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ABSTRACT

TEACHING PRIMARY CHILDREN

TO DIRECT THEIR OWN LEARNING

The purpose of this study was to develop a set of
materials that would enable primary students to complete
'in three weeks a self-directed learning project on theif
own. The set of materials consisted of two pafts: a
student manual in which were presented the processes and -
skills necessary for completing a self-directed learning
project; and a Teacher's Guide which provided readiness
activities designed to help students become more self-
directed.

Fifty primary students ranging from grades two to
four participated in the study. Students were asked to
complete a program manual which required them to select
a topic, set a goal, choose a product, select appropriate
resources, plan learning activities, set a time line and
share and evaluate their own projects. Guidance and
suppért was given through téacher—student conferences.

The goal of the research design was to perfect the
materials and check their transferability and to allow

for in-process changes to the materials through observa-

iii



tion of the children using them. Daily observations
were made to determine the degree of self-directedness
exhibited by each student. Attitude and performance
(capacity for self-directedness) were measured by means
of pre and post-tests. These scores were then subjected
to a Matched Group t-Test to determine significant dif-
ferences. A final task or mini-project indicated the
degree of transferability from the materials to other
learning situations. |

Findings from the study indicated that students who-
experienced the self-directed learning materials more
successfully completed a task which required a self-
directed response than students who had not experienced
the materials. The most significant improvement was
evidenced in student changes of attitude towards self-
directed learning and perception of themselves as‘being
self-directed. The results generally seemed to suggest
that primary students given the necessary tools and

guidance are capable of directing their own learning.
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Chapter 1

INTRODUCTION

CONTEXT OF THE PROBLEM

Imagine a society where learning occurs entirely
outside an educational institution without the direc-
tion of a teacher, outside the structure of a class-
room or the constructions of grades and examinations.
Such an idealistic view, of course, does not reflect
the educational reality in our own society. However,
we know that learning can and often does take place in
the absence of and without direct intervention of a
teacher; nor does learning always occur within an
institutional setting. In fact, children spend far
more time out of school than in school and are often
more proficient than their teachers in such areas, for
example, as computer programming.

Learning which occurs outside the classroom is
usually both informal and self-directed and is very
different from formal education. The person who directs
his own learning is generally confident, resourceful,
able to solve problems and operate autonomously in a
complex environment. Schools, on the other hand,

generally foster passivity, dependence and conformity.



It is this discrepancy between the image of the com-
petent student and the type of student commoniy seen
in our present school system that requires a new
approach to educaticn which will develop the inner
resources of individuals in preparation for a lifetime
0of self-directed learning and growth.

There is increasing support for the notion that
it i1s the responsibility of the school to prepare
children for lifelong, self-directed learning. Accord-
ing to Garaner 'Inner resources must be developed to
the point where the individual can and will want to
learn on his own'. Gardner (1964, p. 31). Gibbons
points out that schooi doesn't prepare students for
future learning. He recommends that students, while in
school, be provided with opportunities to direct their
own learning and implement their own programs. This
he feels is entirely consistent with the demands of
growth and the ideal conditions of learning. Further-
more, he feels, it prepares students for the personal
decision-making and self-directed learning demanded of
them after they leave school. Gibbons & Phillips (1980,
p. 26). Knowles also supports the view that as a re-

sult of schooling students should have the skills to



go on acquiring new knowledge easily and skillfully the
rest of their lives. ZKnowles (1975, pp. 15, 16).
Rogers in calling for processvoriented, self~directed
educational practices goes so far as to say that man
cannot consider himself educated until ﬁe has lesarned
how to learn. He claims that the only educational aim
that makes any sense for modern education is the reli-
ance on process rather than knowledge. Rogers (1969,
p. 21).

The problem then, according to the preceding writ-
ers, is that the school does not teach children those
skills which will enable them to direct their own
learning while at schéol and for the future. The school
succeeds instead in directing their learning for them.
Although some progress has been made at the high school
and university levels, there is little evidence that
programs have been specifically written to foster self-
directed learning in the elementary school. This lack
of self-directed learning programs, specifically in
the elementary school, has prompted this study.

This thesis, thereforé, attempts to explore the
possibilities of self-direction by primary children

through a set of materials specifically designed to



teach the process skills necessary for self-directed

learning.

PURPOSE

OF THE STUDY

The purpose of the study was to develop a set of

materials that would enable primary students to com-

plete in three weeks a self-directed learning project

on their own.

Definitions for the terms in this statement are

as follows:.

1.

set of materials - students guided through a
set of process skills: choosing a topic, set-
ting a goal, finding and using multiple re-
sources, selecting a product, planning the
project in terms of project activities and
materials needed, managing time, and sharing
the project. Also provided is a set of teach-
ing procedures and responsibilities for the
teacher to be followed when guiding the chil-
dren through the self-directed learning
project.

primary students -~ children in grades 2, 3

and 4 and generally ranging in age from 7 to

9 years.



complete - experiencing all the activities in

the materials and ultimately demonstrating

completion of the prdject by producing a con-
crete product.

three weeks - the eﬂtire duration of the expe-

rience with the materials including pre test

and post test as well as a final evaluation
task. Forty minutes per day 4 days per week
for three weeks is to be spent on the project.
self-directed - one who is able to set his/her
own goals, develop plans related to the goal,
solve problems as they arise, evaluate his/her
own achievemeht and make a commitment.
learning project - an undertaking the goal of

which is to achieve an end which produces a

learning experience as well as a finished

product.

on their own -

a) role of the teacher is to answer questions
where children have difficulty with vocab-
ulary, to guide the child through problem
areas by using questioning techniques

which will enable the child to solve his



own problem; engage in informal confer-
encing initiated by the student-to help
clarify the student's goal, and to make
available a variety of resources.

b) role of the child is that of an independ-
ent worker. He may ask for help and
assistance from the teacher, parent or
another child if he encounters a problem
he cannot surmount or if he needs assist-
ance in a task with which he has diffi-
culty. e.g. he may ask the teacher to
.assist using the card catalogue or find-
ing a book.

The hypothesis for this study was that students
who experienced the self-directed learning materials
would more successfully complete a task which required
a self-directed response than students who had not
experienced the materials.

Goal of the research design was to perfect the
materials and check their transferability by means of
formative evaluation which Qould allow for in-process
changes to the materials through observation of the

children using them. Summative evaluation was obtained



by means of pre and post tests for attitude and perfor-
mance (capacity for self-directedness). A final task
or mini project indicated thevdegfee of transferability
from the materials to other learning situations.

The sample for the study consisted of forty
students from Seymour Heights Elementary School in
North Vancouver. One group of 10 students from Braemar
School in North Vancouver also used the materials in

accordance with the experimental design decided upon.

THE PROCEDURE

The initial stage of the project was to identify
documents, experts and other authoritative sources rel-
evant to the problem. A definition of self-directed
learning was formulated to guide future selection of
materials relevant to the concept of self-directed
learning for the primary child. A working definition
based on various current sources expiained self-di-
rected learning as a lifelong, volitional and holistic
process where learning is a self-initiated, self-planned
and self-evaluated experience. Furthermore, it was
described as learning which occurs with or without a

teacher, as well as within or without the traditional



educational institutional setting. Gibbons & Phillips
(1980), Huget (1982), Knowles (1975), Rogersk(l969).

It was found that althouéh a unified body of lit-
erature on the topic of self-directed learning does
not exist, much of the writing from historical, psycho-
logical or educational perspectives lends support to
the notion that children can teach themselves. Such
promising sources of literature as well as numerous
documented empirical studies gave credence to the idea
that self—directed learning programs could effect both
cognitive and affective gains in the learnér.

The literature was also perused to determine the
essential components and their implications for design-
ing a self-directed learning program. Consideration
was given to content, role of the teacher, role of the
student and the type of classroom climate whiéh would
be conducive to learning such a concept.

Finally a search was made for information on self-
directed learning relevant to the primary school child.
The findings were very meagre. It was, therefore, con-
sidered necessarv to extrapolate those process skills
used successfully in programs for older students and

transpose them into meaningful language and experiences



for younger children. A Teacher's Guide was also de-
veloped so that replication of the experimentlwould be
possible. |

The sample for the actual experiment consisted 6f
6 randomly selected groups of children ranging in age
from 7 to 9 years from Seymour Heights and Braemar
Schools in North Vancouver. A more detailed descrip-
tion is given in Chapter 4. The time framework for
each group was three weeks. Within that time each stu-
dent compléted a self-directed learning project while
working through the materials specifically designed for
that purpose. A field development research design was
used in order to alloQ for intervention so that ongoing
improvements could be made to the working model. A
daily diary was kept to facilitate writing a narrative
case study describing the program in action.

Suitable instruments to measure attitude, compe-
tency and transferability were developed specifically
for the project. Pre and post tests were given to
determine the extent to which success in self-direction
was achieved. Check lists Qere used to monitor per-
formance, to record behavior and also to specify diffi-
culties children had with the materials. A recorded

interview was obtained from each student at the end of



10

the project. A mini challenge was then administered to
determine the degree of transferability attaihed through
use of the materials. Results were statistically tested
for significant differences on the pre and post scorés.
Check lists were analysed at the end of the program to
determine how well students had directed their own leafn—
ing.

The descriptive research design lent itself well to
this kind of study although it did pose certain limita-
tions. Ho@ever, the successful completion of many var-
ied self-directed learning projects and the positive
interview data received from the students attests to the
fact primary students>can direct their own learning and
that such a program can be successfully implemented in
the regular school classroom. However, this probe serves
simply as a beginning and further investigation into the
area of self-directed learning for primary children is

urgently needed.

LIMITATIONS OF THE STUDY
Certain limitations must be considered when assess-
ing the outcomes of this developmental study.

* Tt was only partially conducted under experimental
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conditions; contrél groups were used only in
the final task phase of the program when two
groups totalling eightéen students were used
for control purposes.

Forty out of the fifty students participating
in the experiment were from the same school and
were taught by the author. Only one group in
one other school was involved in the study.
Because the children were not fegularly sched-
uled to the author's classroom and were only
available for the duration of the study, they
were given only three days of instruction in
order.to learn the skills suggested in the pro-
gram guide. 1In the regular classroom a teacher
would give an indeterminate length of time to
teaching the skills. Program work would begin
only when the teacher felt the students were
adequately prepared.

Selection of students for the study presented a
problem in that the author taught the enrich-
ment program at the school and was assigned
groups of varying ages and abilities. Selection
of the groups, therefore, was a random procedure.

However, the student sample could not be random-
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ly selected as thé groups were already determined
by the classroom teachers. Groups coming for
instruction ranged fromvvery high to very low in
ability level. The groups involved in the study
were taken in the order they were scheduled with-
-out reference to the students' ability level.

As no suitable instruments were available, those
used for the study were constructed by the author.
Although professional consultation was obtained,
guestions concerning the instruments' validity

might arise.



OUTLINE

1. What is self-directed learning?
(a) underlying assumptions
i) learning takes place inside the
learner
ii) all can become self-directed learners
(b) definition
i) self-directed learning is a lifelong

learning process

ii) self-directed learning is volitional
learning

iii) self-directed learning is holistic
learning

2. What components comprise a successful self-
directed learning program?
(a) selection of content
(b) the teacher as a facilitatof of learning
(c) need for a supportive climate

3. What student characteristics and attitudes are
evident in a successful self-directed learner?
(a) positive view of self
(b) pursues potentialities

(c) creative in attitude

13



(d)

(e)

(a)

(b)

14

responsive and fesponsible in relationships
with others

takes major responsibility for the purposes
and methods of learning

Why teach for self-directed learning?

i) for life-long learning
ii) 1in order to become mature, responsible
person

iii). to develop responsibility for own
learning
What research is there to support its
inclusion in the regular school program?
i) early supporters: Dewey Piaget
ii) humanistic psychologists
iii) specific educational practices
which contribute to self-directed
learning:
- teacher-pupil planning
- results of Eight Year Study
- Community Based Program
-~ independent study
- learning styles

iv) empirical studies



Is self-directed leafning appropriate and
possible for the primary child?

What principles of self—edﬁcation does the
research provide?

Summary of the Literature Review

15
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Chépter 2
LITERATURE REVIEW

A unified body of researéh literature on the sub-
ject of self-directed learning as it applies to every;
day living and to formal schooling does not currently
exist. On the one hand, there is a great body of lit-
erature which has relevance to self-directed learning
because it is virtually impossible to write about learn-
ing without making refefence to learning on one's own.
The context of such learning, however, generally takes
place in the confines of a regular classroom and under
the direction of a teacher. Concepts such as independ-
ent study, inquiry lea}ning and open education do in-
deed fall into the broad category of self-directed
learning. There remains, however, the assumption that
the learner is essentially dependent and that the
teacher has complete responsibility for what and how
the learner is taught. On the other hand, there is a
very meagre body of literature that investigates self-
directed learning as a means for preparing individuals
of all ages to become self—directing in their day to
day living and learning. It is the kind of learning in

which the learner engages without the support of an
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institution to guide him.in order that he might
become a self-directing individual who can apbly the
principles and concepts of seif—direction to the
learning problems of everyday living as well as to
the practice of formal education.

The study of self-directed learning embraces a
broad spectrum of definitions, concepts and beliefs.
A wide variety of literature on the tdpic has been
surveyed and researched for relevant information.

In addition selected works referring specifically to
self-directed learning have also been identified and
examined. Although each of the works raises issues
and ideas of importance to self-directed learﬁing,
the following questions have been identified by the
writer as most relevant to this thesis:

1. What is self-directed learning?

2. What components comprise .a successful
self-directed learning program?

3. What student characteristics and atti-
tudes are evident in a successful self-
directed learner?

4. Why teach for self-directed learning?
What research‘is there to support its

inclusion in a regular school program?



Is self-directed iearning appropriate
and possible for the primary child?
What principles of self-education does

the research provide?

l. WHAT IS SELF-DIRECTED LEARNING?

What has emerged from an examination of the

literature for this study is the notion that there

are several underlying assumptions about the learner

and learning which have a direct bearing on the

writer's perception of a definition of self-directed

learning.

takes place within thé-learner; that the only essen-

tial part of an educational system is the learner;

and that the learner can and does, in fact, often

learn in the absence of a teacher.

by Gleason's assertion that:

Learning is an individual act, a set
of events which take place entirely
within the learner. 1In fact, it is a
highly idiosyncratic event, and de-
pends very much on the nature of the
learner, particularly on his own past
learning. Gleason (1967, p. 30).

18

The first such assumption is that learning

This is supportéd
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The learner is then, in a fundamental sense responsi-
ble for his own learning and giving the learner
responsibility for his own learning seems a feasible

thing to do. Knowles explains that:

...there is convincing evidence that
people who take initiative in learn-
ing (proactive learners) learn more
things, and learn better, than do
people who sit at the feet of teach-
ers passively waiting to be taught
(reactive learners}).

...They enter into learning more pur-
posefully and with greater motivation.
They also tend to retain and make use
of what they learn better and longer
then do reactive learners. Xnowles
(1975, p. 14)

Learning is an intensely personal, active and
creative process and learning initiative must come
from the actual needs of each individual learner.
Combs states that:

The discovery of meaning ... only

takes place in people and cannot

occur without the involvement of per-
sons in the process. Combs (1967, p. 3).

Students cannot, therefore, be regarded as
passive internalizers of information provided and
controlled by external agents. It is the active

reaching out of the individual that will lead to
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effective learning and personal growth. Kidd

explains this process when he says:

...learning is the active, not the
passive, part of the process: the
learner opens up himself, stretches
himself, he reaches out, he incorpor-
ates new experience, he relates it to
his previous experience, he recog-
nizes this experience, he expresses
or unfolds what is latent within him.
Kidd (1959 p. 15).

The learner in this way becomes the centre of
his own léarning; Each experience in which he
engages becomes an integral part of him and a source
of personal meaning. This discovery of meaning from
experience must be done by the learner himself
instead of being ordered or controlled by an external
instructional agent. Combs (1967 p. 76), Holt
(1976 p. 5). Gibbons and Phillips sum up:

In schools teachers do most of the
initiating; they are the major actors
to their largely passive student
audiences... This general practice
of managing student effort does not
develop the initiative they will need

to manage their own education.
Gibbons & Phillips (1980 p. 6).
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second underlying assumption of self-directed
g is that all children can become self-

d. The broad goals of education are usually
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expressed in terms of developing student maturity and

compete

Inheren
directi
grouped
form at
skill.

minimum
that he
level p
is prov
Rogers

(1973,

nce. According to Faure:

The physical, intellectual, emotional

and ethical integration of the indi-

vidual into a complete man is a broad
definition of the fundamental aim for
education. Faure (1972, p. 156}).

t in this goal is the provision for self-
on. Students in a formal heterogeneously
classroom, for example, are expected to per-
various levels of maturity, competence and
Although the learner may be performing at a
competency level it is reasonable to expect
can also direct his own learning at that

rovided he is taught the necessary skills and

ided with a suitable climate for self-growth.

(1973, p. 76), Stephens (1974, p. 16), Thatcher

p. 76). Gibbons explains that:

All education is self-education in
the same way that all jumping is high
jumping. Just as sure as you can
distinguish a high jump from an ordi-
nary jump, you can distinguish self-
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(1975, p. 15), Rogers (1969, p. 2), Toffler (1970,
p. 241). 1In our rapidly changing world Rogerg claims
that:
The only man who is educated is the
man who has learned how to learn; the
man who has learned how to adapt and
change; the man who has realized that
no knowledge is secure, that only the
process of seeking knowledge gives a
basis for security. Changingness, a
reliance on process rather than upon
static knowledge, is the only thing
that makes any sense as a goal for
education in the modern world. Rogers
(1969, p. 2).

Education as described by Rogers can no longer
be confined to a classroom or to formal educative
situations. Learning must be integrated with the
challenges of real life in order to prepare individ-
uals to meet the demands of their personal futures.
The realities of the modern world require individ-
uals to keep growing and developing throughout their
livés. Lifelong learning as an educative aim is,
therefore, not only desirable but necessary. Faure
(1972, pp. 34, 35), Gibbons (1980, p. 42), Holt
(1976, p. 72), Maslow (1971, p. 170). According to

Gardner:
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Education can lay a firm base for a
lifetime of learning and growth.
Inner resources must be developed to
the point where the individual can
and will want to learn on his own.
Gardner (1964, p. 31).

The focus of formal education then should be to
prepare the broad base for a lifetime of self-directed
learning for each individual. Gardiner (1964, p. 13),

Gibbons (1980, p. 53). In Faure's words the situation
calls for:
Learning to live, learning to learn,
so as to be able to absorb new knowl-
edge all through life; learning to
think freely and critically; learning
to love the world and make it more
human; learning to develop in and
through creative work. Faure (1972,
p. 69).

The notion of lifelong learning necessitates a
redefinition of the concept of education. The tra-
ditional concept of education as simply the adminis-
tration of classrooms deéigned to transfer specific
knowledge does not prepare students to direct their
own future learning. Gibbons (1980, p. 51), Knowles

(1975, p. 16 - 17), Tough (1977, p. 1l). A more appro-

priate view is suggested by Faure:

School education must be regarded not
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as the end but the fundamental com-
ponent of total educational activity,-
which includes both institutionalized
and out-of-school education....Briefly,
education must be conceived of as an
existential continuum as long as life.
Faure (1972, p. 233).

According to this view education must focus on
the learner. The responsibility of the educator is
to prepare students to competently assume their roles
as self-directing and self-responsible lifelong learn-
ers. The need is to effectively combine teacher-
directed and self-directed approaches. Knowles
supports this view by stating that:

When a'personhleaves schooling he or
she must not only have a foundation of
knowledge acquired in the course of
learning to ingquire, but, more impor-
tantly, also have the ability to go on
acquiring new knowledge easily and
skillfully the rest of his or her life.
Knowles (1975, pp. 15, 16).

Whether they do so consciously or not people keep
on learning throughout their lives. They continuously
struggle to cope with life's problems and those expe-
riences which mould their behaviour. Education for
self-directed learning then is education for living.

Gardner (1964, pp. 11, 12), Gibbons (1980, p. 42),

Knowles (1975, p. 20}, Stevens (1971, p. 247)..



According to Huget, therefore, schooling becomes the
sub-set of the lifelong process of self-education.
Huget (1982, p. 178). Life itself is the educational
forum where the learning continuum takes place.
Gibbons sums up by saying:

...when school days end, even the best

educated have forty or fifty years of

life and learning still ahead of them...

Continued growth during these out-of-

school hours and years requires con-

tinued learning - learning to master

new jobs, to become better lovers, to

meet life's crises, to find new inter-

ests, to handle changes in society, to

master new roles, to open new dimen-

sions in ourselves and our relation-

ships, and to make contributions wor-

thy of our capacities. Gibbons (1980,

p. 42).

Numerous references in the literature support
the notion that self-directed learning is a volitional
process. It is education taken as distinct from edu-
cation given. Combs (1967, p. 76), Huget (1982,

p. 4). It is the intentional attainment of knowledge.
According to May there can be no meaning apart from
intention. Each conscious act tends toward a

direction or action. May elaborates when he writes

that:

Cognition, or knowing and conation, or

26
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willing then go together. We could

not have one without the other. This.

is why commitment is so important. If

I do not will something I could never

know it; and if I do not know some-

thing, I would never have any content

for my willing. (May 1969, p. 230).
In order to effect his own learning, therefore, the
individual must be involved in the volitional act of
making his own meaning. This means that the locus of
control lies within the learner himself. This estab-
lishment of internal control increases available
options to the learner and consequently the ability
to guide and direct responses. Gibbons (1980, p. 53),
Knowles (1975, p. 60). According to Assagioli it is
this volitional aspect of self-directed learning that
makes it such a powerful educative force. He explains
that:

Fundamental to inner power is the un-

realized potency of man's own will.

Its training and use constitute the

foundation of all endeavours. Assag-

ioli (1974, p. 6).
Will then is the energy of intention. And it is the
effective mobilization of this energy which becomes

the central force in the individuals quest for learn-

ing. Assagioli (1974, pp. 10 - 12), Maslow (1968,
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pp. 45 - 49).

The volitional nature of self-directed léarning
implies freedom of choice. It does not seem reason-
able, therefore, to impose freedom on anyone who dqes
not desire it. According to Gibbons a person who
chooses what to learh can also decide not to learn.
Gibbqns (1980, p. 4). Rogers supports this by saying

that:

...when a group is offered the freedom
to learn on their own responsibility,
there should also be provision for
those who do not wish or desire this
freedom and prefer to be instructed
and guided. Rogers (1969, p. 134).

The volitional aspect of self-directed learning
according to the literature would allow individuals
greater freedom to reach towards and pursue new
knowledge, skills, relationships and accomplishments.

Throughout the literature reference is also made
to the holistic aspect of self-directed learning.
Heintz, Fieweger and Fitzgerald write that:

Today's world needs a "together" per-
son in order to cope with life. This
means that you need to be creative;
you need to be able to relate on a
feeling level; you need to know how to

think critically; 'you need to clarify
your values. Facts alone won't do.
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Content simply isn't enough. Heintz,
Fieweger and Fitzgerald (1975, p. 13).

Education then is viewed as a process of learn~-
ing and growth which develops the total person. Holt 
(1976, p. 72), Maslow (1968, p. 99), Rogers (1969,

p. 105). Faure writes that the aim of educational
development is:
...the complete fulfillment of man, in
all the richness of his personality,
the complexity of his forms of expres-
sion and his various commitments -- as
individual members of a family and of
a community, citizens and producer,
inventor of techniques and creative
dreamer. Faure (1972, p. vi).

Accounts of individuals who have become success-
ful through self-education indicate that characteris-
tics of a holistic nature contributed to their suc-
cess. Named specifically are such attributes as
integrity, self-discipline, perseverance, industri-
ousness, altruism, interpersonal competence and inde-
pendent thought and creativity. Gibbons (1980, p. 54).
According to various writers there is a need for the
inclusion of the development of such attributes in
today's educational aims. Faure (1975, p. 217),

Gibbons and Phillips (1980, p. 6), Holt (1976, p. 71),

Rogers (1967, p. 3), Silberman (1971, p. 134), Tough
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(1971, p. 175). Gibbons elaborates on this theme:

Teaching for self-education should
promote, model and reward the devel-
opment of personal integrity rather
than the opportunistic pursuit of
offered rewards, of self-discipline
rather than obedience, of inner drive
rather than avoidance of punishment
or the pursuit of artificial rewards,
of caring rather than sustained com-
petition and of strong internalized
principles rather than externally
imposed rules...teaching for self-
education involves promoting drive
rather than dependence, originality
rather than conformity, and the tal=-
ents that make individuals unique
rather than the tasks that make them
all act the same. Gibbons (1980,

pp. 53, 54).

The task of education for self-directed learning
then involves education towards what Rogers describes
as "the fully functioning person". A person who can
experience fully with all his feelings and reactions;
who is able to select from a multitude of possibili-
ties; who trusts in his own judgement and is willing
to take the consequences of his actions; who because
of his openness to new evidence and his ability to
sift through it discovers hé is realistically social;
who lives completely in this moment but is aware of
its implications for the future. Rogers (1975, p. 288).

Having looked at the major components of the
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proposed definition for self-directed learning it is
also necessary to examine some of the other most
relevant aspects of this educative process. Accord-
ing to Combs and other advocates of self-directed
learning responsibility and self-direction are -
learned. This is truly essential because they are
the link between the learner's life and his learning.
And although learning and'growth involve other people
it is the individual who must choose and conduct his
own process of life change. Gleason (1967, p. 81),
Gross (1977, p. 22), Knowles (1975, p. 18), Ryan
(1974, p. 7), Silberman (1971, p. 135). Combs writes
that responsibility and self-direction:

...must be acquired from experience,

from being given opportunities to be

self-directing and responsible. You

cannot learn to be self-directing if

no one permits you to try. Combs

(1975, p. 81). :
The direction that such experiences and opportunities
should take are explained by Della Dora:

...students need to have opportunities

to learn how to choose what is to be

learned, how it is to be learned, and

how to evaluate their own progress.
Della Dora (1979, p. 1).
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A major objective for seif-directed learning then 1is
to induce the learner to assume increased resbonsi—
bility for his own learning. He is encouraged to
take the initiative for both the direction and thrust
of his learning dictated by his own interests. -This
will enable him to mahage his own education both in
the present and the future. Beggs & Buffie (1969,
p. 197), Della Dora (1979, p. 16), Gibbons & Phillips
(1980, p. 6), Gleason (1967, p. 80), Gross & Murphy
(1964, p. 109), Heinz, Fieweger & Fitzgerald (1975,
p. 4), Rogers (1975, p. 105), Silberman (1971, p. 91),
Stephens (1974, p. 22). ZKnowles explains this by
saying:

In its broadest meaning, "self-directed

learning" describes a process in which

individuals take the initiative, with

or without the help of others, in diag-

nosing their learning needs, formulat-

ing learning goals, identifying human

material resources for learning, choos-

ing and implementing appropriate learn-

ing strategies and evaluating learning

outcomes. Knowles (1975, p. 18).

The motivational conditions for self-directed

learning as described by Knowles are considered

intrinsic. Supporters of this theory agree that self-

directed learners are primarily motivated by internal
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incentives. This is also true of the child who is by na-
ture curious, eager to discover, eager to know and eager
to solve problems. Della Dora (1979, p. 9), Donaldson
(1978, p. 116), Gibbons & Phillips (1980, p. 10), Knowles
(1975, p. 21), Rogers (1969, pp. 131, 157), Thatcher
(1973, p. 36). Bruner sums this up by saying:

...children have a natural desire to

learn because it satisfies such uni-

versal needs as curiosity, the striv-

ing towards competence, and the enjoy-

ment of "reciprocity". Their learn-

ing, then, does not require external

reinforcement...The preferable way is

to develop the classroom environment

and the teacher-studéent relationship

in such a way that the intrinsic pre-

disposition to learn can be freely

expressed. Bruner in Morris (1978,

p. 160).

Self-directed learning then as defined in the
literature describes a process which prepares the in-
dividual for a lifetime of effective learning. It is
a volitional process by which individuals take the
initiative to develop themselves and through the
effective application of personal will make choices
which promote their individﬁal growth. According to
Holt, it is education taken as distinct from education

given where the motivation for learning is intrinsic

and the responsibility for learning is in the hands of
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the learner. Holt (1976, p. l). Della Dora's proviso,
however, is important. Concerning the learner he

writes that:

...the degree of their ability to be
responsible is a function of the indi-
vidual's capability (affected by age
or stage of development) and that it
is also a function of what teachers,
parents and others know about how to
help students become self-directed and
responsible. Della Dora (1979, p. 9).

Gibbons and Phillips although recognizing the need for
a greater emphasis on self-directed learning in the

schools also recognize the limitations for self-

Ed

directed learning within the existing formal educa-

tional institutions. They suggest that:

The skills can be taught and practiced
in schools, teachers can gradually
transfer the authority and responsi-
bility for self-direction to students,
and self-educational acts can be simu-
lated, but self-education can only
truly occur when people are not com-
pelled to learn and others are not
obligated to teach them -- especially
not to teach them a particular subject-
matter curriculum. Gibbons & Phillips
(1980, p. 4).

2. WHAT COMPONENTS COMPRISE A SUCCESSFUL SELF-
DIRECTED LEARNING PROGRAM?

An examination of any successful learning program
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must include a discussioﬁ of the selectioh of content
for the program, the role of the teacher,‘the.role of
the student and the climate wﬁich is necessary to
ensure the success of the program.

