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UNIT: 1 ATTACHMENT THEORY

  Introduction
The development of an emotional bond or attachment is usually formed between an infant and his or her care giver during the first year of life and is seen by many as an important base for future relationships. In this Unit, attachment theory, phases of infant’s attachment to their care givers and quality of attachment will be discussed.

  Learning Outcomes

As you Study and work through this unit, you are expected to:

· Discuss John Bowlby’s theory of attachment

· Explain phases of infants attachment to caregivers

· Identify attachment related fears

· Compare different types of quality of parent-infant attachment

  Content
· Attachment theory

· Phases if infant’s attachment to the care giver

· Attachment related fears

· Explorative behaviors

· The Quality of the infant-care giver attachment

Attachment Theory
Attachment theory is today’s most influential theory of parent-child and other close relationships, was formulated by John Bowlby, a British Psychiatrist who died in 1990. It was elaborated on by his colleague Mary Ainsworth, an American developmental Psychologist who died in 1999. It was based on ethological theory, with its focus on the adaptive value of the evolved behavior of species and included concepts from psychoanalytic theory (Bowlby was a therapist trained in analytic thinking about mother-child relationships and their contributions to psychopathology) and cognitive theory (Bowlby believed that expectations about sex and others are important, as you will see later in this unit). Attachment theory replaced a learning theory perspective on early relationships, which held that caregivers become sources of reinforcement to infants through their association with food, comfort and other primary reinforcers (Ruthaus, 2008).

 According to Bowlby (1969), an attachment is a strong affectional tie that binds a person to an intimate companion. It is also a behavioral system through which humans regulate their distress when under threat by seeking proximity to another person. Bowlby maintained that the Quality of the early parent-infant attachment has important effects on later development, including the kinds of relationships people have with friends, romantic partners and their children. He proposed that, based on their interactions with caregivers, infants construct internal working models which are cognitive representation of themselves and other people that shape their expectations about relationships and their processing of social relationships. Securely attachment infants who have received responsive care will form internal working models suggesting that they are lovable individuals and that other people will be trusted to care for them. By contrast, insecurely attached infants subjected to insensitivity , neglectful, or abusive care may conclude that they are difficult to love, that other people are unreliable, or both. The insecure infant would be expected to have difficulties in later interpersonal relationships. They may for example, be wary of entering close relationships or become jealous and overly dependent.

 In summary, attachment theory, as developed by Bowlby and elaborated by Ainsworth claimed that:

1. The capacity to form attachment is part of our evolutionary heritage

2. Attachment unfolds through an interaction of biological and environmental forces during a sensitive period early in life

3. The first attachment relationship, the one between infant and caregiver, shapes later development and the quality of later relationships and

4. Internal working models of self and other serve as the mechanism through which early experience affect later development.

Phases of Infant’s Attachment to the Caregivers
Infants need time before they are developmentally ready to form attachment. They progress through the following phases (Ainsworth, 1973; Bowlby, 1969).

1. Undiscriminating Social responsiveness (birth to 2 or 3 months): Very young infants are responsive to voices, faces and other social stimuli, but at this stage any human interests them. They do not yet allow a clear preference for one person over another.

2. Discriminating Social responsiveness (3-6 months): At this stage infants begin to express preferences for familiar companions. They are likely to direct their biggest grins and most enthusiastic babbles towards those companions, although they are still friendly to strangers.

3. Active Proximity Seeking or true attachment (6-7 months to about 3 years):  around 6- 7 months, Infants form their first clear attachments, most often to their mothers. Now able to crawl, an infant will follow her mother to stay close, protests when her mother leaves, and greets her mother warmly when she returns. Within weeks after forming their attachments, most infants become attached to other people as well such as fathers, siblings, grandparents and regular baby-sitters. By 18 months, few infants are attached to only one person, and most are attached to several.

4. Goal directed Partnership ( 3 years and older): By about age 3, partly because they have more advanced social cognitive abilities, children can take a parent’s goal and plans into consideration and adjust their behavior to achieve the all goal of maintaining optimal proximity to the attachment figure. Thus, a 1 year old cries and tries to follow when dad leaves the house to talk to a neighbor, whereas a 4 year old probably understands where dad is going and can control the need for his attention until he returns. The child capable of symbolic thinking can also maintain proximity symbolically - conjuring a mental representation of the parent; possibly even reassuring imagining the reassuring things mom might do or say to provide comfort. To participate in a goal directed partnership, children need to understand other people’s needs and intentions, and they need skills in communication and cooperation ( weiten, 2010). This final partnership phase of attachment lasts a life time.

Attachment - Related Fears
 Infants no sooner experience the pleasures of love than they discover the agonies of fear. One form of fear which is separation anxiety is an important sign that an attachment has been formed. Once attached to the parent, babies often become wary or fretful when separated from that parent and will follow the parent to try to avoid separation. Separation anxiety normally appears when infants are forming their first genuine attachments, peaks between 14 and 18 months.

A second fearful response that often emerges shortly after an infant becomes attached to someone is stranger anxiety; this is a wary or fretful reaction to the approach of an unfamiliar person. Anxious reaction to strangers is often mixed with signs of interest, and it becomes common between 8 and 10 months, continue through the first year and gradually declines in intensity over a second year ( Sroufe, 1996).

Exploratory Behaviour
  The formation of strong attachment to a caregiver has an important consequence: It facilitates exploratory behavior. Ainsworth and her colleagues (1978) emphasized that an attachment figure serves as a secure base for exploration which is a point of safety from which an infant can feel free to venture and to which she can return if frightened. A Securely   attached infant visiting a neighbor’s home with mom may be comfortable cruising the living room as long as she can check occasionally that mom is still on the couch, but may freeze and fret if mom disappears into the bathroom. Infants apparently need to rely on another person to feel confident about acting independently.

The Quality of the Attachment  
 Ainsworth made her most notable contribution to attachment theory by devising a way to asses differences in the quality of parent-infant attachment, therefore making Bowlby’s psychoanalysis hypothesis testable (Thompson & Raikes, 2003). The quality of attachment to parents can be characterized as one of four types: secure resistant, avoidance and disorganized – disoriented.

1. Secure attachment: About 60 to 65% of 1-year olds in our society are securely attached to their mothers (Colin, 1996). The Securely attached infant actively explores the room when alone with his mother because she serves as a secure base. The infant may be upset by separation but greets his mother warmly and is comforted by her presence when she returns. The Securely attached child is outgoing with a stranger when mother is present.

2. Resistant attachment: About 10% of 1-year olds show a resistant attachment, an insecure attachment characterized by anxious ambivalent reaction. The resistant infant is anxious and often does not venture off to play even when his mother is present, which suggests that she does not serve as a secure base for exploration, yet this infant becomes distressed when his mother departs, often showing more separation anxiety than the securely attached  infant, perhaps because he is uncertain whether the mother will return, when his mother returns the infant is ambivalent: He may remain near his mother but seems to resent her for having left, may resist if she tries to make physical contact and may even hit and kick her in anger. Resistant infants are also wary of strangers, even when their mothers are present. It seems then that resistant or ambivalent infants want affection and work hard to get the attention of their care givers because they are never sure it will be forthcoming. 

3. Avoidant attachment: Infants with avoidant attachment (about 15% of 1-year olds) seem uninterested in exploring, shows little distress when separated from their mothers and avoid contact when their mothers return. The insecurely attached infants are not particularly wary of strangers but sometimes avoid or ignore them in much the same way that they avoid or ignore their mothers. Avoidant infants, then seem to have distanced themselves from their parents, almost as if they were denying their need for affection or had learned not to express their emotional needs, whereas the attachement system of the resistantly attached infant is hyper activated, always alert to threats and ready to seek proximity to the attachment figure, the attachment system of the avoidantly attached infant is deactivated (Mikulincer & Shever, 2003).

4. Disorganized – disoriented attachment: Ainsworth’s work initially focused on secure, resistant and avoidant attachment styles. Some infants do not develop any of these coherent ways of copying for their needs for proximity to their caregivers when they are stressed. Up to 15% of infants – more in high risk families display what is now recognized as a fourth attachment classification, one that seems to be associated with later emotional problems ( Atkinson & Goldberg, 2004). Disorganized – disoriented attachment has features of both resistant and avoidant styles and reflects confusion about whether to approach or avoid a parent ( Main & Solomon, 1990). Reunited with their mothers after separation, these infants may act dazed and freeze or lie on the floor immobilized or they may seek contact but then abruptly move away as their mothers approach them, only to seek contact again. Unlike secure, resistant, or avoidant infants, infants with a disorganized – disoriented attachment have not been able to devise a coherent strategy for regulating negative emotions, such as separation anxiety; they seem frightened of their parent and stuck between approaching and avoiding this frightening figure ( Hesse & Main, 2000).

Activity
(a) Compare different Quality of attachment proposed by Ainsworth.

(b) Explain the Phases of Infant’s attachment to the care givers.

(c) Discuss attachment related fears.

UNIT: 2 SOCIAL ECOLOGICAL MODEL OF HUMAN DEVELOPMENT
Introduction

Human behaviour and the factors influencing it are very complex. Models are used to provide a framework to understand the numerous factors and behaviours that enable or act as barriers to effective participation. Models are used to help us understand a specific problem in a particular setting or context. They help us to identify factors related to participation, access and retention in specific education settings therefore enabling the design of more effective interventions. In the context of education the term intervention is used to describe a strategy, program or policy that is designed to have an impact on education participation. Models are used to inform intervention development, implementation and evaluation.
Learning Outcomes 
As you Study and work through this unit, you are expected to:

· Explain the background to the social ecological model

· Discuss Urie Bronfenbrenner’s social ecological systems theory

· Discuss core principles of social  ecological model

Content
· The background to the social ecological model

· The social ecological systems theory

· Five layers of social ecological framework

· Core principles of social ecological model

Background to the Social-Ecological Model
The social-ecological model developed out of the work of a number of prominent researchers. These include:

· Urie Bronfenbrenner’s Ecological Systems Theory (1979), which focused on the relationship between the individual and the environment.

