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Introduction to Educational
Psychology

Effective teachers use research findings and research-based theories to
make decisions about instructional strategies, classroom management, and
assessment practices.

Effective teachers continually work to enhance their professional knowledge
and skills.

Learners read, study, and learn more efficiently when they plan appropriately
and use effective strategies.




CASE STUDY: THE “NO D” POLICY

Smitn is a ninth-grade English teacher with 10 years of teaching experience,

P Sy =l accounts she's an excellent teacher. Even so, in previous years many of

= siucents haven't invested much time or energy in their writing assignments and

ma'y haven't been bothered by the Cs and Ds they've earned in her classes.

=ort to more fully engage this year's students in their schoolwork, Ms. Smith

s the school year by initiating two new policies. First, to pass her course,

ments must earn at least a C; she won't give anyone a final grade of D. Second,

s=nts will have multiple opportunities to revise and resubmit assignments.

' gve whatever feedback students need on the assignments—and, if

=i=ssary, one-on-one instruction—to help them improve their work. She solicits

lo=nts’ questions and concerns about the new policies, gains their agreement

= "=y something new,” and engages them in a discussion of specific, concrete

wmracteristics of A-quality, B-quality, and C-quality work. Then, as the school year

sar=sses, she regularly administers brief surveys to get students’ feedback about

mnovations, asking such questions as “How is the ‘no D' policy working for

<" "Do you think your grade is an accurate reflection of your learning?” and

- suggestions?”

Students’ responses on the surveys are overwhelmingly positive. Students

=ntion noticeable improvements in the quality of their writing and increasingly

oot that they believe themselves to be in control of both their learing and their

wr=ces. Furthermore, they begin to see their teacher in a new light—"as one who

Wl help them achieve their best work, not as one who just gives out grades...asa
=ch encouraging them along the long race of learning.” Final course grades also

s=frm the value of the new policies: A much higher percentage of students earn

zces of C or better than has been true in past years.!

Mm“lm"rmmt-nv-lmm '

=Fective teachers don't simply transmit new information and skills to
students; they also work hard to help students master the information and
=& s. In the case study just presented, what strategies does Ms. Smith use to
Soster her students’ writing development?

“ung other people—especially teaching the generation that will follow you into che adult
be one of the most rewarding professions on the planet. It can also be a very chal-
=g profession. Certainly effective teaching involves presenting a topic or skill in such a
har students can understand and master it. Yet it involves many other things as well. For
ce=, reachers must motivate scudents to want to learn the subject matter, must help stu-
fmrs recognize what true mastery involves, and—to appropriately individualize instruction—
assess where each student currently is in his or her learning and development. And, in
=m=czl effective teachers create an environment in which scudents believe that if they work
znd have reasonable support, they can achieve at high levels. In the opening case study,
Smith does all of these things.

How children and adolescents think and learn, what knowledge and skills they have and
== © mastered, where they are in their developmental journeys, what their interests and

oo research project described in A, K. Smith, 2009.
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FIGURE 1.1 A learner-

centered model of
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priorities are—all of these factors influence the effectiveness of various classroom strategis
Thus, the decisions feachers make in the classroom—decisions about what topics and skills
teach (planning), how to teach those topics and skills (nstruction), how to keep students on tz
and supportive of one another’s learning efforts (creating an effective classroom envivonment), 2
how best to determine what students have learned (assessment)—must ultimately depend on st
dents’ existing characteristics and behaviors.

Of course, as we saw from Anne Smith in the opening case study, teachers’ classroom stras
gies also change what students know, think, and can do. Thus, the relationship between stude
characteristics and behaviors, on the one hand, and teacher strategies, on the other, is a two-w
street. Furthermore, as you'll discover in later chapters, planning, instruction, the classroom ens
ronment, and assessment practices influence cne another, as depicted in Figure 1.1. Notice he
student characteristics and behaviors are at the center of the figure, because these must drive 2
most everything that teachers do in the classroom. Such an approach to teaching is sometim
known as learner-centered instruction.?