The literature reveals that the selection of
content for any self-directed learning situation is
dependent upon the needs and wishes of the learner.
Brown (1969, p. 101), Combs (1959, pp. 370 - 371),
Combs (1967, p. 73), Gibbons & Phillips (1980, p. 4),
Gleason (1967, p. 2), Gorman (1974, pp. 13, 18),
Malehorn (1978, p. 4), Rogers (1967, p. 3), Tough
(1971, p. 5). The reason why this is necessary, Combs
argues, is that the individual will "differentiate"
only that which satisfies his immediate needs. Con-
trol of learning, therefore, is essentially in the
hands of the learner rather than the teacher even when
curriculum content is prescribed. Combs (1957,

p. 368).

The basic content for a self-directed learning
program then is process oriented. The reason for this
according to numerous writers is that the tremendous
expansion of knowledge in the past few decades continu-
ally threatens to render much of the specific content

of many fields obsolete even as it is being taught.
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Della Dora (1979, p. 5), Gibbons & Phillips (1979,

p. 27), Gleason (1967, p. 80), Heinz, Fiewegér,
Fitzgerald (1975, p. 13), Knowles (1975, p. 37),
Malehorn (1978, p. 9), Stephens (1974, p. 15). Rogefs

sums this up by saying that:

Changingness, a reliance on process
rather than upon static knowledge, is
the only thing that makes any sense as
a goal for education in the modern
world. Rogers (1969, p. 104).

Gibbéns and Phillips in an article on teaching
for self-education indicate that students should be
taught how to conduct processes involved in designing,
implementing and manaéing their own learning. The

skills include:

1. Access Skills. Skills such as
reading, speaking and writing,
which are essential for gaining
access to knowledge and skill.

2. Mastery Skills. Studying, prob-
lem solving, and organizing skills
which are essential for mastering
a body of knowledge or skill.

3. Planning Skills. Decision making
skills. How to decide on a learn-
ing program. What .goals? What
experiences? What means of evalu-
ation?

4. Management Skills. Skills neces-
sary for managing time, effort and



37

resources needed for learning
5. Interpersonal Skills. Skills of

learning to relate to people of

all ages and to assume different

roles successfully: a teacher of

children, an aide to the elderly,

a competent worker on the job,

and so on. Gibbons & Phillips

(1979, p. 27).

The authors of the article are also cognizant of

the fact that once children realize that they are
indeed responsible for their own learning, many will

have diffiéulty deciding what to learn. Gibbons &

Phillips explain that:

Most will be unable to organize their
time and keep to their own schedules.
When difficulties arise, many will
want to give up. Teachers in dealing
with these issues, are addressing the
fundamental problems of learning.
Gibbons & Phillips (1979, p. 28).

Inherent in this concept of learning is the
notion that student involvement in the evaluation of
their efforts is, in itself, an important learning
activity. Della Dora (1979, p. 7), Gorman (1974,

p. 163), Knowles (1975, p. 134), Malehorn (1978,
p. 137). According to Gibbons and Phillips evaluation

should be an integral part of the student's learning.

They write that:
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In self-education, people usually
evaluate themselves in the perform-
ance of the activity they are
attempting to master and they evaluate
in order to.measure their progress and
to help them decide what to learn next.
...In self-education, people...compete
with their own previous performance and.
so may always be successful in improv-
ing and extending. Gibbons & Phillips
(1980, p. 9).

The teacher then in a self-directed learning sit-
uation becomes a facilitator of learning. That is, he
takes on the responsibility of helping students de-
velop competence as self-directed learners. Gibbons
& Phillips (1979, p. 27), Knowles (1975, p. 39),
Malehorn (1978, p. 30), Rogers (1969, p. 104).
Accordingly then the teacher divests himself of the
protective shield of an authority figure and exposes
himself as a person with feelings, hopes, aspirations,
insecurities, worries, strengths and weaknesses. He,
in fact, becomes a co-learner instead of an expert.
Knowles (1975, pp. 33, 34), Malehorn (1978, p. 40).
Gordon supports the assumption that children resume
greater responsibility and independence when the
teacher takes on a nondirective role. He writes:

The more dependent the group is upon
its leader, the more his contribution
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will inhibit the participation of other
members. The greater the status or
prestige differential is between the
leader and the members (as perceived

by the members), the more likely the
leader's contributions will inhibit
participation of the members. Gordon
in Gorman (1974, p. 133).

The teacher's function then as a facilitator of
learning is to help students 'in diagnosing their
learning needs, formulating goals, identifying human
and material resources for learning, choosing and
implementihg appropriate learning strategies, and
evaluating learning outcomes.' Knowles (1975, p. 18).
Also: Chase (1975, p. 8), Frankl (1969, pp. 12, 51},
Gardner (1963, p. 115), Gibbons and Phillips (1980,
PP. 6 = 9).

The vehicle for successful self-directed learning
is the use of a contract or other plan of action where
the student is guided to set realistic goals, to plan
suitable means of achieving his goals, and to design
methods of evaluating his achievements. Della Dora
(1979, pp. 5, 6), Gibbons, Norman & Phillips (1980,

p. 3), Glaser (1977, p. 323&, Heinz, Fieweger &
Fitzgerald (1975, p. 51), Stephens (1974, pp. 138,
139).

According to Gleason there are several basic
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factors which are necesséry to ensure the success of
the program and which will make it emerge as é re-
sponse to invitation and chalienge. These, he says,
are:

...the human responses: challenge,

invitation, stimulation of imagin-

ation, confirmation, letting be,

honest disclosure, and willingness

to enter into dialogue. Gleason

(1967, p. 95).

The success of the program also depends on the
teacher's ability to create a supportive climate where
the greatest student potential can be released; a cli-
mate which is conduciye to mutual respect; a climate
where mutual caring and'support are evident; a climate
where both parties are clear about their respective
goals; a climate which encourages and promotes dia-
logue. The climate which promotes self-directed
learning then must be one which is fécilitative rather
than directive.‘ Beggs & Buffie (1969, p. 140), Combs
(1949, p. 389), Della Dora (1979, p. 2), Gibbons
(1980, p. 54), Gorman (1974, p. 39), Knowles (1975,

p. 9), Rogers (1969, pp. 162, 163), Thatcher (1973,

pp. xiii, 65).
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3. WHAT CHARACTERISTICS AND ATTITUDES ARE EVIDENT

IN THE SUCCESSFUL SELF-DIRECTED LEARNER?

An examination of the literature regarding the
nature and behavior of individuals who are becoming
more self-directed reveals that the self-directing
individual is one who has a positive view of self.
Through multiple experiences, various reactions to
his environment and through self-educative acts the
self~-directing individual develops a positive concept
of himself as a non-dependent and self-directing per-
son. Combs (1949, p. 377), Knowles (1975, p. 64),
Ringness (1975, p. 32), Rogers (1961, pp. 22, 23),
Tough (1971, p. 28). Gross points out that:

Your learning like your life, will
take its shape and draw its energy
from your values and priorities. I
have spoken of learning as a "lever
for life-change". The fulcrum of
that lever is this sense of yourself -
who you are, what you need and want,
what you seek to become. It is this
self concept that gives meaning to
everything you learn. Gross (1977,
p. 67).

The self-directed learner is also described as an

individual who pursues his potentialities in order to

fulfill the full range of his capacities. He is
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furthermore governed by his quest for meaning. He
seeks the kinds of'experiences that will enlarge his
knowledge and enrich his personal world. Combs &
Snygg (1949, pp. 17, 21), Gardner (1963, p. 13),
Knowles (1975, p. 86), Maslow (1971, pp. 48, 49),
Rogers (19698, p. 158).

The self—directing individual is also creative
in attitude; that is he is able to giVe up his initial
pérception of a problem and redefine it. This special
way of looking at life leads to intelligent and inno-
vative achievements. Combs & Snygg (1959, p. 207),
Gallagher (1975, p. 246), Gardner (1963, p. 46),
Gibbons (1980, p.’47),’Masiow (1971, p. 290), Tough
(1971, p. 175).

Another characteristic of the self-directing
individual is his responsible and responsive relation-
ship with others. Gibbons (1980, p. 47), Maslow (1972,
p. 155), Rogers (1961, pp. 331, 336), Tough (1971,

p. 28). Gilmore substantiates this by saying that a
characteristic generally found in:

...productive persons as a group is

a mature social awareness and concern

in the broad sense of the term.

Their contributions are motivated

directly or indirectly, by an empath-
ic, altruistic and sympathetic feel-
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ing not only for’specific individuals,
but for humanity in general. Gilmore.
(1974, p. 228).

In self-directed learning situations the self-
directing individual has the major responsibility for
the purposes and methods of learning. Responsibility
to him is a challenge and he is willing to take risks
in the pursuit of excellence. Della Dora (1979, p. 4),
Gibbons (1980, p. 52), Knowles (1975, p. 60), Maslow
(1968, p. 29), Stephens (1974, p. 16), Thatcher (1973,
p. 105), Tough (1971, p. 5). Holt supports this by
saying that:

The most valuable and indeed essen-
tial asset the student brings to any
learning is a willingness to adven-
ture, to take risks. Without that,
he can't learn anything. Holt (1976,
p. 71).

Knowles in his book Self-Directed Learners summa-
rizes in a list those competencies he feels are essen-
tial for the self-directed learner to be successful.

The competencies are written as a self-rating instru-

ment for the learner.

1. An understanding of the differ-
ences in assumptions about
learners and the skills required
for learning under teacher-
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directed learning and self~-
directed learning, and the
ability to explain these dif-
ferences to others.

A concept of myself as being a
non-dependent and a self-direct-
ing person.

The ability to relate to peers
collaboratively, to see them as
resources for diagnosing needs,
planning my learning, and learn-
ing; and to give help to them
and receive help from them.

The ability to diagnose my own
learning needs realistically,
with help from teachers and
peers.

The ability -to translate learn-
ing needs into learning objec-
tives in a form that makes it
possible for their accomplish-
ment to be assessed.

The ability to relate to teachers
as facilitators, helpers, or con-
sultants, and to take the initia-
tive in making use of their
resources.

The ability to identify human and
material resources appropriate to
different kinds of learning
objectives.

The ability to select effective
strategies for making use of
learning resources and to perform
these strategies skillfully and
with initiative.

The ability to collect and vali-
date evidence of the accomplish~-
ment of various kinds of learning
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objectives. Knowles (1975,
Learning Resource B, p. 60).
4, WHY TEACH FOR SELF-DIRECTED LEARNING? WHAT‘
RESEARCH IS THERE TO SUPPORT ITS INCLUSION IN

A REGULAR SCHOOL PROGRAM?

a) Why teach for self-directed learning?

Many of the reasons for helping individuals
become self-directed learners have already been
mentioned in the course of this review. There-
fore, only three reasons which seem particularly
relevant for present educational consideration
will be presented- here.

i) By teaching individuals how to become
self-directed we are teaching them a
process necessary for day to day
living and for the rest of their
lives.

ii) Autonomy, initiative and competence
are the essentials of human develop-
ment. They are the ingredients nec-
essary for any individual to become
a mature, responsible person.

iii) Students need to deveiop responsibil-
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ity for tﬁeir own learning, for their
own lives and for the communit&.

i) There is substantial suéport in the literature
recommending that individuals be taught to become
self~-directed. Those who feel that educational’
changes should reflect the changing needs of society
recommend a process approach that would not only teach
them the skills needed for independént learning but
also for lifelong learning. The process approach de-
emphasizes learning of specific material in favour of
teaching children how to learn. It seeks to aid
children to direct their own learning; it encourages
them to pose their own problems and solve £hem by
various methods; it trains them how and when to use
their knowledge. The child is also encouraged to
identify the style or process of learning that is most
effective for him and would best enable him to pursue
independent studies. Glaser (1977, p. 322}, Knowles
(1975, pp. 39 - 42), McCallum (1928, p. 3), Malehorn
(1978, p. 9), Rogers (1969, p. 163), Toffler (1970,
p. 21).

The contention is also that process rather than

content leads to increased knowledge because it elim-
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inates the garnering of unrelated and isolated facts.

Stephens writes that:

The child whose learning is self-
directed but who is satisfied with
superficial investigations, flitting
from one topic to another has not
adequately learned the process of
education. Stephens (1974, p. 15).

It is also argued that totally content centred
curricular models do little to prepare individuals for
adult autonomy which will help them to cope and deal
effectively with the changing conditions and realities
of their everyday lives. Faure describes what he

feels is needed:

Basic education must be many sided,
designed not only for children and
adolescents but also for adults who,
at any age, may have need of it.
While dispensing fundamental knowl-
edge, such education aims at learn-
ing how to perceive and comprehend
the world. It must endeavour to
instill, especially in children, a
taste for self-learning that will
last a lifetime; to arouse their
desire to know, to ask gquestions
and to guestion themselves. Faure
(1972, pp. 16, 17).-

ii) According to self-directed learning proponents

education must be accepted as a process of maturation
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through which each individual develops the capacity
to direct and control his learning. Combs & Snvgg
(1959, p. 313), Faure (1972, p. 81), Gibbons (1980,
p. 42), Gibbons & Phillips (1980, pp. 2, 3). It is
the support and encouragement of this natural matura-
tion process toward self-direction that allows the
student to exercise increasing control over his
personal learning. Knowles explains that:

Self-education assumesvthat the human

being grows in capacity {(and need) to

be self-directing as an essential

component of maturing, and that this

capacity should be nurtured to devel-

op as rapidly as possible. Knowles

(1975, p. 20).
Because self-directed learning cultivates in individ-
uals those decision making skills required to suc-
cessfully direct personal growth and development, it

becomes the essential ingredient for. any individual

to become a mature, autonomous and competent person.

iii) Another frequently mentioned reason for teach-
ing individuals to become self-directed is that stu-
dents need to develop respoﬁsibility for their own
learning both in their day to day living and in their

relationships with others in the community. Brown
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(1964, p. 109), Gibbons .(1980, p. 52), Gleason (1967,
p. 32), Knowles (1975, p. 60), Pflum (1974, pf. 16,
17), Stephens (1974, p. 22), Taylor (1969, p. 32).

The need then is to establish an internal locus of cdn—
trol. This idea of intrinsic motivation is intégral to
the concept of self-direction because learning that is
self motivated is closely related to personal and pur-
posive learning. McLeish (1976, p. 35), Maslow (1971,
p. 192), Morris (1978, p. 160), Rogers (1969, p. 23},
Stephens (1974, p. 21).

Intrinsic motivation is also essential to the
self-directing individual because it increases avail-
able opfions and subséquently leads to greater per-
sonal freedom. When the learner guides and directs
his own responses he is no longer just reacting to
external events, but rather he is proactive to his
living and learning. The learner learns how to act
out of choice rather than necessity. Knowles (1975,
p. 105), Pflum (1974, p. 29), Rogers (1969, p. 158).
The learner then is able to create his own structures
within his own personal world so that he can live as
a free self-directing individual harmoniously and

interdependently with others in his community.
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Combs & Snygg (1959, pp. 17, 264), Gardner (1963, pp.
6, 45), Maslow (1971, p. 183), Rogers (1961, pp. 65,

66) . .

4. b) What research is there to support the
inclusion of self-directed learning in
a regular school program?

Although there is a substantial body of litera-
ture which supports the essential ideas inherent in
the concept of self-directed learning there is very
little experimental research which directly relates
to self-education. However, the many influences which
at first indirectly and later very directly reflect
the self-directed learning viewpoint can clearly be
traced. Early influences which support this theory
can be seen in the views expressed by the progressive
education movement. John Dewey, foriexample, saw the
child's own motivation to resolve a problem as the
impetus for learning. He advocated that more formal
methods of teaching which prepared the child for a
"suppositious" future be abandoned and that the child
be allowed to choose to learn those things of interest
to himself. Dewey (1963).

Maria Montessori's approach also stresses the
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need for an environment in which the child is free to
choose his activities from a number of specified
tasks. And, although childreﬁ in her schools operated
in a prepared environment children were given oppor—v
tunities to make choiées and were recognized and
treated as being individually unique. Stephens (1974,
p. 4).

The work of Piaget has also offered insights into
children's thinking which have influenced supporters
of self-directed learning. Basic to an understanding
of Piaget's thinking is the idea that the child has
his own concepts of reality, which serve as reference
points against which he tests and redefines new experi-
ences. An important implication for educational prac-
tice, for example, is Piaget's insistenée that at any
given point a child can learn only what is avpropriate
to his developmental stage. This requires an under-
standing of children's ways of reasoning at differ-
ent periods before a curriculum can be planned. Equal-
ly important is Piaget's assertion that not all chil—
dren reach the same developmental stage at the same
chronological age. He also reaffirms the ineffective-

ness of lecturing young children. Instead he points
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out children's needs for concrete experiences, for

frequent opportunities to explore their envir;nment
and to interact with other students and adults, as

well as with materials. Piaget (1970).

Jerome Bruner, who in the 60's directed his
attention to education, emphasized the importance of
children's involvement in their learning. He recog-
nized curiosity as a motivating force and has argued
for the "discovery" approach to learning. Bruner
argues that a subject should be taught not to
"spectators" but to "participants". Bruner (1970,

p. 166).

Another significéht contribution of the 60's was
the growing influence of the humanistic psychologiéts
such as Maslow, Rogers, May, Fromm, Combs, Erickson,
Glaser and others who believed to one degree or othér
that man has control over his destiny, that people
can become aware of and control the forces affecting
them, can make choices, can respond freely and intel-
ligently to solve problems, and can grow toward be-
coming fully functioning, sélf actualized integrated
people. Chase (1975, bp. 4, 5).

Perhaps most clearly identified with the concept
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of self-directed learniné is Rogers who insists that
the quality of the relationshié between teachér and
learner and the classroom environment and climate are
the decisive ingredients in education. He contends
that within an environment of acceptance children can
be trusted to assume responsibility for their own
learning. According to Rogers, material that can be
taught to another is of little consequence. It is
knowledge discovered for oneself that is most signifi-
cant. Rogers (1969).

The last decade has seen educational practices
increasingly coming under attack for failing to meet
the demands of a rapidly changing society. Writers
decry the inadequacy of teaching yesterday's way to
tomorrow's children. Stephens (1974, p. 6). Radical
reformers such as Illich, Holt, Silberman, Dennison
and Postman insist that existing educational institu-
tions are no longer defensible, that alternatives to
present schooling be found. Holt (1976}, Illich
(1971), Silberman (1970). And although their criti-
cisms seem harsh they have also been perceptive. They
helped to create a climate for change which has con-
tributed tn the acceptancé of many alternative educa-

tional changes and practices.
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A number of specifié educational practices which
contribute to some aspect of self-directed-léérning
even though it may be a relatively narrow area are
also included in the literature. A study that stimuQ
lated interest in teacher-pupil planning was cohducted
by Lewin, Lippitt and White concerning the effects of
adult leadership styles on elementary school age
children. This was an attempt to promote and encour-
age student involvement in decision making. White &
Lippitt (1960). They compared styles described as

E “"democratic", "autocratic" and "laissez-faire".

The results tended to support the democratic style

which favoured the teécher—pupil planning. Next most

effective was the autocratic or teacher-directed style

i and least effective was the laissez-faire style.
Results of the Eight Year Study carried out by

the Progressive Education Association in the 1930's

and early 40's compared the progress of students in

experimental programs with those in traditional pro-

grams. The résults indicated that students given a choice

of subjects or planning with teachers within classes or

both did as well or better than their counterparts

academically and in leadership roles as well as in

athletics and in other extra-curricular aspects of
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college life. It was aléo found that those students
who had made the greatest changes from the traditional
high school program were significantly more successful
in college. Aikin (1942).

Della Dora describes both the Community Based
Program of the 30's and the Citizen Education Programs
of the 50's as school movements based on the premise
that the total community is responsible for educating
its young. The relevance of the programs to self-
directed learning is suﬁmarized by Della Dora. He
writes that the program calls for students to:

1. Take increased responsibility for
their own learning as they select
projects to work on in the
community

2. Develop individual and group plans
for achieving goals

3. Clarify values and establish goals
consistent with their wvalues

4., Exercise self-discipline needed to
carry out school and community
projects

5. Become familiar with the wide
variety of school resources and
community resource materials need-
ed to carry out "live," ongoing
projects

6. Learn how to report to others in
various ways about what their
findings are
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7. Discover when and how to ask for
help as it is needed

8. Be capable of participating with
other students and with adults in
group decision-making processes.
Della Dora (1979, p. 1l6).

Gowan, Demos and Torrance report several relevant
findings in their book on creativity. They write

that:

the characteristics of authoritarian
personality are the antithesis of the
creative attitude we seek. Creative
behavior is characterized by variety
and richness of perception. Whatever
produces narrowness and rigidity
becomes an important factor in limit-
ing creativity. Gowan (1969, p. 130).

The evidence from the work of Adorno and his associ-

ates on the Authoritarian Personality reveals that

a person who is insecure, distrustful of self -- who
feels threatened by life and is otherwise inadequate --
tends to have a cognitive style which is rigid, con-
crete and acquiescent. The more active, able, secure,
relaxed individual, on the other hand, is able to
perceive and think in ways that are flexible and is on
the whole hetter adapted to meet the objective demands
of the situation in which he finds himself. Adorno

(1950) .
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Another relevant study recorded by Rokeach and

Frankel-Brunswick in their book The Open and Closed

Mind, suggests that the more closed the mind, the more
cognitions depend upon irrelevant wants and external
authority. It was found that the open-minded group
was significantly superior to the closed-minded group
in solving problems and appeared to reflect a greater
willingness to entertain novel and strange ideas. The
writers propose that people who are intolerant of
ambiguity are relatively "closed" to new information
which would increase the richness of their intellec-
tual resources. Such people would rather seek simpli-
fied solutions to compiex social, political and eco-
nomic issues. Rokeach (1960).

A basic requirement for successful self-directed
learning is the knowledge of one's own learning style.
According to Dunn and Dunn a knowledge of learning
styles and application of that knowledge places the
emphasis on the learner and the psychological process
of learning. Dunn & Dunn (1978, p. 3). The writers
have developed a learning sfyle questionaire which
considers environmental, emotional and physical stim-
uli. Their studies suggest that there are many inter-

relationships between how individuals prefer to learn
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and their achievement. They maintain that when stu-
dents learn through the methods each prefers, they
learn more effectively. Dunn & Dunn (1978, p. 389).
Independent study is another practice which

according to Della Dora can assist self-directed
learning if it is viewed as one of many modes of
learning from which students may choose. One of the
problems related to independent study is the lack of
a generally agreed upon definition. Della Dora (1979,
p. 31). Béggs and Buffie, for example, equate inde-
pendent study with self-directed learning. They pro-
pose the following definition:

Independent study, broadly conceived,

is a way of learning in which the stu-

dent focuses attention on a specific

organizing idea or a body of knowledge

and masters it at his own rate of

understanding. The wholesale use of

independent study is a means through

which teachers can satisfy the indi-

vidual learning needs of students. It

places emphasis on self~regulation and

self-responsibility for learning.

Beggs and Buffie (1969, p. x).
Their research fiﬁdings yield some interesting data.
Results from the University of Chicago Project indi-

cated that students who were mbst capable sought out

the most independent programs. They found also that
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only about half the studénts felt comfortable with a
situation where they had freedom of choice, about
fifteen percent were violently against the idea and
about fifteen percent were tremendously enthusiastic.
There seemed to be no relationship between the amount
of class time students spent with a teacher and the
amount they learned. Students who reacted favourably
(about sixty percent) cited the following areas as
those in which they benefitted most: ‘'dimensions of
study habits, budgeting of time, finding the best and
appropriate materials and determining how one comes
to decisions about what one will do and what one has
to work hardest on.' Beggs & Buffie (1979, pp. 37,
38, 39).

Gruber in reporting on the research on self-
directed study found the results less determinate than
Beggs & Buffie. He reports that 'when the criterion
for evaluating self-directed study is the learning of
student subject matter the results are indeterminate.'’
However, 'when the criterion for evaluation of self-
directed study is a group of attitudinal changes such
as increased curiosity, critical thinking, and atti-
tude towards independent intellectual work, brief

experiences with self-directed study do typically
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produce small, favorable changes.' Gruber (1965,
p. 1)

An empirical study conducted by Arlin and Whitley
measured how students' attitude was affected by their
perceptions of academic locus of control. A grdup of
students were assessed on their perception of oppor-
tunities for self-management of instruction and their
perception of academic locus of control. Tests were
administered at the beginning and ending of the school
year. The"results suggested that those students who
perceived the classroom as a place where they were
responsible for at least part of their learning were
more likely to accept ¥esponsibility for both their
success and failures. Arlin & Whitley (1978, pp. 988 -
992).

A recent study by Rick Raible of North Vancouver
was conducted to see whether students could direct
their own learning in a writing course while achieving
a measure of acceptable competency in course objec-
tives. Findings from the study indicated that stu-
dents were able to make a sﬁccessful transition from
teacher-directed to student-directed learning while

maintaining a satisfactory or better than satisfactory



61

level of competence in their writing. It was also
found that students experienced a significantlim—
provement in their feelings aboutuwriting and about
their perception that they were self—directed.
Raible (1981).

Although the empirical evidence supporting the
inclusion of self-directed learning in the school is

meagre compared to other areas of educational research

there is compelling evidence that the concepts of self-
directed learning are essential for living and learn-
ing in the findings and philosophical views of such

eminent writers as Piaget and the humanistic psycholo-

|
|
i

gists such as Rogers and Maslow. Empirical studies at
least give some positive evidence that; there is merit
in involving students in decision making processes;
authoritarian methods do not enhance original thinking;
open mindedness leads to more complex problem solving;
learning style plays an important role in learning
effectiveness; independent study can assist self-
directed learning particularly in the area of attitu-
dinal changes; classrooms where students perceive them-
selves as responsible for their own learning are more

likely to accept responsibility for success or failure.
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5. IS SELF-DIRECTED LEARNING APPROPRIATE AND

POSSIBLE FOR THE PRIMARY CHILD?

Supporters of self-directed learning suggest that
education be recognized as a process of maturation
through which each individual develops the capacity to
direct and control his learning and living -- maturity
of the student being dependent upon the studeﬁt’s
level of self-sufficiency. As the student perceives
himself as having the ability to effectively manage
his own learning he is able to take on increased
responsibility. Combs & Snygg (1959, p. 313), Faure
(1972, p. 81), Gibbons_(l980, p- 42). Knowles ex~-
plains that self-directed learning is in tune with our
natural processes of psychological development because
we develop from totally dependent to increasingly in-
dependent individuals. He writes that:

An essential aspect of maturing is
developing the ability to take in-
creasing responsibility for our own
lives -- to become increasingly self-
directing. Knowles (1975, p. 15).

Every learner, therefore, is headed toward matu-
rity and self-direction. And although students may

not be mature in a total sense in any given situation,
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they are capable of exercising self-direction in
relation to their level of development. Della Dora

claims that:

...young people are capable of begin-
ning to learn to participate in sig-
nificant ways in educational decision
making in the elementary school. By
the time they are entering early ado-
lescence, most young people are capa-
ble of participating in major ways in
determining educational goals, subject
matter for learning/teaching and ways
of assessing educational achievement.
Della Dora (1979, p. 1).

What is important according to numerous writers
is the recognition that the child can only learn what
is appropriate for hié developmental stage. Heintz
(1975, p. 36), Knowles (1975, p. 21), Stephens (1974,
p. 19). According to Combs recognition of maturation

or readiness is crucial because:

Many of our perceptions are based
upon long series of previous discrim-
inations extending back to our earli-
est beginnings. (Therefore) It
seems axiomatic that to make differ-
entiations a person must have lived
long enough to do so, a fact...which
teachers recognize in the concept of
readiness or maturation. Combs (1959,
p.- 82).

Malehorn in his book Open to Change writes that
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'no child is too young to play an important role in

directing his own education.'’ Malehorﬁ (1978; p. 23).

He gives the following reasons for his belief:

Young children are most impres-
sionable; attitudes and habits
learned in the early school years
last the longest and affect the
child most profoundly.

When a child's participation in
his own educational decision mak-
ing is delayed, he learns that
his wants and opinions are not
useful; he learns not to display
initiative, but to wait for the
teacher to direct him.

The young child generally offers
a refreshing eagerness and a nat-
ural motivation to learn.

The young child has not been con-
ditioned against exploring his
world; he is less afraid to try
something new; and he is not like-
ly to view himself as a failure.

Given adequate directions he can
be entrusted to choose an activity
or a set of materials for his own
investigation, operate simple
machines and even evaluate his own
progress.

Malehorn (1978, pp. 22, 23).

In order to promote self-direction in young chil-

dren Gibbons and Phillips call for initiative training

during the elementary school years. They feel that it
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is 'important for children to have the opportunity to
explore and discover, but that after a reasonable
time, the child must decide and act.' Students are
encouraged through group discussion to deliberate and
weigh alternatives and their possible results. As
part of the initiative training students make use of
a support group to discuss individual proposals and
are also encouraged to design proposals for group
activities among themselves before approaching the
teacher. Products produced as new skills develop are
displayed at a learning fair where students are given
the opportunity to demonstrate what they have learned:
Gibbons & Phillips (1980, p. 22). Thatcher makes a
plea for self-directed learning at all levels of devel-
opment. He writes that:

Self-directed learning is a strategy

for teaching useful in kindergarten

and in graduate school, successful

with rich kids and poor kids, black

and white, bright and dull. Most

important of all, it is neither so

esoteric nor so bound to the charisma

of a rare teacher that it is beyond

the competence of the average teacher,

either novice or seasoned professional.

