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Abstract

The purpose of this thesis is to investigate the position of history teaching in Saudi Arabia,
where history teachers focus mainly on the didactic method. A further purpose is to explore students'
attitudes to learning and the teaching process, their thinking skills, problem solving and independent
learning. A large survey was conducted to explore students’ attainments, attitudes toward history and
their ability to think critically. The survey study consisted of 351 student from the first year of the
secondary schools. Further, an experimental study was undertaken to investigate the effect of the
inquiry method and the traditional method on students’ achievements in history and their critical
thinking ability and attitudes towards history 1n the first year of the secondary schools in Saudi Arabia.
The experimental study consisted of two groups: the experimental group included 31 students and the
control group included 62 students of one secondary school.

The thesis consists of six chapters.

Chapter 1 outlines the research issues.

Chapter 2 reviews the literature in order to outline the impiications of the inquiry and
traditional methods and their effectiveness in studying history and in improving motivation and the
critical thinking.

Chapter 3 describes some features of the educational system of Saudi Arabia in order to
provide a broad context within which the research may be evaluated.

Chapter 4 describes the prdcedures for data collection. These consisted of two main parts: (1)
sampling and (2) choice of methods.

Chapter 5 outlines the findings of the data analysis. The data are described and analysed using
frequencies, percentages and the Friedman and Mann-Whitney tests. These findings are then

commented upon and interpreted.

Chapter 6 includes a general discussion, critiques of the strengths and weaknesses of the study
and some recommendations and suggestions for further studies in the future.

The main findings of this study were that students have strong positive attitudes toward history
and history teachers. They viewed history as an important subject. They enjoyed using different
learning styles and using different resources. Further, students in the experimental group achieved

higher scores than students in the control group in some of the test items.
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Chapter I
Introduction

1.1 Background

Education is considered a fundamental aspect of our lives that enables people
to improve themselves morally, socially and spiritually. School 1s deemed one of the

most important ways to achieve such objectives and to prepare students for the present
life today. Further, the function of school is to improve students' knowledge and ways
of learning and thinking. This is in order to make them active and effective in thelr
society and to meet their needs outside of school, in other words, to prepare them to
some extent for the practical duties of later life (Dewey, 1915, p. 10).

The educational process should be directed to achieve the above goais. All
educators whether curriculum makers or administrators and teachers should have
these goals as thetr aim. For example, due to the information and population explosion
and technological development, it is necessary to assist students to meet these
demands and to be able to use different kinds of technological materials. Teaching
students to recall facts does not enable them to adapt to this situation, so that it is
important to teach them to think scientifically and critically not just recalling facts for
the examination's purposes. This is what Dewey called for in his book 'How to think'
(1931). Consequently, all aspects of the learning and the teaching process i.e. teachers,
students and the subject matter, should be developed to meet the needs of the new era.
This development process should be both comprehensive and extensive. These

comments apply to today's students who need to be able to discuss, infer, evaluate,

distinguish between facts and fiction and to be able to adapt with the changeable

world. Dunfee and Sagl (1966, p. 6) described today's pupil as follows:



He seeks to understand cause-and-effect relationships that explain them. And he
formulates generalizations about these cause-and-effect relationships. Although these
generalizations are more often than not erroneous, they clearly indicate his readiness for
this type of intellectual stimulation. Most of his questions are 'how' and ‘why' questions,
questions that indicate a desire for reasons and explanations deeper than the ‘what' or
informational level. Questions that have led to 'knowledge about' the physical and social
environment. Today's child derives his information about people, places and events from

many sources. Whereas in the past his primary sources of information were word of
mouth and reading, he now draws on a variety of communication media that are not only
diverse but readily available (p. 6).

Schools should be appropriate places to enable students to achieve such skills.

Fogarty and McTighe (1993) described the mindful school as follows:

The mindful school is a place where students can develop productive problem-solving
strategies, mindful decision-making tactics and creative, innovative thinking; where
teachers as architects of intellect...students gradually accept responsibility for their own
learning. A thoughtful classroom, on the other hand, encourages inquiry and
experimentation, values unique thinking styles, honours diverse points of view and
provides opportunities for students to choose products and methods (pp. 165-6).

The debate and discussion of the most effective means for developing learning

is still unresolved and plays a part in the development of this thesis.