· Kenneth McLeroy’s Ecological Model of Health Behaviours (1988), which classified five different levels of influence on health behaviour, although this did not include physical environment, which is an essential element of a social-ecological model of physical activity.

· Daniel Stokols’s Social Ecology Model of Health Promotion (1992, 2003), identified the core assumptions which underpin the social-ecological model (Glanz 2008, pp. 468–469).

The work of these and other researchers has been used and modified and has evolved into what is referred to as the social-ecological model. In this unit we will discuss Urie Bronfenbrenner’s Ecological Systems Theory

Urie Bronfenbrenner’s Ecological Systems Theory


THE FIVE LAYER ECOLOGICAL FRAMEWORK FOR HUMAN DEVELOPMENT AS ILLUSTRATED BY BRONFENBRENNER
Ecological systems theory

In his original theory, Bronfenbrenner postulated that in order to understand human development, the entire ecological system in which growth occurs needs to be taken into account. This system is composed of five socially organized subsystems that support and guide human development. Each system depends on the contextual nature of the person's life and offers an ever growing diversity of options and sources of growth. Furthermore, within and between each system are bi-directional influences. These bi-directional influences imply that relationships have impact in two directions, both away from the individual and towards the individual.

Because we potentially have access to these subsystems we are able to have more social knowledge, an increased set of possibilities for learning problem solving, and access to new dimensions of self-exploration.

Microsystem

The Microsystem is the layer closest to the child and contains the structures with which the child has direct contact. The Microsystem encompasses the relationships and interactions a child has with his or her immediate surroundings such as family, school, neighbourhood, or childcare environments. At the Microsystem level, bi-directional influences are strongest and have the greatest impact on the child. However, interactions at outer levels can still impact the inner structures. This core environment stands as the child's venue for initially learning about the world. As the child's most intimate learning setting, it offers him or her reference point for the world. The Microsystem may provide the nurturing centrepiece for the child or become a haunting set of memories. The real power in this initial set of interrelations with family for the child is what they experience in terms of developing trust and mutuality with their significant people. The family is the child's early micro system for learning how to live. The caring relations between child and parents (or other caregivers) can help to influence a healthy personality. For example, the attachment behaviours of parents offer children their first trust-building experience.

Mesosystem

The mesosystem moves us beyond the dyad or two-party relation. Mesosystems connect two or more systems in which child, parent and family live. Mesosystems provide the connection between the structures of the child's microsystem. For example, the connection between the child's teacher and his parents, between his church and his neighborhood, each represent mesosystems.

Exosystem

The exosystem defines the larger social system in which the child does not directly function. The structures in this layer impact the child's development by interacting with some structure in his/her microsystem. Parent workplace schedules or community-based family resources are examples. The child may not be directly involved at this level, but they do feel the positive or negative force involved with the interaction with their own system. The main exosystems that indirectly influence the youths through their family include: school and peers, parents' workplace, family social networks and neighbourhood community contexts, local politics and industry. Exosystems can be empowering (example: a high quality child-care program that benefits the entire family) or they can be degrading (example: excessive stress at work impacts the entire family). Furthermore, absence from a system makes it no less powerful in a life. For example, many children realize the stress of their parent's workplaces without ever physically being in these places.

Macrosystem 

The macrosystem is composed of cultural values, customs and laws. It refers to the overall patterns of ideology and organization that characterize a given society or social group. Macro systems can be used to describe the cultural or social context of various societal groups such as social classes, ethnic groups, or religious affiliates. This layer is the outermost layer in the child's environment. The effects of larger principles defined by the macrosystem have a cascading influence throughout the interactions of all other layers. The macrosystem influences what, how, when and where we carry out our relations. For example, a program like Women, Infants, and Children (WIC) may positively impact a young mother through health care, vitamins, and other educational resources. It may empower her life so that she, in turn, is more affective and caring with her newborn. In this example, without an umbrella of beliefs, services, and support for families, children and their parents are open to great harm and deterioration. In a sense, the macrosytem that surrounds us helps us to hold together the many threads of our lives.

Chronosystem

The chronosystem encompasses the dimension of time as it relates to a child's environment. Elements within this system can be either external, such as the timing of a parent's death, or internal, such as the physiological changes that occur with the aging of a child. Family dynamics need to be framed in the historical context as they occur within each system.Specifically, the powerful influence that historical influences in the macrosystem have on how families can respond to different stressors. Bronfenbrenner suggests that, in many cases, families respond to different stressors within the societal parameters existent in their lives.
Components of the social-ecological model

There are a number of versions of the social-ecological model, which use slightly different classifications of environmental influences. For the purposes of Education the social-ecological model made up of the individual, social environment, physical environment and policy components.
[image: image1.jpg]Physical
Environment

Social
Environment





Bronfenbrenner’s work saw the influences on behaviour as a series of layers, where each layer had a resulting impact on the next level. He described these layers as being like being a series of Russian dolls, where the innermost level represents the individual, which is then surrounded by differing levels of environmental influences (Bronfenbrenner, 1994). For example, an individual’s social environment of family, friends and workplace are embedded within the physical environment of geography and community facilities, which is in turn embedded within the policy environment of different levels of government or governing bodies. All levels of the social-ecological model impact on the behaviour of the individual (Stokols 1996, p. 291). The social-ecological model represents this concept as a series of overlapping circles, with each circle representing a different layer or component of the model.

The Social Ecological Model 
Individual

The individual is at the centre of the social-ecological model. This level includes personal factors that increase or decrease the likelihood of an individual being physically active. Individual factors which influence physical activity participation include:

· knowledge, attitudes, behaviours, beliefs, perceived barriers, motivation, enjoyment 

· skills (including fundamental motor skills and sports specific skills), abilities, disabilities or injuries

· age

· sex

· level of education

· socioeconomic status

· employment status

· Self-efficacy.

Strategies which bring change at the individual level tend to focus on changing an individual’s knowledge, attitudes, behaviour and skills. They include education and mentoring programs.

Social environment

Surrounding the individual in the social-ecological model is the social environment. The social environment comprises the relationships, the culture and the society with whom the individual interacts. The social environment has a significant influence on physical activity behaviour. For example, having someone such as a peer, family member or work colleague to be physically active with an impact on behaviour.

The social environment includes:

· family, such as the influence of parental and sibling physical activity levels and family support

· spouse or partner 

· peers 

· institutions and organisations, such as schools, workplaces and community organisations

· access to social support networks versus social isolation

· influence of health and other professionals such as doctors, teachers and coaches

· community norms

· cultural background

· socioeconomic status of the community

Strategies which bring change at the social environment level include community education, support groups, peer programs, workplace incentives and social marketing campaigns. These are used to promote positive community attitudes and awareness to participation in physical in education. 

Physical environment

Education whether formal or informal takes place in physical environments. Physical environment includes the natural environment and the built (or man-made) environment. Physical environments are likely to influence the amount and type of Education, this influence can be positive or negative. For example, physical environments such as sports fields, bike paths, swimming pools and gymnasiums are designed for physical activity, while other physical environments such as workplaces, schools, family homes or theatres may discourage, restrict or prohibit physical activity. The physical environment includes:

· natural factors such as weather or geography

· availability and access to facilities such as parks, playgrounds, sporting grounds, gymnasiums, walking or cycling tracks

· aesthetics or perceived qualities of facilities or the natural environment

· safety such as crime rates or amount and speed of traffic

· community design such as connectivity of streets,  density of housing or land use 

· Public transport.

The built environment provides opportunities for intervention, such as the inclusion of walking or bicycle tracks and parks in new housing developments and ease of access to them. The natural environment has fewer opportunities for intervention; these tend to focus on overcoming barriers to physical activity within the natural environment. 

Strategies focusing on the physical environment usually should be put in place before educational or community awareness initiatives are attempted. Sometimes educational initiatives encourage impossible or unrealistic behaviour. For example, media campaigns that encourage people to walk will be ineffective in communities where there are no or poorly maintained walking paths or where safety is an issue. In this scenario, education and awareness programs are more likely to be effective when preceded by programs for the development of community facilities and promoting community safety (Sallis 1998, p. 381).

Policy

This refers to legislation, regulatory or policy making actions that have the potential to affect education. These are often formal legal actions taken by local, state or federal governments but also can be informal local policies or rules in settings such as schools or workplaces. Policy includes:

· urban planning policies

· active transport policies

· education policies such as mandating time for physical education classes

· health policies

· environmental policies

· workplace policies

· Funding policies.

Developing the political will to implement policies promoting participation, retention and access to education can sometimes be difficult. Strategies which align learning areas participation (eg mathematics, science, social studies) with priorities from other sectors can increase the chances of succeeding. For example, climate change is a significant issue and the context of reducing reliance on fossil fuels and the reduction of greenhouse gas emissions provide the opportunity to combine both health and environmental policies to promote participation (Katzmarzyk 2008, p. 381). 

Core principles

The social-ecological model is based on four core principles:

1. Multiple factors influence behaviours. Therefore efforts to change behaviour, including physical activity behaviour, should be based on the understanding of the interrelationship between the four levels of the social-ecological model: individual, social environment, physical environment and policy. Physical activity interventions are more likely to be successful when they target multiple components of the social-ecological model.