Thatcher (1973, p. vi).
6. WHAT PRINCIPLES OF SELF-EDUCATION DOES THE

RESEARCH PROVIDE?
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Several outstandinglcontributions to the litera-
ture in the form of principles about self-education
have been written by Gibbons ahd Phillips and Huget.

Gibbons and Phillips have transformed their

analysis from A Study of Experts Without Formal -

Training into fourteen principles.

1. In self-education the locus of control
is in the self-educator whereas in formal
education the locus of control is in insti-
tutions, their representatives, or their
prescriptions. Teaching for self-~education
involves helping students to internalize
control over their own learning.

2. Self-education is usually a concentrated
effort in one field rather than a general
study of many. - Teaching for self-education
involves helping Students to identify and
become expert at the activity or activities
that may become central in their lives.

3. Self-education is usually applied edu-
cation - learning for immediate application
to a task, and from the practical experi-
ence involved in executing it. Teaching
for self-education involves integrating
theoretical studies with technical train-
ing and practical application. It means
learning for specific use now rather than
learning for possible use years later.

4., Self-educators are self-motivated, that
is, they are committed to achievement in
the field of their choice, even when faced
with difficulties. Teaching for self-
education involves helping students to
generate their own drive toward their own
goals rather than stimulating them to pur-
sue goals set for them by others.



5. Self-education is usually guided by a
vision of accomplishment, recognition or
rewards valued highly by the individual.
Teaching for self-education involves help-
ing students to see themselves successfully
experiencing very desirable attainments.

It involves learning to plan an effective
way of making that vision a reality.

6. Self-educators tend to settle on the
particular field in which their interests,
talents, past experiences, and opportunities
are combined. Teaching for self-education
involves patterns of exploration which
enable students to try out a wide range

of fields of activity.

7. Self-educators tend to settle on the
unique pattern of formal, informal and
casual methods by which they learn best -
drawing from such possibilities as study,
observation, experience, courses, train-
ing, conversation, practice, trial and
error, apprenticeship, productive activity,
group interaction, events, and projects.
Teaching involves helping each student to
develop a personal learning style.

8. Self-education involves the develop-
ment of attributes traditionally associ-
ated with people of character: integrity,
self-discipline, perseverance, industrious-
ness, altruism, sensitivity to others,

and strong guiding principles. Teaching
for self-education should promote, model,
and reward the development of personal
integrity rather than the opportunistic
pursuit of offered rewards, of self-dis-
cipline rather than obedience, of inner
drive rather than the avoidance of
punishment or the pursuit of artificial
rewards, of caring rather than sustained
competition and of strong internalized
principles rather than externally

imposed rules.

67
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9. Self-education involves the development
of attributes usually associated with self-
directed and unigque, even radical, people:
drive, independence of thought, nonconform-
ity, originality, and talent. Teaching for
self-education involves promoting drive
rather than passivity, independence rather
than dependence, originality ‘rather than
conformity, and the talents that make
individuals unique rather than the tasks
that make them all act the same.

10. Self-educators use reading and other
process skills to gain access to the
information and guidance they need for their
projects. Teaching for self-education in-
volves training in the process skills, such
as reading and remembering, especially at
the moment students urgently need to gain
access to information.

11. Self-education emerges as a theme
that runs through a number of important
experiences in the person's youth; later
experiences maintain and develop the
theme until it becomes a conscious focus
of choices in the person's life. Teach-
ing for self-education involves helping
students to identify themes emerging in
their lives, to build on those they
choose, and to create new themes they de-
sire.

12. Self-education is best cultivated

in a warm, supportive, coherent environ-
ment in which people generally are active
and there is a close relationship with at
lease one other person. Teaching for
self-education involves creating an active
environment in which a-student's self-
directed activities are warmly supported
and there are many opportunities to form
close working relationships.

13. Self-educated people seem to like
others and to be liked or admired by them;
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they seem to be healthy in attitude,

body, and mind. Teaching for self-edu-
cation involves promoting a holistic ap-
proach to learning so that students not
only master some knowledge or skill, but
they also develop a healthy attitude toward
themselves, others, the world and their
activities.

14. 1In addition to cultivating expertise,
the characteristics described above out-
line a process of education suitable for
the development of a mature personality,
for achieving self-actualization and for
the process of learning. Teaching for
self-education involves helping each
student to become an expert, a participant,
and a person.

Gibbons & Phillips (1980, pp. 53 = 55)

These principles form the basis for program develop-
ment by the self-education study team at Simon Fraser
University.

Huget in her thesis, Self-Education: Principles

and Practices of Volitional Learning, has identified

thirty principles from a review of a large body of
literature on self-education. Underlying the princi-
ples is a general argument concerning the need for
self-education in relation to key sociological, per-

sonal, educational and psychological conditions.

Sociological Conditions

1. CHANGE: Rapid, continuous change in
complex contemporary environments requires
that individuals develop capacities to be
self-directing and self-responsible



throughout their 1lives.

2. FUTURITY: The development of individual
competence in self-education is the keystone
to meeting the future needs of society and
civilization.

3. PRESSURE: 1Individuals require the
capacity to be self-directing in order to
cope effectively with external pressures
imposed by the remote powers of government,
big business, the media, and formal
education. .

4. FRAGMENTATION: An integrative educa-
tional approach designed to develop indi-
vidual capacities for lifelong learning
within the holistic context of a learning
society must replace existing fragmented
educational efforts in order that individ-
uals will be prepared to meet the challenges
of the modern world.

Educational Condiﬁions

5. ISOLATION: The realities of the modern
world demand that education cease its
isolationist existence and form a dynamic
and integrated system with society within
which individual capacities for lifelong
learning are developed.

6. BUREAUPATHOLOGY: In order to be effec-
tive educational entities in the future,
the bureaupathology of existing school
systems must be replaced with a flexible
and adaptive educational technology de-
signed to develop individual self-educative
capacities.

7. SUBJECT EMPHASIS: In order to respond

- effectively, efficiently and humanely to the
changing demands of the modern world, edu-
cational technology must place less empha-
sis on subject matter and focus instead on
the development of individual self-enquiry
skills.
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8. COERCION: Individuals would live better,
learn more and grow more able to cope with
the world if education abandoned coercive
means of shaping human behavior and instead
helped individuals learn to shape themselves.

9. INDOCTRINATION: Effective self-educative
capacities liberate individuals from the
obligation to shape personal educational
expectations according to the services
offered by formal educational institutions.

10. INVOLVEMENT: Learning is essentially
active; school systems must start to involve
learners in their personal educative pro-
cesses so that students will come to depend
less on the classroom teacher and more on
the teacher inside themselves.

11. PEDAGOGICAL DOGMA: Self-directed
learning transcends the rigid didactic role
of traditional teacher-directed education
to change students from objects into sub-
jects of a self-managed, creative educa-
tional process.

12. TEACHER RESOURCES: Teaching for self-
education constitutes a challenging new
professional role which maximizes the utili-
zation of teacher resources through the trans-
ference of ownership and responsibility for
learning to the student.

13. NON-TRADITIONAL LEARNING APPROACHES:

To maximize the learning potential of non-
traditional learning approaches, individuals
must develop specialized self~directed
enguiry skills.

14. SELF-CULTURE: Self-education is widely
practiced by individuals in the course of
their everyday living as well as at the
highest levels of professional activity.

15. RESEARCH FINDINGS - CHARACTERISTICS:
Studies of people who have become successful
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through self-education reveal a number of
shared characteristics which provide
valuable clues for educators regarding the
-skills and personal attributes required
for successful self-direction in learning.

16. RESEARCH FINDINGS - METHODS: Studies
of people who have become successful through
self-education document a variety of unique
learning methods employed by these individ-
uals which have significant practical
relevance to formal educational practice.

17. EDUCATION DESIGN: Studies concerned
with the nature of self-educators and the
learning methods they employ present sig-
nificant guidelines for education designed
to prepare individuals for lifelong self-
education.

18. EDUCATIONAL VISION: Teacher-directed
and student-directed education are not
mutually exclusive concepts; these forms

of education belong on the same continuum,
placed according to the degree of structure
prescribed in the learning situation.

Psychological Conditions

19. DEVELOPMENTAL CONTINUUM: The primary
program of each individual's self-educa-
tion is the successful resolution of the
personal, relational and performative tasks
which must be addressed in the lifelong
developmental process of unfolding mastery;
the secondary program is the creation of a
personal pattern of evolutionary transform-
ations through which the individual tran-
‘'scends his environment to fulfill his
visions, potentialities and enterprises.

20. READINESS FOR SELF-DIRECTION: Self-
therapy is a self-educational process
employed in a wide range of psychological
treatments designed to help individuals
develop the mastery of inner forces
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necessary for self-management, psychological
health and the capacity to function effect-
ively in the world.

21. IDENTITY: Self-education provides
opportunities for development, exploration,
expression and exercise of personal charac-
teristics and capabilities toward the
formulation of a strong and positive self
concept.

22. SEEKING OF MEANING: Self-education
supports, enhances and encourages the human
psychological dynamic of natural and spon-
taneous seeking of meaning.

Personal Conditions

23. INDIVIDUAL NEEDS: Self-education pro-
vides for diversity of individual educa-
tional opportunities to match unique
personal learning patterns, styles and
needs.

24. MASTERY: Self-education permits indi-
vidual pursuit of understanding, achieve-
ment and excellence in a broad range of
fields.

25. SELF-HEALTH: Self-education is ho-
listic education concerned with the develop-
ment of healthy, fully functioning individ-
uals in whom the physical, intellectual,
emotional and ethical aspects of their

lives are successfully integrated.

26. TIME: 1In order to maximize the learning

potential of the days, months and years
spent outside formal schooling, individuals
must become skillfully self-directing.

27. INTERPERSONAL COMPETENCE: Self-
education is characterized by interdependence
and cultivates individual competence in
interpersonal living.
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28. CHOICE: Self-education cultivates in
individuals the decision-making skills
required to successfully direct personal
growth and achievement.

29. VOLITION: Self-education develops in
individuals the folitional capacity to
reach beyond the known and familiar in

personal pursuit of new knowledge, skills,

relationships and accomplishments.

30. FREEDOM: The volitional nature of self-

education establishes each individual as
personal creator and master of himself and
of his immediate environment.

Huget (1982, pp. 192 - 198)
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Summary of the Literature Review

The purpose of this feview has been to clarify
the meaning of self-directed learning and to extrapo-
late those principles and ideas which support i?s
inclusion in the elementary.classroom.

It was found that there are two important princi-
ples underlying the concept. First, that learning
takes place inside the learner as an active, not
passive pa;t of the;process. The 1earner consequently
becomes the centre of his own learning. Second, that
if we accept as the broad aim for education the neces-
sity to develop the "whole child", physically, intel-
lectually, emotionally and ethically, then all can be-
come self-directed learners. Self-directed learning is
described in the literature variously as a volitional,
holistic, lifelong learning process bybwhich students
can learn through guided interventioﬁ to become auton-
omous learners.

There is evidence in the literature that the
selection of content in any successful self-directed
learning program should be based upon the needs and
wishes of the learner, that the teacher act as a

facilitator of learning and that the climate of the
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classroom should necessarily be supportive.

Evidence of numerous investigations revealed also
that self-directed learners are characterized by cer-
tain traits and behaviors. The self—directed individ-
ual it was found is a person with a positive Viéw of
self, who pursues his potentialities, who is creative
in attitude, who is responsive and responsible in his
felationships with others and who takes major respon-
sibility for the purposes and methods of his own
learning. w

Support for self-directed learning began with the
overfurning of traditional beliefs which favoured
external control. Piaéet and Dewey were instrumental
in laying the foundations of reform which character-
ized the theoretical outcry of the "humanists" like
Rogers, Maslow, May, From, Combs, Erickson and Glaser
whose emphasis was on student control over the learn-
ing environment. Ongoing programs such as the Eight
Year Study and Community Based programs described by
Della Dora lent further substance to the idea that
self-directed learning experiences merited further
investigation. Empirical support was evidenced in the

studies of Torrance, Adorno, Rokeach, Dunn & Dunn,
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Beggs & Buffie, Arlin & Whitely, and Raible. These
studies give positive evidence that there is ﬁerit in
involving students in decision making processes, that
authoritarian methods do not enhance original thinking,
that learning style plays an important role in learn-
ing effectiveness; and that independent study results
in positive attitudinal changes towa;d self-directed
learning. Students in classrooms where they perceive
themselves as responsible for their own learning are
more likely to accept responsibility for their own
failures and successes.

Although there is evidence in the literature to
support the inclusion of self-directed learning pro-
grams in the primary classroom no reference is made
to actual programs established specifically for pri-
mary children. Furthermore, there is lack of empiri-
cal evidence to support their inclusion or efficacy.
The following questions, therefore, require careful
consideration:

1. What is self-directed learning for the

primary child?

2. What do the elements of self-directed

learning look like in terms of the young

child?




exists and it may even be widely practiced.

What capacity for self-direction does the
primary age child have? Can he, in fact,
master the skills needed for self-
directed learning?

Self-direction has so many different
levels. At what level of self-direction
is the primary childz

Can the primary child manage himself,
that is, can he make decisions about
multiple choices, organization of ideas
and materials as well as time?

Does the primary child have adequate
social maturity to design and implement
appropriate projects without direction?
What is the best way for the primary
child to achieve successful self-
direction?

What should be the teacher's role in

a primary self-directed learning

situation?

The conclusions drawn from the analysis of the

cept of self-directed learning has many significant
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literature suggest that self-directed learning clearly

The con-
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practical applications fér formél schooling. The
teaching of lifelong skills preparing individﬁals to
cope effectively with the demahds of the modern world
cannot be lightly dismissed. Teaching for self-
education suggests an alternative form of education
that clearly offers new roles for students and teachers.
The challenge lies in creating new models with appro-
priate learning approaches based on individual levels

of self-education competence.
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Chapter 3

THE PROGRAM

THEORETICAL FRAMEWORK FOR THE STUDY
The investigations of Dr. Maurice Gibbons and Dr.

Gary Phillips in their series of booklets on Seif-Edu-

cation and Challenge Education provide the framework

5 : for the field development program used for this study.

‘ Their writings provide a self-directed learning model.
They also provide a delivery system for the model in
the form o% the Negotiated Learning Contract. This

é learning contract, specifically designed to facilitate

i self-directed learning, has been adapted to meet the
developmental and learning requirements of primary

school children.

In their writings on self-directed learning,
Gibbons and Phillips support Knowles' description of
self-directed learning 'as a process'in which individ-
uals take the initiative, with or without the help of
others, in diagnosing their learning needs, formulating
learning goals, identifying’human and material resources
for learning, choosing and implementing appropriate
learning strategies and evaluating learning outcomes.'

Knowlés, p. 18. Self-education is further described as
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a lifelong process which‘generally takes place outside
of formal educationalrinstitutions because the nature
of self—educatibn is such that it can only occur when
individuals choose what to learrn and when to learn it.

The institutional framework then constitutes a
place where self-education skills can be taught and
practiced. According to Gibbons and Phillips, however,
this can only occur if major éhanges arévmade in tradi-
tional schooling.

The writers identify ten major areas of difference.
In self-education control over decisions about learning
and responsibility for achievement lies with the individ-
ual not the teacher. Instead of relying on the teacher
the self-directed learner initiates his own activities
and motivation. The self-educated learner also chooses
what to learn and how to learn and evaluates his own per-
formance. He, furthermore, sets his own goals and man-
ages his own resources and time. His learning is process
instead of content oriented. The emphasis is on active
exploration of knowledge rather than passive accumula-
tion of fact from print. Content for the self-directed
learner is based on his needs, interests and aspirations

instead of mastering the various disciplines of knowledge.
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Dependency on the demands and services of the‘school
are minimized for the self-directed learner. He 1is
encouraged to make independent decisions yet work and
learn effectively as a group member. The self-directed
learner focuses on becoming expert in a single érea at
a time, while the traditional learner pursues many sub-
jects within a given time frame and endeavours to be-
come minimally competent in all of them. Traditionally
the evaluation process is in the hands of the school
administra£ion and the student is compared to a stand-
ard which determines his success or failure. Self-
directed learners eva%uate themselves in comparison
with their own earlier performance. Success or failure
is measured by the amount of growth they have achieved.
Gibbons & Phillips (1980, p. 5).

The rather obvious conclusion that can be drawn
here is that traditional educational‘practices are
inappropriate for preparing students for a lifetime of
self-directed learning. The question then is, how can
the educator encourage students to develop the desire,
skill and initiative to pursue learning without exter-

nal compulsion? Gibbons and Phillips suggest that there
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are three major transitions which must be accgmplished
before a self-directed educational program can be real-
ized. First, the transition from teacher—direcﬁéd to
student-directed learning; second, the trahsition from
student-directed learning to guidéd self-education; and
third, the transition from guided self-~-education to the
independent pursuit of excellence. Gibbons & Phillips
(1980, p. 11). The writers suggest that the best way

to accomplish this transition, from teacher-directed to
self-direcéed learning, is to establish a system where
the teacher-directed portion of the program is gradually
reduced as the student increases in maturity, experience
and self-directedness thus enabling him to make the
transition from school to continued self-education.

A number of guidelines, therefore, have been pro-
posed for the development of programs to teach for self-
directed learning. The first guideline proposes that
people are more likely to pursue self-directed learning
if they are taught how to formulate a realistic VISICN
of excellence; more enduring patterns of self-directed
learning will develop if they are based on a uniquely
personal learning STYLE; preparation for self-directed

learning involves PRACTICE, planning, implementing,



84

managing and evaluating their own programs; t@e pro-
gram must be designed so that each student is able to
achieve EXPERTNESS in some chosen area; effectiﬁé pro-
grams provide a diminishing SUPERSTRUCTURE‘within which
the learner can make his own decisions, and design his
own programs; public DEMONSTRATION of accomplishments
help people to pursue self-directed learning with
greater determination; high impact TEACHING methods
lead to a transfer of ownership and responsibility for
learning from the teacher to the student; directing
one's own leérning requires INTERACTION with others in
order to gain informat;on and form working relation-
ships with others; in order to experience growth and
change the self-directed learner must set for himself

strategic RISK EXPERIENCES; the last guideline proposes

"that self-directed learning should go beyond immediate

utilitarian goals in order to pursue.SELF CULTURE or
the achievement of excellence as a person. Gibbons &
Phillips (1980, pp. 11-19).

When proposing programs for self-directed learning
Gibbons and Phillips have attempted to extend the guide-
lines for teaching into programs for parents, elementary

school teachers, secondary and university teachers and
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for adults of all ages. The program development coin-
cides with the psychological and physiological devel-
opment of the individual.

The first stage, termed INFLUENTIAL PARENTHOOD
describes a program where parents create an environ-
ment that encourages self-initiated learning through
play and where parents model initiative, independence
and self-directed learning activities. 'Parents are
encouraged to form Influential Parenthood Groups sO
that ideas{'materials and problems can be shared. 1In
the INITIATIVE TRAINING stage the child progresses from
informal learning through play to learning through
planned activities in £he elementary school. As he
progresses the child is given greater responsibility
for making decisions. He begins with projects related
to school subjects and personal interests and learns
to conduct both individual and group learning projects.
By the end of his elementary school years he is pre-
pared to participate in a public Learning Fair in order
to demonstrate what he has learned.. Upon reaching the
secondary level or a university level the student
embarks on the CHALLENGE EDUCATION PROGRAM. At_this

stage the student may be challenged in school subject
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areas of challenge areas such as adventure, a;tistic
expression, logical inquiry, academic concentration,
practical applications or service. Whichever program
he follows the student plans, manages and.evaluates
his own progress. Upon completion of his challénge
activity he demonstrates his level of excellence. At
this time he is also evaluated by his peers, teachers
and himself.

Beyond schooling the writers suggest a system of
SELF-EDUCA%ION SERVICES, comprised of community and
business resources and facilities, trained self-educa-
tion consultants and oppoftunities for people to ex-
perience and try working on something new in the hope
that people will voluntarily pursue excellence for the
rest of their lives in both their pursuit of knowledge
and in the quality of their daily lives. Gibbons &
Phillips (1980, pp. 20-23).

Theory, however, is useless unless it is trans-
posed into practice. For this purpose Gibbons and
Phillips have designed the negotiated learning contract
which enables the student to effect the transfer from
teacher-direction to self-direction. It is a vehicle

which provides the student with a systematic plan for
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attaining his goal yet provides necessary support as a
model of shared accountability. The contract‘is a ten
step plan of action based on the notion of shared nego-
tiation by the student and his learning committee usu;
ally composed of the teacher, the student, the pérent
or parent substitute. 1In the first step the student
describes a VISION or picture of himself partaking in
ah experience which he would like to be engaged in
successfully. He then sets a GOAL or a clear indica-
tion of exéctly what skill is to be achieved. It is
important that the goal is important rather than safe
and trivial otherwise the learner will be disappointed
later on. A LEARNING fLAN is then drawn up. Students
are urged to pursue their goal in a way that is both
unique and meaningful to them. This plan is the prep-
aration for the selection of a CHALLENGE which is a
restatement of the goal in the most challenging way
possible. The writers feel that it is the ability of
the student to challenge himself which is at the heart
of self-direction. The student is then asked to ANTIC-
IPATE PROBLEMS and DEVELOP SCLUTIONS. This is a pre-
ventative measure enabling both the student and his

learning committee to prevent failure and to provide
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for a sense of accountability which helps the student
keep on task. The student furthe: lists the évents
which are contained in his learning plan in the'érder
in which they will happen and is helped to CREATE A |
TIMETABLE which is both realistic yet compels him to
work steadily. In order to determine how success will
be MEASURED the student is asked to establish a base-
line from which future performance can be measured.
His evaluation at the end of the program is a judge-
ment on thHfar he has progressed beyond the starting
point. The student sets a minimum level of improve-
ment which he will accept as well as a maximum level
of excellence he will étrive towards. The DEMONSTRA-
TION step is an important part of the program. It
appropriately demonstrates completion of the program
by focussing on the effort and commitment which has
gone into the effort. It is concrete evidence of his
accomplishments. A final CELEBRATION of the student's
achievement gives it importance and emphasis. It acts
as a further motivation to continue with his self-
education. Gibbons, Norman ﬁ Phillips (1980, pp. 4-8).
During implementation of the negotiated learning

contract the teacher accomplishes the following impor-
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tant tasks: securing the commitment of the partici-
pants; ensuring that the contract is negotiated and
signed; guiding students through £he transition 'to
self-directed learning; establishing and maintaining
a steady pattern of progress; ensuring that the-sfu—
dent's accomplishment is demonstrated and celebrated.
Gibbons, Norman & Phillips (1980, p. 9). Figure 1 on
the following page is an example of the negotiated
learning contract.

These teacher tasks appear initially to be fairly
attainable. However, students who have spent signifi-
cant time being directed by both parents and teacher,
experience what is described by Gibbons and Phillips
'as a profound trauma as they attempt to take over the
responsibilities for directing their own learning’.
Gibbons & Phillips (Dec. 1978, pp. 296-300). The task
of changing from teacher-directed to self-directed then
becomes a challenge to survive. Students realize they
are incapable of fulfilling their original goal, man-
agement of time and resources becomes difficult , if
not impossible, directing themselves becomes an
agonizing experience and they resign themselves to

failure. This crisis period according to the writers
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THE NEGOTIATED LEARNING CONTRACT Student:

SUMMARY
(st ) Parent:
Teacher:

1. Vision: The picture in the student's mind of the way they
would most like to be different as a person in one year
from now.

2. Goal: The specific achievement students want to make within a

given time -- an achievement that moves them closer to their
vision.

3. Learning Plan: An outline 6. Timetable: A list of specific
of methods, activities, dates and tasks from the learn-
strategies, people, and ing plan that will be completed]
resources students can use by that time.

to guarantee the attainment

7. Baseline Measure: An
observable indication of how
students perform now in the
~goal-area of activity.

4. Challenge: The most

rigorous test of new
skills that they think-
they can manage.

8. Minimum: The smallest im-
provement they and the plan-
ning committee will accept.

Satisfactory: An average
acceptable level of improvement

5. Anticipated Problems:

A list of things that can
go wrong —— obstacles,
resistant people, person-—
al short-comings and so
on. 9. Proof: Demonstration that
will prove to themselves and
to others that they success-
fully met their challenge and
achieved their goal.

Excellence: Evidence of great
improvement; expertness.

Preventions: Strategies
the student and the
committee can employ to
avoid or resolve these
anticipated difficulties.

10. Celebration: The most pleasur-
able and appropriate way of
enjoying and sharing their
achievement.

FIGURE 1

SELF-DIRECTED CHALLENGE UNIT PLAN
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is an inevitable but necessary step toward independent
learning. At this point the teacher helps the student
to confront his problems with a view to a better under-
standing of his own potential as a self-directed indi-
vidual. At this point the teacher may renegotiate the
contract, devise a more realistic plan of action, and
provide opportunities which will lead to early success.
The student, however, must never be rescued. He must
solve his own problems and reaffirm his own ability to
be responsible for his own learning. The teacher's
role then is often to counsel, to negotiate, to re-
direct planning efforts, and to share in the students'
successes and failures. The teacher is, in fact, an
integral member of the learning team and as such is
responsible for helping students through the stages
leading to self-direction.

According to Gibbons and Phillips the stéges
leading to self-directedness follow a predictable
stage sequence. The following description outlines
the critical stages which the writers feel students
generally experience in the transition from teacher-
directed to self-directed learning. Also included are

those strategies suggested for teacher use at each
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predictable phase:

DECISION. The student makes the decision
to enter into the program. The teacher
helps the student understand the meaning
of self-directed learning. Students learn
characteristics of self-directed learners
and visualize themselves in that role.

INITIAL ECSTACY. Students exhibit high
degree of optimism over the freedom and
options which the program offers. Inex-
perience often results in choice of activi-
ties which are too easy or too challenging.
The teacher teaches the contracting process:
goal setting, time management, resource
identification, and utilization of their
learning style. Students begin contract
negotiations.

SHOCK OF RECOGNITION. Students overwhelmed
by quantity of work to be done, they experi-
ence the shock of responsibility that goes
with freedom. Teacher often renegotiates

a more realistic learning contract and rein-
forces any signs of success. Group support
is initiated here.

CRISIS. Students are immobilized by the
complexity of their undertaking. A sense
of failure often leads to guilt feelings

or overt hostility towards the program and
teacher. Teacher allows student time to
reflect on difficulties and solutions. His
attitude is positive in order to maximize
success. Individual or group assessment Or
problem solving is recommended here.

REALISM. Students accept failure and work
out strategies to ensure success. They are
now ready to proceed. Teacher provides
opportunities for sharing successes and
minimizing failures. Student selects
attainable activities, goals, etc.
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COMMITMENT. Students beccme purposeful

and self-disciplined. Teacher secures
wirtten commitment, conducts. conferences,
and guides students toward self-evaluation.’
Students reach beyond the security of the
classroom when selecting and working on
activities.

ACHIEVEMENT. Students report and enjoy
success. Teacher increases student re-
sponsibility for reporting and evaluating.
Students are introduced to the concept of
in-depth mastery in one area.

PLATEAU. Students tend to repeat previ-
ously successful experiences rather than
taking on new challenges. Teacher refuses
to accept comfortable challenges. Students
are exposed to and asked to perform at
higher levels.

MOBILIZATION. Students become product and

begin the pursuit of excellence. Teacher

relinquishes more control and meets stu-

dents more as equals. Students conduct

extensive and intensive challenges and

prepare to present and celebrate their

accomplishments. Gibbons & Phillips

(1980, pp. 14-22).