The purpose of this book is to help you understand children and adolescents—how che
learn and develop, how they're likely to be similar to but also different from one another, whs
activities and assignments are apt to engage them in the classroom, and so on. It will also give ye
a toolbox of strategies for planning and carrying out instruction, creating an environment th
keeps students motivated and on task, and assessing students’ progress and achievement. Suc
topics are the domain of educational psychelogy, which is an academic discipline that (a) systers
atically studies the nature of human learning, development, motivation, and related ropics and (&
applies its research findings to the identification and development of effective instructional prac
tices. We begin by exploring how teachers can use different types of research findings to mak
instructional decisions.

1.1 USING RESEARCH FINDINGS TO MAKE
INSTRUCTIONAL DECISIONS

Big Idea 1.1 Effective teachers use research findings and research-based
theories to make decisions about instructional strategies, classroom
management, and assessment practices.

Teachers make instructional decisions based on their prior experiences, advice from others, knowl
edge and skills they learned in their formal schooling, and so on. Although many of these source
of information are potentially useful to teachers’ instructional decisions, effective reachers rely os
research findings and research-based theories o inform their practices. In rhe principles that follow |
we discuss why teachers need to understand research, we examine the different types of research con-
ducted by educational psychologists, and we explain how this research can be synthesized and orga-
nized to be helpful to teachers.

The effectiveness of various classroom practices can best be
determined through systematic research.

You yourself have been a student for many years now, and you've undoubtedly learned a grear deal
about how individuals learn and develop and about how teachers can foster their learning and
development. But exactly how much o you know? To help you find out, one of us auchors has
developed a short pretest titled Ormrod’s Own Psychological Survey (QOPS).

*For good general discussions of learner-centered instructional practices, see McCombs, 2003; National Research

Council, 2000. You may also want to look at the American Psychological Association’s (APA's) 14 Learner-Centered
Psychological Principles on the APA website at www.apa.org; type “learner-centered principles” in the search box on
APA’s home page.




SEE FOR YOURSELF

1.1 Using Research Findings to Make Instructional Decisions

ORMROD'S OWN PSYCHOLOGICAL SURVEY (QOPS)

=—er each of the following statements is true or false.

_ T Some children are predominantly left-brain thinkers, whereas others are predominantly right-
or=in thinkers.

_ = Tr= best way to learn and remember a new fact is to repeat it over and over.

_ & Stucents often misjudge how much they know about a topic.

- & Anxiety sometimes helps students learn and perform more successfully in the classroom.
= mstruction is most effective when it is tailored to students’ individual learning styles.

_ & CTridren’s personalities are largely the result of their home environments.

7 T=ying video games can enhance children’s cognitive development.

_ £ The ways in which teachers assess students’ learning influence what and how students actually
fe=m.

Now let’s see how well you did on the OOPS. The answers, along with an explanation for
are as follows:

= Some children are predominantly left-brain thinkers, whereas others are pre-

v right-brain thinkers. FALSE— With the development of new medical technolo-
s=c=nt years, researchers have learned a grear deal about how the human brain works and
pasts of it specialize in which aspects of human thinking. As we’ll discover in Chapter 2,
Szlves, or hemispheres, of the brain do seem to have somewhart different specialties, but chey
=7 communicate and collaborate in tackling even the simplest of daily tasks. Practically
there’s no such thing as left-brain or right-brain thinking.?

= The best way to learn and remember a new fact is to repeat it over and over.
: though repeating new information several times is better than doing nothing art all
#. s=petition of specific facts is a relatively ineffective way to learn. Students learn new infor-
more easily and remember it longer when they connect it with things they already know.
specially effective strategy is elaboration: using prior knowledge to expand or embellish

idea in some way, perhaps by drawing inferences from a historical fact, identifying new
=s of a scientific concept, or thinking of situations in which a mathematical procedure
5= helpful. Chaprer 2 describes several cognitive processes that help students learn and
=== school subject matter effectively.

- 3 Smdents often misjudge how much they know about a topic. TRUE—Contrary
mpac opinion, students are usually zof the best judges of what they do and don’t know. For
many students think that if they've spent a long time studying a textbook chapter, they
# &mow its contents very well. Yet if they've spent most of their study time inefficiently—
5y “reading” while thinking about something else altogether or by mindlessly copying
ssons—they may know far less than they think they do. We'll consider this i//usion of know-
f=fer in Chapter 3.