Many efforts have been made in the 1960s to reform and develop social
studies. This development reflected the importance of thinking and the necessity to
move from the old recitation method to a method that enabled students to think.
Moving from teacher-centred to student-centred learning encourages independent

learning, experiential learning, collaborative group work and negotiated curricula
(Bridges, 1993, p. 138). So that teachers should use different types of teaching
methods to enable their students to have more confidence and capability to make their
own way in the world (ibid, p.149). Social studies should be able to help students in
schools to achieve different purposes. Wesley and Wronski (1964, p. 78) pointed out
that the effective social studies programme should enable students to acquire skills in:

1. Critical thinking;

2. Analysing and resolving problems;

3. Locating and gathering information;
4. Organizing and evaluating information;
d

. Reading and listening for meaning;



Speaking and writing intelligently;

Interpreting maps, globes, charts and graphic materials;
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Using time concepts;
9. Participating in group activities.
Features of this list are used in the development of this research.
Studying history 1s considered important to help students to study the past and

to understand the present and future and place their own experience in a larger context
(Beer and Blyth, 1991, p. 5). In addition history should assist students to have
different aspects of historical understanding and its skills that relate, to some extent, to
the inquiry method. Teaching history in schools is intended not only to equip students
with a mass of information and facts but also to help them to use their minds,
imagination and judgement to be able to weigh facts and events, draw conclusions,
compare and contrast and generalize (Drummond and Badley, 1929, pp. 18-20).
Spoehr and Spoehr (1994) indicate that history teaching should enable students to
think historically through discrimination and informed judgement (p. 72). By and
large students should be involved to establish a vivid picture of how and why different
events and actions may have happened (Dewey, 1915, p. 156).

There are different kinds of teaching methods that enable pupils in schools to
participate actively in the learning process, using their thinking skills, practise
different types of problem solving, having an active role in the learning and teaching

operation and interacting with their teachers. However there 1s no single method that

would be appropriate to all subjects, so that using different kinds of teaching methods
is considered the best in order to meet students' needs, interests and aptitudes.

One of the methods which is described in the literature is the inquiry method.
This method encourages students to raise questions or problems, formulating tentative
answers or solutions, collecting data, dealing with different resources and to find out
the solution or answers to their queries by themselves. It is believed that this method

will enable students to discuss different aspects of history with each other in groups

and to explore and analyse historical books and documents. Further, it will assist them



to think critically when they apply the skills of inference, deduction, interpretations,
distinguishing between facts and myths and evaluation. Using different teaching
methods may help students to enjoy their learning in schools in terms of using their
capabilities in ways that increase their enjoyment such as co-operative group work,

problem-solving and discussion based learning (Rudduck, 1993, p. 134).

In the Kingdom of Saudi Arabia the educational system has tried to meet many
of these developments. These are located in Islamic teaching. This effects the extent to
which innovation may be researched. It is possible within this context to explore
different teaching methods but the curriculum is not to be challénged. However, from

the literature and the writer's experience, many teachers still use the traditional method

in their teaching at all educational stages. Discussion approach is usually confined to

students' answer to teacher's questions.

For example, Al-Ismaeel (1977) in his study of 174 social studies teachers in
68 secondary schools found that 75% of the teachers used the lecture method most
frequently (p. 85). Al-Tuwaini (1986) conducted a study to investigate the attitudes of
teachers and supervisors toward the social studies curriculum in the elementary
schools in Saudi Arabia (p. 21); one of the important findings in relation to the most
frequently used teaching methods in the elementary stage was the agreement between

teachers and supervisors that memorization and lecture are the most common form of
teaching. Further they also agreed that teachers did not encourage their students to use
different and suitable educational media (p.118). In a study of teaching history in the
Kingdom of Saudi Arabia, it has been concluded that the technique 1s based, to great
extent, on the teacher's efforts with little participation on the part of students (All,
1977, p. 12).

From studies reported in the journal of Al-Yamamabh, it has been argued that
Al-Salum (1994) emphasizes that the time has come to improve and advance
education levels. Further he states that teachers should develop their work by applying

some of the other teaching methods. This would involve a response to research and

the thinking of students (p.37). Like Al-Ismaeel and Al-Tuwaini, he notes that



teaching in Saudi Arabia schools is still focused on memorizing and recalling facts
and there are few opportunities for students to understand, think, analyse, and create
(p. 44).

Also, in 1990 the researcher undertook a series of unstructured informal

interviews with some social studies inspectors, teachers and students. These

interviews were not recorded. However they supported the findings cited above.
History and geography were considered to be dull subjects and the interviewees
expressed an interest in the use of different teaching methods not only recitation or the
traditional approach. As teachers are familiar with using the traditional method, their
students have no opportunity to use their thinking skills. For example critical thinking
and problem solving skills were ranked lowest by teachers. Al-Shawaan (1992, pp.
62-63) in his study of the application of the social studies skills at the intermediate
stage in Saudi Arabia found that inspectors and teachers ranked most highly critical
thinking and problem solving skills as important skills in schools. However these
skills were ranked lowest in their application in schools. He concluded also that

students' ability to listen to their teacher's talks or their fellows' answers was also

ranked highly in importance in learning and ranked highly in application in schools.