According to Gibbons and Phillips, however, the
successful implementation of the teacher strategies
outlined above depend upon several other basic compo-
nents of the program. First, it is essential to create
a positive environment where respect for individuals
and freedom and independence are highly valued and

where self-direction is admired and modelled. Second,

the teacher-directed structure must be replaced by a
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self—directed superstructure where freedom and respon-
sibility are gradually increased with each successive
task. Third, students must be taught the procéés
skills necessary for self-directed learnihg. This
includes skills in managing time effectively, ofgan—
izing and locating resources, diagnosing their own
learning needs and styles, setting goals, formulating
a plan of action, evaluating their own progress and
learning effective negotiation and group problem solv-
ing skills. Gibbons & Phillips (1980, pp. 23-25).
Gibbons also suggests that students require the support
of peers, parents, counsellors, and community as well
as the teacher in order to become successful self-
directed individuals. Encouragement, expert guidance
and models are commodities which the inexperienced
learner groping towards self-direction can use in

abundance.
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THE PROGRAM - FINNY AND F"INELLA: A SELF-—DI?ECTED
LEARNING ACTIVITY

The preceding framework described in this chapter
indicates that self-directed learning is very different
from teacher-directed learning. The difference .lies
not only in the program itself, which is process rather
than content oriented, but also in the conceptual devel-
opment of the student into a positive, responsible,
self-directing individual. Equally important is the
reversal of the teacher role from directional to facil-
itative and the creation of an environment in which
students feel free to experiment, explore and take
risks which enable them to extend themselves to their
fullest capacities.
I THE STUDENT MANUAL

The program designed for this study was written
in two parts, the student manual and a teacher's guide.
The student manual is essentially a process instrument
designed to lead the learner through the steps involved
in self-directed learning. Each step represents a skill
which is presented so that the learner is able to trans-
late it into an experience or concrete action. The
steps are arranged so that the learner systematically

encounters and uses the skills necessary to become self-
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directed. 1In this way the student not only learns the
skills but literally becomes part of the self;directed
process in action. | |
a) The Contract Steps
The student manual is, in fact, a self-
directed learning contract. The process is simi-
lar to that of the negotiated learning contract
but it has been changed and adapted to meet the
developmental needs of primary age children. The
contract is an eight step process:
1. Choosing a topic
2. Identifying a goal
3. Choosing-a product
4. Finding and organizing resources
5. Planning learning activities
6. Organizing time
7. Evaluating progress

8. Demonstrating achievement
1. Choosing a topic

Young children have many and varied interests. The
topic chosen should be relevant and narrow. The topic

must be important to them or they will quickly lose
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interest in the project. The success of the program

is based upon their sustained interest in theltopic.
2. Identifying a goal

The goal states what the child wants to learn or
do with his topic. The child can visualize what he
will get done by the end of the project. The goal
must be reasonable, not too difficult or too easy and
it must be clear and specific. This is often the key

to the suctess of his project.
3. Choosing a product

The product is the thing the student will produce
or the task he will accomplish. The product should help
the child learn about his chosen topic. It should be
something challenging, something he has never done

before and it should be exciting for him.
4. Finding and organizing resources

Becoming aware of and utilizing various resources
both human and inanimate is an important step towards
becoming self-directed. Even at the primary level

children should be encouraged to use peers, parents,
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teachers, experts and the community as resources. A
most useful tool for the self-directed learner is to
know where and whom to go to for expert knowledge and

advice.
5. Planning learning activities

The activities are the things the student will do

to learn about his topic and how he will do those

things. Each child is unique. One may learn by asking,

another by experimenting and yet another by reading.
Children learn in many different ways and should be
encouraged to use the style best suited to their needs

and way of learning.-

6. Organizing time

This occurs when the student selects the activities

from his list and arranges them in the order in which
they should be done. The yéﬁng student has great dif-
ficulty and may need a great deal of help and encour-
agement to adhere tp his time line. Time lines should
be as realistic as possible. This step may have to be
renegotiated and, therefore, should be kept as realis-

tic as possible at the outset.
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7. Evaluating progress

The most important evaluation of the proje¢t is
the student's. There should be no comparison to any-
one else. It is important even for the young child to
plan ahead the way in which he will evaluate his pro-
ject. The young student is very conscious of how well
he did, whether it was his best or his poorest effort.
Questions that help the young child with evaluation
might be: Did you get finished what you set out to do?
How well do you think you did? How much did you learn

compared with what you knew before?
8. Demonstrating achievement

A demonstration to others of what he has learned
shows the student and others that he has met his goal.
This commits him to complete his project. The student
must decide how he Qill present his pfoject, where and
to whom. For young students this presentation is often
undertaken with great pride and viewed as a celebration
in itself.

Figure 2 is an example of the contract as it ap-

pears in the student manual.
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Now it's Time to make

a final overall P‘”ﬂed Plan.

Plr‘\nt \/our F]an

in the box below.

Things I will do Materials I will need

Time it will take to de my
Prﬂect:
How 1 will share my P rof ect:

How I will evaluate my )ﬂVOJ'ect'

[

J NOV\/ it‘S tlme to Work on /\/Our
iject, ) /

Goob Luck !

/ My  Prorect  FLaw

| Name:
TOPIC"'- / )\E\\d\
GoaLs iy
Propuct : I

FIGURE 2

FINNY & FINELLA PRIMARY SELF-DIRECTED
LEARNING CONTRACT




b) Manual Format énd Design

When designing the manual considerationlwas given
to the visual impact the matefials would have on a
young child. It was felt that the appeal of the maté—
rials themselves would be a large factor in the success
of the program. A survey of primary children in the
school revealed that most of the children preferred
animal stories with an added touch of humour. These
findings, therefore, were incorporated into the
materials.

The children are introduced to the program by two
cartooned members of the fish family, Finny and Finella.
These characters provide the name for the program. Finny
and Finella guide the students through the eight-step
self-directed learning process by speaking directly to
the student in cartoon bubbles. They instruct, quéstion
and provide models for the children to follow. A monkey
and a parrot are also included in order to provide
variety.

Each child is provided with a manual which becomes
uniquely his. Because youﬁg children respond emotion-
ally to seeing their own names displayed, spaces have
been provided on pages 3, 5, 7, 10, 14, 19, 21 and 22

for the teacher to insert the child's name before he



102

begins the program. This is illustrated in Figure 3.
Another consideration was the physical dévelop~
ment of the young child. Theréfore, illustrations are
provided wherever possible to visually assist the chiid
who has reading difficulties. The size of the print
is large so that the instructions and information can
be easily understood, and key words are boxed or under-
lined to attract the reader's attention. A special
marker is used whenever the child is reguired to
do an activity and space is provided in the manual for
the child's responses. Lists are used extensively
throughout the manual for two reasons. First, many
primary children have difficulty writing down extended
thoughts. They become frustrated and discouraged and
might well abandon a project because of this. Second,
lists are used to encourage the use of brainstorming
techniques. Spaces are provided for children to add
their own ideas or simply to place a check beside an
idea they prefer from the list. The program aims to
encourage rather than discourage those who do not have
fluent writing or brainstorming skills. It was decided
also that the reading level of the materials should not
exceed grade three. However, vocabulary for the first

draft was not as carefully controlled as it should have
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YOL/{ Lﬁa\/@ ]Drobab)y a}ready

3uc—‘55€c( that me/\/ and Fl‘ne/[a
\De\onﬂ to the Hish n[fam‘\)/v' /‘\hc} as
ou  krow that most ish live in
“ochools” qu/ mu st be very

SW\arJE,

FIGURE 3

FINNY & FINELLA PRIMARY SELF-DIRECTED
LEARNING PROJECT SAMPLE PAGE 3
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been. The second and third drafts, however, conformed
to the Ves Thomas Grade three vocabulary list. Thomas

(1979).

II THE TEACHER'S GUIDE

The Teacher's Guide serves two main purposes.
First, it gives the teacher a theoretical and practical
framework for the program. Second, it familiarizes the
teacher with the eight-step process designed to facili-
tate self-directed learning. It also contains numerous
readiness activities developed for each step of the pro-
gram. Figure 4 is a copy of the contents of the Teach-
er's Guide.

Part one of the guide begins by presenting the
teacher with various definitions of self-directed learn-
ing which relate directly to the program. These defini-
tions serve to underline the concepts and processes con-
tained in the program. A description of the components
of a self-directed learning program, a list of attitudes
necessary for successful self-directed learnihg and rea-
sons why one should teach for self-directed learning are
included. The success of the program, or indeed, any

self-directed learning program is dependent to a great
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extent on the role played by the teacher, his attitude
towards children and learning and the learning environ-
ment he creates. The guide describes the teacher as a
facilitator of learning and outlines the various re-
sponsibilities and tasks of the teacher in a self-
directed learning situation. The responsibility of

the teacher is to establish a positive learning envi~
ronment. This section, therefore, includes a list of
goals and numerous suggested activities.

Because readiness appears to be a factor in all
areas of learning, it was felt that in the area of self-
directedness readiness should also be considered. A
readiness test based oh student attitude, therefore,
is included in the guide to help teachers, along with
their professional observations and judgments, to de-
termine the child's readiness to work independently.
Conferences play a large part in the success of the
program: first, to secure a commitment from the child
after his contract has been negotiated; and second, to
support and help the child through the self-directed
learning crisis. This time of crisis when the child
has lost his initial enthusiasm and begins to balk at
the work and responsibility involved in directing his

own learning is explained as one of a series of stages
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through which>students pfoceed in order to become self-
directed. The~guide also suggests ways in which teach-
ers can anticipate and be prepéred for this event.

Included in the guide also is a section dealing
with student versus teacher expectation of fiﬁished
products. A problem in expectation occurs when young
children produce products that may not seem adequate
from an adult point of view. It is suggested that
projects should only be evaluated in terms of student
progress from the time the project was started until
its completion. The guide points out that emphasis
should be on the student's satisfaction with his prod-
uct and the amount of progress he has made rather than
on a comparison with others. The last item in part
one deals with several ways in which the self-directed
learning program can be incorporated into the school
curriculum.

Part two of the Teacher's Guide deals with prac-
tical ways for helping students become self-directed.
Before children use the program it is vital that many
of the skills required for self-directed learning be
taught. Included in the guide are many practical
activities for teaching children the skills necessary

for choosing topics, setting goals, developing a plan
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of action, locating apprépriate resources, estimating
time, sharing completed products and evaluatiﬁé their
own work. At the end of the guide are a series of
suggestions for mini self-directed projects. The

guide provides a sensible way to approach self-directed
learning in that it endeavors to ensure that children

are adequately prepared by providing them with the nec-

essary skills and varied mini-project experiences.
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Chapter 4

RESEARCH DESIGN AND METHODOLOGY

The purpose of the study was to develop and field
test a set of materials which would teach primary chil-
dren those process skills necessary for self-directed
learning. A descriptive field developmental resegrch
design was used for this study. The rest of this chap-
ter is devoted to a description of the methods and pro-

cedures employed in the study.

THE SUBJECTS

The sample for this study consisted of fifty stu-
dents ranging in age from 7 to 9 years. The distribu-
tion by grade was as follows: grade 2, 15 students;
grade 3, 27 students; grade 4, 8 students. Selection
of the groups was random. However, the composition of
the student sample within these groups was outside the
author's control. The groups regardless of grade or
ability level were used in the experiment in the order
they were scheduled to come to the enrichment centre.
Since children at various ability levels from above
average to below.average were scheduled for enrichment
classes, the selection of students for the sample was

determined by the classroom teachers. However, the
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author checked with the ﬁeachers of the various groups
in order to determine the distribution of the.student‘s
achievement levels. Language Arts achievement was used
as the best indicator as the skills in- that subject
area were considered most closely related to the skills
employed by the self-directed learner. Achievement was
noted as above average, average and below average.

This distribution was derived from the recorded results
of the Canadian Test of Basic Skills, the Gates McGinitie
Reading test, and the Ginn 120 placement test. These
tests were administered to all students in the school at
the beginning of the school year. The distribution of
the fifty students involved in the study was as follows:
16 above average; 27 average; 7 below average. It was
the opinion of the author and the four primary teachers
in the school that the distribution was, in fact, indica-
tive of the general distribution of achievement in the
school. Subjects from the other school involved were
selected randomly with no reference to ability or inter-
est in the program. Two other teachers in the district
had agreed to participate in the project. However, one
teacher was given an additional assignment during the
year and, therefore, asked to be released and another

teacher found that school and classroom pressures were
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such that the added respénsibility of participating in
the study would be too great for her. The author felt
that it was both desirable and'necessary to get feed-
back from several other teachers in order to give
greater vélidity to the research. It was unfortunate,

therefore, that this was not possible.

LOCATION OF THE STUDY

Two schools were involved in the study. Seymour
Heights School; 2640 Carnation Street, North Vancouver,
and Braemar School, 2600 Mahon Street, also of North
Vancouver, British Columbia. Seymour Heights School
was chosen because it was the school where the author
taught and Braemar School was chosen because a teacher,
Mrs. Joan Varley, of that school agreed to participate

in the experiment.

RESEARCH DESIGN

It was decided that a Descriptive Field Develop-
ment Research Design would be most suitable insofar as
the study needed a structure which would provide for
intervention and modification of a model under field
testing conditions. A field development model, intro-
duced by Gibbons was chosen for the study as it allowed

for a series of systemic changes conducted in the field
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as operational weaknesses in the program became more

evident.
Field Development Cycle
Evaluation
///? £2232Z§ntion.—\\\N A lication-\v
//a 194%
Model—> Field Adaption Formative Formative

Evaluation Evaluation

,\_ Refined e—/ \ Modified /

Model Practice.
Gibbons (1970, p. 37)

The Primary Self-Directed Learning Activity went
through on-site evaluation using the Field Development
Cycle shown in the figure above. Modifications were
made to the program during implementation stages. As
each group went through the implementation cycle on-
site evaluation and modifications were made in order to
produce the most effective program possible. It was
possible also using the model to conduct more formal
studies to gain summative information concerning stu-
dents' reactions to the program as well as their growth

in self-directedness as a result of using the program.
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METHODS - PROCEDURES

Prior to beginning the program, but not within the
three-week time frame, all students were given three
days of formal instruction in the skills they would be
required to use during the course of the program. All
students then completed an attitudinal survey of their
perceived level of self-directedness as well as a sen-
tence completion test indicating their present aware-
ness and use of self-directed learning skills. The
same tests were administered at the conclusion of the
program. Before beginning the program students were
asked to develop a list of criteria for self evaluation.
These criteria were used by individual students at the
end of the program to evaluate their projects. Each
participant was then given a student manual "Finny and
Finella: A Self-Directed Learning Activity" which con-
tained the eight-step process leading to the completion
of a contract. Upon completion of an initial contract
the student negotiated with the teacher until a final
contract, acceptable to both teacher and student, could
be agreed upon. Students then spent the time indicated
on their individually planned work schedules working
toward completion of their projects. Completed projects

were shared and self-evaluated. Students were then
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given post-tests using tﬁe aforementioned instruments.
Each student also responded to a recorded inte}view
which was later used for progrém evaluation. On the
last day of the three-week session children were giveﬁ
a one-hour task which necessitated practical demonstra-
tion of the skills taught in the program. The results
were used to ascertain whether or not a transfer of
learning had been accomplished. Two groups of students
not involved in the study were also given the same task.
The results were then compared with those of the stu-

dents who had participated in the study.

~METHODS OF DATA COLLECTION

Methods of evaluation used in the study were both
formative and summative. FORMATIVE techniques were
used to indicate when program modifications were re-
quired. Techniques used were: student-teacher confer-
ences, observations recorded in a daiiy journal, check
lists to monitor performance and specify student diffi-
culties with the materials, and recorded student inter-
views which helped to evaluate strengths and weaknesses
of the program. SUMMATIVE evaluation was used to meas-
ure those changes which had occurred in skills and atti-

tude during the three-week period. Instruments used
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were: a survey of.attitude, measuring the students'
perceptions of their own level of self-direction, a
sentence-completion survéy indicating presént compe-
tence in self-directed learning skills, and a tésk
incorporating all the skills taught in the program
which would indicate whether transferability had been
achieved. A description of the various techniques .

used for evaluation during the study follows:

1. Eormative Evaluation

a) Student-Teacher Conferences

Meetings with students were not scheduled on a
regular basis. Students were required to meet with
the teacher after initial completion of the contract»
in order to determine its acceptability to both stu-
dent and teacher. Other meetings were held as reguest-
ed and determined by the needs of the student. The
purpose of the meetings was to éssist the student in
planning and solving problems related to the program.
The conferences also provided information leading to
program refinement.

b) Teacher Observation

A daily record in the form of a diary was kept to

record student difficulties with the program. In order
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that the recorded information could be more easily
collated and interpreted, the following behaviérs were
identified as specifically reléted to self-directed-
ness: seeks help when needed; uses a variety of
resources; completes plan and project on time; works
well without supervision. Informal observations were
noted and recorded daily. These observations were
tabled at the end of the program to indicate the per-
centage of students whose behavior had met the above
criteria.

c) Interview

Upon completion of the program each student was"
interviewed in order to determine his general reaction
to the program. The information was used to assess
the perceived success of the refined model in order
that further changes could be made to the program.

d) Check Lists

Check lists were used to monitor student perform-
ance and behavior. The check list provided information
concerning student difficulties with vocébulary, for-
mat or goncepts. This provided specific information
for program refinement. Attitudes of self-directedness
most commonly exhibited during the course of each ses-

sion were also noted on the check list. These were:
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independence, confidence, risk taking, determination,
pride in self-direction, realistic expectatioﬁs and
exhibiting a drive towards completion. These notations
were later checked to ascertain whether or not a shift
in attitude was evident towards self-directedness as a

result of the program.

2. Summative Evaluation

a) Survey of Attitudes Towards Self-Directed

Learning

The survey of attitudes was used to measure per-
ceivéd levels of self-directedness. (See Figure 5).
It was administered as a pre and post-survey. The pur-
pose of the survey was to determine the degree to which
a student viewed himself as being self-directed. A
survey of this kind was not available, therefore, the
author had to develop her own. Reference was made,
however, to Torrance's Self-Directed Learning Readiness
Skills survey which deals mainly with attitudes towards
self-directedness. Torrance (1978, p. 183). See Fig-
ure 6 for the Torrance test and an example of the re-
sults derived from that study. The survey used in this
study contains twenty-six items describing various atti-

tudes characteristic of self-directed learners. A three-
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FINNY & FINELLA
PRIMARY SELF-DIRECTED LEARNING PROJECT
SURVEY OF ATTITUDES

NAME : BIRTHDATE:
GRADE: AGE:
TEACHER: DATE:
SCHOOL:

Write the answer that shows most clearly how you feel.
(yes, no, sometimes)

1. 1 like working by myself.

2, T like to share my finished work only with
my teacher.

3. I have trouble thinking of good ideas for
my project.

4. T am afraid of making mistakes in my work.

5. 1 feel good when I have finished a project
all by myself,

6. I like to do projects where I don't have to
write very much.

7. I like to work with a group better than by
myself.

8. I leave my work until the last minute and
then I can't get it done.

9. I like getting information from many people
and places.

10. I like to share my finished work with a group.

11. I ask for help when I don't understand
something.

12. It's easy for me to plan my own project.

FIGURE 5
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SURVEY OF ATTITUDES Page 2 NAME :

13. I do a poor job when I do a project.

14. I am afraid the teacher will say I did
something wrong.

15. I need more time to finish my projects.

16. I like to choose my own topic for my project.

17. I like getting all my information from one
place.

18. I like to plan my own projects.

19. I am afraid to share my finished work.

20. Doing my own projects is a lot of fun.

21. I like to do a lot of writing in a project.

22. I am afraid when the teacher tells me I
have to do a project all by myself.

23. I like it best when the teacher teaches
me rather than doing it by myself.

24. I like to do short projects only.

25. I would like to do more projects if I had
more time.

26. My projects turn out as well as I think

they will,

FIGURE 5 (continued)
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Table 1

Self-Directed Learning Readiness Skills of
Gifted Students at the Elementary, Middle
School, and Senior High School Levels

Percentages
Elementary Middle . Senior

Readiness Skill (N=876) (N=650) (N=203)

I love to learn new things
(Agree) 90 92 96

I like for my teacher to tell
me exactly what to do at all
"times (Disagree) 52 74 82

The people I admire most are
" always learning new things

(Agree) 38 45 61
I don't work very well on my
own (Disagree) 78 87 94

I can't work very well on a
team solving problems
(Disagree) 67 75 74

I try to relate what I'm
learning to my future goals
(Agree) 67 71 81

I have a lot of curiosity
about things (Agree) 88 90 95

I am good at thinking of
unusual ways to do
things (Agree) 67 62 65

If there is something I want
to find out, I can figure
a way to do it (Agree) 71 79 72

I don't like dealing with
problems where there are

no certain answers
(Disagree) 51 51 65

FIGURE 6
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scale response mode was used: yes, no, sometimes.

Responses from the survey were scored and analysed

| using a Matched Group t-Test to determine any signif-
icant change in student perceptions about their own
self-directedness.

b) Sentence Completion Survey

The purpose of the sentence completion survey was
to measure the student's level of competency in self-
directed learning skills in a pre and post-test situa-
tion. Each of the sentences relates to a process skill
taught in the program. Correctness of the responses was
judged on the basis of a concrete example given by the
student or an accurate description of the process.
Results were tabulated to assess what percentage of
statements were correctly completed. A comparison was
then made of the percentage differences which occurred
between the correctly completed responses on the pre
and post-tests.

¢c) Task For Evaluating Self-Directed Learning

In order to assess transferability of the skills
taught by the program, a one-hour task was devised
which would enable children to demonstrate the skills
learned as a result of haVing completed the program.

The task itself contains four evaluative components:
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* pre-interview at which the child was asked to

describe how he felt about the project; what his

project was about, what he intended to achieve,

how he intended to do it and what he expected to

produce.

* observation -- all purposeful activity was record-

ed on an observation sheet. Observations were

recorded at least
task period.
* evaluation -- the
by the degree and
* post-interview --
pond to guestions

accomplished what

three times during the one-hour

success of the task was judged
quality of completion.

the student was asked to res-
which indicated whether he

he set out to do, how he felt

about being involved in the task, was he satis-

fied with what he

had accomplished, and what he

would do differently if he were asked to com-

plete a task again.

Task response data were arranged according to de-

gree of task completion:

complete, almost all, more

than half, about half, less than half. Consideration

was also given to responses in the pre and post-inter-

views t0O determine the attitude the child exhibited
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towards the task. ‘Task responses were then arranged
according to positive, somewhat positivé and negative
responses. A high degreé of transferability was con-
sidered achieved if the student was able to answer the
interview questions without difficulty, if the observa-
‘tions noted had indicated that he was on task and
exhibited characteristics of self-directedness, if he
completed what he set out to complete and if he felt
positive about the experience in the post-interview
situation.

This chapter has outlined those measuring proce-
dures considered necessary for the implementation of a
set of materials designed to teach primary children how
to direct their own learning. A developmental research
design was used to implement a model which consisted of
a student manual teaching the process skills necessary
for self-directed learning. For purposes of evaluating
and refining the materials, a field-development model
was chosen which allowed for periodic intervention and
gssessment of the materials so that refinements could be
effected. Formal and informal methods of evaluation
were also employed. Formal procedures were used to
measure studen£ attitude towards self-directedness and

skill development. Informal measures were used to indi-
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cate the degree of self-directedness students displayed
throughout the program. The results of thesekevaluation
procedures are reported in Chabter 6 of this repért.
Emphasis throughout the project was on informal pro-
cedures appropriate to field development research. Com-
bined with the summative aspect of the study some evi-
dence to support self-directed learning was achieved.

A survey of the literature and current research
indicated that to date very little work had been done,
particularly in the area of self-directed learning as
related to the primary child. Due to the newness of
the field, therefore, and the unavailability of stand-
ardized instruments, evaluation measures which seemed
most reasonable and éppropriate for the situation were

developed.
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Chapter 5

A NARRATIVE REPORT ON THE FIELDWORK

The purpose of the narrative report is to describe
the Primary Self-Directed Learning Project in aqtion.
The report is divided into three parts: a narrative
report on the program in action specifically outlining
the changes made to the maﬁerials as each group went
through the three-week field development cycle; a num-
ber of case studies outlining various projects com-
pleted by the students as well as their responses and
reacéions to the program; a section on views and con-
cerns as perceived by the teacher. The information for

this section was recorded as notes and as diary entries

during the implementation cycle.

NARRATIVE REPORT - REFINEMENT OF THE PROGRAM

The program went through six implementation cycles.
Changes which allowed for progressive refinement of the
materials were made upon completion of each cycle.
Although minor changes were effected whenever the need
occurred, major changes were made only to the first and
second drafts of the materials. Copies.of the original
program and the two subsequent revisions have been in-

cluded in the Appendix.
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The following aspec£s of the program will be dis-
cussed at each stage of development: studentAdifficul—
ties with the materials and sﬁbsequent refinemenfs;
general impressions of the group's progress; and stu-

dent attitudes toward self-directedness.

Implementation Cycle 1

The participants in the first implementation cycle
were eight grade 4 students ranging in age from eight to
nine years,A Since it was near the beginning of the
school year and because grade 4 students represent the
uppe; continuum of the primary grades it was felt that
their inclusion was appropriate. This group used the
initial draft of the program which consisted of three
sections: a readiness booklet; a booklet in which the
students helped Finny and Finella complete a program;
and a third booklet in which students completed a pro-
gram on their own. The students proéressed through the
materials with only minor difficulties. Major concepts
were readily understood and except for one student, pro-
jects were successfully completed. Comments by the stu-
dents indicated, however, that the program was too long
and repetitive. It was also found that the readiness

skills included in the first section were useful but not
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essential to the program. It was decided, therefore,
that the readiness section of the materials would be
removed. This constituted the only major refinement

effected during this implementation cycle.

Implementation Cycle 2

These seven students were entering their second
year at school. 1Initial difficulties occurred when
they completed the attitude and sentence completion
achievement surveys. They experienced great frustra-
tion because of their difficulty expressing themselves
in Q&itten form. One student in particular began the
survey printing very neatly. As she progressed her
printing became larger and increasingly more erratic
until it was large and illegible. Her frustration and
anger were tangibly evident in her responses. Other
students simply stopped answering the questions. It
was decided, therefore, that a paren£ volunteer would
record the student's responses for the post-tests.
Recording responses became standard procedure for sub-
sequent groups.

It was evident as the students began the program

that the vacabulary had not been as carefully controlled

as it should have been. Children had difficulty with
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words such as 'illustraté' and 'resources'. The program
was also too long and required a great deal ofxwriting.
Differentiation between 'learning activities' and 'prod-
uct activities' caused endless problems. A number ofv
changes were, therefore, effected. A new program was
drafted, consisting of one booklet which incorporated
all of the eight steps in the original program. Vocab-
ulary was strictly controlled with adherence to the Ves
Thomas grade three word list. The terms 'learning and
product activities' were exchanged for 'Things I will
do'. . Spaces where extensive brainstorming and writing
were required were changed to ready-made lists where

the child could indicate his preference for aﬁ idea by
the placement of a check or star.

Despite the difficulties the group generally re-
mained positive. Four children, however, experiencéd
crisis situations which resulted in overt hostility
and non-productiveness. After several conferences and
problem solving sessions, these students again became
productive. All but two of the seven students completed
their projects extremely sucéessfully. Two outstanding
projects from this group have been described in the

case study section of this chapter.
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Implementation Cycle 3

These eight grade 3 students encounteredlvery few
difficulties with the materialé. However, it waé ob-
served that the predetermined answers in the form of
lists were inhibiting. Children were passively accept-
ing someone else's ideas instead of being challenged to
think for themselves. It was decided that shortened
forms of the lists would be retained.in order to help
children get started but that spaces would be provided
so that children could add their own ideas. It was also
noted that although methods for self-evaluation had been
discussed at the beginning of the session, children were
not clear about evaluation procedures at the end of the
program because decisions about evaluation had not been
recorded. The contract was therefore enlarged to in-
clude "Way in which I will evaluate my project'. Having
deleted the section on product activities it was found
that children were not planning for the materials re-
guired to complete their projects and were consequently
often ill-prepared. A section headed 'Materials I will
need' was, therefore, added to the planning section of
the program. Because of the various changes the pages
of the booklet were reorgénized to provide a more logi-

cal sequence of learning experiences. The refinements
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to the materials during éhisvcycle constituted the last
major changes to the materiais. A
Although the majority of fhe students in the group
were able to function independently when aided by con;
ferences and problem solving sessions, one very bright
student in particular was incapable of directing his
own learning. He constantly required feedback as to
his choices, or the quality of his work. He was unable
to make decisions concerning a topic or product. The
crisis period for this child was acute. He finally
abandoned the project and insisted he could do better

in his classroom.

Implementation Cycles 4, 5 & 6

Except for very minor changes the program under-
went no further refinement. Groups involved in these
latter cycles responded favourably to the level of
vocabulary, format and organization of the materials.
Although few changes were made observation of the

groups provided some interesting data.

| Group 4
| These eight grade 2 students began very enthusi-
astically. However, enthusiasm turned to frustration

and unhappiness when half the members of the group chose
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the same topic and produét. Enthusiasm also changed

to panic when the students realized how much wgrk was
involved in the projecté of théir choosing. The crisis
stage for this entire group was acute. The boys par-
ticularly turned to socializing as a way of coping with
the crisis. The girls either became totally apathetic
or sat and coloured the pictures in the program booklet.
After many conferences, counselling and group discussions
the students finally became resigned and then productive.
One student in particular changed dramatically from a
socializing wanderer to a totally absorbed, productive
student. He became so task oriented that it was diffi-
cult to pursuade him to leave at the end of each session.
He did not again revert to his former behavior. Two
students in the group undertook projects for which they
lacked the required skills. One student decided to cre-
ate a clay model of a horse. After repeated attempts
she was still unable to attach the legs so that they re-
mained fixed. She totally rejected any suggestion that
she might seek help. After four unsuccessful sessions,
she finally asked for guidanée and help. Her happiness
at having succeeded was evident when she shared her pro-
ject with great pride. Despite the initial frustrations

and subsequent crisis difficulties all members of the
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group completed their projects successfully.

Group 5

These nine grade 3 students had difficulty setting
goals and choosing products. Their choices were either
too easy or too difficult. Half the group were reluc-
tant to take on anything that appeared at all chal-
lenging. Much time was spent in conferences in order
to negotiate acceptable contracts. One child became
very hostile when she realized that she was expected to
complete her project on her own. She expressed 'hatred'
for éhe program, the teacher and the resource centre.
Although she finally completed her project she did not
satisfactorily come to terms with her dislike of the
program. This group of children gave many indications
that they would rather have the teacher tell them what
do do. The problem was not lack of ability but rather
lack of self-directedness. However, two students in
the group, who had a history of poor work habits and
general disinterest in school, performed superbly and
exhibited a great deal of interest and initiative. All

but two of the students completed their projects.