< Anxiety sometimes helps students learn and perform more successfully in the
sm. TRUE—Many people think that anxiety is always a bad thing. In fact, a little bit of
= c=n actually improve learning and performance, especially when students perceive a task
samething they can accomplish with reasonable effort. For instance, a small, manageable
of anxiety can spur students to complete their work carefully and to scudy for tests. We'll
the effects of anxiety and other emotions in Chapter 5.

3. Instruction is most effective when it is tailored to students’ individual learning
fe=. FATSE—Contrary to a popular belief, most measures of supposed “learning styles” merely
leer scudents’ self-reported preferences, and tailoring instruction to such preferences doesn’t

Alexander, & Tse, 2016.
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noticeably enhance students’ learning or academic achievement.” It is far more important that
teachers base their instructional practices on knowledge of the cognitive processes that underlie
how vircually @// students think and learn. We'll learn more abour students’ preferences and wgni-

tive styles in Chapter 6.

6. Children’s personalities are largely the result of their home environments.
FALSE—Certainly children’s home environments shape their behaviors to some extent. But
heredity also has a significant impact. From birth, infants are noticeably different in the extent
to which they’re calm or fussy, shy or outgoing, fearful or adventurous, and so on. As we'll see in
Chapter 7, such differences in femperament appear to have their roots in biclogy and genetics, and
they persist throughout the childhood years and into adulthood.

7. Playing video games can enhance children’s cognitive development. TRUE or,
more accurately, SOMETIMES TRUE—A great deal of time spent playing video games instead of
reading, doing homework, and engaging in other school-related activities can definitely interfere
with children's long-term academic success. But some video games can be powerful tools for pro-
moting important cognitive abilities, such as spatial abilities and the flexible use of attention.’
And educational technologists have increasingly been designing highly motivating video games
that simulate real-world problems and foster complex problem-solving skills.’ In upcoming chap-
ters (especially Chapter 4 and Chapter 8), we'll examine many ways in which computer technolo-
gies can support students’ learning and cognitive development.

8. The ways in which teachers assess students’ learning influence what and how
students actually learn, TRUE—What and how students learn depend, in part, on how they
expect their learning to be assessed. For example, in the opening case study, Anne Smith’s “No D"
and multiple-submission policies encourage students to seek feedback about their work, benefit
from their mistakes, and enhance their writing skills. In Chapter 10 we'll look more closely at the
potential effects of classroom assessment practices on students’ learning.

How many of the OOPS items did you answer correctly? Did some of the false items seem
convincing enough that you marked them true? Did some of the true irems contradict cerrain
beliefs you had? If either of these was the case, you're hardly alone. College students often agree
with statements that seem obvious but are, in fact, partially or completely incorrect.” Furthermore,
many students in teacher education classes reject research findings when those findings appear to
contradict their personal beliefs and experiences.’

It's easy to be persuaded by “common sense” and assume that what seems logical must be true.
Yet common sense and logic don’t always give us the real scoop about how people actually learn and
develop, nor do they always give us appropriate guidance about how best to help students succeed in
the classroom. Educational psychologists believe that knowledge about teaching and learning should
come from a more objective source of information—that is, from systematic research. Increasingly,
educators and policy makers alike are calling for evidence-based practices—the use of instructional
methods and other classroom strategies that reseatch has consistently shown to bring about signifi-
cant gains in students’ development and academic achievement.”

Educational psychologists focus on the scientific study of psycho-
logical principles that are relevant to education.

Integrating evidence-based practices into your teaching takes time and pracrice, of course. But it also
takes knowledge of topics within the discipline of educational psychology, including knowledge of
human learning and motivation, developmental trends, individual and group differences, classroom
assessment and standardized testing, and effective classroom practices. Educational psychologists

iKirschner & van Merriénboer, 2013; Kozhevnikov, Evans, & Kosslyn, 2014; Kriitzig & Arbuthnott, 2006; Mayer
& Massa, 2003,

5 Green, 2014; Rothbart, 2011; Tobias & Fletcher, 2011.

§Blumberg, 2014; Squire, 2011.

"Gage, 1991; L. 5. Goldstein & Lake, 2000; Woolfolk Hoy, Davis, & Pape, 2006.