2. Environments are multidimensional and complex. Social or physical environments can be described as containing a variety of features or attributes, such as the size, temperature, facilities and safety. Environments can also be described in terms of their actual or perceived qualities. The variable nature of environments has a direct implication on the design of initiatives to promote   participation, retention and access. For example, a community may have good access to parks which are easily accessible and well equipped with play equipment for children, however parental perceptions about traffic safety en-route to the park and ‘stranger danger’ may prevent children from using this aspect of their physical environment.

3. Human-environment interactions can be described at varying levels of organisation. Human interactions with the environment can occur at individual, small group, organisational, community or population levels. The social-ecological model does not just focus on the individual but includes multiple levels of human interaction with environments. For example, interventions promoting physical activity can be large such as whole population mass media campaigns or may focus on organisations such as a school or workplace settings or may be based around a local community which they are tailored to. The effectiveness of campaigns to promote physical activity is enhanced when they target differing levels of the human-environment interaction.

4. The interrelationships between people and their environment are dynamic. There is a reciprocal relationship between people and their environments. The social, physical and policy environments influence the behaviour of the individual, while at the same time behaviour of the individual, group or organisation also impact on the wellbeing of their environments. The environment can control or set limits to the physical activity behaviour that occurs within it. Making a change in the environment can result in a modification of behaviour (Stokols 1992, p. 7 and Jamner & Stokols 2000, pp. 27–28). Example of this reciprocal relationships include:

· lack of access of facilities such as a swimming pool limits the number of people who are able to undertake swimming as an activity (environment influencing behaviour)

Increasing numbers of people riding bicycles and lobbying of community groups has influenced governments to include facilities such as bike paths and bicycle lanes on roads (behaviour influencing the environment).The social-ecological model represents a comprehensive approach to designing, implementing and evaluating interventions which target the multiple influences on behaviour including behaviour. This model has evolved over a number of years and has been influenced by various researchers; therefore, some references will use slightly different classifications of the components of this model. For the purposes l Education (2011–2014), the study design identifies the following components of the social-ecological model:

· individual

· social environment

· physical environment

· Policy.

Students will be required to understand and identify specific examples of the components of the social-ecological model. They will also be required to apply the social-ecological model to critique strategies used by both government and non-government organisations to promote education to target sub-population groups.

Activity
1. Discuss five layers of ecological frame work and show how these layers can influence academic performance of learners.
UNIT: 3 AN EVOLUTIONARY - EPIGENETIC VIEW OF HUMAN DEVELOPMENT

Introduction
 You have previously learnt about different theories of human development. In this unit you will be exposed to Gottlieb Evolutionary – Epigenetic theory of human development, which will help you appreciate the role of nature (biological forces) and nurture (environmental forces) in the development of human beings.

Learning outcomes

As you Study and work through this unit, you are expected to:

· Discuss Gottlieb’s Evolutionary – Epigenetic theory of human development.
· Analyze the strengths and the weaknesses of Gottlieb’s theory of Evolutionary – Epigenetic theory of human development
Content
· Evolutionary – Epigenetic view of human development.
· Weaknesses and Strengths of Evolutionary – Epigenetic theory of human development.
An Evolutionary- Epigenetic View of Human Development
  Gilbert Gottlieb’s perspective on human development grew out of earlier work by evolutionary biologists, psychologists and psycho biologists attempting to look at human development in the context of evolutionary theory (Gottlieb, 2000). Developmental Biologist Gilbert Gottlieb has put forth a modern evolutionary – epigenetic system perspective on development. According to his perspective, development is a product of complex interplays between nature and nurture that is between interacting biological and environmental forces that form a larger system. Researches can focus on the interplay of nature and nurture both at the level of the species interacting with its environment over the course of evolution and at the level of the individual, with her unique genetic make up, interacting with her unique environment over the course of a life time (Li, 2003).

  The starting point in the evolutionary – epigenetic perspective is recognition that evolution has endowed up with a human genetic makeup, we do not start out as tabula rasar. Rather we are predisposed to develop in certain direction, rather than in others, for example, to develop so that we master language, use tools, display guilt, act aggressively, mate and bear children and do the other things that humans do (Pinker, 2002). 

However, genes do not dictate anything; they only make certain developmental outcomes more probable than others. What happens in development depends on the epigenetic process, the process through which nature and nurture, genes and the environment, jointly brings forth development in ways difficult to predict at the onset. In describing the epigenetic process, Gottlieb emphasized mutual influences over time involving,

1. The activity of genes, which turn on and off different points during development

2. The activity of neurons;

3. The organism’s behavior; and

4. Environmental influences of all kinds.

  Gottlieb accuses biologists of the past of wrongly claiming that genes dictate development in a one directional and deterministic way. They need to appreciate that environmental factors influence the activity of genes just as genes influence the environment. The biochemical environment of a cell, as influenced by factors such as nutrition received, can influence whether and how the genes in that cell express themselves and in turn, how they influence an individual’s emerging traits. Sensory Stimulation, gained partly through the infant’s exploratory behavior, not only produces neural activity and changes the brain but also affects the activity of genes which then influence the production of proteins that contribute to the building of the neural networks necessary for normal sensory systems (Johnson & Edwards, 2002). If an individual grows up in a typical environment that supplies normal sensory experiences, all is likely to go well in development, but if an individual is deprived of sensory stimulation, the outcome may be different. 

  Gottlieb has made his case by demonstrating that behavior that most people assume is innate or instinctive, etched in the genetic code of all members of a species in the course of evolutionary, may or may not express itself depending on environmental influences. He showed, for example, that the tendency of young ducks to prefer their mother’s vocal calls to those of other birds such as chickens is not as automatic as you might think (Gottlieb, 1991). Duckling embryos that were exposed to chicken calls before they hatched, then were prevented from vocalizing at birth, came to prefer the call  of a chicken to that of a mallard duck.

  The message is clear: genes do not determine anything. They are partners with environment in directing organisms, including humans, along certain universal developmental pathways as well as in unique directions (Gandelma, 1992). Even seemingly instinctive, inborn patterns of behavior will not emerge unless the individual has both normal genes and normal early experiences. There is no point trying to figure out how much of an individual’s traits and behavior is caused by nature and how much is caused by nurture because genes and environment “co act.”

  More recently, Gottlieb has argued that experiences during the lives of organisms can influence genetic activity in those organisms and ultimately, the course of biological evolution in their species. Imagine that a colony of rodents used to be eating soft vegetation, seeds and begins to eat them (Jonson & Gottlieb, 1990), eating the seed would be tough work, and the bone tissue of the mice’s jaws and teeth might grow in response – a change in anatomy brought up by the change in the animal’s environment and activity, not by change in their genetic makeup. Chewing hard cold also activate genes that had been dormant. Over time if seed eating rodents survived and produced more often than leaf eating rodents, their genes would become more common in the population and the course of evolution would be affected. Thus a change in environment and behavior in one generation could change its genetic makeup of a species over several generations. Now think about humans, we actively and deliberately change our environments by farming, urbanizing, polluting, fighting infectious diseases and so on. As we change our environments through cultural evolution, we may change the course of biological evolution because our new environment may make different genes critical to survival. An intriguing example is  a gene associated with a high tolerance of the lactose in milk is far more prevalent in human population that have a tradition of dairy farming than in other human population (Aoki, 1986).

  Because genes only make particular developmental outcomes more or less probable in epigenesis, we cannot tell how the developmental stage will end until we see what emerges from the long history of interactions among the multiple factors influencing development. We cannot easily predict the specific directions in which a particular person will develop: we must plan on being surprised. The evolutionary epigenetic system perspective helps us appreciate that each person’s development takes place in the contexts of our evolutionary history as a species. That is, we share certain genes with other humans because those genes enabled our ancestors to adapt to their environment. This perception also helps us to appreciate that the development of the individual arises from complex interactions over time among genetic, neutral, behavioral and environmental influences, interactions in which genes affect environment and importantly, environment affects the ways in which genes are expressed.

  No matter how contextual systems theorists define the forces that interact to shape development, they believe that people and their environment are in continual flux and that changes in one inevitably produce changes in another, because they are all part of a larger system. Modern theorists cannot ignore that people develop in a changing cultural and historical context, something that Piaget and other stage theorists tended to do. Nor can they focus all of their attention on environmental influences and ignore that humans are biological organisms whose genes contribute to their development and influence the experiences they have – something which early learning theorists tended to do.

Strength and Weaknesses of an Evolutionary – Epigenetic theory of human development

 Contextual – system perspective on development are complex, but that is because lifespan human development is complex. We can applaud Gottlieb and likeminded theorists for emphazing  some important truth about human development. Development is both biological and environmental forces interacting within a complex system, and we cannot always predict how it will turn out unless we look more closely at the ongoing transactions between the person and the environment.

  This means that contextual – system theorists can be faulted for failing to provide a clear picture of the course of human development and for being only partially formulated and tested at this point. But a more serious criticism can be made: contextual – systems perspectives may never provide any coherent developmental theory. Why? If we take seriously the idea that development can take a range of paths depending on a range of interacting influences both within and outside the person, how can we ever state generalizations about development that will be holdings for most people? If change over a lifetime depends on the ongoing transactions between a unique person and a unique environment is each life span unique? The problem is this: for the contextualists, often the only generalization that holds is “it depends” (Goldhaber, 2000, p.33).

  In the light of these concerns, some theorists propose combining contextual – systems perspective. With the best features of stage theorists that propose universal paths of development. Researchers might then see humans as moving in the orderly direction in some aspects of their development yet they could also try to understand how that development course differs in different social contexts. They may view developmental attainment such as formal operational thinking not as inevitable achievement but as attainments that are more or less probable depending on the individual’s genetic endowment and life experiences.