Moreover the researcher visited different schools particularly in the intermediate and
secondary stages. He also, like Al-Ismaeel, Al-Tuwaini anthl-Salum noticed that the
most common method that was used by teachers was the traditional method with only
a few question and answer activities in all subjects in general and in history lessons in
particular. Students may be generally eager to explore school subjects dealing with
different activities that would enable them go beyond recalling facts from textbooks
and to use their thinking skills. Most, if not all of the history teachers in the studies
referred to above, may lack the awareness of the demands of teaching history in
schools because they focused on the didactic use of textbook and maps. On the other
hand as the literature on teaching history reviewed later will show, there are different

procedures in which history can be more in learning for students. These are studying



original sources, recording details and making inferences, interpreting the details and
inferences and using students' own language (Hardwick et al, 1967, p. 5).

Given that the contents of the syllabus are prescribed, it might be helpful to
incorporate aspects of this inquiry approach into history teaching in Saudi Arabia. The

interests of teaching methods in the Middle East in general and in Saudi Arabia in

particular encourage the researcher to undertake this study but the content is fixed.

1.2 The Statement of the Problem

This reading, the unstructured informal interviews and personal experience in

schools and colleges led the researcher to formulate the following question which

provides the basis for the thesis.

How do two very different teaching methods affect students' attainment,

students’ attitudes towards history and their thinking about history in the first year of

the secondary schools in Saudi Arabia?
Different sub-questions derived from this general question led to different

hypotheses which are proposed and addressed in chapter 4. The main issues which

will be explored are:

o What is the students' preferred learning styles?

e Are there any differences between a control group and experimental group in a
pre-test, a pbst-test and a postponed test in their attitudes towards history?

« Are there any differences in achievement of critical thinking between students
in a control group and experimental group In a pre-test, a post-test and a
postponed test of critical thinking?

e Are there any differences in achievements between students in a control group
and experimental group in a pre-test, a post-test and a postponed test of

achievement in history?



1.3 The Significance of the Study

The importance of this study springs from the fact that it is an innovation in
Saudi Arabia. It includes a large survey about traditional methods. It may provide
extensive data useful for discussion of students' responses to the learning of history in
Saudi Arabia, their attitudes and critical thinking skills. It may provide a framework
for the history in the curriculum in Saudi Arabia. It may provide teachers with

evidence and ideas which may be used to improve their classroom activities. It may be
useful to provide different information about teaching methods in general and history
and history teaching in particular which will be helpful to other researchers and to

people in the world who would like to know about the educational system in Saudi

Arabia.

1.4 Review of Literature

Chapter 2 contains a review of literature related to the research question. The

topics reviewed are the educational principles underlying traditional and inquiry
methods for teaching history, some aspects of learning, the nature of history, studying
history in schools and approaches to teaching history.

Chapter 3 contains a profile of the educational system in Saudi Arabia.

1.5 The Research Methodology
Chapter 4 describes the research methodology and procedures for data
collection. This study consisted of a survey that included a sample of the first year in
all the public secondary schools in Abha Educational Directorate and an experimental
study involving two classes in one of the first years of the secondary school in the
same region. In the experimental study, the teaching of the prescribed history textbook

was modified and revised to incorporate aspects of the inquiry method. Students in
this stage are around 16 years old. Data was collected through different instruments.
These were students' attitudes questionnaire, Modified Watson-Glazer Crtical
Thinking Appraisal, achievement test in history. These will be discussed in chapter 4

in more detail.



1.6 The Results and Analysis of Data

Chapter 5 contains the analysis of data which obtained from the fieldwork.
The main findings were that students have strong positive attitudes toward history and

history teachers. They enjoyed using different resources in history lessons and enjoyed

using different learning styles. In the experimental study, students of the experimental

group achieved more highly than students of the control group on the completion of
the experiment achievement, students of the experimental group held more negative
attitudes towards teacher talks and lectures while students of the control group still

preferred this style positively.

1.7 Conclusions and Recommendations

Chapter 6 contains general discussion about the issues which have been
reviewed 1n the literature in relation to aspects of learning and history teaching. This
chapter also contains general discussion about the findings of this study with links to
the literature review. Discussion of the strengths and weaknesses of this research will

be presented in this chapter. In the light of the findings of this study different

recommendations and suggestions for further studies will be presented.



Chapter II

Review of the Literature
Introduction
The main purpose of this chapter is to review the literature on traditional and

inquiry methods, and their advantages and disadvantages, in order to provide a

context for the empirical research and to identify issues for empirical investigation.

The chapter will review material relating to three areas relevant to the research as
follows: (1) approaches to teaching (traditional/didactic and inquiry), (2) aspects of
learning, (3) history and the teaching of history. A fourth part lists issues to be

explored in the investigation in chapters 4-6.

2. 1 Approaches to Teaching

Before starting to explain the traditional and inquiry teaching methods, it is

necessary to define what a teaching method is.

2. 1. 1 Definition of Teaching Method

A teaching method has been defined as:

An approach to instruction that has been systematically described and that can be
applicable to a number of subject areas and teachers. Examples include the lecture
method, the tutorial method, the Socratic method, and more recently, such
technological approaches as computer-assisted instruction and telecommunication

(Shafritz et al 1988, p. 469).