Group 6

Ten grade 3 students from Braemar School were,
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according to the teacher, very dependent on teacher
direction. She felt that the timing near the end of

the school year contributed to some of the frustfation
exhibited by this group. The resourcé centre was closed
early in June and the students felt that this réally
limited their choices. As was found with most groups,
the students were initially very enthusiasticvabout the
idea of freedom. They were not used to limitless
choices and, therefore, had difficulty choosing a topic.
Eight students found they couldn't cope with planning
their own time. Panic set in when they found time was
running out and the projects weren't complete. Presen-
tations generally were‘poorly planned. Self-evalﬁation,
however, was very honest. Four felt they had done poor-
ly but would like to try again because they felt confi-
dent that they could do better the next time.

The teacher of this group made several recommenda-
tions. She felt that much more time should have been
spent on readiness activities and mini-projects. She
also felt that the contract should be signed to ensure
greater commitment from the»students. It was obvious
from observing the group that the brightest were not
necessarily the most self-directed. 1In one instance

exactly the reverse was true. The student, generally
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most successful in a teaéher—directed environment, was
least productive when asked to direct his ownllearning.
The teacher felt that the program was very usefui in
that it outlined clearly the steps necessary for self;
direction. She was conéerned that the survey results
did not reflect the worth of the program because chil-
dren who were initially very enthusiastic about free-
dom realized that being responsible for their own learn-
ing was much harder work than they had anticipated.
Many, therefore, responded positively on the pre-survey
and negatively on the post-survey. She felt that these
results did not reflect negatively on the program but
rather made a comment on the comfort and dependency

that teacher-directed learning encourages.

CASE STUDIES

Because of the descriptive nature of this study
it seemed appropriate to explore in further detail stu-
dent responses to the program, both in terms of their
choice of products and their reactions to the process
which was designed to help them achieve greater self-
direction.

The children in the case studies were chosen because
their reactions represented a wide range of responses to

the program.
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LARS: (Grade 2)

Lars' goal was to construct a hockey rink com-
plete with players in their correct positions. for
the first week Lars wandered and socialized. During
the second week he was taken to a live hockey gaﬁe.
His lethargic and disinterested attitude was com-
pletely reversed. His absorption with the project be-
came so complete that he became immune to noise or
distractions and had to be reminded and even prodded
to leave the resource centre. Even having wasted so
much -time he proudly presented his project to his other

grade two classmates on the day it was due.

JENNIFER: (Grade 2)

Jennifer decided to make a calendar. She care-
fully planned her cat theme and drew the pictures to
correspond with the seasons. However, when she began
the dates for each month she hadn't considered the
vériations of days, dates, etc. which occur on a cal-
endar. Her frustration became so great she decided on
several occasions to abandon. the project. After a lot
of encouragement she found a beautifully photographed
cat calendar. She carefully studied the days ana the

dates and successfully completed her project.
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NICOLE: (Grade 3)

In her classroom Nicole responded extreﬁely well
to teacher-directed activitieé, however, when confronted
with tasks which required self-direction she had greét
difficulty. Being interested in horses, she deécided to
do her project on that topic. She required constant
guidance and reinforcement before making any decision
concerning her project. Her plan included making a clay
horse's head, which she had difficulty mounting. When
she was eﬂcouraged to solve the problem of mounting the
horse's head she became extremely hostile. She insisted
that she 'hated' the program, she 'hated' the horse, in
fact, she was very unhappy. Several peers came to her
rescue offering advice and ideas. Although Nicole com-
pleted her project she remained unhappy about having to

take responsibility for her own learning.

ELANA: {Grade 2)

Elana decided to write and produce a short play.
After completing her plan and contract she immediately
began writing her play. She took it home that evening
and not only completed the play, constructed the props
but also contacted the people who were to participate

in it. The script included parts for the teachers and
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students. The play was successfully performed for the
group- as well as several other classes in the school.
She provided a very fine example of leadership and

creativity in action.

NATASHA: (Grade 3)

Natasha decided to conduct a study using live
rabbits. Although she had planned carefully she hadn't
considered the difficulties of working with highly ex-
citable an%mals. Major problems arose when the weigh-
ing equipment did not have a container large enough to
holdlthe rabbit and the weights were inadequate. She
obtained help and support from peers and the custodial
staff. She recorded her findings in a small bound
book complete with diagrams and written data. She very

proudly presented her project to her teacher and class.

MIKE: (Grade 3)

Interest in the resource centre computer is always
high. Mike decided to learn how to write a computer
program. He went through a period of great anxiety
when he realized that he would have to do the project
entirely on his own. When he realized that a room full
of computers had been installed in the school so that

grade six and seven students could receive instruction
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in computer programming ﬁe secured permission from the
instructor to attend the sessions. His problém, how-
ever, was in securing permission from his teacher.

Mike had not been completing assignments and he gener?
ally created a disturbance rather than working. His
teacher was reluctant to let him attend the computer
sessions. He was finally allowed to attend on the con-
dition that his assignﬁents would be completed first.
Not only did Mike complete his assignments and shape-
up his behavior, he also.completed a very fine computer
program which he presented to the rest of his grade

three class.

CHRIS: (Grade 3)

.Chris was very enthusiastic but he had difficul-
ties right from the beginning. First, he couldn't
decide on a topic. He simply had too many interests.
Finally he decided to build a birdhoﬁse. His plans
were complete but he kept forgetting his materials at
home. After wasting three sessions wandering and pro-
crastinating he finally renegotiated his contract. He
decided to construct the birdhouse out of cardboard
instead of wood. Once the decision had been made he

worked productively until his project was complete. He
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narrowly completed the project within the allotted

time, but he was very proud of his effort.

TEACHER OBSERVATIONS AND COMMENTS

During all of the implementation cyclés the author
kept a diary of daily observations. These entries
yielded some interesting impressions which often led to
more questions than answers. Some of those impressions
will be described in this section. The need for readi-
ness activities was evideﬁt throughout the entries.
One of the obvious needs was for more instruction in
the érocess skills. Because students lacked these
skills they were often unable to set goals or plan ac-
tivities proficiently. Their inexperience in using
various resources was also evident. Young children
quickly asked when they required information. However,
their lack of intervieéewing skills and awareness of
other sources of information limited hot only their
choice of projects but also their success. It became
clear, therefore, that the activities in the guide
book, especially those experiences relating to the com-
pletion of mini-projects should be an important consid-
eration when.initiating a self-directed learning pro-

gram. Other readiness factors also became evident.
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The students, it was found, had very little concept of
the idea of time. Time lines, therefore, weré rarely
adhered to and often abandoned; Many students were
anxious to get the work done immediately. 'Others hadv
very little conception of the length of time an activity
would actually take. The lack of attitudinal readiness
was also apparent. The students were often inhibited
in their performance by a lack of self—confidencé, the
lack of problem solving skills or the lack of initia-
tive. It was also interesting to note that all chil-
dren -went through the stages described by Gibbons as
the self-education crisis. Student behaviors particu-
larly during the crisis phase ranged from mildly frus-
trated to extremely hostile. Because of awareness and
anticipation of this stage it was possible to redirect
most students back into productive channels. Some
children again experienced a crisis situation when they
were asked to complete a mini-task after completion of
the program. The reactions, however, were much milder.
Most students appeared to feel more confidence approach-
ing a self-directed task for the second time.

Products that children produced were varied and
interesting. However, it was noted that younger stu-

dents rarely chose to do written reports or even in-
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clude written informatioﬁ in their projécts. Yet they
were very capable of verbal explanation and pfesenta—
tion. It was evident also to both the teachers involved
in the study that intelligence and self-direction did’
not necessarily preclude one another. Several of the
most capable students in the groups were least able to
cope with the freedom and responsibility demanded of

the self-directed learner.

The observations made during the study prompted
a number of interesting questions: What part does
maturity play in the self-directed learning process?

If students had the skills would they automatically be-
come self-directed? How does one determine readiness
for self-directed learning? Can all students become
self-directed learners? What part if any does intelli-
gence play in self-directedness?

The number of guestions formulated as a result of
the observations indicates clearly that much more in-
formation is needed in order to understand the process
of self-directed learning and the role of the primary

student in that process.
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Chapter 6

RESULTS, CONCLUSIONS AND RECOMMENDATIONS
INTRODUCTION

This chapter begins with a detailed account.of the
findings for each of the data collecting instruments
used for this study. Following this, a summary of the
analysis and an account of related findings will be
given. A series of recommendations for further investi-
gations concludes this chapter.

Besearch for this study was undertaken in order to
determine whether or not the materials, Finny and Finella:
A Self-Directed Learning Activity, could, in fact, teach
primary students a process and those related skills which
would enable them to complete a self-directed learning
project on their own. A field development model which
allowed for intervention and on-site modification was
selected. Changes to the materials were made during and
after each cycle. The field development report in Chap-
ter 5 delineates those refinements which were made during
each implementation cycle. Observation and interview
data led to changes being made which related directly to
the developmental level of the students rather than

changes to the self-directed learning process itself.
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Stricter vocabulary contfol, fewer demands for written
responses, and the designing of a final product with
fewer pages led to a program désign more suited to
primary students. Student ease with the modified mate-
rials was evident in check~list data and teacher .re-
corded observations obtained during the final three
implementation cycles. Few difficulties were noted and
children appeared comfortable with the materials.

In addition to providing data leading to formative
changes to the materials the implementation cycle also
provided opportunities to obtain evidence of changes in
the learner as a result of using the materials. The
measures used for this purpose yielded some interesting
results. These findings are described in the following

section.
RESULTS

1. Observed Behavior of Students As Self-Directed
Learners
Behavioral reactions were recorded in a daily jour-
nal in order to ascertain student response to the pro-
gram and to ascertain the effect of the program on the
behavior of the participants. Four attributes of the

self-directed learner were identified. These were:
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seeks help when needed; uses a variety of resources;
completes plans and projects on time; works well with-
out supervision. A daily entry‘wés made comparing each
student's behavior with this ideal. A three—response‘
mode was used to ascertain the degree to which the
student met the above criteria: A - exhibited all self-
directed behaviors; S - exhibited at least half or more
of the self-directed behaviors; F - exhibited few or
none of the self-directed behaviors. An analysis of

the results provided the following information: Out of
the fifty participants in the program 22% demonstrated
behavior which exhibited a high degree of responsibility
in directing their own'learning. These students com-
pleted their tasks without difficulty and responded
positively to the program. 58% exhibited at least half
of the listed behaviors and generally performed ade-
quately with some help and encouragement from the teacher.
18% of the students had difficulty coping with all as-
pects of self-directedness. These students exhibited
behaviors of frustration, unhappiness and disinterest.
Much of their time was spent/socializing or wandering

aimlessly waiting for teacher-direction. See Table I.
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TABLE I

INFORMAL OBSERVATION RECORDED DAILY IN DIARY
CATEGORIES OF SELF-DIRECTEDNESS

PERCENTAGE
- OF °
CATEGORY STUDENTS

1. Generally met the following criteria
for self-directedness throughout the 227
program:

i) seeks help when needed
ii) uses a variety of resources
iii) - completes plans and projects
on time
iv) works well without supervision

2. Exhibited at least half of the
behaviors of self-directedness 587%
consistently,

3. Exhibited few or none of the
behaviors of self-directedness ~- 18
showed little or no responsibility °
for their own learning.

It would appear from these observations that a
significant number of children exhibited some or all of
the characteristics of the self-directed learner. These
figures, however, require cautious interpretation since
there was no available comparison to indicate whether or
not these students worked any less purposefully in the

teacher-directed classroom. Data for individual students
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revealed that 18% of the subjects showed a definite
shift towards more self-directed behavior from the be-
ginning to the end of the study; This finding indicates
tentatively that at least some of the children may have
become more self-directed as a result of having partici-

pated in the program.

2. Analysis of Check Lists

In addition to providing specific information for
refining thewmaterials discussed in Chapter 5, the Check
List was used to monitor student performance while par-
ticipa%ing in the program. Students were observed twice
per session for on-task and off-task behavior. After the
entries had been tabulated the results were grouped into
three categories: on task 80% or more of the time; 50 -
80% of the time; and less than 50% of the time. It was

found that 40% of the students were on task 80% or more

N

of the time, 48% of the students were én task 50 - 80%
of the time, and 12% were on task less than 50% of the
time. See Table II. The high percentage of on-task
results seemed to indicate a high degree of comfort with
the materials. It also indicated a high degree of self-
directedness which, as stated previously, may or may not

have been a result of the program but rather of the gen-
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eral self-directedness of the group whether in a teacher

or self-directed situation.

TABLE II

STUDENT PERCENTAGE OF ON-TASK PERFORMANCE

ON-TASK
807% or more
of the time

ON-TASK
50 - 80%
of the time

ON-TASK
50% or less
of the time

Percentage
of 40% 48% 12%
Students

.

The information obtained from the Check lists was

also graphed and analysed in order to assess any shifts
~in behavior within the groups. See Table III. It was
noted that all groups showed a shift to greater on-task
‘absorption toward the end of the program. It is possi-
ble that this shift was caused by the psychological
pressure of working towards a set completion date.
Other interesting patterns emerged which seemed to par-
Gibbons

allel Gibbons' stages of self-directedness.

(1980, pp. 8 - 12). Low points on the graphs indicated
this phase quite clearly usually around the thi;d to

sixth day into the program. Although Group One did not
noticeably exhibit behaviors of 'initial ecstacy', théir
'crisis'

behaviors exhibited a definite stage. See
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TABLE III
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TABLE III (continued)
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Table III. Group Two appeared to experience an initial
ecstacy as well as a crisis phase before becoﬁing pro-
ductively engaged. Groups Three, Four and Five éxhib—
ited somewhat balanced patterns of behavior. Although
these groups did not demonstrate behavioral extremes
they exhibited somewhat apathetic initial reactions to
the program. However, a crisis phase was evident in
data from all three groups. Group Six exhibited the
most extreme behaviors. Initially they were extremely
ecstatic aﬁbut the program but as they progressed they
exhibited extreme crisis behaviors such as hostility or
apathy. See page 132.

It seems possible.to conclude that most students
went through the self-education crisis to some degree.
And although the majority of students in this study
showed greater on-task performance towards the end of
the study, this shift toward self-directedness is not
conclusive insofar as students may have felt compelled

to work more efficiently because of a time deadline.

3. Pre and Post-Sentence Completion Survey of Self-
Directed Learning Skills
The purpose of this survey was to assess the stu-

dents' facility in using the process skills taught in
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the program. A high frequency of correct responses

was interpreted as an indication that students perceived
themselves as fairly proficient in the use of thé pro-
cess skills and conversely a low frequency‘of correct
responses indicated perception of less proficienéy.

Very little difference in response was found between pre
and post-test scores. The pre-test ellicited 51.5% cor- -
rect responses and the post-test 56.2% correct responses
indicating the students' perceived self-directedness

{Chapter 4, page 121). See Table IV.

.

TABLE IV

SENTENCE COMPLETION SURVEY OF
SELF-DIRECTED LEARNING

SKILLS
Correct Responses
N 7%
Pre-test 232 51.5
Post-test 253 56.2

Increase = 4.7%
The results indicate only a minimal increase in skill
competency. The poor response may have been the result
of inadequate time set aside for teaching the readiness

skills outlined in the Teacher's Guide.
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4. Pre and Post-Attitude Survey Towards Self-

Directedness |

The data from this survey represent the most/posi—
tive results of the study. This survey was used to |
determine the degree to which a student viewed himself
as being self-directed. The survey contained items
describing various attitﬁdes characteristic of self-
directed learners. The pre and post-scores were
analysed using a Matched Group t-Test resulting in a
very significant level of difference at .001. The gain
of 3.29 represented about three-quarters of a standard
deviation. See Table V.

TABLE V

CORRELATED t-TEST OF PRE AND POST-TEST SCORES FOR

PRIMARY SELF-DIRECTED LEARNING ACTIVITY
SURVEY OF ATTITUDES

Mean Standard t Value
Values Deviation for D
Pre-test 12.7083 4.566
Post-test 16,0000 4.704
Difference | -3.2917 . 4,287 -5.32
Significant at .00l level

The gain of 3.29 is about 3/4 of a standard deviation.




153

These results support the notion that there was a defi-
nite change in attitude towards self—directed‘learning
during the three-week project period. ‘There was a sig-
nificant shift towards greater self-direction. This
shift in attitude cannot be attributed conclusively to
the program because of the absence of a control group.
However, since the only program teaching for self-
directed learning was administered to the students in-
volved in the study, there is a strong indication that
the program had some significant influence on students'

attitudes towards self-directedness. See Table V.

5. Task For Evaluating Self—Difected Learning

In order to try to determine whether or not trans-
ferability of the skills taught in the program had |
occurred, a final task was administered to all students
participating in the study. Two control groups consist-
ing of eighteen grade two and three students were also
given the task. Although the groups were not controlled
to ensure close match, a general inspection of students'
performance levels in the classroom and of performance
while engaged in the task strongly suggests equality in
performance. Therefore, the findings should not be

casually dismissed. The results were compiled under the
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following headings according to the degreé ofldifficulty
encountered by the student while completing the task:

no difficulty; some difficulty; great difficulty; A
check list was used to monitor on-task, off—task
behavior.

A comparison of the groups revealed that 84% of the
study subjects completed the task and 61% of the control’
group completed the task. Results iﬁdicating the degree
of difficulty students had with the task were signifi-
cantly different. Students in the study group appeared

to have fewer difficulties with the task. See Table VI.

"TABLE VI

FINAL TASK FOR EVALUATING SELF-DIRECTED LEARNING

No Some Great
Difficulty | Difficulty | Difficulty
Study 50% 32% 18%
Group
Control 227 507 282
Group

50% of the study group and 22% of the control group had

no difficulty; 32% of the study group and 50% of the

control group had some difficulty; 18% of the study

group and 28% of the control group had great difficulty.
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Although there was é discrepancy in numbers of
study and control subjects (44 study group; 18 control
group) the results seem to indicate those who had com-
pleted the self—directed_learning activity were more
eaéily able to undertake an unrelated task regquiring
self-direction.

It was also found that 66% of the study subjects
as compared to 44% of the control subjects were satis-
fied with their completed projects. This difference
may have occurred because of the emphasis on self-evalu-

ation in the program.

6. Program Evaluation‘Interview

The interview served two purposes. First, it was
used to record student evaluations of the program in
order to facilitate refinement. Second, the interview
supplied important data regarding the students' per-
ceived success of the program. The éurvey, therefore,
included both formative and summative evaluation ques-
tions. Program modifications resulting from information
obtained from this survey were discussed in Chapter 5.

The responses for this survey were elicited by a
recorder. It was found that primary students responded

much more fully and spontaneously when they were not
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required to record their’own responses. The responses
were then analysed as either being in favourxéf or in
opposition to using the materiéls again.

The results indicated that 30% of the students
would not like to use the materials again. However,
20% of that number qualified their negative responses
by saying that they would like to try the program again
"later but not right away; or they would like to do the
~project but not go through the entire program backage
again. 70% of the students gave unqualified positive
responses.

From these results it seemed reasonable to con-
clude that a majority of the children were not only
comfortable with the materials but had also enjoyed

working with them.

SUMMARY

The findings resulting frdm this.study must be
viewed as tentative for various reasons. The results,
for example, are not comparative insofar as control
groups were only used in the final task at which time
two groups of students from outside the study were
involved. It may also be that a major determinant of

students' performance was the result of the majority
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being taught by the reseércher. It does not seem un-
reasonable to suppsge that in general studenté might
perform better on unfamiliar tésks because of this
unigque relationship and because of the author's famili-
arity with the materials. A further limitation was
determined by the lack of readily available appropriate
instruments. Surveys and other data collection devices
were, therefore, constructed by the author.

The purpose of the study as originally stated was
to develop ‘a set of materials that would enable primary
students to complete a self-directed learning project
on their own within a three-week time frame. Upon com-
pletion of the program; data from both formative and
summative measures of evaluation indicated that it was
possible for primary students to successfully complete
a project by directing their own learning. Field
development data clearly indicated that students were
comfortable with both the format and learning level of
the final form of the materials. Although a large
number of students exhibited a high degree of self-
directedness while working on their projects, the data
indicated that only a small number showed a signifi-
cant shift from dependence to self-direction during the

course of the study. Pre and post measures on the pro-
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cess skills survey reveaied very little increase in
skill development even though teacher observa%ion inai—
cated that students were incréasing in concept compre-
hension as the program progréssed. The most significént
increase was evidenced in the results of the attitude
survey. Statistical analysis confirmed that a very sig-
nificant number of students scored higher on the post-
test than on the pre-test. Responses on the course
-evaluation questionaire supported the notion that stu-
dents were  comfortable with the materials and would

like to use them again. Finally, results of the final
Task for Evaluating Self-Directed Learning indicated
that the study group more often completed their projects
with less difficulty than the control group and were

more positive in the evaluation of their products.

DISCUSSION

The findings of the study generélly confirms its
expectations that primary children are able to direct
their own learning given a set of materials which teach
the process skills. Even though analysis of the data
implied that there was no significant growth in skill
development students were able to use the modified

materials with ease and comfort. Since results of both
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pre and post-surveys weré low it might be concluded
that therormat of the survey which required Qritten
responses on the gquestions used to elicite those res-
ponses were not the best possible means of obtaining
the required data.

The second major finding of the study was that
students experienced a significant change in their
attitude toward self-directed learning. Statistical
analysis revealed a highly significant increase in
student scores on the Primary Self-Directed Learning
Project Survey of Attitudes post-test over the pre-
test scores. This change in attitude was particularly
evident in the 'Task' phase of the program. Students
who exhibited insecurity and frustration at the begin-
ning of the program were able to undertake the 'Task'
with much greater self-confidence and more positive
attitudes. Although the descriptive approach to this
study did not allow for more definite reasons for this
occurrence, it is possible that the change in attitude
may have been caused by the increased responsibility
students experienced in a self-directed learning situ-
ation.

A third important observation was that all chil-

dren to a greater or lesser degree went through what
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Gibbons has described as.the self-education crisis.
Diar§ entries and check lists clearly indicated this
aspect of self-directed learnihg. Students exhibited
behaviors ranging from extreme hostility to minor
frustration. It became evident that counselling, group
support and positive encouragement were crucial in help-
ing students through this crisis phase. Because of
these observations a section was added to the Teacher's
Guide witﬁ suggestions for helping teachers cope with
this crisis.

It was also observed by both the author and Mrs.
Varley that there appeared to be little or no evidence
of a correlation between IQ and self-directed perform-
ance. Data obtained from both teachers revealed that
a high percentage of the most intellectually capable
students in a teacher-directed situation were unable
to perform effectively on their own. . It was felt that
perhaps enough time had not been given to transition
type of experiences which would help very teacher-
dependent students to become independent in a non-
threatening manner.

These results must provide gquestions concerning
the practice which commonly reserved self-~directed

learning experiences exclusively for the gifted or
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intellectually superior. The findings of this study

would indicate that such emphasis is misdiréc%ed and

that our responsibility should‘be to ensure that all
children have the opportunity to become self-directing
individuals.

Evidence of attitudinal changes in students was
obtained from various sources: student responses on
the course evaluation sufvey; recorded observations of
students in action planning their projects and exhibit~
ing self-directed behaviors; and attitude surveys. And
while stgdents may have been influenced by the nature
of the program treatment, these data would support the
inference that students successfully managed their own
learning.

The issues that were raised have been either for-
mally illustrated by data or confirmed by Mrs. Varley
where observations and experience were brought to bear.
The study confirmed that a successful program could be
developed and that the program could be effective in

meeting the purpose of the study.

RECOMMENDATIONS
It seems appropriate at this point to make recom-

mendations both for future investigations and also for
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teachers interested in implementing the program.

Both the evidence of the data provided by this
study as well as the relativevnewness of the area in-
vestigated -- particularly as self-directed learning‘
relates to primary students -- support the notiﬁn of a
need for self-directed learning. The results and lim-
itations of the present study provide the focus for
several salient points of reference from which future
investigations might commence. The following sugges-
tions, therefore, are recommended for consideration.
First, tpat an experimental design incorporating a con-
trol group be considered mandatory in order to ensure
comparative support for the data. Second, that a more
rigorous empirical study be initiated to study the fur-
ther effects of self-directed learning on attitude,
skill performance and student readiness for self-direc-
tion. Third, that more accurate instruments, surveys
and observation tools be constructed to ensure a more
precise measure of self-directed learning on stﬁdent
behavior. Fourth, that as many subjects as possible
be selected from classes other than those taught by
the researcher.

It is evident that the research presented in this

study represents a very meagre beginning when one con-
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siders the ;nvestigative‘possibilities in the area of
self-directed learning in relation to the priﬁary stu-
dent. It would seem, thereforé, imperative to stress
the need for further research in this area.

It is the opinion of the author and Mrs. Varley
that the materials used in this study have been refined
into a worthwhile and appropriate program for use in
the primary classroom. As with any program, refinement
should never cease.. Teachers using the materials,
therefore, 'should continue to modify and refine them as
the educaFional situation demands.

Observations made while working with the materials
suggested a number of recommendations for future imple-
mentation. First, that the guide be utilized more fully
with regard to giving children many experiences with the
various process skills particularly in the form of mini-
projects. Second, that students, especially those used
to very teacher-directed environments, be given a longer
transition period from teacher-directed to self-directed
situations. The Teacher's Guides provide useful ways by
which to achieve this transition. See Appendix D.
Third, that the student's readiness for self-direction
be considered in terms of student maturity and those

skills required to effectively plan and organize a self-
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directed learning activity. The attitude survey used
for this study provides one useful indicator ;f student
readiness. See Appendix E. Also useful is a téécher
observation check list which indicates those students
who exhibit self-directed characteristics such as:
independence, self-confidence, risk taking, determina-
tion, realism in self-expectations, and having a drive
toward completion. Fourth, it is extremely important
to establish conference schedules which are both formal
and informal and which include both groups and individ-
nals. Lastly, it is important to establish self-evalu-
ation criteria in many varied situations so that chil-
dren learn to trust théir own evaluative judgments.

As this study has provided evidence that primary
students are capable of directing their own learning,
it would seem not only desirable but of great future
consequence to provide children at an early age with

the means to become self-educators.
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'rTo Tke Teac‘we;:'

It is the opinion of the writer that young children
are capable of unc{erta.l(inj independent study
ProJects. This hand book is an inifia./‘ a'ftem/otv to
Frovicle students and teachers with the means
by which  to accomplish this.

TLlere are many Personaf Eene[its to t}—pe
child  in addition to those stuc(y skills described on
the ‘Fo“owinj pages. The a.y/ul'sition of skills such
as independence, self veliance, self confidence and
self c]t'sc»']aifné are enroura_jecl t/qroujh such an

aa)venture.

Ro.le @1[ TL)Q :U——;a.c"\eg;

—[_ea_cl’l: t")ose ehtr)/ ski“s w/ﬂck cLi/c/ren

reiuire fo com/olete Hje acfivifies

in the L:ahc“:ool\.

Pkovic]e Motiv&tion: to encourage and juic{e

children in areas of 303.[ settl‘nj, time

mahajement a,hc/ -Finc(inj resourcés,

Momtor: lﬂe]p children solve rol:[ems as ﬂvey \\;

arise; ensure that cLﬂ!c/reh are meef:nj

‘t"’eir— own 303.‘5 and time lmes
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' Roject @escmptio»qg

J_eve': Primary 3racles - any Clﬁl‘C!b’ch réaaf(na at

a mintmum ﬁra.de 3 ]ev-e‘,

The for-o\jecf consists of 3 seclions. The .Combiheo(
sections of the pacl«aﬂe are c!esigheC] to Sl've children
the hecessary ski”s for Com[nletihﬂ an inc/e/aem/enf sfud/v
for-oject on t“nel’r ownr . )

Students uftlmately undertake an mc{epehc{eni project
of their own choice wlﬂ’e 'fo”ow}nﬁ LL[qe c/irections
and uiding activities in the student iva.hcfbool(.

N J |

TLroug")out the I’ranc“aook the chilc/reh are 3uic/ecf
t‘ﬁroual« H‘Ie ]nclependenf STucfy process E/ two jq}o/es
any and Finella (F:’s/’)).'

Par—t 1 - “Finn,y and Finella Hel'p Gtudents name) Get
Reacfy Lo Undertake an IncfepenJenf Prod'ec,t.”

The zoo is the seftinj a_ncl form s the Ea.s}s

for all the activities and demonstrations

" in the handbook. In this way childven are

taujfvt the 5/({//5 necessary for unc/erta_/sinj
an Inclepenc/enf Stucf}/ ProJect.