Activity
· Discuss Gottlieb’s Evolutionary – Epigenetic System view of human development and clearly explain the weaknesses of this theory.
UNIT: 4 ASSESSMENT OF HUMAN LEARNING

Introduction 
Assessment touches every one’s life. It especially affects the lives of people who work with children in schools. In this unit, the meaning and purpose of assessment, assessment techniques, as well as uses of assessment data in enhancing teaching and learning are presented.

Objectives;

As you Study and work through this unit, you are expected to:

· Determine whether students are learning what you expect them to learn

· Motivate and help students  structure  their academic efforts

· Reinforce learning by showing students what topics or skills they have not yet mastered and should concentrate on.

Content

What is Assessment?

As you may be aware, assessment is a systematic process of collecting data or information for the purpose of making important education decision. Teachers have always used test information to make decisions about what students have learned, as well as what they should be taught. Throughout their professional careers teachers, guidance, counselors, school social workers school psychologists and school administrators use assessment data to make decisions related to their work. Assessment looks the individual evidence of student learning. It is the systematic, continuous process of monitoring the various types of learning to evaluate achievements and instructional effectiveness. It includes tests, homework, assignments class projects, class presentations, class participation and teacher observations (Gronlund, 1990). Assessment shapes what students learn and how they learn it 

What is Evaluation?

From the teacher’s point of view, evaluation involves a broader process that examines many components of an individual, group, or programme. Evaluation is a process that involves examining many components of a whole and making instructional decisions. Also, the evaluation process focuses upon determining the attainment of previously-established priorities and goals. It also helps document the effectiveness of a course or programme, identifies weaknesses a

strengths and spots areas in need of revision. Generally evaluation refers to a series of activities that are designed to measure the effectiveness of the instructional system or a component thereof.

The Difference between Assessment and Evaluation

At this point, it is important for you to exactly understand what we mean by assessment and evaluation. The two terms have radically different connotations when used in an educational or training context.

Assessment means those activities that are designed to measure learner achievement brought about as a result of an instructional programme of some sort. 

Evaluation on the other hand, refers to a series of activities that are designed to measure the effectiveness of the instructional system or a component thereof

General Principles of Evaluation

It is important for you to realise that the process of evaluation is likely to be most effective when guided by the set of general principles listed below:

1. Clearly specifying what is to be evaluated is priority in the evaluation process. The effectiveness of evaluation depends much on careful description of what to evaluate

2. An evaluation technique should be selected in terms of its relevance to the characteristics or performance to be measured

3. Comprehensive evaluation requires a variety of evaluation techniques. No single type of instrument or procedure can assess the vast array of learning and development outcomes in school programme

4. Proper use of evaluation techniques requires an awareness of their limitations. Evaluation techniques range from very highly developed measuring instruments (e g. standardized aptitude and achievement tests) to rather crude assessment devices (e g observational and self-report techniques). Evaluation is a means to an end, not an end in itself. Evaluation is best viewed as a process of obtaining information on which to base decisions.

Principles of Assessment

As already mentioned, the process of assessment is likely to be most effective when guided by the set of general principles. These are:

· Clearly specifying what is to be evaluated is a priority in the assessment process

· An assessment technique should be selected in terms of its relevance to the characteristics or performance to be measured

· Comprehensive assessment requires a variety of assessment techniques. No single type of instrument or procedure can assess the vast array of learning and development outcomes emphasized in school curriculum

Proper use of assessment techniques requires an awareness of their limitations. Assessment techniques range from very highly developed measuring instrument devices up to the most common ones such as, observation and self-report technique. Assessment is a means to an end, not an end in itself. As a teacher, Assessment is best viewed as a process of obtaining information on which to base decisions.

Characteristics of a Good Assessment System

As you may be aware, the following are some of the characteristics of a good student assessment system;

Validity

Reliability

Practicable

Fair

and useful to students

Validity

As already mentioned, a valid assessment procedure   is one which actually tests what it sets out to test, that is, one which accurately measures the behavior described by the learning outcomes under scrutiny.

Obviously no one would deliberately construct an assessment item to test trivia or irrelevant material. However, it is surprising to note that non-valid test items are in fact used to merely test recall of factual material from the candidate’s powers of reasoning, or questions which assume a level of pre-knowledge which the candidates do not possess.

As you will see later in the review of assessment methods, validity-related problems are common weaknesses of many of the more widely-used methods. For example, a simple science question given to 14 year old school child (name the products of the combination of carbon in an adequate supply of oxygen) produced a much higher number of correct answers when the word “combustion” was replaced by “burning”. The original question had problems of validity in that it was, to some extent, testing language and vocabulary skills rather than the basic science involved.

Reliability

As you may be aware, the reliability of an assessment procedure is a measure of the consistence with which the question, test or examination produces the same results under different but comparable conditions. 

You notice that a reliable assessment item gives reproducible scores with similar populations of students, and is therefore should be independent of the characteristics of individual markers. This is often difficult to achieve in practice.

As a teacher, to help you produce reliability, the questions which comprise an assessment should (ideally) test only one thing at a time and give the candidates no choice. The assessment should also adequately reflect the desired outcomes of the teaching unit. You notice that the reliability and validity factors in an assessment are in no way directly linked, a test or examination, for example may be totally reliable and yet have very low validity and vice versa

Practicability 

As you may be aware most assessment procedures should be realistically practical, in terms of their cost, time taken and ease of application. For example, with a large class, it may be convenient for you to use only a paper-and-pencil test rather than set up numerous practical testing situations. However such procedures may compromise validity of the assessment.

Fairness

As a teacher, to be fair to all students, an assessment must accurately reflect the range of expected behaviors as described by the published syllabus. It is also highly desirable that students should know exactly how they are to be assessed. Indeed it is now advised that students have a right to information such as the nature of the materials on which to they are to be tested (i.e. content and outcomes), the form and structure of the test or examination, the length of the examination and the va
Analysis of student assessment that form a normal part of the instructional system

It is important for you to note that, when student assessments are an integral part of the course or other instructional system, the results of and trends indicated by these assessments can usually shed considerable light on the operation of the system as a whole. The evaluator should, as a result, be able to judge which objectives and outcomes are being well achieved, and more importantly, which objectives and outcomes are not. When students do not perform as well as expected, there is a traditional tendency to conclude that it is basically the fault of the students. This may occasionally be the case, but, more often than not, there are other factors involved. A systematic approach to instructional design allows all aspects of the system to be analysed and may reveal that there are in fact a number of reasons for unsatisfactory student achievement. For example; 

· The teaching methods were not well matched to the course objectives / learning outcomes

· There were problems in the operation of the instructional system

· The assessment methods used were not suitable 

· The objectives/ learning outcomes themselves were not realistic

Critical analysis of the above allows the instructional system to be continuously monitored and progressively “tuned” Here is how it can be done:

Analysis of student assessments carried out solely for evaluation purposes

When an instructional package of some sort is being trial tested, or when the relative effectiveness of two methods is being measured, specially designed student assessment techniques can be used to evaluate the effectiveness of the methods involved, rather than to assess the actual students. Such approaches are essentially involving the use of pre-and post-tests, “control” group, and the statistical analysis of differences. They are one of the standard methods of evaluating new systems, techniques, packages etc.

Tools for assessing learning outcomes

Tools for assessment of learning and teaching include: observation schedules, checklist, rating scales, assignments, anecdotal records, homework, performance assessment, projects, test and quizzes.

Observation schedules of checklists 

An observation checklist is a list of specific desirable concepts, skills, processes or attitudes so that you may record the presence or absence of them. If an observation schedule or a checklist is used frequently, a profile of a learner’s characteristics can be assembled and eventually analysed. For instance, you might want to observe the participation of one or several students in a classroom discussion over one month period. An observation schedule can be structured to indicate type of participation and frequency.

Rating scale

From the teachers’ point of view, rating scales are measuring instruments that allow representation of the extent to which specific concepts, skills, processes or attitudes exist in students. Rating scales are particularly useful in situations where the learner performance can be described along a continuum, such as participation in a discussion. Once you have decided upon the activity you wish to rate, break it up into its constituent parts. Make the parts as specific as possible to increase the scales; reliability. For example, instead of globally rating “performance in debates” decides on what performance criteria you wish to observe in the learner. This could be, for example, “states arguments” demonstrates background preparation” “respond to opposition arguments relatively”. Such components would give a broader picture of learner’s performance rather than the rating on the global behaviour. You need to set criteria that would constitute excellent, satisfactory or unsatisfactory work, if these are your rating scales.

Written assignments 

As you may be aware, Assignments are designed to allow students to plan, and report upon a unit of learning. This type of assessment involves producing written materials of some sort e g. a written report or an essay. Students may be given the opportunity to choose their own topic and design a frame work for their work. Assessment plans prepared in advance can provide a structure to the whole exercise as well as indicate to the students your criteria for assessing the quality of work. 

Performance assessment  

From the teachers’ point of view, performance assessment refers to assessing learning progress in tasks that require students to be actively engaged in some activities such as manipulating materials and demonstrating a skill, in the laboratory solving a multi-stage problem, or participating in a discussion. The psychomotor domain is best tested this way.

Guidelines for Constructing Good Test Items

Most measurement and assessment books (e g Gronlund&Linn, 1990) provide guidelines on how to construct test items. In this section only key points are presented as follows: 

· Ensure that each item measure an important learning outcome. Students should feel that they address the main objectives thoroughly, their knowledge and skills would be fairly assessed 

· The item should be appropriate for the particular learning outcome measured. Each item type has its own strengths and can only be effective for the right purpose.

· State the item in simple and clear language. The focus should be on what they know rather than on how they can interpret the language used.

· The difficulty of the item should be appropriate for the students to be assessed.

· Each item should be independent of others, and all the items as a group should not grossly overlap. Answer to one question should not enable the learner to answer another item correctly.