This definition may be considered typical and comprehensive. Some writers
such as Wesley and Cartwright (1968, p. 161), Joyce and Weil (1980, p. 1) indicated
that 'method’ is the procedure of guiding and directing the experiences of students so
that they learn. It can be used to shape curricula, to design instructional materials, and
to guide instruction in the classroom and other settings. This may include a set of
notes by the teachers in preparation for lessons. A teaching method has been
considered as a composite activity in which teachers, students and subjects represent

basic components in a dynamic interaction (Mouly, 1982, p. 16). In fact this 'dynamic



interaction' is relevant to the inquiry approach in that it enables students actively and
effectively to tackle problems and interact with each other under the supervision of
their teachers. Other writers such as Ehman et al (1974), Ellis (1979) and Curzon
(1985) have made the same point. They assert that interaction is important to motivate

students and make them active. Further, Gage and Berliner (1992) supported Shafritz's
definition that a teaching method can be applied by more than one teacher ( p. 384).

That means that a teaching method may be used by anyone.

No single method can be used all the time to meet all kinds of leamning
objectives (Joyce and Weil, 1980, p. 1). Gage and Berliner (1992, p. 385) argue that
there are many 1mportant factors to deal with in discussing the methods of teaching.
For example, the objectives of the lesson, the students' age, intelligence, motivational
characteristics and background of previous learning and achievement in the subject
matter. My impression is that these elements should be taken into account in selecting

any method. Research may be necessary to determine whether one method is more

suitable for some objectives than others. Moreover, for any subject to be learned

effectively in classrooms it may be better to utilise different ways of activating and

motivating students, different ways of presenting sequences, different opportunities
for some students to 'skip' parts while others work their way through different ways of
expressing their ideas (Bruner, 1970, p. 124). This will meet the individual differences

between students and enable them to acquire knowledge and improve their thinking

skills.

It can be seen that major components of any method are the teacher, the pupil

and the subject. Wesley and Cartwright (1968) indicated that no method should
remain static but should yield to the purposes and procedures of particular teachers in
particular classes (p. 165). There are, then, many teaching methods used variously to
assist students in acquiring self-awareness, to help students to participate more in
groups, to motivate inductive reasoning and so on (Ellis 1979, pp. 275-6). In many
discussions, these methods are grouped and discussed under two main headings: the

traditional/didactic method, and the enquiry or discovery method.

10



This chapter will go into more detail about the two methods of concern to this study.

2. 1. 2 The Traditional/Didactic Method

The traditional/didactic method has been used for thousands of years in
teaching and learning. It has been known by several terms e.g. expository teaching,
recitation, teacher-centred, didactic and prescriptive (Kyriacou and Marshall, 1989, P.
1). Dewey (1933) indicated that in this method there is repetition and frequent
domination of instructional procedure by recalling of information and memorizing for
the sake of producing correct replies at the proper time ( p. 260). Stones (1970)
supported the above definition of the traditional method by saying that most of the
time teachers ask questions and students answer them and then the tea;:hers evaluate
the answers (p.110). Davies (1981) pointed out that the demonstration method has
similarities to the lecture method. Both are oral methods of teaching, and telling plays

a central role (p. 40). Jones (1979) adds to this definition by suggesting that in the

lecture approach there is didactic transmission of information to the passive student
listeners who have no opportunity to ask questions or to offer comments ( p. 92). In
this way teachers always have authority inside the classroom; they are talking and
telling most of the time, and their actions might be restricted by other duties (Woods,
1980, p. 237). Thus the traditional method is premised on the teacher as a possessor of
knowledge with the pupils as recipients.

The didactic method has been defined in the dictionary of education as:

A lecture-based approach to teaching that is fairly rigid and that emphasizes compliant
behaviour on the part of the students while the teacher dispenses information (Shafritz,

1988, p. 151).

Another definition describes the didactic method as follows:

An adjective usually applied pejoratively to teaching that is thought to be excessively

concerned with rather authoritarian instruction - telling students everything they are
expected to know in a way that does not allow them opportunity for discovery or for

making their own approach to the subject (Rowntree, 1981, p. 67).

This method, as mentioned earlier, depends upon the teacher's efforts; he talks

for some time and asks the students several questions, often the same question for all

11



of them, and the students memorise facts and knowledge by rote learning. McEwan
(1989, p. 61) indicated that the didactic approach is considered as 'head-filling'; the
teacher 1s a fount of knowledge; the learner is a passive receptor or blank slate upon
which the beliefs and opinions of the teacher are inscribed (p. 61). This means that
teachers are seen as the possessors of knowledge and information to be learned by

students.

Darling (1978) described this method as direct instruction, which often

depended upon the authority of the teacher and sometimes was accompanied by
requiring students to memorise a lot of information. In this approach competitive
examinations were used as a healthy stimulus to learning (Darling, 1978, p. 157).
From these definitions, it can be seen that the traditional method is based on the

authority of the teacher and the passivity of students. The method could be effective if

the teacher were very good, enthusiastic and able to encourage students to participate

in classroom activities.