# Gregoire, 2003; Holt-Reynolds, 1992; T. M. McDevitt & Ormrod, 2008; Patrick & Pintrich, 2001.

9 Cook, Smith, & Tankersley, 2012. For example, see Darling-Hammond & Bransford, 2003; Waterhouse, 2006.

i the §

wiach o




1.1 Using Research Findings to Make Instructional Decisions

7

=== knowledge by solving problems in the field of education through the use of ST S .
zenrifi thods.'® Topics in educational psychology are also studied by re- FIGURE 1.2 Educational psychology
scentific methods pics psy gy are also s ¥ H ..
= = closely related disciplines, such as education, instructional design and tech- m.form.s and is informed by other
l==rming science, cognitive science, and other overlapping areas of psychology disciplines.
woral, cognitive, developmental, social, and school psychology). In addition, 4
=== cognitive psychologists, and researchers from other disciplines are working Education
e oo discover how the brain influences people’s behavior and learning and, con-
20w people’s behavior and learning experiences can influence brain development. Instructional Design
w v expanding field, known as cognirive nenroscience, is making many noteworthy & Technology
ons to our understanding of human learning. As Figure 1.2 shows, educational
informs and is informed by many different disciplines. Learning Science
Dme way that individuals contribute to the field of educational psychology is to Educational | |
. ! : " . Psychology
woeir research findings in academic journals and books. Many educational psy- Cognitive Science
wesss zlso belong to regional, national, and international organizations to share
meseecch and discuss ideas with others (see Figure 1.3 for examples). We authors
sesioec much of this research in developing the Big Ideas presented in chis book. PRiRRIoqy
W 5ea educational psychologists write about and present their research, they iden- Coanive
sermicular research articles, books, conference presentations, and other sources on Netltoseience
“ =nev base their claims. Most educational psychology publications and conferences Y
= morhors to follow APA style, guidelines prescribed by the American Psychological

seeon for identifying sources and preparing references.!! In APA style, a source is

sr=senting the author(s) and date of publication in the body of the text. For example, this
Zom a prior paragraph would be cited as follows in APA style: College students often agree
=ments that seem obvious but are, in fact, partially or completely incorrect (Gage, 1991;
== & Lake, 2000; Woolfolk Hoy, Davis, & Pape, 2006). In this book, we've intentionally
Zom APA style by presenting the references in footnotes. We hope this style will help you
he ideas instead of on the names and dates provided in the references. But when you find
“ == book’s ideas especially interesting, exciting, ot surptising, we urge you to read the foot-
=s firsthand by finding the detailed citations in the book’s References list.

"= 1.2 Examples of organizations that represent educational
DO y

- = agir s e A Ve
FETCE Educational Research Association (AERA) http://aera.net/ ‘
mescan Psychological Association (APA) ' http://www.apa.org/ |
i=tion for Psychological Science (APS) ~ hitp//www.psychologicalscience.org/
=sonal Society of the Leaming Solences (SLS) _https/www.isls.org/

arch can provide quantitative information, qualitative infor-
on, or both.

<==cch studies involve quantitative research: They yield numbers that reflect percentages,
=< or averages related to certain characteristics or phenomena. For example, a quantitative
-0t provide information about students’ scores on achievement tests, students’ responses to
=== questionnaires, or school district records of students’ attendance and dropour rates.
Oener studies involve qualitative research: They yield nonnumeric data—perhaps in the
werbal reports, written documents, pictures, or maps—that caprure many aspects of a
= wruation. For example, a qualitative study might involve lengthy interviews in which
s describe their hopes for the future, a detailed case study of interpersonal relationships
= =ghe-knit clique of adolescent girls, or in-depth observations of several teachers who cte-
v different psychological atmospheres in their classtooms,

mw. Gezham, & Urdan, 2012; Reynolds & Miller, 2013,
mformation on APA style, see its Publication Manual (APA, 2010) or visit www.apastyle.org
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General
Nature and
Purposes

Limitations

Examples of
Questions
That Might Be
Addressed

QUALITATIVE RESEARCH

Descriptive Studies

Portray the complex,
multifaceted nature of human
behavior, especially in real-
world social settings

Don't enable either
predictions or conclusions
about cause-and-effect
relationships

What things do high-achieving
students say they do "in their
heads" when they read and
study their textbooks?

What distinct qualities
characterize high schools in
which members of various
adolescent gangs interact
congenially and respectfully?
In what ways do teachers’
instructional practices change
when their jobs and salaries
depend on their students’
scores on statewide or
national achievement tests?