Siﬂ”s include: 1. Observation - F)c?faria‘ 4 Research
- fiteral 5. Of‘jahlzmj
\ 2. Quest;on)nj - interview/ng 6. Letley w‘ritinj
\ i 3. ReFortinﬂ
\\
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Pa.r—t 11 -

I-

“Finn/v and Fine“& Hcl’p (Stucfent’s ha.me)
Plan _an In’c[e'penc/enf Stud)/ Prouiecf.,
Children are taken tkﬁ-auﬁh all the p/nhninj

sta_jes E)/ fmita‘tinj and expahc/l'nj tlwe

exa_m/o!es aiven l?)/ Finn/ ‘a.hC/ Fine”a_

eq Finells chooses to study the whale. The
student chooses an animal from any of the
various classifications of animals: mamimals,
fish, fnsects, -ete. Tl-ne)/ are ta.ken tlﬂrou\jh
the following process:

a) choosimj a topic

b). settmj a oal

) checkin -for various resources

d) chossing a final product

e) Flarminj fea.r-ninj activities }ea.dinj to

a final Frac/uc,t
f) seft:'nj a time line

3) Fla_hm'nj a 5karig»j session

‘{annv and Finella Guide (stuc{ent's name}
Tkroua": ﬂ‘ne Stcps of an Iclepcnc/ent StuJy

Pr-o ect.” The ch ld s now reazJ)/ to attem/ot
Ll$ own project. The Process is very
simF}/ reviewecf as the child s Su[c{eqf
and ehcoura,ﬂeC( to explore on his own
in order to com,O‘ete an }chepencfenf
stuc/)/ ,oroJecf of his own choo St‘nj )
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GETTING READY

- for

]NDEPENDENT STUDY
Part 1

Ey Frieda H. Ashworth
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You are about to

take Fa.r't ina series
of adventures in learninﬁ.
[n this book)/ou will learn
some of the skills you wi ll
nheed in order to comp./efe

an incle.pcndenf Project

on your own,

What's an
incle,:en&ent ijeCt? O>

An inc’epencfen't
Froject is an acTa’viT)/

which }/ou will c‘woosc,
To complete_ on a Ulopic

in which you are
Farticular'/ inlerested.
It may be animals, it

may be sporls or any

other Topic you mislnt

ckoose.

T‘ﬁis Eook]et w'c” jet
you READY to beﬂin
ah indepen dent lorojec[

O'F )’OUY‘ own.
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_ BeFore )/ou bejin here
B QJ are some very :'mportaht

direclions To remember:

REMEMBER:

1. Take Ffent/v of Time.
'\/\/Ork at )/aur own sFeec[.

2. Read care'Fu”)/. Ever/tkinﬂ

is imPorTa.nt,

3. Woerk on J’ust ohe Fa.je

al a Time.

4. Do not J'umf) ahead. Never
go ahead to the next
Ioa. e unti‘ ou are
‘Finﬂis“mecl tke)/one.)/ou are

workinj on.

5. Yau md)/ g0 ba.ck a.nc[ rere.a.l
pages ”\a,t you have a[rea,dy

Clone.

)&Have you read number 4 very care‘ﬁu”/?

\f\/rfte number & instruclions in your own words.
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The Ffirst F;a_rt of your advenlure will

Take P/d_ce N T.}’)e Sfinfe)/ Part( Zoo, You
may not  know this Fdr[icu!a.r c:'T)/x zoo but

>/0M

ma y khow some F/a_ces similar to il.

o \ o
AR
C % IS

N

\—~
.\\
\
\\
1

VANEOUVER Z B0 |

I Entrarce l
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You w:“ have two ﬂuaclcs to take
ou  on )/our Lour ﬂ')rouﬁ}'e The zoo .
henr Nnames are F:nn)/ a.nd Flne_//
Come and meel them now.

You l'\a.ve roba’a’y a,]rea,c])/ juessed tl’)d_f

Flhn)/ ihC[ Fine”d be_IOhj to H’le ‘FIS
'den '/ Ancl as you l»(now Hnat mos t
live in  “schools” the/ musl be wvery

Smarl.

fish




175

Qur Hfirst sTop w/” _
[ be at the monke)/ cage.
Are you rea.c/)/

//

[List a”
this

Picture.

the ﬂwinﬂﬁ yod can see in
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But,

here

kinds of Ihznﬂs you

tﬁ” ‘From a F:cture

the

Soun

Foar

F}ne’ld Is &ﬂth

YOU mean

sme/’

FOFCOPH

d

or

fee“njs you 3el?

like

of the
and the
of the Iioh,s
the

canf
Finny

Xiig\;?
/\

There are many thinjs

a piclure can't tell us.
Close /our %yes &nd imajine the
,Sme]!s anJ souan In & zoo.
Now write down some of the smells
and 5our1ds.
\éé’ %é
't;?;‘p Sme_Hs S Sounclsi/v F-ee':n 5‘
° :7é§§%f~ fﬂ”‘csyfﬁ:ﬁz ‘ap j“ G!'
e
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Ay , _
Na.me O'F amrnal or msect

Hey !
Do /ou’ have a Fel al
home or in your ¢ /ass‘f-oom 7

Or ma./be, )/ou coulclr
'Finc! an insecl on your

SC’TOO/ )/d_rc/.

E@ an a_nima.l or i(nsecl.
uS_e the 'Fo”owmj chart to

recor-cl some -l'nteresltfnj
H’iinjs a_lsouf l’ﬁe a.niméL! or
insecl.

Write as ma_n)/ worcfs_ under

each ',’ledclihj 4s you can.

SIZE

coLouR SMELL SOUND WHERE IT LIVES
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Did you éremember; lo use words and@

numbers or the size. = For cxample an insecl
thal is 1 cm fonj could also be described
as sma”. ‘ .

You miaht wad%\\ip go Eackaand~aJJ.
some more words to your chartl,

NOWD@M a Fic[ure of )/ou.rf

animal oF insecl.

V/*\ia C_—

5

—x

AN ‘ O

Write a senlence te”inj L\ow your

Insecl or animal is cll'[féren[ from the monkE/.




179

Let’s 30 look a.t U)C
Pensums now, ane”a.. T}ve)/

are my favorile birds at
the zoo.

I have a book
about Fenquins Fihny
Shall ] read what

il says Lo /ou.?

Here is the informalion from Fine”a.’s
Eook.Read il care-FuH)/.

T T~ —

Penjuihs

Both the mother and
father penguin help to care for
their one darling baby. For
nine weeks the father penguin ,t
holds the egg on top of his feet
to keep it warm. When the baby
hatches out of the egg, the
mother comes back from feeding
| in the ocean nearby. Then she
'} cares for the chick while the
(N} father goes away to feed. After
J) a time he returns and then looks
after the young one.
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What was the main
Hﬂinﬂ '/ou learned about
Pehjuin babies from the
l:ook, Fin‘e”a. ?

, o)
\A/lw)/ dont we
ask ?
AN
-what was the most imForla.nt
thinj you learned about pehauin babies -From

the book ?Write it down.

‘Now E”ustrate '”q}s main i-c{ea.

‘\/'\9

5

10
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5&)/) t his boo k also has |
a Pic'ture of a Po‘ar Bear
and

two cubs, F—inn/ﬁ

Let’s o see

U)e Po,a.r Bea.rs.

C ’mon

leese loea.rs look J“SZ

‘ike the one’s in m

book. But, the)/ certainl)/

are’nt livinj in the zoo.

L ook cargfufly at the Ficture from Finella’s
ldool'(. D -

On the -'roHowinj page wrile sentences

te”inj: 1} the animal |lives.
D 2) it eals.
< 3) il jefs its -Foocl.

11




Polar Bears\/
‘ihfhere> they live 7 ' <i;3 f:::k;::>
| | //'

‘IIII' 't eats 7 // ////
/f/'/h

[)raw a Ficture- of - tk}njs Fo/ar bears |ike-

lo eal.
R T,

S | )

12
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One of my favorite birds
at U?e Zoo 18 tke Fa.rrot,,
LEK,S 30 see

qu Eook doeSh’t
Sa.)/ mu cl’; &bout “ﬁe
Farrol. could
)/ou write a Faraara{:!’l-
" descrlbinﬂ U‘we Farrot ?
-r%en I,“ include il in
rﬂy book.

4} Here,s %ow /ou Jo }t
| First: You write 5 words aboul [oarrots.

v

Seconc(: You Write )/our S worc/s inlo senlences.

Y%

Third: Arramjc your senlences in order.

to inclent anc{ Punc[ua.te )/our

Sehtences‘

¥I¥ ‘/ou wish you can wrile more words and more

senlences.

e

13




Now “you are rea.c/>/. to beﬂih;

1. Five wov—cfs

- 3. Arra,nqe the sentences in order.’

c‘ )/ remember to mden(_ ?

chj you— to Puncruafe

14




(o Do you see that man
‘ Sta.hc/fhj E)/ the cages, Finella 7
} He’s the =zoo keeper. ‘

VVhy don’t we ask

him aues[:ons aboul
the animals and what
he does to lake care

of them.

&IST 10 7uestlons tl'la.l' Fina“d mijkt’/;sk

the 2o0 keeper. mosl ciuestians bejin

with : ;\ow; wl‘len; wl'set-‘e; w"\)/, Use each word

at least once.

j (
1 . ]
2 A
3, — |
; e AR EAY
. BN
7. = NN B P
8. Y \\ %‘“
S, I NN
to | ] N\
= AN
k.//z\

15
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| That was fun
| We hope to see you a.jain

Soon. Don’t 'F’orﬂet, to
let us know how y ou
are jeffinj a/onj..

We d love vto hea,r
from you.

Wkite a letter To Finn)/ and Finella
tkankinj them Ffor Takinj you Ikroujlq 11’1&

200.

Here is a sa.mFle letter {or you Lo
-FoHOW. e

Your name,

Your address,
The .da.te.

Dear Flhh)l and Fine”a.,

Your frien c‘)

(_}/our nameéeé )

I‘F you chh’t remember your a_cjc]ress a,sk }/our

tedcker or Farenfs to %elp you.
e —

16
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2 YOUR LETTER

17




FINNY and PINELLA
are ver)/ Frouo{ of | |

You

T%ey vL/ou»lc[ lil&e to
jive you The ﬁo,,owimj

‘AWARD

L e s

To For

succeseful completin
Fhe fGETfyLNG JSEADYj
book let

o _CONGRATUIATIONS o

18
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In tl’)is }Dool()et you
will learn to PLAN an
)nc!epencjenf Froject. :

Firm anc/ [
wi” he)l/!o )/ou W[Zl?

ever SteP of
Tl‘xe/

plahni\nj.

i)

1. Jake plenfy of- lime. Wor k

aZ )/our owhn sPee cl

2. Rea_c] ca_re-{:u”)/. Ever/tlﬂnj Is

imPor[a.n[.
3. Work on J’usz one Pa.ﬂe al é. lime.

- 4. Do ho[ J'umF a,/'?eioz. Never 30 a./wea.c{ to

| S —————

”7& nexl Fa_je un[i/ )/ou are {:inis}»ec/

H’ve Ohe >/ou are wor-»z(inj on.

5. LYO“ m a o })a.ck a.nc/ rerea.c{ ages
ﬂﬂal yoé l'\ja_ve a/reac/)/ done. ' F j
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That was a super

lctter /ou Wrote us,

FH’)CI/ amf I Frea !)/ enJo/vec/
I’ea_c(cnj lZ

TL\a.t was such a
3reat trip tl‘)r‘OUjl’] the
zoo that we'd like
lo take )/ou ‘Il')rouj/q
this

H’)e A?uakium

time,

TL\ere are many
animals [n the Aciuarium‘
Did you know Ifwai fish
are animals ?

Tr/ lo name Lhe {ive

C,Ja.ssi'rica.fions o-f‘anima.ls_

ANIMAL CLASSIFICATIONS

R.
4.

SIS

I\C '\/ou_ cjic]n’t j\/how th&m, wl‘:ere coa/c] ]ou
'look te find the informationr

—
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Now ﬁet H’ne amma[ CI

@jre can you 3e_t iﬂformat:'o@

N&mé a-t ]ea-st 4‘ sources . Sources

can be PEOPLE, PLACES or BOOKS.
Firm)/ will he//: you with the
first one

1. Ehcyc/o,pec/ia.

2.

3,

4.

a.SSl‘)Cl ca.tlon

m){—‘orma,tmn -From one /\/ P

of the above sources m/\/\ ono ﬂ

and answer the riuestlon .? g m ﬂ}

on ttwe Frev;ous Paje § (/\) L%RY
g/ o-o\lm) %)l

Firm)/ has F/acec/ the

correcl answers on the S

Eottom ovc The nextl age. /)_/\\

C"\eck to See I'F )’ou L]a.ve (’@j/’
the correcl answers. ot
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I,m r-ead)/ tO CJ’)OOSE anm

anfma[ -|Cor- my FrOJ'CCt, FI'F)F))/-

Notl so 'Fast, Fine.”c’i.
\/\/h/v c/'on’t look al

all  the ossible am'mals.

we

we

can 'First .

a.nc/

we

We |l
list

can

m a ke

as

HHC/EP

a
ma.n/v

each

Cl‘iaf‘.[

as

heac“nﬂ,

b____ i

______ e

S

——

14 you cant think of any animals turn back to
\Fmic 3 and look at the for

~'f\nswers for page 2:
mammals, fish, insecls, birds reptiles

source s l'n-[on—matian.

4
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Now we are reac]y to
think aboutl a toch, Read
the lists ca.requ/v. Choose
three animals that interes.t
)’OLJ meos Z

three stars | lDesfcfe

the one you like Bes T,

two sltars for your nex!l choice,
and one sltar beside your

{ast choice .

I see. Is this
how you do Et, an/?

a”iaators L ——
wkales' ¥ Ex%
sharks XBL—=c"

Finella has a pfoblem. SHe has
cl'\oser\ both whales and sharks.

She can )"Ed”)/ onf}/ C-AOOS& one.

What can she de?

some U’H‘njs Finella mnjht clo

to hefp _her decide.
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One

is lo checl( oul the resources for

way for Finella to decide

her two to,o choices .

1. @lﬁeck the ‘il:rar)/ -For a . Eook

tO I’C&A,

2. Finc’ a [Derson o ta”( tg wlwo

knhows anuT the toF)c.

3‘ CheCk the T.V. Guide for shows

on the topic .

4—, Asl( tlﬂe tea.c"ver aLout -Fl‘/ms

or fi‘m StHF_é

O. K. Finn/. ])” check for

L A boo k I could read fSooa

4
: 2. /-\ Ferson I cou‘cl Ta]k to 1S ooe
2. There's a show on TV Calléclooo

$abou[ w[wa‘es‘

4 There's a -Fi'ms[rif_ ca“ecl"o

@&Eoul ~wiﬂales.

1 know some thing else |
COulcj CJO I coulc{ wri[e to t"ue_ “GREEN PEACE

SocieTy.

\

résources ‘FOr w/\a(és. )‘ :
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@ !t.’S )/our turn) 7 j
1‘ 2 animals from: }/éur

Iist  on page 4 .

2. 3 slars beside the one you like

best.

Place 2 slars beside the one you Iike
Seconc[ bes t
Place 1 star beside the one you [i ke

least.

3 oul your resources for the choice

wi th 2 sTars.

Books I can I"é ac:l about

(hname of animal)
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A person I can talk 1to
about '

(name of animal)

=

(name of persen)

m or Place I cou!c{

visit te learn aboul

(name of animal)

A Ii'mstrip or movie 1 could

See a}Dout

(name of animal)

PEOFIG or ’ola.ces Wl'\ere I

can jet in-formationf

s

0
<

mQjCLZ[n
N7
() /

| SPCA ’w V)

\fb

:
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as

Now

a topic,

that
the/l&

to Sct a goa./)-)cor

ft)s t‘lme
your Frojecl.
)/Our gOdI

ha.\/e C,L)OS&I’I

and

ou

Whats
ﬂne”a?

[ want
I

can

and I wa.nf

Aguarium
the
\/\//f)at’s )/our joa/,

L(i“er

—

to
about
to

learn

Killer

visil

and helF

w/"la

le .

as

the
feed

?

Whales

Much

NEXT
FEEDING

Hyak,

A neat a.ctivo't)/,

li ke

To Try

is
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\/\/hat a,re' )/oa 304})\7 tO
c,koose as a -ﬁna_’ Proc/ucf‘

for your Pr-oJ'ecf', Finella ?

[ don't know) F-}nn)/.
| could make a booklet

with infermation, pictures
and cfiaarams; or a

mode! with charts.....

HCIP Fine”éL Ema.ke 4 }':st’ of Possib/e Froc/ucfs

j7CO" her ,or‘od‘ect. Think O'ﬁ‘a.s many as you can.

1. Booklet with l'nfarmafic_m, Ipi'cfures and c/ia.grams.

2. _Model with charts.

z.fi’mstri;o anc/ ta.‘pe

4. 5 to k/v baok'

- 5,

é.

10




I

know !

I

make an information -ﬁouer for

J m j?l.nj to

people who come lo see
Hy ok

I,m alSo jo;ntj to use m)/
camera to take Pabfures of

Hyak te inc/uc{a I'n my
folder.

=~

\va—>':ix$_<

I w::nc/er )'][‘ Hyak ’S
Trainer would et me Ae{P wit’/'l
the -Peec“nﬁ one day.? [ think

I,” ask him.

11
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\A/)'\af about you : ?

Iélve you m ade a decisien r)/et?

Here are some t)—;injs to
think aboutl before you de cide |
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/

Let's kelp E/
starting a list of Fosscl)/e
s

Froc/uc. F-inn/

‘ File at least two more
ldﬁ OW those SUjjestEC] L))/
F‘””/ and Finella. I-F have
trouble check back to )oaje 10.

I e L List of Products &~ GG e

1. Slide - Tape Product_

2. Animal Stor)/ book.

3. Bound book with Fictures‘ informalion and
stories. | ‘

¢, Write and ,out on a p/a.)/ aboul my a.nimal.

5. Cartoon booklet - each cartoon 3}uinj information

about the animal.

%\v p!a.ce a sta.rMone you like Ees@

lf )/ou H(e IJG&S WI')/ not com{Dme tkem anC( use Eotlv

13
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Time to lofan- my _/Larm'nj

activities .

What are leérninj
activitres, .ane”cl?

lLearnin activilies are
those tkinjs I will have
to do o that I carn make
my illustrated ‘information {older.

Here s a list to show you what I mean

1, Rea_c_f books
2| Wwhite letters

3! Draw Ficf Ures

4, \/\/ri e stories

S. Visit an ex)oerz
é. \/\/&f‘c/} a -f':/mstrif

7 Ma ke notes prom a movie
8. D_raw 3raphs anc{ maps
A \/\/rn’te Foetr)/

1 0. !1&‘(& a moc‘Je!
11, [ake Fic(’ures with & camera

12,
}lour own ideas to Fine”a’s ‘l.St.

——

14
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O o

No w Fl'ne”a, you need to make a list
5t all the Iearninj aclivities you will

heed to do to comp/efe your Fro‘jecf‘

\

- (°‘
@F‘inny, l’were's my 9

Fine”a’s ]l—\earnincj Activities
Read ] books about the feeding habils and food eaten by
killee whales. Make notes wncler the ﬁv/tou;nj l‘)eao/c'njs.‘
a) what killer- whales eat
b) how much killer whales <ot

. o list o\[ 7uesi‘fon5 to ask H,q/c)s trainer about

how mue h Hyak eals Qno( hew e care for him .

. H/a/:’s tran'ner anJ recora( the answers to my

iuesf:ons .

.a jrq,oh 5L|ow;nj l’lm.d mucz quk eai’s eacL a/a.)/

pay| N? or Fisw

'FO" a w¢e/<.

Monw.

" |Tues.
Wen

. ,ol.ct‘ures of quk, mour{t and label,
A(Write)e daily diary for o week in Hyak’s life.

]‘” 'oretena[ Fm H)la/c,

f Hyzk’s tran.ner 'For rﬂel"Ml‘SSl-Cﬂ to l/ne /,o -\(‘eec(

the whale .

15




, are you ream
?

Iist all your léarn}nj acltivilies !

If you have trouble be sure to’

ask your teacher 'to help, This.
is one of the most 'lm/oortant

Parfs

of your Fro\jECt.

Learnfnj

Activilies

=3 {0~ N[N |

16
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Co F-ine Ha , it,s a joocj idea_
' how Co ’ all the tl')injs
% you.'”v need to do to ’
make your Fr-oc/uct / : é
YES, o-ﬁ course, I,“ &
_ need To .....
1. u,o a F/ace to wer k.
' 2. my -Fo!der.
3,

& camera and fi/m

to Take Pl'cfures of H)/a/<

4—. the F:Etures cfeve/olDCC/.

17




PRODUCT ACTIVITIES are the
tl’ainj S you need te do to
actua”)/

make )/aur -Pina l

PPOC]uCt.

Now it’s yoeur [ urn

What 'U’H‘njs o you need to cJo?

MY PRODUCT ACTIVITIES
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e
Let’s !ool( at wlﬂat we've done’
so far. Let’s Fut all  Finella’s

Flanninj tOjefker and see what it
li ke. ‘

looks

FINELLA’S PROJECT PLAN

TOPI|C: Can—in? —ror l<i”cr whales in an A?uar:um
GOAL' TO Ien.rn ]s much as FO.SS'IL’:IC nbaut qu.t

killer  whales eat and how tluj {feed in
an A?uariun’/.
PRODUCT:  lnformation folder with phetographs.
LEARNING ACTIVITIES:

1, bool<5 about -caoc‘ 4. -ra‘ze ,a{ctures o'r Hya/(

neccfeo( 55 wha/es S. I,m Hya/v ann/
2. o ‘lst a'F 7qest4'0ﬂ$ ’ ur;ff a clt.qrj -For e weeé

tO 4.51( qu/:’s tra]ner abouf tC /ll'n] u}lla.t [ p/a ano/
L.Jha.t anel hOuJ l‘le feecls u)Aat' I eat

H)‘al(. 6. H,aé's trainer 'par
3. -3 Jrarsk Shoul‘nj /‘mw Fer‘m.lss‘laﬂ tan he/'a ‘P@GO/

mucA ano{ ,,.;Luzf H/qk eefs H)laé.

EQ.CI'L Jﬂ.:{

PRODUCT ACTIVITIES:

1 Set wp o place To work

2. Make o dfolder

3. Get camera and film te take pictures of
Hyak

4. Get pictures developed.

19




(o

Hi !

ahead and Pu'f all your information

NOW )/OM 30

tose_ﬂ'uer the same way Finella did
it. Reac])/ Let’s 30-] If you cant

w go back to pages @@‘

% &% & % MY PROJIECT PLAN % &% %*« <% %

TOPIC:
GOA L.

PRODUCT: -
LEARNING ACTIVITIES:

PRODUCT ACTIVITIES:

20
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When are you 3oinj to do all your
actl’vities, Fine.”a ? You ve on/)/ 3071'
2 weeks to finish the whole Project.

0)

| quess I'll' have to

ma ke up a 'time-“ne, Finn)/.

Here’s how Finella ilplansito use

1’)e_r-‘ tnme

WEEK 1

Mowoay (Read) books abeut killr whales.
Tuesoay | {Weite) lst” of guestions
Weovesoar | (Phone) Hyak’s treiner _and record his_spswers
Tuunsoar | (Muke) o geepl

Faioay {Malee) the folder

OATURDAY (Vi) Aggr;m guel _take pictures
WEEK 2

Mowoay (\(\/rife! a/fam/:

TUESDAY {Plahi'po‘Jek

Wepnesoar : m foldey information

Tuurspay ;‘Mp,qnj_}rqgtgy_es anel cam,a/efe fo/o/er

Fripav ‘Plan?l‘lou) Im qoing To share my jeroject
4 7 e
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'USinﬁ your information chart on

Faje 15) make up

)

a time line for your F"Ojectf

Z* X MY TIME LINE % X% Nosee

WEEK 1

Monpay

| Tueseay

WebNESDAY

THuR SPAY

Frioay

WEEK 2

MONDAY

Tuespay

\I\/E ODNESDAY

THHRSDA‘(

Frioay

- -

22
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k’ HOORAY”/ all c/one.

Not so fast, Finella.
You and have
done a super J'ola. In fact,
I think you should 3(ve

)/ourse(‘F a specia/ treat for

havinj done such a 3oac/ J'ob.

Oh  Gooo l H)/ak’s trainer said
he'd let me feed H/ak. 1 think
Il

go and Phone Ln‘m now.

Y

How about you ‘ ? Can you
think of a neat tk:'nj to do as a reward For
)Iour' joocf work ?

Write your idea below.

Now 3et Lo work on your Fr‘OJect
2 weeks }

23




I'm all -Finishecll. \/\/hewl
That  was ":un, but, also hard
work. There were times when |
wasnt sure ]d keeP up with
the dates on my time line .

How about you ?

Did you have any special Froé/ems.?}
If you did W;v)/ don’t you list them
below so you and your teacher '
can have a talk about them.

Prob]ems' I ‘Fa.cecl:

MONDAY

P
Z;"/Sng

24
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{
!
1
1.
|
8
7
'% 1
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have

ﬂth you and

wor ked  so lﬁakc! lea.bn)nj about SOmethinj
new . Wk)/ don’t y ou share ‘your new

information with some other /a,eopfe.?

You mean I could invite
my friends and tell them
about my new exloer-iences ?

GREAT IDEA “

What will 1 tell them?

Whom will I invite?
How can I make it

excil ir’)j ?

Blelo w are some ideas, He{? Fine”a E)/
) 3 some more ideas to her It'st, Be as .,
entive as you can.

1. my mom and dacd and 2 friends to watch

me fLeedl /‘/ya/<)' enol Jiue them eack wn informetion

ka’e{' whe n I"Aey visit  Lthe A;uarium with sze.

2. m] e;,aeriences ano/ c/o a s/fC/t—'/talse lore’;f”fnz‘lhon

-For the c_/ass.

25
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Now that you have the idea

choose a waL)/ of sharlnj your

Project n  a rea/[)/ new ane

different way.

A Here are some more
Add more ideas to the list. en put

a sltar beside the one you wish to do.

ghar)nj ﬂdea.s

1. Send sPecial invitations to friends.

Show them pictures of the animal in
my projecl. eq. whale, horse, cat, insect,
Have a party. Pla.)' games I made up
related to my project. eq- Pin the tail

on the whale; word search; charades.
Make up a set of “overheads” about my
project. Play a tape I recorded
desa-ibinﬁ the IoroJect.

26
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) 6;\ you and IJ
deserve a meda , Finella
ﬂ’s not easy te comp ete
ProJ'ect com[olete omr )/our/
own.

A
—

to

§Bni¥y t%at

Successfufly

Com Je eJ
Iﬁs R

C ONGRATULATIONS /

27
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—ff"'—

To

Comfafete an
INDEPENDENT

STUDY PROJECT

wvitteh E)' Friec‘a H. Aslw\/orﬂ'\

Pare T1]
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<a \A/é L»oe ocUu nrnow

feet 7T
READY

tO be In ocur own

INDEPENDENT STUDY

PROJECT,

In tl’?is Bookle't

" you will learn how

To complete a stucly
Fr-oje;t {Entir‘e/)/ on your ownj
Tl’\is book’et w}

by [STEP] L"”P you

F)la..h and compiete a PraJect
on a topic '(.‘}'ua.t )’OU w}”

C"'IOOSQ.

Are you rea_d)/ to
beor ?
ejlh)
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YOU lea.rned a {ot oT':

skills in the PLANNING
boo k le t.

But what about_,some
of the skills that YOUY

"wa.ve Ato cje\/e/oF iyourse[ﬁ% };7

Orc’er to com/o/ete a [oroJect

hew

2

Sdcecess ')Cu”y

What kinds of tl'vings

are }lou talk)nj &bou t

Finn)/ 7

Finny is talkinj about tlﬂinjs

such as:

;Se}‘ﬁ @éhficjehc% - that means kou

Eel')eve in your own aAl-/ilt)/ to do
Hﬂinjs well

LSe)‘ﬁ @iscipl{neﬁ . thal means you
can stick to somgihinj until

il s com P)e ted.

These are skills you @AM learn.
Finny and Fine”i wi” L’e/P you.
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1

But | Finn)/, what |f
make a mistake and sowme tAinj
doesn ™t turn oul  the way. I
P/a.hnec/ 't

tr)/ nol Lo make 1he

same m{sZLa.ke tvv.l'ce.

1. It’s nor-mal ')(or you to make m/'sta_kes.

2

But remember that you must a./wa.)/s

try to [ea.rn ‘From )/aur- m/'sta.[(es.

2. Ancj don’t ‘Forﬁet there’s no tlv'/nsr

WVonj with asl«c’ng someone for
"lelf? wl'\ew )/ou run into a
Prob’&m.

X
Evcrfbocj)/ ma./(es |
M'.Stlkes) Fl'ne//a. The
l~m Fartahz tlﬂfnj [s to )
!Remembcrﬁ} ’
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\4/}7&[ do we have to do -[:irsf,

/ ann/ ? I want to 3et sfarted,
don't you 7

The First thinﬂ to

do is to choose am area

you wish to learnm

more aboutl.

2

CHOOSINC A TOPIC

[H]ere are some cluestions To a.sl( )/our-.<>e/1f

Eeﬁore yau deciJe,
ﬂn \/\/Lat 1s some'“'wini NEW I coulc(

Iearn about ?

2. What cluestion s in my mind that |
kea.”y wanl an answer for ?

8. What would 1 like to learn to @@
that Ive never c]o}ne before ?

4“0 Could I somet‘winj hew
ui

\/\/L»at Otl’VeP‘ ci/uestion C_ou[c/ you a.sl«.?
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W% @j@ ‘will

SPORTS

&,
C[anCe_ ? Q/- N
CAQ,(‘ . ‘)/,)
R v
“o x d ? g = ,ape
e P e vﬂa\Ur\sewsV&?
n

_ as many tkinjsr as you can to

vthe t%injs IiStCO(. above .
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NOW it’é /our Lurn

. ﬂ:iSt as mah)/ H’?fnjs as.)/ou
Foss,iH)/ can that you

be interested in.

@Loose your three foF choices 'F?Om the

list

‘ \Y)
’ NOW Flace 3 sta.rs(xawrbesicfe your first c_}ﬂoice,

2 stars ¥ Legide your second choice and
1 ster® beside your lasf choice .