· Items to be included in the test should provide adequate coverage of questioning

	Activities

	· Discuss the key principles of assessment

	· List down your thoughts that would help come up with a good assessment system

	· Explain with examples characteristics of a good feed back

	· Explain some of the guidelines you can use to construct good test items


	Activities

	Explain how you can use the following items to come up with a good student assessment system.

	· Validity

	· Reliability

	· Practicability

	· Fairness

	· Usefulness to students


UNIT: 5 SITUATED LEARNING THEORY

Introduction
Jean Lave is a faculty member at the University of California, Berkeley. She completed her doctorate in Social Anthropology at Harvard University in 1968. She is a social anthropologist with a strong interest in social theory. She has worked extensively on the re-conceiving of learning, learners, and educational institutions in terms of social practice. Lave was influenced by many previous thinkers including John Dewey's famous ideas, which stated that learning developed from experience and social interaction. Other psychologists who included Vygotsky, Piaget, Wenger and Bandura had also professional influence on Lave's work. (Brown et al. 2000)
As the name suggests the idea of situated learning involves a deepening process of participation in a community of practice, a theory that has gained significant ground in recent years. Community of practice has also become an important focus within organizational development and has considerable value when thinking about working with groups, (Lave, 1991).  This unit therefore, discusses an overview of situated cognition learning. It will further discuss the method of teaching, theories and practices, its concepts and elements. Some critiques of the theory and methodologies for informal educators and those concerned with lifelong learning. 
Learning Outcomes

As you Study and work through this unit, you are expected to:
· Discuss concepts of situated learning

· Explain elements of situated learning

· Discuss characteristics of communities of practice

· Apply principles of situated learning in the classroom situation

· Explain weaknesses of the situated learning theory

Content
· Concepts of situated learning

· Elements of situated learning

· Characteristics of communities of practice

· Application of the principles of situated learning in the classroom situation

· Critics of the situated learning theory

· Summary of situated learning concepts

Situated Learning Theory
A lot of scholars have tried to talk ably about situated learning and coin in theoretical perspectives that explain what situated learning is all about. Situated learning is defined as a process of enculturation, emphasizing the socio-cultural setting and the activities of the people within that setting. In other words, learning is not an accumulation of information, but a transformation of the individual who is moving towards full membership in the professional community. (Hmelo & Evensen, 2000). Jean Lave and Etienne Wenger, (1991), also defined situated learning as learning that takes place in the same context and environment in which it is applied. Lave’s theory of situated learning advocates for learners participation in day-to-day learning activities. This implies that the routine involvement in every day skills acquisition which are community based would holistically shape a learner who would become a useful member of the community thereafter. Activities may involve physical, emotional, intellectual and moral shaping. For instance, fishing, sheparding of animals, making reed mats, dancing during traditional ceremonies, hunting, constructing mud and pole houses etc. During all these events, people learn various skills un intentionally by taking part in the activity as a matter of adventure.  The duo in addition argue that, learning should not be viewed as simply the transmission of abstract and decontextualised knowledge from one individual to another, but a social process whereby knowledge is co-constructed. They suggest further that such learning is situated in a specific context and embedded within a particular social and physical environment. Situated Learning theory therefore, posits that learning is unintentional.

Lave’ theory of situated learning  as deduced above, allows students to have the opportunity to participate, interact and inject their own ideas as a way to obviously grow and make informed decision thereafter. It enables the learner to build their social and communication skills as they develop their cognition abilities. This is mostly done through learner internalization of what they see and act upon as they participate in actual community events.
In the situated learning approach, knowledge and skills are learned in the contexts that reflect how knowledge is obtained and applied in everyday situations. Situated cognition theory conceives of learning as a sociocultural phenomenon rather than the action of individual acquiring general information from a decontextualized body of knowledge (Kirshner & Whitson 1997).  

The concept of situated learning

The concept of situated learning as an instructional strategy has been seen as a means for relating subject matter to the needs and concerns of learners (Shor, 1987). Learning is essentially a matter of creating meaning from the real life and activities of daily living. By embedding subject matter in the ongoing experiences of the learners and by creating opportunities for learners to live subject matter in the context of real-world challenges, knowledge is acquired and learning transfers from the classroom environment to the realm of practice. 

To situate learning in other words simply means:

· To place thought and action in a specific place and time. 

· To involve other learners, the environment, and the activities to create meaning. 

· To locate in a particular setting the thinking and doing processes used by experts to accomplish knowledge and skill tasks (Lave and Wenger 1991). 

In the learner’s classroom situation, to situate learning means to create the conditions in which participants will experience the difficulty and uncertainty of learning in the real world. Participants will create their own knowledge out of the raw materials of experience, i.e., the relationships with other participants, the activities, the environmental cues, and the social organization that the community develops and maintains must be as friendly as possible to the learner so that the learners are not feeling out of place.

A situated learning experience has four major premises guiding the development of classroom activities (Anderson, Reder, & Simon 1996, Wilson 1993):

· Learning is grounded in the actions of everyday situations

· Knowledge is acquired situationally and transfers only to similar situations

· Learning is the result of a social process encompassing ways of thinking, perceiving, problem solving, and interacting in addition to declarative and procedural knowledge and

· Learning is not separated from the world of action but exists in healthy, complex, social environments made up of actors, actions and situations. 

These four premises differentiate situated learning from other experiential forms of acquiring knowledge. In situated learning, students learn content through activities rather than acquiring information in disconnected packages organized by instructors. Content is in born in the doing of the task and not separated from the noise, confusion, and group interactions prevalent in real work environments. Learning is not dilemma driven but rather content driven. Situations are presented that challenge the intellectual and psychomotor skills that learners will eventually apply at home, in the community, or the workplace (Lankard 1995). 

Situated learning uses cooperative and participative teaching methods as the means of acquiring knowledge. Knowledge is created or negotiated through the interactions of the learner with others and the environment. Subject matter emerges from the cues provided by the environment and from the dialogue among the learning community. The structure of the learning is understood in the experience rather than in the subject matter structured by the instructor. Knowledge is obtained by the processes described (Lave 1997, P.21) as "way in" and "practice." Way in is a period of observation in which a learner watches a master and makes a first attempt at solving a problem. Practice is refining and perfecting the use of acquired knowledge. Applied to the classroom, situated learning is not only reflecting upon and drawing implications from previous experiences but is immersion (interest through participation) in and with the experience. 

Elements of situated learning

Situated learning places the learner in the centre of an instructional process consisting of content, the facts and processes of the task, context, the situations, values, beliefs, and environmental cues by which the learner gains and masters content, community, the group with which the learner will create and negotiate meaning of the situation and participation in the process by which learners working together  with experts in a social organization to solve problems related to everyday life circumstances (Brown, Collins, & Duguid 1989, Lave 1988, Shor 1987). Learning becomes a social process dependent upon transactions with others placed within a context that resembles as closely as possible the learning environment. Situated learning in the classroom integrates content, context, community of practice and participation. 

Content. Situated learning emphasizes higher-order thinking processes rather than the acquisition of facts independent of the real lives of the participants (Choi & Hannafin, 1995). Content situated in learner's daily experiences becomes the means to engage in reflective thinking (Shor, 1996). Retention of content is not the goal of learning. By placing content within the daily transactions of life, the instructor  dialogues with learners, negotiates the meaning of content, frames it in terms of the issues and concerns within the learners in order to provide  opportunities for learners to cooperate in investigating problem situations, and makes content applicable to the ways in which learners will approach the environment. Application rather than retention becomes the mark of a successful instructional encounter. 

Context. Learning in context refers to building an instructional environment sensitive to the tasks learners must complete to be successful in practice. Context embraces notions of power relationships, politics and family (Courtney, Speck, & Holtorf 1996). Boud (1994) describes context as drawing out and using experiences as a means of engaging with and intervening in the social, psychological, and material environment in which the learner is situated. Context is not just bringing life events to the classroom but experiencing events from multiple perspectives. Learners are in the experience rather than being external to the event (Wilson 1993). Context provides the setting for examining experience from the community that provides and shaping of the learning. 

Community of practice. The basic argument here is that, communities of practice are everywhere and that we are generally involved in a number of them whether  at place of work, school, home, or in our civic and leisure interest. Wenger (2007) says that, communities of practice are formed by people who engage in a process of collective learning in a shared domain of human endeavour. For example, a tribe learning some survival skills, a band of artists seeking new forms of expression, a group of engineers working on similar problems, a group of pupils defining their identity in the school, a net work of surgeons exploring novel techniques, a gathering of first time- managers helping each other cope with work. In other words, communities of practices are groups of people who share a concern or a passion for something they do and learn how to do it better as they interact regularly. However, characteristics of such communities of practice vary. Some communities of practice are quite formal in organizations, others are quite fluid and informal. Even so, members are brought together by joining in common activities and by what they have learned through their mutual engagement in these activities (Wenger 1998). This therefore, means that a community of practice is different from a community of interest or a geographical community in that it involves a shared practic

The characteristics of communities of practice

According to Etienne Wenger (2007), three elements are crucial in distinguishing a community of practice from other groups and communities:

The domain, a community of practice is something more than a club of friend or a network of connections between people. It has an identity defined by a shared domain of interest. Membership therefore implies commitment to the domain, and therefore a shared competence that distinguishes members from other people.

The community. ‘In pursuing their interest in their domain, members engage in joint activities and discussions, help each other, and share information. They build relationship that enables them to learn from each other’.

The practice. ‘Member of community of practice are practitioners. They develop a shared repertoire of resources: experiences, stories, tools, and ways of addressing recurring problems-in short a shared practice. This takes time and sustained interaction’.

