubel's

cognitive theory, or the 'modeling' principles based on
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social learning theory. The question is whether, if at all,
an optimal synthesis of both these logical and psychologi-

cal approaches could be effected.

THREE PARADIGMATIC CHANGES

The radical change from being called "audiovisual
instruction®™ to "educational technology" represented for
this relatively young profession not only an enrichment
phase, but almost a quantum leap. This was a revolutionary
paradigmatic change which broadened its scope and deepened
its impact. Parallel to developments in learning theories
and sophistication in instructional materials were the
introduction, increasing assimilation and identification
with three orientations: communications, systems theory,

and technology.

Communications

"A fruitful approach to better understanding and
greater efficiency in the audiovisual field," wrote Charles
Hoban in 1956, "seems to lie in the concept of communi-
cations.'21

According to Lasswell, "no change in the academic
world has been more characteristic of the age than the
discovery of communication as a field of research, teaching
and professional employment.'22 The communication orien-

tation to what was then known as audiovisual instruction

altered the theoretical framework of the field and the
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entire process of communication and the dynamic models it
engendered were being greatly studied. The concept of
communications helped the audiovisual field of the 1950s to
move into new directions. It was easier to transfer the
concern for the role of media in education to an emphasis

on the cmmunication of ideas.23

Systems Theory

The second important watershed in the history of
educational technology was the introduction of the systems
concept. Instructional product was no longer considered as
the basic unit, but rather a component of a complete
instructional system which was integrated according to
instructional objectives and problems. The systems concept
was essentially an idea of organization that included the
gestalt or whole function of a unit of organization.

. « « Instructional technology is more than

the sum of its parts. It is a systematic way of
designing, carrying out, and evaluating the total
process of learning and teaching in terms of
specific objectives based on human 1learning and
communication, and employing a combination of
human and nonhuman regqurces to bring about more
effective instruction.

Finn remarked: "For an audiovisual program ..., and
this is the heart or our argument, ... is a clear-cut
system.25 He decried the atomistic fashion in which the
audiovisual director managed his system, "which extends

from producer to teacher and class back to producer again."
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He concluded: "The audiovisual movement is relatively
young. It is also geared into the technological world of
the future--a world of interlocking, complicated system of

men and machines."26

Technology

The technological world of the future--the third
important orientation of educational technology--which Finn
talked about had already made its mark, for interlinked
with the concept of systems was the concept of technology
which was more than "men and machines.®™ John Kenneth
Galbraith defined technology as "the systematic appli-
cation of scientific and other organized knowledge to
practical tasks."27

Technology helps to break down tasks into detailed
subdivisions of functions or activities so that, through
systematic observation, analysis and ordering; organized
knowledge could be put to work. What Galbraith ascribed to
economic planning could "apply across the board to our tech-
nological culture and to any large-scale application of
instructional t:echnology."28

A year later, Finn, who viewed the build-up of audio-
visual equipment and materials in education as one of the
principal conditions for a technological revolution,
stated:

Basically, I hope that... we can no longer

afford the luxury of the traditional system; that
the system needs a vast overhaul and, in order to
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solve some of the problems presented by the three

revolutions, we must develop a technology of

educa5§on that will carry a greater share of the
load.

The impact and influence of these three orientations--
communications, systems theory, and technology--on edu-
cational technology have been considerable, and they con-
tinue to chart future directions for this profession. The
AECT, after having acknowledged the contributions from
various events, movements, and personalities, finally drew
up the official definition of educational technology in
1976.

Educational Technology is a complex,
integrated process involving people, procedures,
ideas, devices, and organization, for analyzing
problems and devising, implementing, evaluating,

and managing solutions to those proabems, involv-
ed in all aspects of human learning.

Changes in Names and Perspectives

It had been an arduous journey for Educational Tech-
nology, a journey replete with promises and opportunities,
as well as fraught with disappointments and disillusion-
ments. From the 'visual instruction' of the 1920s, it had
grown into ‘'audiovisual instruction' and finally into
'educational technology,' each phase of growth and progress
being punctuated with major theoretical orientations and
lively debates regarding the label of the field. The Depart-
ment of Audio-Visual Instruction (DAVI) of the National
Educational Association (NEA) acquired the new title of the

"Association for Educational Communications and Technology"”
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in 1970, which came in the wake of a major report to U.S.

Congress. AECT's own professional journal, Audiovisual Com-

munication Review (AVCR), underwent an appropriate trans-

formation and was later renamed Educational Communications

and Technology Journal (ECTJ).

The change in the name of this emerging profession was
not a fortuitous occurrence, but a calculated move into
newer directions and unexplored avenues. Across the
Atlantic, the enthusiasm for the new name reflected not
only a break with an unproductive past, but also an
alliance with a hopeful future. At a 1966 conference of the
Association for Programmed ILearning, the role of this tech-
nique itself was reconsidered and programmed learning was
thought to be possibly just one item in the coming revo-
lution in educational technology. A year later, the journal
of the Association for Programmed Learning, called Program-

med Learning, was renamed Educational Technology. Eleven

months later, in January 1968, a change in name was also
effected in the parent association of Programmed Learning
and Educational Technology. In 1970, another journal was

also launched in Britain, the Journal of Educational Tech-

nology which would 1later be renamed the British Journal

of Educational Technology.

RECAPITULATION OF HISTORICAL SURVEY
The brief historical survey of educational technology

from its early beginnings, the exciting 1920s, the film and
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television decades of the 1940s and 1950s, down to the
present times of an ‘'exploding technological revolution'
has attempted to array some of the noteworthy persons,
events, and movements that shaped and guided the destiny of
educational technology. The following names might serve to
anchor the significant contributions to educational t<ns1:XMLFault xmlns:ns1="http://cxf.apache.org/bindings/xformat"><ns1:faultstring xmlns:ns1="http://cxf.apache.org/bindings/xformat">java.lang.OutOfMemoryError: Java heap space</ns1:faultstring></ns1:XMLFault>