%u may wish to refer to page 5 in the

Flahhmj seclion.
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Now t"‘i&t )/ou ‘ﬁave c[ﬂosen a
to,oic F:/a.ce :t%e name of )/our-
TOPIC i the space below. :

MY TOPIC:

Siﬂnei |
© | D,

@@KS I can réac( aboutl m/ toF)c

/\’i A PERS@N I can ask about my tof)lc

/
\/> A F@ZLM@TREP or TM show about

/8RAR1AN

fl/’..

Vn/ tOP!C,

Ovuegr PeopLE or PLAGES | can
3et :'mformation about m)/ toFlc

ny @Oht IO?jetJ to ask )/our tea.c_{';er Farents -)(e_”ow
Stuc{ents etc -For- l’le/,o.

‘-\

7
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SETTING A GOAL

[1

)" Asi( /vcaur.me/?r t/ﬂe iuesfion.’
What do | want to learn

about or c/o ?

% Go La.ck to Faje b4 07[ tke F/a-hn/‘”j
Lool«let if )/au need he/r.

T‘we ‘[O”OW;"lj Sujjestions h‘HjAt a./so Ae//’ )/ou:

ﬂ, I wvant to learn how to make a {film sfri/o onr
dinosaurs. '

2, ] want to learmn as much as I can about
tka_ininj dogs for the blind. J'd like to
meel one.

B.1 want to learn 25 much as [ can about

-Frajs. J’cl like to hatch ‘Fr-03$ and observe
lﬂOW the)/ 3?0W.

, Mow wrile )/our 303.{. |
MY GOAL:
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| CHOo

SING A PRODUCT

Ask )/ourse” U')e czuestlon:

\A/L\at wi” my -[inrshec/
Fr—oJ'ect Le.?

¥ Go back to pages 10 to 13 of the
P,ahhina book let jf you neecl lqe/f:.

>/ou:

1
2,
Z,
4.
5.

Tlne ﬁo”owinj sujjestions mijl‘»t also ‘f\elp

Fi’mstr}F and J[ape
Cartoon loool(let

Morfef wi“w cl':arfs
Stor)/ or Poetr/ booklet
Computer program

Now wrile your producl.
MY PRODUCT:
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Planning M

PROTECT  ACTIVITIES

: >)
—
P)

[td
i
9

ASL )/our-see!—\E Hﬂe cluestion: A
\A/"lat acti-vities wi” I neeal te

cJo T,o a.clfxieve my 50&2 and

~ compfete m/. Pr—oject.?

”Ga -back to Fajes 14 to 18 of
the Flahninj l)ool([et if you need

help.

The> -FoHow'/nj word s mijlqt Lel,o )/ou;

Va5

1. Read

20 Write

. Draw

4. Make

S Visit.

. Watch

7o Intervie w

@h the ‘fo”owinj Paﬂe write down a”

ﬂ\e a.ctivities y ou will need J[q do i n

order 1o COMFlete )/our Ioroject.

10
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N[

{REMEMERQ .TL\ere 1S hotl'vinj wrong
with aSkmj for L‘»elr!

MY PROJECT ACTIVITIES

/A\H tl’\e ‘H’\ihj& 1 heec[ to do Lo achieve
h’\y ﬂoal anc/ ComF/Ete M)/ Fror:juct

:

SRR A vl il

11




NOW )/oq are rea.c!)/ To camlp/ete

the -Fo”owinj FroJ'ect Plah.‘ Get
U’»e )nForma.Ifo‘n 'rrorn t}'le Pajes,
)/ou l’iave J'ust Comla/etec(. »

 [PROJECT PLAN,

TOP‘C: (See Pa.je 7)

GOAL:? (566 page g)

PRoDUCT: (see page 9)

PROJECT ACTIVITIES: (see page 11)

12
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P‘ah-mna a

TIME LINE,

/A\slﬂ'yourselvC two queslions:
In wlﬂat orc‘er wi” I cfo U‘»e act:‘vit'les,?

B\/ what date must the Froject Le

COMF!etQCI ?

'V4Go back to page 21 of the

F,a.hhinj Lool(’ef i‘F )/ou nee4 he[F.

MY TIME LINE e

WEEK 1
Monday
Tuesday
Weclnesalaly
T hurs«:{aly
Fri Aa'\/
WEEK 2

MonJay

Tues Cja.l\/
WGCIHCSAQ)/
Thurs c’a/v

Fkicja/v
The —FoHowina Faje iﬂas more space (P you

| :need motr e t“ne to canﬂete yaur FkOJeCt'

13
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WEEK 3
Mondaly
Tu esc‘a.’y
\/\/ednesdaly
Thursday
Friday
WEEK 4
MOnda!
Thesday
\\/Ec‘nesda’y
Tl')ur-scla_/v
Friday

14




232

[

NOW 01["( )/ou jc;:

work on your Project,
|REME MBER:|

4, It’s OK. to ask for ‘we)F.
2o Kee,o oinj, YoU CAN

. DO IT.
30 Kee,o to )/our tlme !ine.

GOOD LUCK /7

Don't 1Cor3 el 1o come back
to sSee me on Faje 1 6
1Cih ished

Wlﬂeh >/OIJ L)&Vé

your ]o roje;t.

15
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[ bet you feel GREAT
now Lhat you 're all finished.
But, [ bet there were some
| PROBLEMS] you faced as

)/ou Went a/onj‘

In the space below list ahy

Frouerns you Lvac] w"xile
Comp}etinj tke Project.
O
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You must be very Proucl
of the jreaf Job )/ou’ve done.
How about Skarinj whatl )/ngve
done with some of )/our
Favorite people,

Ask )/ourse/‘f the juestiomsz

What will 1 tell them?

W)‘lom,wi” I invite ?
E—"ﬂow can | make it excitlnj.?

5

Go back to Faje 25 of the io:’arminj

lDook{et i‘F y ou heecl l’\e'P.

Sharin My Proieet
\/\/Lva'tﬂ 1 ywi” CJ';Q@@

17




YO u

, Both
Firmy and Fine”%
WanJC >/c’>u to Fjah a

SPECIAL TREAT
‘{:Ok yourse]‘)c for l’)avihcj

COMPIetec{ a foroject on your very owh,
You miﬂfnf wish fo sljare
ﬂﬁe exPeHence with vour mom

and dad or best ﬁrienc{-
Z’Ee sure to have

DESERVE it

18
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APPENDIX B
FINNY AND FINELLA

Second Revision
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ond  CH
VAR
)_earmnﬁ Actiily

EJ Fricda H AS}\WOV‘tL)

SimOn Fr*a'ser Uhiversit]
A Cl’?a”erije Eclucafl'on Activitj
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In this booklet you will
\eam to PLAN an incfefoenc/enf
ProJect,

an)/ and 1 will
)’)e)fo you with every

SJCefD of the P}ann/nj.

{Remerﬁer:z

1. Take P)enjt/v of Time.
\/\/ork at your own speeoﬂ.
2, Read carefuf//. Everyﬂfn'njz IS

{mportanf

2. work on Jusf one page af ‘a f[me.
4, Do not J’ump a%eacj. Never g0 a}'xeac[
to Hne r)exf page unf}/ you are

‘Finis%ed H’)e ohe )/0(/ are Work/'nj on.

/
50 YOU ma>/ 30 Back GHG[ re—reac{ Fajes | ///

ﬂvat you }’161\/6 a/reac// C/Ol’?@.




\Wwell
all  the

fearn

about w%dles, Fine“a.?

a):ouf Lil{e this

239 .

ln this lgoolf)ef you will
do g prJect about animals.
Finella s cJof'r)ﬁ a Fro\j‘ec{: on
Wka]es SO 51’76 will %e//o you.

How c]tcz you decide
to do your foroJeci

first T made a list of
animals  Id like to

o bears

.| whales

.| Tigers

o -Vaubbi{: S

snakes

. &

olo‘ some amma)'s ybu are ;’nferestec/ in

Lo
\ 7
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Now >/ou are ready fo U’)mk
alaouf a _tOPIC. P\eac{

| the ]tst -Carefu//y, _Fme//a -
Choose  three animals that
interest you most .

o star beside the

one  you like best .

Ol’) I see . IS “H’)[s
L’\OW You do i'lC, an/v.?

a”:Sqtors

whales X ‘—‘
sharks T —




One Way 7Cor >/ou 7&0 o/eclde on a %o/m'c
is to check out all the /O/aces you can
get m-Formaflon. |

1@ 1. Check the )ibrary for a book to read.
2, Find a person to talk to who knows
about the topic.
5 Check the TV Guide for shows on the fo ic.

| ' 4-A51< H’)e Jfﬁacz’)er alaouf 7F) VT)S or ffmsfm/os

ﬁK F!me ]” Cl‘reck "FOI’ resources ‘For
w%a 65 -
-

L A book 1 cou)cj read is ...
V4 "\/\/Lﬁa)es” b/v Marvin Black

2. A person I could talk to s
Vy The mar_who -ﬁeeds W}ﬁq es at ‘L%e ajq/uarlum

3. Tl’»eres a show on T\/ Cafec]
Save The Whales -

4, rﬂﬂeres a WCi}mSJerp about whales called. ..

| W OUF Larqesf Mamma/

Couu a/So erte_ fo 'U’?f 'GREEI\/ PEACE S‘oczsr‘:
’H\H\ey Jtvy to save the whales Trom }Uelhj -k(//ec/
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Now its )/our turn)

<>V<> | |
. - 3 ammas WCrom your

lS'lL. on F)aje ] .

A
m i star beside the one you

like best.

animal you Cl’)ose.

Egooks I- con read  about




B} | con talk £

. a\bou‘t

A T\/ Show or }O}ace I Clec/

visit to Ieam alﬁouf(

@ Wfilmstriﬂ or movie | could see
about

me ot animal)
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Now H’)at you have chosen
a topic/ FineHa and

its  time to set a _QO_Cl_l_
‘ﬁor your Pro\J ect.  What's
your 3__g_l_ Fme”a

much as |  can about

Ki”er \/\/lﬂales. :

\/\/hat’s /vour _ﬁoa
2
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What dre you 3o‘mjito

Cl’loose as a ‘Rha’ l_FroAucf

for your ProJeci, F:'Be))a?

" I don't know
Finny. I could mak e
a LooHef with in{ormaft'on,

pacfures and c{iagrams;
with

or a mode{
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X know.] [:n 3oinj ‘7/:o Vhake
an information 1Cofder wfor Feo}o/e
w%o come to see Hyak._

Fm a,SO gomj ‘to use my

camera to take fﬂ{cfures of H)/ak
JEo l’mc}uc{e 1% my #0}6/&”_

7<:>——<=-\\

S T > T 3

I wonder 1-£ H)IQL.S (l_rat'ner‘ Wou.[o( let e }’Ie/,o
ith the 'Feeo/thj ovte "P“)’.? I think Tl ask lﬁx'm.

9
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\/\/")ajf abom‘: y ou

Have >/ou Made a c‘ecls{on

yeJC about your Fr‘odu;:t ’ |

Here are some Hﬂnﬂs to
H‘)inl( abouf IDewCore you decide
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[ets help
start(nj a ist

O. K Fime//a .
Here qoes /

~ LIST___oF _PRodUCTS
1| Story  book
2.| Puppet }9]0/
3 C\a/v model
4, Calendar
| Adé more Proclucfs to the fisf |
5. |

é.

7 X

l

Pface ! sfar besicf‘e the one /ou are ﬂomj to do |
‘\’\/W'te )’OW Prac{ucf In f%e s/Dace be/ow .

\\.

M/v Froc]uct s
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Time to  PLAN aH the
Jclnmgs } need 1o E
com}o)efe my Froduct |
(r
Make a Iist
the JE%mgs you w|// need
to do  Finella
Here is Finella  PLaAN
EmauA’s PLav
1.| Read books about whales
2.,‘ Write  questions 1o ask
H[yak’s ytminer
2| Phone Hyak’s Lrainer
4. Take p|‘;{iures of Hyak
5 Make a folder.

12
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rdow rfs /our Lurn to PLAN,

| . Write a list
of t?ﬂqjs you haVe %OVCJO,
1o comp/ef‘e )/our Ior‘oJect,.

NWY ' —rﬁPrc
qu FﬁoouCT

"My Puan

Now
| you wi” need . Make a

U’Un/& 0{ a” thé’ materials
list  on the

hext Paje .

13
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Maferia)s I Wi /|

heec] '[:o make

my procl ucf
7 1 -

NOW 'Hﬂa‘t >/ou L\aVe FJar)neC{ 50

Carm[u”y . write all your

P)ans on qu hex‘é Faﬁe so
that you can  see ‘every th/'nj

that /ou are 30}47 to C/o :

QK

5 -



f
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% %‘ 23:. MY PROTECT PLAN ﬂ‘ & ¥>

Namef

Topic: (See page 5)

GOG! : _<see page 7)

Proc{ucjc : (see page 11)

_Hw'mjs 1 need to do:

,Majterials | will neec{:

15




253

How wi“ \/ou know lww )ong to

\l\/OY'k on you‘r PVDJ@CJL) }’—me”a.?

Il make a TIME LINE,
F{nny,

e e e
et

Sl’ve has Fut down eVer/thnﬁ she will do each

Here 1s wl’\a'& Fme//a% Tim‘e Lf'ne /ooks /ike',

day

FINELLAS TIME LINE

Week 1

Monc‘ay Find books and make rotes about whales

Tuesday Write gdestl'ons to ask Hyak’s trainer

\A/ealnesclay Phone Hyak’s Trainer
7

_ﬂvursJay Take pictures of /L//yak

Fricfay Make my folder and draw pictures in it

Week lZ Weekend - Ask my dad to take ‘D/cfures fo be

eve loped.

Monc{ay Pb{t im\corMah;n‘ In 11y ‘Folaler

Tuesday P“t Pl'CtWC’S in my ‘)[O’c/er

\/\/ec[nesAay Co)our the Pl'cfures I c/rew 1 Vh)/ ‘F0/C/er

Tl’tursa'ay Pjaﬂ my slfnarinﬂ acf]v:'t/v

Fr‘ialay Slqare my projecf Wl'tk the C/aSS

16
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PJOW

a

to

ité your turn

Time -Liné,

set

“p

MY TIME LINE

Name .

Week 1

Monde

Tu es& a{y

Wednesday

Tlﬂursda)/

Fric!ay

Week 2

Monday

Thesday

\/\/QCI nesclaly

Thursday

Friclaly

&

Now you are rea'o/y to f)eg{n )/our‘

Froject )

GOOD  LUCK /

17
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y4

You mean | “could invite
' my W[H'encjs and  tell them
about my ProJecf ,7 Great IDEA././

! Botl’\ you and
N l’mve worked  so  hard /earmhﬁ
| about Someﬂn}nﬂ new,xF’inequ.
\/\/hy don't you _gb_a_g_ your new
information with some -
other PeoF}e?

Wl‘ia'{: will [ fa// H‘)em?

\A/‘wom will I invite ?

HOW can 1 make s exc(ﬁfnj.?

18



PLAN to share your projecf.

256

Here are some ideas . He(p Finella E/v
acjc“nﬁ Somé more icJeés to L’)er /(Sf. Be as

('n\/enta\/e as you can.

1. m\/ mom and dad and

2 WC*"ieV\C{S to Wafc['z me Feed
H/Vak)- and qive them each an

in‘Fokma'/Zl'om )Dook’ef wt’)en

Jd'\e/'v visit  the acluawum with me.

2° *’”7' €xperiences and do a \\f‘:r

s‘ide/fape }Qresemf‘afiom for the C/a/
' \/

50 on « ’oiay 'FOY 'H’)C CIQSS.
4a my proJec‘t and  tell about it

| / Now ctﬁoose one of the a/:os/€ ideas ané/

19
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],m al| 'Fim's}?ecl ’ \/\/l’)ew./ \ |

Tl’la‘t V\)as. ‘Fuﬂ’ buf, alSo /’mr‘c/ Wor.k.

—Hvere were times when | ] wasn T
sure I,cl vkeeF up with ‘H’Je
dates on my time /t'ne .

H ow about ' )/ou ?

Did you l’)a\/c; any @_e’cial FroblefnSi r .

H /ou dicf} wh)/ don’t you list them
" Eefow S0 you and your teacher

can have a talk about f%em/
Problems | faced:

)

MON DAY

20
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BOH’W you anc{
c]eServe a meddl ) F\.ne“a,

o~

AN »Hﬂis is to Siﬁhi{/

that

Success'ruuy comp}e.fec(

Q

Self . directed Learm'nj
Pro\'\_ect
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In ﬂms book )/ou will |

| learn  how J[o do a

ro'ect a”
Pl
yOurs'eH. ﬁp

N
O K /A\re_ )/ou

V€CLC[>/

Come alonj and see.‘
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The first p)ace )/ou wi” Vi5n7f IS
1 the Zoo. so that you can meel
- your %el}oers. |

=k

J F \\4}

VAN

VANCOUVER Z 00

Entrance
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;gi. ol )

lo®

YOU %ave PFOL)CLE}A a)reac{y

?uessed -H"IG.T H’?Hy ClﬂCl Hﬂ@”d

e]ona J[o ﬂ]e %5% wtamily. Anc[ as
| you Khow thal  most 70151’1 Jive

‘schools” ﬂﬂey musl  be very

f smarl.

N
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RBefore we start

This

cng.e ve FX

£l ;

| Remember: )|

| 1. Take P}'enjfy of Time.
4 Work at y'our own speed.
&R_@_q_d_ carewtu’-ly. Everyﬂu’ncj
| IS lmPorlLanJ[.

3, Work on Just one page at o i

e -

| 4. Do not jump ahead.” Never go
ahead oJ H\Pe next page untﬁil
you are {inis%ec[ The one you
are wor‘«inﬁ on.

|2 Vou may_go L)acL_ and re read
;oaies ﬂ)at you %ave alreacfy.

one.

% Read number 4 again. /
. Now you are ready to Eegm.

e
/

like you J[o read

me

§
S

-

4



~ o c[o is To qel an
éﬁﬁ@ﬁdea —ﬁor a grojecf |
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‘ : Have you ever c[one ‘ |
a Projec:)[ b}/ your— a
SeH:, F—inny? _ |

Yes. Finella
Thats w’wy | want

fo hel
P—
?{O a PFOJGC-{:.

mirsf ﬂ»m

LeJ[,s Wa”< OJ"OHHC{ a

| bit and see 2 we

can J[’m'nl( mf some




(, | \A/l’iere can we get
ideas for a J[Olmc, |

Fine”a?

Ic{eas can come irom\

Peopfe P!aces bool(s {i)msw

Here is a ’lsji trom W}wic% you

can ﬂet ideas:
? - 1.|Mom and Dad @%\% |
| zl 7~ noa
< 7 2 Family s
9:3 i;;-* 3| Teachers .
| > 4., Peop!e _wko "»av.e mJ[er—
| ,x‘:*j> elem? J’ogs such as a
\N\&/ nurse or ﬁreman
5, Libmr)/_
g,
i == . BOOL(S, maﬁazines
| \E |
o T V. , hews ,oapers
6P i
S 84 F_l ms S

\éf 9 Rac{io Q _‘&"
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| o/ Now we are reac[)/ to
/(4 . H’)ML( a}:)out a toPic. Tl’ne Wfirsjf

1Y H’Hnj to do is fo maake a

list " of H’)(njs you wou/c{ v’ilfe

J[O lmaw more a[vout

Here is q list of ‘ .
J[%inﬂs Lhe ammals wouu
like” to know more  aboul. |

whales

5 racmg cars
. comloutors
. c{ogs

o C!OWHS

1.
2
3
4
>
6. Aocj[ors
7
8
9
0.
Lo

N A
‘}@ . l’\ow to ,o}ay cl'»ess

/';/‘f,":“ s"‘(‘\‘\! | how to al’\e a cake

ﬁl/\gﬂd\“ﬂ . how lo fout on a4 )ouﬂoet !o’ay
— 1 Lvow fo make Q calendar

—/g/fy/ l L)ow to ma‘(e a E:’rc( wceecfer
E

G ——
s
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] \//rite J[L)ree Hnm
you would like to “know
more aboul. Yours can| |
be the same as lLhose _ g

“‘te am’ma’s ‘isi[ec{ on

. page 7.
1.
2.
3.
,:P\OEEE a sJCar'EesiJe ﬂqe one
you !il(e Eest.

| @ Now Write the name of the
topic you lil(e Eest in Lhe

S}OGCQ egOW.

M}/ J[o’pic s




R

. Ccm you write a |GoalL Q

or your J[oionc 7 ,
What s GOAL , ‘ 7‘

any "’7'

Lets ask J[he }Darrot

H e mi ﬂl’]t l( Nnow. :w\\“

557

M)/ TOPIC| is cakes
but my [GOAL] is_to

‘earn ”\OW t@ maLe a Cal(e.

I also L(HOW W"lo I COUICI
CISL( ‘for L’IE'FL }(J asl( m)/ monm

and |a n her cook book
”MO)/EG I COU]C( even VISlt a

akery and ask  the Eakero

.@m to moke o cake @28

M/W 1S J[O Iearn }')OW tO maf(e

a cake.
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HOW about )/ou

IR
Fill in the spaces below
wilh your _lEoEic; aﬁc{, |

fo adk for el
HC% >J£0u cfor;}t unclerstanc/
whNna J[o . |

&W%

amal

Aty

\/]y name is

Wy topic s _

\/]), ?oa, )

10




‘ Parrst is qoing lo make 3
At AT
\earneC[. '

| \/\/")Gt PRODUCT| can you
. MGLG J[O SL?OW \A/I"Clt )/ou |

have 'earnecf abouf )/OH‘V"

topic, | 1

ere is m)/ }lst o{: PRODUCTS
: You can acM more

H
H‘u’nﬂs Lo the "fst.

U -
w7
e”

Ty,

_make a P“PFQJ[ 8. make glmghart
mal<e a moclef 3. make a PeeF box
. wrife a P‘ay 16 make a ca(enc(ar

. paint a Ficj[ure’ 11 write a poem
\ wriJ[e Q sJ[ory 12.

.| ' ma ke an imcormalfion 13,
'FOHG’Y' 14_

7 make a CQl(e (add your own ideas here)

N\ e =

Let’s ask a monkey .af the zoo
J[o &ne{f) us wiuﬂ a }ist_ |

P‘;Ce a star Besicle one  you woulcl H(& J[o Ao.

11
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2 Let’s see what we have

")ave you plarmecl? -

My coaL s to !eam about cars

My PpRropuct or someﬂ'\inj I am
3oinj J[o" make fo show wloa?f I

have learnec('is a model of a

car out O1C c’a)/

@ow its your Lurn 3

g MY NAME (5

My TOPIC 1S

%P!annec{ so tar Monl«xe)/, wme

N | |
%/Y ToPIC IS cars RN,

@O‘MY GOAL IS

M’Y PRODUCT oOF someﬂn’nj I am
Elomj Lo make to sbow wAaf I

ave iearnec{ 15

12
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2 But how can | 1\)

about cars .anx?

1.| You could
2. %u Couc{
3, Yo.u Coud
4. You couc!

Proﬂ' ra@

0k somebody

read o book x

read a maﬁazine,

watcEl a .V
or ﬁlmstrip.

wn ideas here)

- an you ﬂn’nlﬂ og oH)er F}aces
\»/I’lere you cou[cl get l’xe‘[g wi“q )/our

5 lorojecJ[ 7

| Wﬂjfe them in U;e Manl( spaces

beside 5

anc[ 6.

to look back 1o page 6

onr more iclea S,

13




What aboul you, RN

Where| can you gef he}p and

imcormation 7[0r )/our P,FOJEC({ ?

-H’\e ones .you wi“ neecf fo

L\e’,o you wilh your Frojecf.

You do not L\ave to 7(1“ in D
a” U'le spaces ’Ee[ow. Onl/v

A

v - So I an a or e/ /g;h
Goneere] 1 can ok o hlp {5

P
| ot/
A [ book or magazine | can /r_ggcj
. J —

IS ?[—;—7@
/A\ Place ] Couu : v}sﬂf IS }( Z[O;{ﬁH”

1

/A\ %!mstrilp or T\/ 5h0w I cou/c{

walch is

14
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"’”“' @K I m reach ‘J[o stqrt .

Nol so fasJ[,
. onL(e/ Where are

your PLAMS P

That’s ria\nt, monkey %as

hOll: chle a P’OI’?.

Let’s see 'wlwat a i]an ‘por

monl«ey m;glqt ook || .
Monke/s Plan  wva B

—E)Plct cars

e Wy

GOALI tO Iearn QEOUt cars

PRODUCT: moc/el 01(‘ a car

Pian: Things Twill do |Materials T will need
Read o book about cars c{a/y

Ask my brother for [f)e/{o |

Make o moedel of o car

_EME JLo make lt:

15
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/’;\\\\‘:;ﬁ . /—hwere Is Just one more ‘~Q, |
[F Hﬂ'nj 7[or' monl(e)/ fo do
EfﬂCOVe lqe can start .) - |
Whal s L kat , F i ne} ’ a P A
M}/ Fian is all innisjf;ec{,

\A/Hen are you _ﬂomg

. Lo {im’sh your Froc/uct

)

monliey.? ls it oin to
fake ' 2 dave of Y week]

or 2 weeI(S/.? | HOW [Onj
monkey 7

el me see
J/ t t a” JC/OV?G’-

can ﬂe it
" That  should  be

on m)/[ ]olan foo. \/\/J”

Q@ase Fu(; L on

16

Te
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'turn

Now

T s

vour

>/0ur

OoX

an In f%é,

‘EQIOW.

£

Prmt

2L AN

Tl"!ihﬂs IW:H C!O

Materials

I W}H neccj

I iy !
/ [j C,,})s
VISIT
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f

S ince >/ou %ave workec{ 50
L\arc[ on vyour }QroJec il would
be nice 'nf you S”)arecll';t. |
\/‘/lﬂ’) w}ﬂom coulc{ ’
(85 =

I _could share my project with:
L Mom and - dad and fam! '\/
2 Class o
3 Teac’*ner‘ |
4| Principal

| "P‘ace a star beside the one or
| Ewo with wkom you would like

to shdre yourjoroject.

18
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ow do you s%are
ﬁ@t Fl»{eHa

ere is a llst O‘F /

<% deas, monkey.

< m,jH e]

€
S

IDt;As 1Cor SHARING
a Project

Show and tell about it

/\nswer quesJﬂons about 1t

Tell about what T did
Make o ta pe record \'ncj

1
2
3 Draw P|c+ures ot things
4
5

exP\a'm'mq 'my Projecﬁ and
let Peoﬁl& listen to it

(Place your own idea <here)

‘ P)QCE’ a Stai" EESICIE ﬂve one OH
| Wl” ZO Cme GSL( )/OUV teaclﬂer

W”]EH >/ou can SHARE )/our Froject

19



NOW iJ[’S Fime to make

a?ﬁimx’ ovem“ Froject )Dfan.

P}’imt bur P}an n U)e
BOX Eelow.'

N

MY pROIECT PLAN

N AME :
TOPlCi‘

GoaL:

PRO DUCT:

pLAN: Tlfvlngs I \/\/IH Clo Mafer}a}s Iwk// meed

m/y Iprouiect:
Mow | will share my FroJect: E
How I Wl” evafuate m)/ project: )(L
; Now )ts J[ime to work on your
1 Project

Goop L uck /

. - LJ
Tume 1T will take to do =

280 -

20
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Fme”a and 1 think you
3 eSErve a mea{a s .
@Smtu/at/ons

SuccessfuNy co mp}e.fea[

Q
Self - directed Learn{nj ~
Pv‘o‘ect
) N\
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APPENDIX D

TEACHER'S GUIDE




TEACHER'S GUIDE
) TO
ACCOMPANY
FIN&Y & FINELLA

PRIMARY SELF-DIRECTED LEARNING ACTIVITY
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This program is about helping students take charge
of their learning where the most important outcome is the

student's ability to achieve success independently.

The emphasis in this program is on how to help
students make their own decisions and develop commitment
to them, and how to inspire students to their best efforts

and provide the support they need.

ii



PART I

THEORETICAL AND PRACTICAL

FRAMEWORK
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WHAT IS SELF~-DIRECTED LEARNING?

Some Views on Self-Directed Learning

..."self~directed learning" describes a process
in which individuals take the initiative, with
or without the help of others, in diagnosing’

287

their learning needs, formulating learning goals,

identifying human and material resources for
learning, choosing and implementing appropriate
learning strategies, and evaluating learning
outcomes.

Malcolm Knowles from "Self-Directed Learning”

The first concensual principle of openness is
self-direction, the focus is clearly on the
individual child, and the learner is deeply
involved in planning his own course of study.
The best learning springs from the child's own
enthusiasm and his own interests...

Another important element of self-directed
learning is self-pacing... A third part of
self-orientation is self-selection...
Self-assessment is a fourth element of self-
directed learning.

Hal Malehorn from "Open to Change"

...The only man who is educated is the man

who has learned how to learn; the man who has
learned how to adapt and change; the man who
has realized that no knowledge has been secure,
that only the process of seeking knowledge
gives basis for security...

Carl Rogers from "Freedom to Learn"

Today's world is such that you need to be a
"together" person is order to cope with life.
This means you need to be creative; you need
to be able to relate on a feeling level; you
need to know how to think critically; you need
to clarify your values. Facts alone won't do.
Content simply isn't enough.