There are several advantages and disadvantages claimed for the traditional method.

2. 1. 3 The Advantages of the Traditional Method

This approach can be used to cover a large amount of knowledge in a short
time and it is likely to be used with a large number of pupils, whether they are
beginners or advanced learners (Davies, 1981, p. 39). Clark and Starr (1981) added
that it can give students the opportunity to learn from the responses of other students
(p.168). This method may be useful for introducing a new topic of study or to present

certain background information that students need in order to prepare them for further
study (Jones, 1979, p. 93). It can be seen that the traditional method is considered
useful to enable students in different ways. As Gregory (1975) indicated, this method
has been deemed as 'economical’ of teachers' time; it gives uniformity of information
and allows teachers' spontaneity and it is at its best an organised and systematic
presentation of content (p. 56). Clark and Starr (1981) suggested that it can be used to

introduce activities, to motivate students, to sum up, to explain difficult points, to fill

12



gaps between units and to provide information ( p. 168). The attractions, then, are

several. Nevertheless this approach contains several weaknesses.

2. 1. 4 The Disadvantages of the Traditional Method

Some educators have severely criticised this method. Davies (1981) said that
it embodies only one-way communication, and that the students are passive because

they have no chance to participate in the process of learning and teaching (p. 40).
Beard and Hartley (1984) support this view, arguing that in this method pupils have
no opportunity to ask questions, therefore they must all receive the same content at
the same pace. Furthermore, they receive only one interpretation of subject matter
(p.153). In this method the student may delude himself into believing that he has
understood the precise meaning of the material studied when he has only grasped
vague and confused generalities and no real meaning (Ausubel, 1963, p. 21). Other
writers such as Thornton (1987) and Costenson and Lawson (1986) stated that the
only source of information is the textbook and students deal with pre-formulated
questions with one ‘right’ answer. Some writers such as Fenton (1966), Jones (1979)
and Clark and Starr (1981) added that affective and psychomotor learning rarely
occur in the traditional approach and that pupils seldom reach the higher levels of
cognitive learning such as synthesis, evaluation and critique since they do not deal
actively with the knowledge being considered. Likewise in this approach students
have no ability to challenge their teacher because they must accept what he says as an

authoritative person, and the course syllabus is restricted by the authority system

(Ehman et al, 1974, p. 67). From the above it can be asserted that this method

neglects students' thinking skills. Campbell (1990) described the students’ role in the
traditional approach:

Some students had their heads on their desks and were either asleep or "resting their
eyes". Others were gazing out the window or about the room, while still others were

"doodling” on their note book paper. In short, few appeared to be psychologically
involved. At the conclusion of the class, when the teacher asked if there were questions
on the material, he met with the same unmoved and unfeeling response that had

prevailed for the entire class period (p. 21).
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As mentioned earlier it seems that this method does not motivate the students
to take an effective role in the learning and teaching process. Motivation plays an
important role in the classroom as students are encouraged to learn and behave well if

they find their classroom activities interesting. On the other hand, others who are not
stimulated might misbehave and cause discipline problems. To avoid behaviour

problems it is necessary to engage pupils completely in learning and to stimulate them
to want to learn (Yelon et al, 1977, p. 295). It can be seen from this that the traditional
approach risks demotivating students and does not guarantee learning.

Several educationalists have criticised traditional styles of teaching. For example,

Page (1990) cited Rousseau who believed that traditional rote methods were

damaging:

this education caused negative attitudes in students by stifling their natural desire for
activity and it made them deceitful, selfish and pretentious... this education was boring,
beyond the student's comprehension and i1t taught the students "to believe much yet to
know little”. [This method encouraged the students] to sit motionless and silent, made

them hate the subject and made them passive, feeble and stupid (pp. 10-11).

Moreover, students using this approach might forget facts; it has been found
that students who averaged 39% on a test of factual information immediately after
conventional lecture, averaged less than 3% a month later (Gibb and Jenkins, 1984,

p.28). Further, students cannot keep their attention on their teacher for a long time and
it could be decreased after 15-20 minutes (Scheiman et al, 1939, p. 10). Largely, it

seems that the use of the traditional approach i1s one of the reasons that may make

students dislike school and become bored.

It could be argued that in the didactic method of teaching students might only
be able to acquire a body of knowledge rather than to think critically and creatively

because their minds are concentrated only on receiving a body of knowledge.