Descriptive Studies

Capture the current
state of affairs regarding
a real-world issue or
problem

Don't enable either

(1) predictions about
one variable based

on another variable

or (2) conclusions
about cause-and-effect
relationships

How pervasive are
gender stereotypes

in popular children's
literature?

What kinds of
aggressive behaviors
occur in schools, and
with what frequencies?
How well have students
performed on a recent
national achievement
test?

Correlational Studies

Identify associations among
characteristics, behaviors,
and/or environmental
conditions

Enable predictions about
one variable, given
knowledge of the degree
or guantity of another
variable

Provide an alternative
when experimental
manipulations are unethical
or impossible

Enable only imprecise
predictions, with many
exceptions to the general
relationships observed
Don't enable conclusions
about cause-and-effect
relationships

Are better readers also
better spellers?

Are students more likely
to be aggressive at school
if they often see violence
at home or in their
neighborhoods?

To what extent are
students’ class grades
correlated with their scores
on achievement tests?

QUANTITATIVE RESEARCH

Experimental and
Quasi-Experimental Studies

Manipulate one
(independent) variable in
order to observe its possible
effect on another (dependent)
variable

Eliminate other plausible
explanations for observed
outcomes (especially

in carefully controlled
experimental studies)

Enable conclusions about
cause-and-effect relationships

May not completely eliminate
alternative explanations

for observed outcomes
(especially true for quasi-
experimental studies)

In some cases, involve
artificial laboratory conditions
that don't resemble real-life
learning environments (true
for many tightly controlled
experimental studies)

Which of two reading
programs produces

greater gains in reading
comprehension?

Which method is most
effective in reducing
aggressive behavior—
reinforcing appropriate
behavior, punishing
aggressive behavior, or a
combination of both?

Do different kinds of tests
(e.g., multiple-choice vs. essay
tests) encourage students to
study in different ways?

Ultimately educators gain a better understanding of students and effective classroom practices

when they consider findings from /ath quantitative and qualitative research. Research that includes
both quantitative and qualitative elements is called mixed methods research.!? For example, in the
research project described in the opening case study, Anne Smith tabulates students’ responses to
various sutvey questions and computes the percentages of various final class grades—all of which are
quantitative information. But when she collects students’ completed surveys, she also looks closely
at their specific comments and suggestions, which provide qualitative information.

Different kinds of research lead to different kinds of conclusions.

In addition to yielding eicher quantitative or qualitative data (or both), research studies typically fall
into one of four general categories: descriptive, correlational, experimental, or quasi-experimental.
These various kinds of studies enable different kinds of conclusions and are appropriate for differ-
ent types of research questions (see Table 1.1).

2 Creswell, 2014.




1.1 Using Research Findings to Make Instructional Decisions

A descriptive study does exactly what its name implies: It describes a situation. Descriptive
studies might give us information about the characteristics of students, teachers, or schools. They
might also provide information about how frequently certain events or behaviors occur. Descriptive
studies allow us to draw conclusions about the way things are—the current state of affairs.
Virtually all qualitative studies are primarily descriptive in nature, and some quantitative studies

| fall into the descriptive category as well.

A correlational study explores possible relationships among two or more variables. For ex-
ample, it might tell us how closely various human characteristics are associated with each other, or
it might give us information about the consistency with which certain human behaviors occur in
conjunction with certain environmental conditions. In general, correlational studies enable us to
draw conclusions about correlation: the extent to which two characteristics or phenomena tend to
e found together or to change together. Two variables are correlated when one increases as the
ocher increases (a positive correlation) or when one decreases as the other increases (a negative correla-
“zm) in a somewhat predictable manner. The bottom row of the fourth column in Table 1.1
oresents three examples of possible correlational relationships: those between (1) reading and
spelling ability, (2) aggressive behavior at school and violence at home, and (3) class grades and
achievement test scores. Correlations are often described numerically with statistics known as
cwrrelation coefficients, described in Appendix A.

If a correlation exists between two variables, knowing the status of one variable allows us to
mmskee predictions about the other variable. For example, if we find a positive correlation between read-
‘g ability and spelling ability, we can predict that, on average, students who are proficient readers
will also be good spellers. Our predictions will be imprecise at best, with exceptions to the general
il for instance, we may occasionally see very good readers who are poor spellers. A more signifi-
~=x limitation of correlational studies is that although they may demonstrate that a relationship
e, chey never tell us for certain why it exists. They don’t tell us what specific factors—previous
“pesiences, personalicy, motivarion, or perhaps other things we haven't thought of—are the cause of
==larionship we see. In other words, correlation does nor necessarily indicate cansation.