Heintz from "Independent Learning"”

2
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WHAT IS A SELF-DIRECTED LEARNING PROGRAM?

This program is designed to teach students how to direct
their own learning by teaching them how to independently work
through a project of their own choice.

The goal of the program is to help every student to learn
a process for becoming self-directed and to conduct a challenge
project that demonstrates the attainment of a working knowledge
of the process.

The program contains the following components:

a) choosing a topic
b) setting a goal
c) selectihg appropriate and varied resources
d) choosing a product
e) planning learning activities
f) setting a time line
g) sharing the completed product
The skills needed in order to learn the processes
involved in the program are taught through cartoon characters

Finny and Finella. They teach, ask questions and guide the
student through the various processes.

- A second goal of the program is to cultivate through the
processes those attitudes necessary for successful self-
directed learning:

* independence

* confidence

* risk taking

* determination

* pride in self-direction
* realistic expectations

* drive to finish
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WHY TEACH FOR SELF-DIRECTED LEARNING?

By teaching students to become self-directed we are
teaching them a process that they can use for the rest of
their lives.

By teaching the student to be self-directed we are
cultivating those attitudes which foster independence,
confidence, risk taking, determination, pride in accomplish-
ments, realism in expectation and a drive to work towards
completion.

By developing responsibility for their own learning
students are provided with a framework for taking greater
responsibility for their everyday living and their relation-
ships with others.
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THE TEACHER'S ROLE

The role of the teacher is not to direct students to
do what he wants them to do, or the way he wants them to do
it but rather the teacher's role is that of GUIDE and SUPPORT
person. The teacher must think of the students as curriculum
developers, each developing a personal curriculum to teach
themselves to become self-directed learners. They will need
to learn how to set goals, how to plan, how to develop skills,
how to solve problems, how to extend themselves, how to attain
and manage resources, how to organize time and effort, how to
evaluate their own accomplishments and how to interact with
peers, adults, and so on. It is the responsibility of the
teacher to help students to use the skills for learning on
their own, rather than how to repeat on a test the informa-
tion they have learned. The teacher must also challenge
students to challenge themselves. Intrinsic motivation is
essential to successful self-directed learning. Without
this ingredient learning cannot become a lifelong endeavour.
Lastly, the teacher must be instrumental in involving parents
and members of the community in their learning. Children
need to be made aware that learning must not and cannot be
confined to the classroom.

The teacher teaches less of WHAT and more of HOW and
strives to make students less dependent on direction and
more capable of directing themselves.

The teacher will help students to:

1. Decide what they want to do and how they can
do 1t best. '

2. Develop an individual plan for achieving his
goal.

3. Take the responsibility for gathering the
materials and other resources and for monitoring
their own progress.

4. Evaluate their own performance in terms of
individual improvement. The goal is to evaluate
students individually according to how much they
have improved on their beginning performance.

The teacher should employ high impact instructional
techniques such as:
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Modelling - Children often exhibit behaviors

similar to those with whom they are in, frequent
contact. The teacher should consciously model those
characteristics such as respect for learning,
courage in risk taking, respect for others, enthu-
siasm, empathy, desirable social behavior, flexi-
bility of point of view, 1ngenu1ty in problem
solving, trust and sharing.

Using the novelty of first time experiences either
by presenting something or someone new, by organ-
izing field trips, using media equipment in a new
way or giving opportunities for children to plan
Or reorganize.

Relating learning to their lives. Those learning
experiences children are most likely to remember

are those which relate directly to something which
is relevant to their lives at this particular moment
in time either related to family, school or per-
sonal development.
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THE TEACHER'S TASK

The teacher's GOAL is to help all the students involved
in the program to become self-directed in order to be able
to independently complete a project of their own choice.

The teacher does this by helping each student to:

1. Choose a topic for his/her project.

2. Set achievable goals.

3. Develop planning skills for developing a

sequence of activities through which to

achieve those goals.

4. Gather and manage materials and resources
redguired.

5. Design a-challenging activity that demonstrates
his/her ability to successfully direct his own
learning.

6. Develop the attitudes, habits, and skills
needed to achieve success.

7. Demonstrate his/her accomplishment.
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CREATING A POSITIVE LEARNING ENVIRONMENT

Creating a positive effective environment is the first
step towards establishing a successful self-directed learning
program. A few of the goals for creating a positive effec-
tive environment are listed below:

a) to make the classroom a comfortable place for
students and teachers to learn and work
cooperatively

b) to make the classroom a place where students
feel free to ask gquestions and take risks
because the group is supportive

c) to help students make choices and assume greater
responsibility for their learning rather than
looking to others for guidance or direction

d) to help students recognize individual differ-
ences in a positive way

First it is important to create within the child an
awareness of self. The following are activities which help
to achieve greater awareness of self:

1. Brainstorm words which describe emotions. Then
have students complete how they feel.

e.g. I feel happy when ......... .
I feel sad when ... ivneees
I am lonely when ....... e e
I hope that ....ccvieeiienn.
2. Collage

Have students collect pictures or words of all the
things they like best. Place onto a large silhou-
ette of the person's head.

3. Portrait

Have students draw and describe themselves as they
feel they are and how they would like to be.




The
others:

1.
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Create a calendar

For a week or month have students describe what
they would like to do.:

Favorite things

Have students make a list of their favorite things
and most disliked things. Discussion why?

Letters

Have students write a letter to themselves explain-
ing something that is important to them. (This
could be confidential).

following activities create greater awareness of
Choose one person in the group. Have each person
give him/her a gift. e.g. happiness, love,

understanding, etc.

Brainstorm for topics such as happiness, popularity,
etc. Create a recipe from the list.

e.d.
Happiness Cake

love 2 cups
consideration 2 Tbs.
giving 1 Tbs.
friends 1l cup

Students name one thing they are really good at.
Other students add at least one more item for each
individual.

Sameness

Brainstorm ways in which we are all the same. Ways
in which we are different.

e.g. babies, teenagers, parents, old people,
nurses, firemen, etc.
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5. New Stories
Identify the main person. Describe how others
might be affected by the event described or re-
write the story from another point of view.
e.g. story of a criminal from his point of view.
6. Name for a Day
Become someone else for a day. Swap names with a
class member and try to understand that person's

problems, point of view, etc.

e.g. very bright student to LAC

10
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READINESS

It is generally agreed that certain skills are ,
required in order for a child to be able to undertake new
learning activities in curriculum areas such as reading,
arithmetic, etc. The child who is required to direct his
own learning must similarly possess certain readiness
skills. )

In order to assess the primary child's readiness to
undertake a self-directed learning activity an attitude
survey was designed. There are 26 responses in all. The .
responses given are yes, no, or sometimes. Responses yes
to questions 1, 5, 9, 10, 11, 12, 16, 18, 20, 25 and 26
are considered positive. Responses no to guestions 2, 3,
4, 7, 8, 13, 14, 15, 17, 19, 22, 23 and 24 are considered
positive. It should be stressed that the competent
teacher's observation of the child's readiness is a very
useful guide. Teacher observation used in conjunction with
the attitude survey should, therefore, give a fairly accu-
rate description of the child's readiness to perform
independently.

11




"FINNY & FINELLA" 297
PRIMARY SELF-DIRECTED LEARNING PROJECT
SURVEY OF ATTITUDES

NAME : BIRTHDATE:
GRADE: ‘ AGE:
TEACHER: DATE:
SCHOOL:

Write the answer that shows most clearly how you feel. (yes, no,
sometimes)

1. I like working by myself.

2. I like to share my finished work only with my
teacher.

3. I have trouble thinking of good ideas for my
project.

4. I am afraid of making mistakes in my work.

5. I feel good when I have finished a project all
by myself,

6. I like to do projects where I don't have to
write very much.

7. I like to work with a group better than by
myself.

8. I leave my work until the last minute and then
I can't get it done. ‘

9. I like getting information from many people and
places.

10. I like to share my finished work with a group.
11. I ask for help when I don't understand something.
12, It's easy for me to plan my own projects.

13. I do a poor job when I do a project.

14, 1 am afraid the teacher will say I did something
wrong.

15. I need more time to finish my projects.

12




SURVEY OF ATTITUDES Page 2 NAME :

16. I like to choose my own topic for my-project.

17. I like getting all my information from one place.

18. I like to plan my own projects.

19. I am afraid to share my finished work.

20. Doing my own projects is a lot of fun.

21. I like to do a lot of writing in a project.

22. I am afraid when the teacher tells me I have to
do a project all by myself.

23. I like it best when the teacher teaches me rather
than doing it by myself.

24. I like to do short projects only.

25. I would like to do more projects if I had
more time. -

26. My projects turn out as well as I think they

will,

13
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CONFERENCING

The student-teacher conference is an essentiagl part
of the program particularly when students become discouraged
and want to return to the security and comfort of a teacher-
directed situation. Conferences should be both planned and
spontaneous as the learning situation demands. The follow-
ing are suggestions when conferences may be most appropri-
ate and useful:

* initially conferences are an important step
in helping the student clarify his goal.

* during the planning stages conferences help
the student draw up a realistic contract
and secure commitment for its completion.

* during the action phase of the project con-
ferences offer the student a time for:
support and guidance, redirection if he
fails, sharing of his successes, help through
the "self-direction crisis".

* conferences provide a time for a discussion

of the student's learning style and the best
way to utilize his own unique way of learning.

14
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COPING WITH THE CRISIS OF SELF—DIRECTION

Children at every stage of development go through what
has been termed the self-education crisis. The term refers
to the difficult period when students make the transition
from teacher-directed to self-directed learning. In their
handbook entitled Helping Students Through the Self-Education
Crisis, Gibbons and Phillips state that the crisis which
students experience can be transformed into a turning point
for successful self-directed learning. They list the follow-
ing nine critical stages through which students proceed:

1. Decision - deciding to undertake a self-directed
learning activity.

2. Initial Ecstacy - enjoying the new freedom of move-
ment and relationships with staff and peers.
Students, therefore, tend to make decisions
which are either to easy and familiar or too
grandiose and beyond reach.

3. Shock of Recognition - students recognize the huge
task they face. They are overwhelmed by their
own responsibility.

4. Crisis - shock turns to lethargy and procrastination.
They perform at a level much lower than they
anticipated and must deal with their failure.
Some express feelings of regret, others express
hostility and blame everyone else for their
failure.

5. Realism - students accept the reality of their
failure and begin to examine the demands of the
program realistically. They develop a state
of readiness for further work.

6. Commitment - behavior and attitudes necessary for
self-directed learning emerge.

7. Achievement - problems arise and are dealt with.
They begin to evaluate their own work. Rewards
become less important than feelings of personal
worth.

8. Plateau - after a round of success students become
comfortable and tend to resist taking on new
levels of challenge.

15
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9. Mobilization - students become productive. Having
done 1t to prove they could they now work for
the rewards of competence. :

Being aware of the crisis students might exhibit during
self-directed learning stiuations the teacher can anticipate
and be ready. : :

The following are suggestions for that purpo¢se:

1l. Teach the new skills of goal setting, time manage-
ment and resource identification.

2. Establish one to one conferences to discuss learhing
style and learning tasks.

3. Inform parents and secure their commitment to support
students during the transition crisis.

4. Clarify student and teacher roles: the teacher as
guide; the student as initiator of his own learning.

5. Be ready to renegotiate learning contracts, setting
more realistic goals and deadlines.

6. Reinforce signs of success.

7. Encourage student to solve his own problems and
-take risks in order to foster personal growth.
Encourage group discussion of problems, accomplish-
ments, and challenges. Encourage peer tutoring.

8. Establish patterns for self evaluation to intensify
internal reward system.

9. Refuse to accept repetition of safe comfortable

challenge activities. Constantly raise the level
of competence required.

16
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HOW THE PROGRAM CAN BE INCORPORATED INTO THE SCHOOL
CURRICULUM.

After assessing the needs of the student as well as
the child's readiness to embark on a self-directed learning
project, the teacher may wish to use the program:

a) as a classroom activity conducted as part of
a regular class by an individual teacher

or

b) . as an independent activity undertaken by
the student in his own time at school or
at home. :

or

c) as an independent study project in a specific
curriculum area. e.g. Social Studies,
Science, Language Arts, etc.

* The process skills taught in the set of materials are
applicable to any and all areas of the curriculum or
student interest. The emphasis is always on teaching
the child a process which will help him to become a
successful lifelong learner.

17
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- PART II

HELPING STUDENTS BECOME SELF~-DIRECTED
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HELPING STUDENTS BECOME SELF-DIRECTED

In order for students to be able to become self-directed
it is necessary for them to learn how to develop a plan of
action. In this program they will be asked to: choose a
topic, choose a product which will indicate what they have
learned, choose appropriate resources, plan learning activi-
ties and strategies for completing a product, ascertaining
problems they might encounter while working on the project,
and estimating how much time is needed to complete the project.

The following activities are suggestions to help prepare
the child to develop a simple overall plan:

1. As a group choose a simple project.

e.g. making a puppet; baking a cake; painting
‘ a picture

2. Begin by asking the child to write a simple
step-by-step plan for making the project.

e.g. a snowman

Directions for making a
Snowman

3. Then ask the child to list all the possible
problems he might encounter. .

Problems I Might Have

4. List how the problem might be solved.
Note: If there are no possible solutions to the
problems then the project may not be
appropriate.

e.g. making a snowman outside in the
summer

19
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5. Have the children estimate approximately how
much time the project will take. Have them
write their estimates on their plan. Later
have them check how long it actually took with
their estimates.

A. Helping Students Choose a Topic
Topics are most often chosen from the following
two sources:

a) curriculum
b) student interest

a) Choosing a curriculum based topic:

i) Having chosen a general area of study the
student/s brain storm all the possible ideas
concerning the topic. Either lists or webs
can be used.

e.qg. Insects
useful
harmful

Insects parts of

species

; size
species

CL_) colour

ii) Have the student further break down two of
the topics which interest them most from the
above list.

e.qg. Harmful

?
to whom?
( insects)~{harmful @ names of

in what way?

Now if the student chooses to do a project on harmful
insects, he has the beginning of a series of gquestions he
will consider under the topic.

20
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b) Choosing an interest topic:

i) Begin by having the child do an interest
inventory. ' '

Things I do best

Things I like to do most

Things I would like to do most

ii) Have the child prioritize the items in his
lists. Have him create a web for the three

items with a number 1 beside them.

e.qg. l. play baseball

1. ride on my dad's motorbike
1. own a horse

m
(origin)

grooming

After consultation with the teacher the child

is probably ready to choose the topic with the
greatest possibilities for expansion.

gas
consumption

21
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b) 1ii) Ask the child at this point to break down the
topic of his choice once more. This will give
him a group of sub-headings to work with.

horses

iv) Have the student check that there are sufficient
resources to complete the project.

(cost )

grooming

22
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Helping Students Set a Goal

Learning how to develop goals.

Divide the class into small groups. Have them go through
the following process:

Use the topic of an on-going class project or a project
which the class is beginning.

a) List all the things we want to accomplish in the
project.
b) Discuss the list with your group.

Place a check beside the most important things on
the list.

Place the checked statements in their order of
importance.

These are the goals you wish to reach or the things
you wish to accomplish.

Topic:

Things we want to accomplish:

Place beside each the number
in order of importance.

c) Now make a statement that gives an overall picture
of the most important thing that all of your
objectives put together wish to accomplish.

23
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C. Helping Students Develop a Plan of Action

a) Begin by giving the children a simple tOplC.
e.g. How to make a snowman.

b) Together develop a simple plan of action.

Plan of Action

Topic:

Goal:

Steps I will take to make a snowman:
1. '

2
3. -
4
5

Problems I might encounter:

How I might be able to solve the problems:

Time it will take to make the snowman:

c) Together discuss the problems and solutions. If
solutions cannot be found to solve the problems the
project might have to be abandoned.

d) Together estimate about how much time it would take
to make the snowman.

24
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Helping Students Locate Appropriate Resources

Step I Immediate Resources

Begin close at hand, e.g. school in terms
of staff, students, library, District
Central office, parents, etc.

Step 1II Community Resources

List locally available resources. Be sure,
to tap into these resources. e.g. game
farm, doctors, firemen, equestrian centre,
shops, artists, writers, etc.

Step III Distant or Difficult to Obtain Resources

Determine their value in terms of the
project. 1If necessary continue to pursue
them. e.g. writing for information - will
the information return soon enough to be
useful?

Step IV Using the resources to collect and organize
information:

a) List all the available resources

e.g.
V shows
stories
pictures bOOkS{:\.poems
encyclopedia
experts films magazines
newspaper

b) List under each heading what resource is
available.

e.g. Books on bears Films on bears

25
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c) Examine the resources.
Select the most appropriate '‘materials
for the topic chosen. Under the topic
list only those resources which have
the information specifically needed.

Topic: Kinds of bears

Resources:

books

films

& filmstrips

newspaper
articles

experts to
interview

T. V. shows

Magazines

d) Prepare rough notes in the form of reports,
models, charts, etc. to be used for your
final product.

Note: Depending on the topic -and the product the child has

chosen, research may be restricted to one or two
resources. e.g. Learning to make a cake.

26
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Helping Students Estimate Time

Ask the child if he can tell you how long it takes
him to get dressed and ready for school in the morning.
Have him place a circle in the center of the page.:
Write in the circle the task "Getting ready for school".
Place around the circle all the things you do to get
ready in the morning. Now place an estimated time
beside each.

put on
clothes

eat breakfast time

time

Getting
ready for
school

brush teeth i

time

time
Total time [::::::]
[ 1

Estimated time

Now ask the child what time he gets up in the morning

and what time he leaves for school. The time he approxi-
mated should be very close to the actual time it takes
him to get ready.

Play this game until children feel comfortable with
estimating time.

Use this same plan for the topic which the child has
chosen and webbed. Beside each heading and sub~heading
have him place an estimated time.

parts of ants 2 days

what they eat 1 day
how ants
build their
homes 2 days
Total time 6 days

27
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F. Helping Students Share Their Finished Products

a) Have the students brainstorm possible ways of
presenting their projects. Use a web to maximize
the use of new ideas.

(models™) ——
Radio or @
T.V. shows

-dramatization

set up an
experimeént

slides and
record an
interview over-heads

arrange for
a guest

speaker

b) Decide who will be present when the project is
shared. Some students may wish to share only with
the teacher or only with parents.

28
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G. Helping Students Evaluate Their Products

Teacher evaluation of the project should be kept
very general. Since it is a self-directed project
where the student sets his own goals the emphasis
should be on self evaluation.

Teacher evaluation should include only the following:

effort
originality
organization

Self~evaluation: Discuss with the student the follow-
ing questions:

Did I realize my goal? If not, why?

What I liked best about my project?

How can I improve my project?

TEACHER EXPECTATION vs. CHILDREN'S EXPECTATIONS

When dealing with children of any age it is important
to be realistic in ones expectations of their achievements.
For example a self-directed project completed by a 6-year
0ld will be very different from the product created by a 10-
year old. It is important to remember that the amount of
writing which the younger child becomes engaged in during
the course of a project is negligible. He is more comfort-
able making or doing. The emphasis, therefore, should not
be on preconceived notions of productiveness but rather
on the amount of SELF-directedness exhibited by the child.
The evaluation must always be measured against the child's
ability, maturity and degree of self-directedness.

29
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MINI-PROJECTS FOR THE

SELF~DIRECTED LEARNER
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- MINI SELF-DIRECTED LEARNING PROJECTS

It is essential that students experience success early
in their endeavours to become self-directed. One<hour
projects are a good way to start after children have been
taught all the skills in this section. '

Brainstorm and list numerous one-hour
challenges.

Explain the mini-contract format.

Create a rating or system for evaluating
the completed projects - e.g. excellent,
good, fair, blah!

Give each student a contract and encburage
him.to proceed.

Negotiate the contract.

Evaluate the project upon completion.

elf-directed learning project contract:

ONE HOUR MINI-CONTRACT

Date:

Name :

GOAL: (taken from the list or developed by

the student)

PLAN: (how the student plans to accomplish

the goal)

RESULTS: (how well the plan worked)

SIGNATURES:

(Student)

(Teacher)

31
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List of suggested One Hour Self-Directed Projects

Develop a plan in order to:
1. make someone smile

2. make your teacher, mom, dad or
sister feel good

3. 1interview someone who knows or
does something interesting

4, use free time constructively
5. make a present
6. 1invent or create something new
After the children have successfully completed several

one-hour self-directed projects, move on to one-week projects,
etc.

* Be sure to go through all the steps when
completing the mini projects. Don't forget
negotiation, student-teacher conferences,
demonstration and evaluation.

32




APPENDIX E
SAMPLES OF EVALUATION MATERIALS

USED FOR THE STUDY

Sentence Completion
Survey of Attitudes
Interview

Checklist

Task Evaluation

Teacher Response Sheet
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INSTRUCTIONS FOR’TEST ADMINISTRATION

Every effort should be made to put the children at ease
during the testing situation.

Tests should NOT be timed. Children should be given
all the time they require to answer the questions.

This is NOT a reading test. Terms and words not under-
stood by the children may be explained in such a way that
the student is not "led"” into giving a particular answer.

Children should feel free to leave out any question they
do not understand.

This is NOT a test with RIGHT or WRONG answers. It is
imperative that children understand this.
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PRIMARY SELF~DIRECTED LEARNING PROJECT
SENTENCE ' COMPLETION

NAME : BIRTHDATE:
GRADE: AGE:
TEACHER: ‘ DATE :
SCHOOL:

1. When I am asked to do a project completely by myself I feel

2. The first thing I do when I begin a project is

3. The way I choose what to do my project about is

4. Some places I can go to .get what I need to do my project are:

5. I can show what I have learned while doing my project by

6. Steps I would take in order to learn how to bake a cake would be

7. If I had only 2 hours to finish my project I could make sure I finished

it on time if

8. The way I can share my finished product is

9. The way I can tell how well I've done in my project is
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"FINNY & FINELLA"
PRIMARY SELF-DIRECTED LEARNING PROJECT

SURVEY OF ATTITUDES

NAME : ' BIRTHDATE :
GRADE:  AGE:
TEACHER: DATE:
SCHOOL:

Write the answer that shows most clearly how you feel.
(yes, no, sometimes)

1. T like working by myself.

2., I like to share my finished work only with
my teacher.

3. 1 have trouble thinking of good ideas for
my project.

4. T am afraid of making mistakes in my work.

5. 1 feel good when I have finished a project
all my myself.

6. I like to do projects where I don't have to
write very much.

7. I like to work with a group better than by
myself.

8. I leave my work until the last minute and
then I can't get it done.

9. I like getting information from many people
and places.

10. I like to share my finished work with a group.

11. I ask for help when I don't understand
something.

12. It's easy for me to plan my own projects.
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SURVEY OF ATTITUDES Page 2 NAME:

13. I do a poor job when I do a project.

14, I am afraid the teacher will say I did some-
thing wrong.

15. I need more time to finish my projects.

16. I like to choose my own topic for my project.

17. I like getting all my information from one
place.

18. I like to plan my own projects.

19. I am afraid to share my finished work.

20. Doing my own projects is a lot of fun.

21. I like to do a lot of writing in a project.

22. 1 am afraid when the teacher tells me I
have to do a project all by myself.

23. I like it best when the teacher teaches
me rather than doing it by myself.

24. 1 like to do short projects only.

25. I would like to do more projects if I ha
more time. '

26. My projects turn out as well as I think

they will,
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PRIMARY SELF-DIRECTED LEARNING PROJECT
- INTERVIEW
NAME: , DATE: )

1. What did you like best about working with Finny & Finella?

2. What part was difficult for you? Why?

3. Were you happy with your product? Why or why not?

4. Did you have enough time to finish your project? If no, why not?

5. With whom did you share your product?

6. Did you enjoy sharing your project? Why or why not?

7. Would you like to do another project using Finny & Finella as your guides?
Why? 4

* The responses should be as specific as possible.

Get the child to give a specific example wherever possible.
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PRIMARY SELF-DIRECTED LEARNING PROJECT

INSTRUCTIONS FOR RECORDING OBSERVATIONS ON THE
STUDENT CHECKLIST FOR THE PRIMARY "FINNY & FINELLA"
SELF~DIRECTED LEARNING PROGRAM

The following elements of self-directed learning are being introduced

and taught in the "Finny & Finella" program.

In the materials the students are taught to:

. generate an idea

develop a plan of action in order to reach a goal
use a variety of resources

challenge himself

anticipate and solve problems

. be self-motivating

to set up and keep to a timetable

. evaluate his success

W o N oy W -

demonstrate success

The components of the check list should be interpreted as follows:

Absorbed: . The student is actively involved in some aspect of the
"Finny & Finella" program.

Not Absorbed: Child is distracted or not engaged in any particular
activity or a non-related. activity.

Activity: What activity is the child involved in? If the child

is involved in one of the self-directed learning activi-
ties listed above, then reference to the number is
sufficient. However, the child may be involved in
other activities such as: doodling, staring into space,
talking to a neighbour, playing with his pencil, eraser,
etc, Whatever the activity it should be recorded.

e.g. constructive activity.
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Successful:

Difficulty:

In your judgment is the student successfully involved
in some aspect of "Finny & Finella"?
Identify the difficulty. Make specific reference to

"Finny & Finella" wherever possible,

Observation & Comment: Comment on the cause or the success of the difficulty.

~Seeking help:

What is needed?

Final comment:

"Is the student seeking help because he needs it or is he
behaving in a dependent manner by seeking help continu-
ously? .

Comments here should answer the concerns for what is
needed to correct the student's difficulty or to maximize
success for the student. ' .
Which of the following (if any) characteristics exhibited
by a self-directed learner did the student exhibit when
he was observed? V

1) independence - he is able to proceed without aid

2) confidence

3) risk taking

4) determination

5) pride in self-direction

6) realistic (about expectations for himself)

7) - drive to succeed or to finish a task

*% Observations recorded at least once per period during the time the

student is working on the "Finny & Finella" program.
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PRIMARY SELF-DIRECTED LEARNING PROJECT
STUDENT CHECKLIST
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PRIMARY SELF-DIRECTED LEARNING PROJECT
TASK FOR EVALUATING SELF-DIRECTED LEARNING

The "Task" is to be assigned to the child upon completién of "Finny &
Finella'", a Primary Self-Directed Learning Project. Time allotted for
completion of the task is 2 hours. The task may be completed and turmed in

any time prior to the 2-hour time allotment.

1. Instructions to the child:

On the two days preceding the "task" the group is reminded once
each day that on (the third day) they will be asked to complete

a project during the space of 2 hours.
The following instructions should be given:
"On Thursday you will be asked to complete a
project completely on your own. You will be
given two hours in which to complete the
project."

2. Interview (pre):

Each child is interviewed at the time scheduled for him to begin
his project. He is asked the following questions which are recorded by

the interviewer:
a) How do you feel about having two hours to do a project?
b) What is your project about?
c) What do you intend to achieve?
d) How are you going to go about it?

e) What do you expect to produce?

3. Observation:

Observation of purposeful activity. Observation should be at regular
intervals, at least 3 times during the 2 hours allotted for completion of

the task. See Observation Sheet.
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TASK FOR EVALUATING....... Page 2

4. Judging Success of student completion in the time set for the "task".

Here one is looking for the degree and quality of completion.

This will be based on group comparison.

a) Did the student complete the project?
If not, how much of the project did he complete?
i) less than half
ii) about half
iii) more than half

iv) almost all

b) Within the terms of what the student set out to do and from
what you know of the student and given the kind of task he
chose, what was the quality of the outcome?

i) below standard for this student
ii) average for this student

iii) better than expected for this student

5. Interview (Post):

At the time the student has completed his project (this might be
before the allotted time is up) the student is asked to respond to the

following:
a) Did you do the product you set out to do?
b) Did you finish what you expected to finish?
¢) How do you feel about being involved in the task?
d) How satisfied are you with what you did accomplish?

e) What would you do differently if you could do it again?
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PRIMARY SELF~DIRECTED LEARNING PROJECT
TASK EVALUATION

329

NAME: BIRTHDATE:
GRADE: -~ AGE:
TEACHER: DATE:
SCHOOL:

PRE-TASK INTERVIEW

a)

b)

c)

d)

e)

How do you feel about having two hours to do a project?

What is your project about?

What do you intend to achieve?

How are you going to go about it?

What do you expect to produce?

JUDGING SUCCESS OF STUDENT COMPLETION

a)

Did the student complete the project?

If not, how much of the project did he complete?

i) less than half

ii) about half

11i) more than half

iv) almost all
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TASK EVALUATION Page 2

JUDGING SUCCESS OF STUDENT COMPLETION (Continued)

b) Within the terms of what the student set out to do and from what you
know of the student and given the kind of task he chose, what was the

quality of the outcome?

i) below standard for this student
ii) average for this student

iii) better than expected for this student

POST INTERVIEW

a) Did you do the product you set out to do?

b) Did you finish what you expected to finish?

¢) How do you feel about being involved in the task?

d) How satisfied are you with what you did accomplish?

e) What would you do differently if you could do it again?
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PRIMARY SELF-DIRECTED LEARNING PROJECT
TEACHER RESPONSE SHEET

1. How effective was this program in leading your students to self-direction

on a scale of 1 - 10? 1 = inadequate 10 = excellent

Comment:

2. What specific activities seemed most helpful in teaching students the skills

of self-direction?

3. What specific aspects of "Finny & Finella' program gave the students

difficulties?

4, What would you recommend to improve the "Finny & Finella" program?
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