Aware of the drawbacks to this approach educationists began to look for other

methods of achieving educational objectives.
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2. 1. 5 The Procedures of the Traditional method

As we have seen, the traditional method is used to present information and
facts in an authoritative way to students (Yorke, 1981, p. 12). To implement this
method teachers talk most or all of the time, presenting, explaining, commenting and

asking questions. Some teachers usually follow several steps in their use of the

traditional method, commonly known as Herbert's five steps. These can be
summarized as follows (Henry and Felkin, 1921, p. 107):
o Introduction: in this stage teachers try to keep the attention of their students
and analyse the ideas already known by their students.
o Presentation: this is the main body of the lesson in which teachers present new
ideas or materials.
o Association: making comparisons, explaining similarities and differences.
o Recapitulation: at this stage teachers draw conclusions, summarize the main
points in the lessons and formulate generalizations.
e Application: teachers evaluate students' understanding.
Sometimes the traditional method can involve a question-and-answer format,
in which a teacher poses questions for students to answer from the textbooks or the

previous presentation (Hyman, 1974, p. 199). This may indicate that teachers have the

main and effective role in implementing these five steps but in some cases the
students may participate in a restricted way. This differs from the inquiry method in

which students participate more actively and effectively and the role of the teacher 1s

to guide and support their students.

As can be seen from the description above of the traditional method and its

procedures, the teachers adopt the role of explainers or lecturers to enable students to

acquire more information from the lessons. On the one hand teachers transmit and

present what students should learn, and on the other hand students gain mastery of this
information and knowledge (Joyce and Weil, 1980, p.76). Further, teachers are in this
manner responsible for controlling and manipulating the pace, substance and sequence

of the lesson (Beyer, 1971, p. 11). From this it is clear that the teacher adopts an

15



- 4 PR Y

authoritarian role in the traditional method - he identifies, explains, summarizes and

infers and, in short, dominates the teaching and learning process.

2.1. 6 How can the Traditional Method be made more effective?

The traditional method can be used in learning and teaching in an appropriate

way and, in order to make this approach more interesting, Many writers such as Clark
and Starr (1981, p. 172), Beard and Senior (1980) suggested that concentrating on
thought-provoking activities might be much more productive than acquiring
information and encouraging students' participation in these activities. The traditional
approach neglects the role of students in their own learning. Some writers such as
Jones (1979) and Beard and Senior (1980) added that holding the attention of the
pupils throughout the lecture should be taken into account by using interesting visual
aids such as pictures and models, and by posing questions. This will avoid students’
boredom. In addition, to enable this method to work with students and to be relevant
to them, teachers should determine what students find interesting. In fact this is not an
easy job (Gage and Berliﬁer, 1992, p. 394). To overcome negative factors such as a

harsh or dull voice the teacher should exert much effort to use emphasis and pauses to

make his lecture acceptable (p. 62). -

In all cases it is necessary for teachers not to depend solely upon the traditional
method but to use this method together with other approaches (Carr, 1962, p. 21).
After all, there are some situations in which the traditional method can be used to give
new information which would otherwise not be available, to make students take an
interest in the lesson, to present and organise knowledge for a small group (Gage and
Berliner, 1992, p. 457). Some writers such as McClelland and Steele (1973) and
Mouly (1982) indicated that to make the traditional style more attractive it is useful to
prepare supplementary material like hand-outs, charts, tansparencies for overhead
projection, and to use the chalkboard to explain the main features of the subject and to
realise varieties of behaviour that are not easy to describe verbally or demonstrated in

the classroom.
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There are numerous studies which have compared the traditional method with

other methods to determine its relative effectiveness. McKeachie and Kulik (1975)
investigated the traditional method and the discussion approach. They found that the
traditional method was effective in about twelve of the factual examinations whereas

a discussion based approach was effective in four; however the discussion approach

was effective for retention of information, higher level thinking, positive attitudes and
motivation. This supports the view that the traditional method is effective to some
extent in certain areas such as comprehension (Gage and Berliner, 1992).

In short, the traditional method may be useful and helpful in introducing new
material, explaining difficult terms, and encouraging students to take notes, but there

is no place to develop students’ thinking skills.

2. 1.7 The Inquiry Method

Many educators, such as Rousseau, Pestalozzi and Dewey advocated a style of
teaching which was more student-centred. They believed that pupils should be offered
all the scholastic subjects in a way which would give them an opportunity to learn
actively and experientially in pursuit of educational aims, whether cognitive, affective
or psychomotor, so that students learning in this style of education would be able to
produce, contribute and create. This would encourage a higher degree of student
engagement (Campbell, 1990, p. 22).

From the end of the nineteenth century many educators, for example
Pestalozzi, Froebel, Rousseau and Dewey, renewed the attack upon the traditional
view of education. They éalled for student-centredness instead of teacher-centredness

because students represent an essential part of the learning and teaching process and

they should be prepared to be active members in their society. They advocated

teaching all the scholastic subjects in a way which gave students the opportunity to

learn and practise skills experientially (Page, 1990, pp. 10-20). In order to adapt to the
requirements of the new era which is marked by the information revolution, it is

argued that students need to be more intellectual, effective thinkers, capable of
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independent actions. Dewey indicated this by suggesting that what we need is a type
of education that will enable us to develop the spirit of inquiry, of willingness to
weigh the evidence, of experimentation, and it would be useful to pay more attention
to the application of the scientific method in the social sciences, and to think seriously

about a method which combined experience, problem solving, hard thinking and

action (Connell, 1980, p.77).
Taba (1962, p. 184) and Hawes (1961, p. 8) have argued that the greatest need

in the scientific age is for students who can use their minds actively and productively,
applying their minds and knowledge to new situations. This need has increased since
the 1960s, as the information revolution has made more necessary the development of
critical and evaluative skills needed for assimilating and accommodating the vast
welter of information. It seems appropriate to make students' learning more
meaningful. From this it may be noted that students should be able to use the
scientific method.