Participation. Participation describes the interchange of ideas that attempt to problem solving and active engagement of learners with each other and with the materials of instruction. It is the process of interaction with others that produces and establishes meaning systems among learners. From a situated cognition perspective, learning occurs in a social setting through dialogue with others in the community (Lave 1988). Learning becomes a process of reflecting, interpreting, and negotiating meaning among the participants of a community. Learning is the sharing of the narratives produced by a group of learners. 

Application of situated learning theory in a classroom situation


What are the implications of this view of learning to instruction?

Before we answer this question, let us review some basic theoretical assumptions entailed in situated learning:

1. Learning-in-practice (lave, 1990): learning is conceived as increasing participation in communities of practice; Learning is a co-constitutive process in which all participants change are transformed through their action and relations.

2. Knowledge accrues through the lived practices of the people in the society: knowledge remains inert and unused if taught in contexts that separate knowing from doing; one learns a subject matter by doing what experts in that subject matter do.

3. Learning involve social participation; hence, cognition takes place within the world and not in minds construed as somehow separate from or outside the world a learning should take place in context and social situations.

4. Cognition is a matter of sign activity, or semiosis, i.e. continuously dynamic and productive activity of signs.

These assumptions give rise to some instructional principle and impacts to instruction:

1. Provide authentic tasks in the learning environment: authentic task are those ordinary practices in the culture. The authentic involves two levels: the objectives and data in the setting, and the degree to which the tasks that students are asked to perform are authentic.

2. Simulate apprenticeship that comprises authentic task: school children could acquire the knowledge and skills of historians, mathematicians, or scientists by becoming apprentices in those disciplines.

3. Learning communities: change of learning culture in the classroom: change from knowledge dispenser into the learning community, in which teacher and learners work collaboratively to achieve important goals emphasizing distributed expertise (students come to the learning task with different interests and experiences and are provided the opportunity within the community to learn different things. For example, CSILE (Computer-Supported Intentional Learning Environment) provides a means for student to engage in knowledge-building within a learning community, i.e. students focus on a problem of interest and begin to build a communal database of information about the problem: discourse, reflection and peer review.

Wilson and Myers (200) described the impact of this type of social interactional view on designers as follows:

· We as instructional designers must go into the community of the practitioners, using ethnographic methods of observation and reflection, and become participant observers. We develop a focus on how the community learns.

· Instructional designers must use methods of participatory design in which the worker participates in redesign practices with the designer.

Young (1993) described four broad tasks for the design of situated learning:

1. Selecting the situation: the general principle is to select the generator set of situations, which entail complex, realistic problem spaces that afford students to able detect the invariant concepts in the domain.

2. Providing scaffolding: students need to be active generators of both problems and solutions so that they can “crisscross the landscape of knowledge”. The principle is “initially limit a novice’s access to all the features of the context and the removing those constraints.”

3. Determining and supporting the role of the teacher: in situated learning, students learn from different knowledge source distributed in the environment, e.g. the tools, the peers, themselves, the textbooks, and the teacher. The responsibility of the teacher is to constant asses the interaction of students and environment and to guide students to play attention to important attributes of the environment.

4. Assessing situated learning: Young pointed out several views of the assessment in situated learning:

· The assessment methods should focus on “the process of learning, perception, and problem solving.”

In designing a collaborative lesson in a classroom environment, some good organizational behavior must be displayed. Schell & Black (1997) created an environment to foster natural learning processes. Learners engaged in discussions simulated in group activities, verbalizing knowledge gained and comparing problem-solving approaches with that of experts. Courtney & Maben-Crouch (1996) found that learning transfers more easily in a natural learning environment. A natural learning environment engages learners in solving real life problems likely to be encountered on the job. Problem solving is collaborative with participants contributing to the dialogue and constructing novel solutions. Participants are encouraged by instructors to engage in critical reflection, questioning the values and assumptions behind answers suggested by other learners. Knowledge is acquired by framing problems in terms of conditions likely to be encountered on the job. 

The main elements of situated cognition are content, context, community, and participation that offer exciting opportunities for instructors to engage with learners in novel and meaningful ways. Situated cognition reminds us that adult learners are a rich and diverse source of stories and data that can transform the classroom from a source for transferring knowledge from instructor to learners to a resource for interpreting, challenging, and creating new knowledge. Interactions among the learners and the environment holds the promise of having learners directly intervene in and change the processes that surround their lives at home, in the community and at the workplace. 

From the discussion above, Instructions in situated learning approach must be situated in an authentic context that resembles that of the classroom. The teacher should enrich the learning process by providing realistic experiences that are more easily transferred. Wilson, A. (1993). This means that students process information by visualizing, hearing, reasoning and reflecting. Students then tend to learn more easily by having models to go by or imitate. In other words, teachers must create the classroom environment as homely as possible, whether it be computerized set up or a physical set up. Lessons for example, can be conducted in the workshop, kitchen, garden or green house etc. However, it should be noted that all these settings need to portray exactly conditions that exist in a classroom learning environment. This kind of environment gives students the look and feel of being at home in a comfortable setting which allows them to feel and learn freely.
Following the use of teacher provided scaffolds, the educator may then have the students engage in cooperative learning.  In this type of environment, students help fellow students in small group settings but still have some teacher assistance in the real context and culture.  This can serve as a step in the process of decreasing the scaffolds provided by the educator and needed by students (Hartman, 2002).

Teachers have also used scaffolding to engage students in research work and learning.  In this context, scaffolding facilitates organization of and focus for students’ research (McKenzie, 2000).The structure and clearly defined expectations are the most important component of scaffolding in this context.  The teachers provide clarity and support but the students construct the final result through their research. The scaffolding is secondary. The building is primary. (McKenzie, 1999),   According to McKenzie, scaffolding and participation in the community of practice help learners in the following ways:

· Provides clear direction and reduces students’ confusion – Educators anticipate problems that students might encounter and then develop step by step instructions, which explain what a student must do to meet expectations.  

· Clarifies purpose – Scaffolding helps students understand why they are doing the work and why it is important.   

· Keeps students on task – By providing structure, the scaffold lesson or research project, provides pathways for the learners.  The student can make decisions about which path to choose or what things to explore along the path but they cannot wander off of the path, which is the designated task.

· Clarifies expectations and incorporates assessment and feedback –Expectations are clear from the beginning of the activity since examples of exemplary work, rules, and standards of excellence are shown to the students.

· Points students to worthy sources – Educators provide sources to reduce confusion, frustration, and time wasting.  The students may then decide which of these sources to use.

· Reduces uncertainty, surprise, and disappointment – Educators test their lessons to determine possible problem areas and then refine the lesson to eliminate difficulties so that learning is maximized (McKenzie, 1999).  

Critiques of Situated learning

Anderson, Reder & Simon (1996) argued that situated learning is a biased theory and put up some arguments against Lave’s theory of situated learning. Lave advocated as follows:

· Activity and learning are bound to the specific situations in which they occur. 

· Knowledge does transfer well between tasks.

· Teaching in abstract is ineffective but real life teaching is the best.

· Instruction must happen in complex social contexts.

However, Anderson et al (1996) critised that:

· Whether learning is bound to context or not depends on both the kind of learning and the way material is being presented. 

· There is empirical evidence that successful transfer of knowledge happens between tasks and abstract instructions in the literature. Transfer depends on initial practice and the degree to which a successive task has with similar cognitive elements to a prior task.  

·  Abstract instruction can be made effective by combining it with abstract concepts and concrete real life examples.   

Anderson, Reder & Simons summarize their concerns when they said that: "What is needed to improve learning and teaching is to continue to deepen our research into the circumstances that determine how narrower or broader contexts are required and when attention to narrower or broader skills are optimal for effective and efficient learning" (p. 10). For example, as teachers, must read widely and prepare lessons that would depict a real life situation. New teaching methodologies must be embraced any time they are introduced in teaching system. 

In conclusion, Lave’s concern here with learning through participation in group/collective life and engagement with the daily round makes their work of particular interest to inform educators and those concerned working with groups easily. She highlights three main points as follows:

Learning is in the relationships between people. 

As McDermott in (Murphy 1999, P.17) Learning traditionally gets measured as on the assumption that it is possession of individuals that can be found in their heads.  Learning is in the conditions that bring people together and organize a point of contact that allows for particular pieces of information to take on relevance. Learning does not belong to individual persons, but to the various conversations of which they are a part.

Educators work so that people can become participants in communities of practice. Educators need to explore with people in communities how all may participate to the full. One of the implications for schools, as Barbara Rogoff (1984) and her colleagues suggest that, they must prioritise instructions that build on children interests in a collaborative way. ‘Such schools need  also to be places where learning activities are planned by children as well as adults, and where parents and teachers not only foster children’s learning but also learn from their own involvement with children’ ( 2001, p. 3). 

There is an intimate connection between knowledge and activity. Learning is part of living. Problem solving and learning from experience are central processes (Tennant 1997). Educators need to reflect on their understanding of what constitutes knowledge and practice. Perhaps one of the most important things to grasp here is the extent to which education involves informed and committed action to transform the learner into a citizen who can fit in any society without problems.

Summary of the situated learning concepts

1. Situated learning is an idea developed by laves and Wenger which essentially argues that learning occurs in a contexts or a culture.

2. Knowledge needs to be presented in an authentic context.

3. Learning requires social interaction and collaboration.

4. Learning involved a process of engagement in a community of practice.

5. Communities of practice:  communities of practice are formed by people who engage in a process of collective learning in a shared domain of human endeavour. In other words communities of practice are groups of people who share a concern or a passion for something they do and learn how to do it better as they interact regularly.

6. Legitimate peripheral participation is a process of how a learner engages in the activity of a socio cultural practice and becomes increasingly competent in this practice.

7. It is legitimate because all parties accept the position of “ un qualified” people an potential members of the community of practice.

8. Peripheral because they hang on the age of the important stuff, do the peripheral jobs, and gradually get entrusted with more important ones or is used to distinguish between new comers and old timers. The concept encompasses multiple, varied, more or less engaged and inclusive ways of being located in the field of participation defined by a community.

9. Participation, because it is through doing that knowledge is require, knowledge is situated within the practices of the community of practice, rather than something which exists “out there” in books,
Activities
1. Discuss four major premises guiding the classroom activities using situated learning experience.
2. Define the following elements of situated learning:

· Content

· Context

· Community of practice

3. Explain three characteristics of the community of practice.

4. Explain how you can apply the situated learning theory to education.

5. What are the weaknesses of the situated learning theory?

  UNIT: 6 INVITATIONAL LEARNING THEORY 
Introduction 
Invitational Learning Theory is a humanistic theory because it supports perception as a determinant of behaviuor and the growth of the individual in worthwhile endeavor. Apart from the learning outcomes, this unit will also look at, historical background of William Purkey’s assumptions of invitational learning theory, how invitational learning theory works, the Five Ps and the relevance of  this  theory to Zambia.

Learning Outcomes

As you Study and work through this unit, you are expected to
· Explain terminologies used in the Purkey’s Invitational Theory

· Discuss assumptions of Invitational Learning Theory

· Apply Invitational Learning Theory to the Zambian situation

Content

· Historical background of William Purkey

· Assumptions of Invitational Learning theory

· How Invitational Learning theory works

· The five Ps

· Relevance of Invitational theory to Zambia.

 According to Munsaka (2011, p53) “humanistic psychology takes positive view of all people. It assumes that every human being possesses some inner propensity to grow and develop”. This unit will be discussed under the following sub headings:

· Terminologies used

· Historical background

· Introduction to Invitational Learning Theory

· Concepts and Assumptions of the theory

· Starfish analogy

· How it works

· Relevance to Zambian Education 

· Conclusion

Terminologies Used:

Invitation theory, invitation, respect, trust, optimism, intentionality, five Ps (places, people, policies, programs and processes.

Historical background

William Watson Purkey was born on August 22, 1929. He is an author and professor emeritus at the University of North Carolina at Greensboro. Invitation theory was firstly introduced by William Purkey in 1978. He is the developer of a model of communication called “invitational Education”. His professional career ranges from, service as a public school teacher, a U.S park ranger and a bomb disposal specialist in the US Air Force.

Purkey received his bachelors, masters and doctorate from the University of Virginia. He was tenured full professor at the University of Florida. During his career, he received awards that included the University of Florida “Award for Instructor Excellence”. “Good Teaching Award”. Outstanding Teacher award”. “The Board of Governors Award for Excellence in Teaching” and the “Excellence in Education Award” from the Royal Conservatory of Music for his work in learning the arts. Other authors, such as Novak (2000), have expanded the application of invitational theory and application.

It is obvious that invitational theory is an evolving rather than static conceptual model. Invitational theory has been most often applied to the concerns of schools: teaching, counseling, staff   and administrative functioning. It appears that invitational education first focused on how to develop schools that encouraged positive self concept development in children and increased equality of staff and teacher functioning.

In 1990, the invitational model became a structure for research and practice in changing school climate,(Purkey&Lehr,1996). Specific plans and programs developed at the University of North Carolina at Greensboro were designed to improve school environments enhance self-concept of staff and create a more positive climate for learning. For example, “the Five-Relays” (Purkey& Lehr, 1996) describes in detail how   a school can examine the programs, policies, people processes and places characteristic of the school and make changes that improve the quality of learning and student development.

Jouard (1971) outlined that the invitational model had its origin in the study of self-concept and perceptual psychology. As the importance of self concept and perception became more accepted as important for behaviour, invitational theory emerged. It was developed as a method of creating environments in which self-concept could be enhanced and human potential more fully developed.

It is a self correcting theory of practice based on ideas borrowed from John Dewey’s “democratic ethos” Carl Rogers “client-centered psychotherapy, Sidney Jourard’s self-disclosure, “Albert Bandura’s self-efficacy” and Martin Seligman’s learned optimism. Based on these and other research-based concepts, Purkey &Novak (1996), Purkey& Schmidt (1996) and colleagues have developed a model for understanding and communicating messages planned to summon forth the realization of human potential as well as for identifying and changing those forces that destroy potential. Perceptual psychology postulates that each person creates their own reality through their perceptions of what they believe to be real (Combs, Richards &Richards, 1988; Combs&Gonzales, 1994; Kelly, 1955, 1963; Jourard, 1971). Furthermore, a person’s behaviour is contingent on how an individual perceives and interprets his/ her experiences. Purkey and Novak (1996) identified three assumptions of the perceptual psychology approach that are relevant to working with individuals in a school setting:

Behaviour is based on perception. Individuals behave according to their subjective perception of the environment (internal and external)

Perceptions are learned. Ones’ interpretation of the environment is learned and therefore can be unlearned given new information and new experiences. This particular assumption embraces the idea that a change in perception will bring about a change in behaviour.

Perceptions can be reflected upon. Being aware of one’s past and present perception and being able to go beyond them allows for further development and understanding of oneself other, and the world.

Accordingly, from the point of view of perceptual psychology it is clear that to understand an individual’s behaviour we need to know how that individual perceives and interprets his /her life experiences. An individual’s personal interpretation is more important than “objective reality” because an individual responds to their perception of reality and not to reality itself (Purkey&Schmidt, 1996, Seligman, 1991). 

“Self-concept consists of each person’s unique system of perceptions about the self in relation to one’s environment. A person seeks to maintain a consistent self-concept by assimilating or rejecting perceptions that do or do not fit preconceptions, but a person’s self-concept can change and develop as a result of inviting or encouraging acts”(Jourard,1971:p25).

Introduction of Invitational Learning Theory:

Invitational learning describes an educational frame work of learning/teaching relationships based on human value, responsibility and capabilities. The word invitation was chosen because it comes from a Latin word invitare which means to “offer something beneficial for consideration” purkey (1991, p32) , but its definition involves an ethical process involving uninterrupted communications among and between human beings. Invitation here is described by Purkey (1991,p32) as a “summary of messages, verbal and non-verbal, formal and informal, that are sent to students with the intention of affirming for them that they are responsible, able and valuable”. Learning is in the context of invitational learning observed in social frame work, where learners should be invited by the teacher to develop their potentialities.

Invitational learning theory, maintains that every person and everything in and around schools and other organizations adds to, or sub tracts from, the process of being a beneficial presence in the lives of human beings. Preferably, the factors of people , places, policies, programs and processes should be so intentionally inviting as to  create a world in which each individual is cordially summoned to develop intellectually, socially, physically, physiologically and spiritually

Invitational Education is an approach to the teaching- learning process on interrelated assumptions presented to understand several positive and negative signal systems that exist within the total educational environment. Invitational theory is a way of thinking about positive and negative signal system that exist in all human interactions. It is a theory of practice for communicating caring and appropriate messages intended to summon forth the realization of 

human potential as well as for identifying and changing those forces in schools which would defeat and destroy potential. Purkey & Novak, (1996).

 Concepts and Assumptions of Invitational Learning Theory

The following are the basic assumptions of Invitational Theory and Practice (ITP)

People are able, valuable, and capable of self-direction and should be treated accordingly

Helping is a cooperative, collaborative alliance in which process is as important as product

People possess relatively untapped potential in all areas of human development

Human potential can best be realized by places and programs that are intentionally designed to invite development and by people who consistently seek to realize this potential in themselves and others, personally and professionally.

Also Invitation theory is based on four operations that give consistency and direction for action: These are respect, trust, optimism, and intentionality. 
Trust that one will find his/ her own best way of accomplishing things, respect for other people since they are able, valuable and responsible, optimism about people as possessing practically unlimited potential in all areas of human endeavor and intentionality which is a purposeful act aimed at offering something beneficial to others. Purkey &Novak (1996). Invitational Education is an important and valid theoretical model for application by teachers. It is a theory that addresses the total educational environment: social, physical, cognitive, spiritual, and emotional. Invitational   Educational is democratically oriented, perceptually anchored, self-concept approach to the educative process. Purkey &Novak (1996).

The human potential should be developed through the educational process, which is characterized by the five Ps. The five Ps  represent environmental factors which influence one’s success or failure in the educational process, depending on how inviting they are and these are people, places, policies, programs and processes. People, refers to teachers and support staff in the school, places relates to the physical aspects of the school. Policies refers to the procedures, codes, rules written and unwritten, used to regulate the ongoing functions of individuals and organisations. Programs, refers to the curriculum for students to develop academically, physically and socially in the inviting environment. Processes, refers to such issues as cooperative spirit, democratic activities, values and attitudes of students, teachers, administrators and support staff. (Purkey & Novak, 1996)

Invitation education emphasizes that human potential can best be realized by creating and maintaining, places, policies, processes, and programs, specifically designed to invite development  , and by people who are intentionally inviting with themselves and others, personally and professionally, (Cloer, & Alexander, Jr., 1992).

According to Purkey and Fuller(1995), Invitation learning emphasizes that teachers beliefs and attitudes about people---including trust, respect, optimism and intentionality (positively enhancing) --- are paramount in enabling the learner become his/her best self. School should be an inviting place that stresses the importance and uniqueness of students, encourages parental involvement and nurtures the creativity of all. The intentionally inviting teacher listens with care; acts “real” with students, possess self-understanding and self-acceptance, handle rejection well and effectively manages stress.