Vygotsky, too, disagreed with mechanical formal teaching in which students
merely sit at their desks and pass exams in a meaningless way. On the contrary, he
supported the view that cognitive development and activity should be considered as
central to the learning process (Sutherland,1992, p. 43). Indeed Vygotsky indicated
that all higher order cognitive functions were socially transmitted, (Jausovec, 1990, p.

260), i.e. that significant experiential learning takes place in a social group. Vygotsky

(1978) asserted that:

An interpersonal process is transformed into an interpersonal one. Even function in the
child's cultural development appears twice: first, on the social level, and later, on the
individual level; first, between people (interpsychological), and then inside the child
(intrapsychological). This applies equally to voluntary attention, to logical memory, and
to the formation of concepts. All the higher functions originate as actual relation between
human individuals (p.57).

This may explain that social interaction should be taking place in the learning

process.

The inquiry mode is not a new technique in teaching. If we look at educational

history we find many scholars who made reference to this method. Socrates,
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Aristotle, and Plato were pioneers of inquiry processes Orlich (1980, p. 283).

Hammerman (1989) pointed out that:

They looked at enquiry and discovery as general agents "to promote comprehension on
the part of their students. Especially inquiry is a very natural way to learn and it is the
way most of us go about learning on our own outside of formal learning situations;
posing questions like: ' why'? 'how'? 'what do you think would happen if?' and trying to
answer these questions in a rational, logical and systematic manner that seems to be by
means of the enquiry process"(1989, p. 29).

Many educators such as McAninch (1990), Padak (1988) and Sheingold
(1987) have claimed to use methods that enable students to be active agents who can,
with motivation and guidance from their teacher and through textbooks, infer answers
to their questions from rigorous inquiry, to satisfy their 'own curiosities' and use
different resources. Ausubel (1978) indicated that this mode is essential for testing the
meaningfulness of knowledge and for teaching scientific methods and problem-
solving skills (p. 528). The inquiry approach might be useful for increasing the
meaningfulness of material presented primarily by expository methods. Finally,
various cognitive and motivational factors enhance the learning, retention and

transferability of meaningful ideas when learned by discovery. (Ausubel, 1978, p.

528).
The inquiry method has been defined in a dictionary of education as:

An approach to education that encourages students to discover their own answers to
questions provided by the teacher and to learn resourceful problem-solving strategies with
guidance rather than by imposition from the teacher (Shafritz et al, 1988, p. 245)

Another definition describes the inquiry method as follows:

Studies centred around students’ attempts to solve a particular problem or investigate a
real problem, usually through some kind of individual or group research project

(Rowntree, 1981, p. 81).

The inquiry method has been considered as a kind of reflective thinking.

According to Dewey (1938) reflective thinking involves:

active, persistent and careful consideration of belief or supposed form of knowledge
from the point of view of the grounds that support it, and the further conclusions that
follow from reflection...it is the controlled or directed transformation of an indeterminate

situation into one that is so determinate in its constituent distinctions and relations as to
convert the elements of the original situation into a unified whole (Dewey, 1938, pp. 9.

104).
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He also indicated the procedures of reflective thinking in the following:

(1) suggestions, in which the mind leaps forward to a possible solution; (2) an
intellectualization of the difficulty or perplexity that has been felt (directly experienced)
into a problem to be solved, a question for which the answer must be sought; (3) the use of
one suggestion after another as a leading idea, or hypothesis, to initiate and guide
observation and other operations in collection of factual material; (4) the mental
elaboration of the idea or supposition as an idea or supposition (reasoning, in the sense in

which reasoning is a part, not the whole, of inference); and (5) testing the hypothesis by
overt or imaginative action (ibid, 107).

Dewey (1933, p. 260) also indicated that reflective thinking involves:
e A state of doubt, hesitation, perplexity, mental difficulty, in which thinking

originates.

e An act of searching, hunting, inquiring, to find material that will resolve the
doubt.

This method has been known by several terms. Birniead and Ryan (1984)

defined the inquiry approach as an effort ... to discover something new to one's

thought not necessarily to the world (p. 31). They indicated that the inquiry method

includes the following elements:

o Itis the process by which pupils try to investigate a problem.

o Itis a search for knowledge in which students engage in critical thinking.

o It might include making observations, asking questions, performing
experiments and stating conclusions.