How Invitational Learning Theory Works

The “Fives P’s” of Invitational Education, standing for people, place, policies, programs, and processes, provide the means to address the global nature and symbolic of the school. It expands the educative process by applying steady and continuous pressure from a number of points, much like a starfish conquers oysters.
The Starfish Analogy

Starfish live to eat oysters. To defend itself, the oyster has two stout shells that fit tightly together and are held in place by a powerful muscle .when a starfish locates an oyster, it places itself on the top shell. Then gently, gradually, and continuously, the starfish uses each of its five points in turn to keep steady pressure on the one oyster muscle. While incredibly powerful, gets no rest. Inevitably and irresistibly, the oyster shells open and the starfish has its meal. Steady and continuous pressure from a number of points can overcome the powerful muscle of the oyster, and by analogy, here is how the Invitational Education starfish look when the “Five P” approach is applied. (Purkey & Novak, 1996)

The Five P’s

According to Cloer, & Alexander, Jr.(1992), the following activities illustrate how invitational learning is woven into the culture of the school:

1. People: Teachers, pupils and support staff work as a family. Activities include training in stress reduction and conflict management, long term relationships between teacher and pupils, courteous staff, and respect for everyone. Special attention is given to person grooming and professional dress.

2. Places: Careful attention is given to the physical environment, including adequate lighting, well-maintained building and grounds, clean rest rooms, attractive classroom and canteens, and displays celebrating student accomplishments. Ways are found to enhance the physical environment of the school, no matter how old the building.

3. Policies: Attendance, grading, promotion, discipline and other policies are developed and maintained within a circle of respect for everyone involved. Families are kept informed through newsletters, bulletins, phone calls and meeting. Every school policy is democratically developed easy to understand, and made available to everyone involved. 

4. .Programs: Among the many programs that help to create safe schools are community   outreach, wellness, and enrichment opportunities for everyone in the school (Morrissey, 1998, June). Programs that involve parents are strongly encouraged.  Guidance and counselors play a central role in arranging beneficial programs.

5. .Processes: process is the way in which things are done in the school. A democratic culture is valued along with an academic orientation. All activities and procedures are designed to honor and include everyone. Ideas , suggestions, and concerns are welcomed in the inviting school, (Purkey & Novak, 1996)
Relevance to Zambia


Zambia is a liberal democracy and comprises of people of different tribes and ethnicity. A democratic society is ethically committed to seeing all people as able, valuable, and responsible, to valuing cooperation and collaboration, to viewing process as product in the marking, and to developing untapped possibilities in all worthwhile areas of human endeavor.

A country with so much socio-cultural diversity like Zambia needs to embrace invitational education in order to inculcate values of respect, trustworthiness, caring, optimism and intentionality in the young generation. The growing population of young Zambians needs to understand the tenets of effective communication that sends positive signal that summons the realization of potentialities of all citizens in order for them to develop in all areas of human endeavour. The earlier the young Zambians learn to be both inviting individuals and professionals, and to create inviting environments the better   future of our great nation because all schools will be inviting environment in which all citizens are summoned to realize their full potential.

 Conclusion

Invitational education expands the education process by applying steady and continuous pressure from a number of points. Rather than relying on one program, one policy, or one process, Invitational Learning Theory addresses the total spirit within a school. Juhnke, & Purkey, (1995, February ) state that invitational learning is concerned with more than grades, attendance, academic achievement, discipline, and test scores, and even student esteem. It is concerned with the skills of becoming a decent and productive citizen in a democratic society.

Invitational   Education provides a framework for making school a more exciting, satisfying, and enriching experience for everyone – all pupils, all teachers and support staff, and all visitors. Its goal is to transform the fundamental character of the school.

UNIT: 7 THEORIES OF MOTIVATION
Introduction
 Motivation is the label we give to processes that energize (activate) and direct behaviour toward particular goals. Motivation affects the strength of behaviours, persistence of behaviours, and direction of behaviour (direction = choosing which behaviour to make).Motivation changes over time as conditions inside the body and in the external environment change, with these changes, behaviour changes.  Motivation is used to explain how and why such changes in behaviour occur.
Learning Outcomes
As you study and work through this unit, you are expected to:
· Explain various types of motivation 
· Discuss n achievement motivation and its application to education.

· Discuss attribution theory and its classroom application.
Content
· Intrinsic motivation
· Extrinsic motivation

· Achievement theory
· Attribution Theories 
Types of Motivation
There are two types of motivation, i.e. intrinsic and extrinsic motivation

Intrinsic motivation

Intrinsic motivation is a natural tendency to act out and conquer challenges as we pursue personal interest and exercise capabilities (Deci and Ryan (1985) when we are intrinsically motivate, we do not need incentives or punishments because the activity itself is rewarding, so we do something for the joy of doing it rather than the reward at the end.  The cause of this type of motivation is internal.

Extrinsic motivation

On the contrary, extrinsic motivation is the type of motivation created by external factors, such as reward and punishment.  If one is extrinsically motivated, he is not really interested in the activity for its sake, but care only about what he gains by doing such an activity.

ACHIEVEMENT MOTIVATION

The module discusses two theories of motivation i.e. achievement and attribution

Over the year’s behavioural scientist have observed that some people have an intense need to achieve, others perhaps the majority, do not seem to be as concerned about achievement.  This phenomenon fascinated David C. Mc Clelland.  Mc Clelland’s research led him to believe that the need for achievement is a distinct human motive that can be distinguished from other needs.

In his acquired- needs theory , David McClelland proposed that an individual’s specific needs are acquired over time and are shaped by one’s life experiences most of these needs can be classified as achievement, affiliation and power.  A person’ motivation and effectiveness in certain job functions are influenced by these three needs.  Mc Clelland’s theory sometimes is referred to as the three need theory or as the learnt needs theory.

The Need for Achievement

People with a high needs for achievement 

· Desire to perform challenging tasks

· Like to be in situations where they take personal responsibilities for outcomes

· Set high goals for themselves and like to receive feed back on how they are doing.

· Are more concerned with personal achievement than with the rewards of success.

· Take the middle ground, preferring a moderate degree of risk because they feel their efforts and abilities will probably influence the outcome.

· Are not gamblers, they prefer to work rather than leave the outcome to chance.

· They avoid low – risk situations because the attained success is not a genuine achievement.

· They prefer to work alone or with other high achievers

Need for affiliation

People with a high need for affiliation 

· Need harmonious relationship with other people and need to feel accepted by other people. `
· Desire to exert emotional behavioural control over others.

· Are most found in position of responsibilities.

Implications of Achievement Motivation to Teaching

· Teachers should know that pupils with different needs are motivated differently.

· Pupil with high need for achievement should be given challenging assignments with reachable goals.

· They should be provided frequent feedback.

· Pupil  with high need for affiliation work best in groups

· Pupils high in affiliation do not always make good leaders because they always want to be at peace with others, so they cannot take serious decision that may negatively affect others.

· Pupils with high need for power must be given an opportunity to be in leadership.

· A teacher must teach pupils the needs for achievement which may be lacking in their pupils.

       ATTRIBUTION THEORY

According to attribution theory, the explanations that people tend to make to explain success or failure can be analyzed in terms of three sets of characteristics. Causes of failure or success may be Internal or external, i.e. we may succeed or fail because of factors that we believe have their origin within us or because of factors that originate in our environment.

 Stable or unstable, i.e.  If we believe cause is stable, then the outcome is likely to be the same if we perform the same behaviour on another occasion.  If cause is unstable the outcome is likely to be different on another occasion controllable or uncontrollable.  A controllable factor is one which we believe we ourselves can alter if we wish to do so.  An uncontrollable factor is one that we do not believe we can easily alter.

An important assumption of attribution theory is that people will interpret their environment in such a way as to maintain a positive image.

The basic principle of attribution theory as it applies to motivation is that a person’s own perception or attribution for success or failure determine the amount of effort the person the amount of effort the person will expend on that activity in future.

There are four factors related to attribution theory that influence motivation in education and these are ability, task difficulty, effort and luck.  In terms of the characteristic discussed previously, these four factors can be analysed in the following way.  

· Ability - is a relatively internal and stable factor over which the learner does not exercise direct control.

· Task – difficult – is an internal and stable factor that is largely beyond the learner’s control.

· Effort – is an internal unstable factor over which the learner can exercise a great deal of control.

· Lack – is an external and unstable factor over which the learners exercise very little control.

Note that it is the learner’s perception that determines how attribution will influence future effort.  Pupils will be most persistent at academic tasks under the following circumstances:

1. If they attribute their academic successes to either:

· Internal, unstable factor over which they have control |(e.g. effort) or

· Internal, stable factors over which they have little control but which may sometimes be disrupted by other factors (e.g. ability disrupted by occasional bad luck ) and

2. If they attribute their failures to internal, unstable factors over which they have control (e.g. effort).

Implication of this theory in Education

1) If you want pupils to persist at academic tasks, we should help them establish a sincere belief that they are competent and the occasional imperfection or failures are the result of some other factors such as bad luck or lack of sufficient effort).

2) It is not beneficial for pupils to attribute their success entirely to ability.  If they think they have all the ability they need, they may feel that the additional effort is not necessary.  The ideal attribution for success should be Í succeed because I am a competent person who worked hard.

3) It is extremely important that when pupils perceive themselves as unsuccessful, teachers must help them to develop the conviction that they can still succeed if they give it their best shot.

4) Teachers must avoid excessive competitive grading and evaluation systems because they may impair the learning of may students.  Competition will encourage pupils to persist only to the extent that they believe additional effort will enable them to succeed within the competitive atmosphere.

                                                  Activity 
1. How are attributions communicated to the learners by 

a) Teachers

b) Parents

c) Fellow learners

2. Which is a more preferable locus of control? Justify your answer 

3. With reference to some theories, critically analyse this statement

“What happens in a lower grade always has some impact on grades above?”

-explain the theory

-outline the principles

-discuss the implications of the theory to primary education

Explain the application of the following theories to education

1. Achievement theory

2. Attribution Theory 
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