Taba (1962) supported Dewey's definition by saying that reflective thinking is
also part of the process of problem-solving. The steps in problem-solving are
essentially the steps of a complete act of thought as described by Dewey's idea of the
process of inquiry, which covers all forms of reflective thinking and logical operations
(Taba, 1962, pp. 183-4).

Many writers such as Bruner (1962), Lytton (1971), Gross (1978), Burgess and
Jackson (1990), and Wilen and McKenrick (1989) described this method as involving

different procedures which enable students to make discovenes for themselves with

the guidance of their teachers.
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From the discussions above it can be seen that the inquiry method is
considered more appropriate in using the tactics of the scientific method and
encouraging student participation in the learning process.

The inquiry approach in the classroom is now considered to offer pupils
greater benefits than the didactic method (discussed later). Teachers are encouraged to

use the inquiry method to offer students the opportunity to develop creative and

critical thinking abilities. In the context of teaching history, Jamieson (1971) argued
that if the only sources of information were the teacher and the textbook, students may
consider history as something which exists only in books or in the depths of the
teacher's mind. To introduce the possibility of the inquiry method would involve a
review of the large body of available material as well as teaching techniques
(Jamieson, 1971, p. 3). Hence, the inquiry method might be suitable for developing
thinking, helping students to adapt to their environment and society, and assisting
them to think and act effectively, in other words encouraging them not to accept
everything at face value as they would have done in the traditional approach.
Furthermore 1t 1s claimed that the inquiry method is useful for raising motivation,

student autonomy and self-esteem, all through active involvement in their own
learning.

In short, the inquiry method 1s a process in which stucients concern themselves
with searching for the subject matter, principles, facts and solutions to problems under
the guidance of the teacher; it embraces inquiry, discovery, reflection, problem-

solving and autonomous methods of learning. This will become clear when discussing

below the advantages and disadvantages of this method.

2. 1. 8 Types of Inquiry Method

Several types of inquiry method have been described in the literature:

2. 1. 8. 1 Guided Inductive Inquiry
According to Orlich et al (1980, p. 289) in this method the pupils' should

progress from specific observations to generalisations; the teacher must prepare all the
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materials and visual aids and ask questions to help students to make generalisations.
Moreover the role of teacher in this style is to control the elements, the events, data
and materials, thereby acting as the class leader. In turn students should concentrate
on observations and inferences and respond to the teacher's questions. Orlich et al

(ibid.) suggested several steps to aid students in arriving at generalisations through

this mode, as follows:
1. The students should discover items from a particular unit of study.

2. Organisation of the learning activities and all materials are to be part of the

process of making generalisation for students.
3. Students should be encouraged to write a summary that contains the

generalisations.

4. Students should be asked to identify the sequence of the pattern of events.

5. Students should be asked to synthesise the various elements of the pattern of
events into a generalisation.
6. Students should be asked to offer proof for their generalisations.

(These will feature in the empirical research later in the thesis).

2. 1. 8. 2 Unguided Inductive Inquiry
Orlich et al (1980, p. 289) outlined this approach by saying that it is similar to

the guided inductive method, but here the teacher controls only the materials and
simply poses a question; the students also ask questions that come to mind without
further teacher guidance. They pointed out that the major elements and processes in
this mode are observation, inference, classification, interpretation, formulation of
hypotheses and experiment. These elements feature in the empirical investigation
later. However the role of the teacher is different here from that in guided inductive
inquiry in that his role is reduced in this mode and the role of the students is
increased. The teacher works in this approach as 'classroom clarifier' and students
must reach a generalisation by themselves. Orlich et al (1980, p. 289) have noted

several points about this approach as follows:
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1. The students’ progress will be to move from specific observations to
generalisations.

2. The objective is to help students to be aware of the processes of scrutinising
events, identifying appropriate evidence and judging it.

3. Meaningful patterns are student-generated through individual observation.

4. The teacher should encourage each student to share his inferences and

communicate his generalisations.
Thus, the students take a more responsible role in this style and they try to

share ideas with each other in formulating their conclusions and generalisations.

2. 1. 8. 3 Deductive Inquiry
This approach has been defined as a method of instruction in which principles

or generalisations are presented initially and then are followed by the application or
testing of these principles or generalisations (Orlich et al, 1980, p. 301). Here most
students become accustomed to using the teaching method that provides the rules,
then they apply these rules to other situations. Eggen et al (1979, p. 309) indicated that
this deductive method has been known as a syllogistic' form, which contains two
statements called 'premises’ and ‘a conclusion’, for example:

o All teachers are authorntanan.

o Bill is a teacher.

o Bill is an authoritaran.

Consequently, this mode requires students to move from a generalisation to

specific examples and to identify logical necessities and inconsistencies. Again this is

featured in the empirical investigation.

2. 1. 8. 4 Problem-Solving

Problem-solving was considered an activity in which both the cognitive
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