Descriptive and correlational studies describe things as they exist naturally in the environ-
In contrast, an experimental study, or experiment, is a study in which the researcher
=sow changes, or manipulates, one or more aspects of the environment (called independent vari-
and then measures the effects of such changes on something else (called the dependent vari-
In educational research the dependent variable is often some aspect of scudent behavior—
>s end-of-year grades, skill in executing a complex physical movement, persistence in
seg difficult math problems, or ability to interact appropriately with peers.”? In a good ex-
=t a researcher separates and controls variables, resting the possible effects of one variable
k=eping constant all other potentially influential variables. When carefully designed and
Sc=d, experimental scudies enable us to draw conclusions about causation—about what vari-
smse or influence certain other variables.
Often experimental studies involve two or more groups that are treated differently. Consider
e ==mples:

& mesearcher uses two different instructional methods to teach reading comprehension skills
== swo different groups of students. (Instructional method is the independent variable.) The
m=searcher then assesses scudents’ reading ability (the dependent variable) and compares the
===ze reading-ability scores of the two groups.

s=searcher gives three different groups of students varying amounts of practice with
sdworking skills. (Amount of practice is the independent variable.) The researcher sub-
=ntly scores the quality of each student’s woodworking project (the dependent variable)
compares the average scores of the three groups.

% ssearcher gives one group of students an intensive instructional program designed to
e their study skills. The researcher gives another group of students no instruction
z==s a third group instruction in subject matter unrelated to study skills. (Presence

=k of che distincrion this way: Student behavior (the dependent variable) depends on instructional
=cher aspece of the environment (the independent variable).

9
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or absence of instruction in study skill

groups did not receive instruction in stu
ity of students’ study skills and (2) obtains their grade point averages (tWo

s is the independent variable; the seco
dy skills.) The researcher later (1) assesses the qual-
dependent vari-

ables) to see whether the program had an effect.

Bach of these examples in
The third example also includes two con
other that receives a placebo intervention t
tion. In many experimental studies, participa

drawing name

different groups. Such random assignment is apt to

equivalent on other variables (preexisting

etc.) that might affect the dependent variable.
n't always possible of practical, ho

Random assignment to groups is
search studies conducted in actual schools an
tial benefits of 2 new teaching tec
to completely control which stud
particular treatment or intervention may
tions, researchers often conduct a qu
don’t completely control, other i

cludes treatment groups that are recipie
trol groups: one that receives 0O i
ct the dependent variable(s) in ques-
domly—for instance, by
domly pick different participants for
yield groups that are, on average, roughly
ability levels, petsonality characteristics, motivation,

hat's unlikely to affe

s out of a hat or having computer software fran

hnique or therapeutic intervention, a researcher may no
ents receive the experimental treatment

have important benefits for 21/ students, In suc

asi-experimental study, in which they take into account, but

ofluential factors. The following are examples:

homework program at one high school and

nts are assigned to groups 747

d classrooms. For example, when stud
t

ad and third

nts of a particular intervention.
ntervention and an-

wever, especially in re-
ying the poten-

and which do not, or a

be able

h situa-

o A researcher implements a new after-school

identifies a comparable high school without such a program to serve asa controel group. The
searcher obtains achievement test data for students at both schools both before and after
to document the homework program’s effective-
uld be the same before the program
they may be ateributed to the

re
the program’s implementation. Ideally,
ness, the average test sCores for the two high schools sho

begins. Then, if differences exist at the end of the program,

new homework program.

s A team of researchers wants to study the effects of safety instructions on children’s behaviors E—
on the playground. The researchers present the instructional intervention to first grad- ==cher
ers one week, second graders the following week, and kindergartners and third graders B
the week after that. The researchers monitor students’ playground behavior before, during, Tomens
and after the intervention to determine whether each grade-level group’s risky playground =
behavior decreases immediately following the intervention."* ’_f"':'f‘_ﬂ
for e
When researchers conduct such quasi-experimeﬂtal studies, they don’t control for all potentially -
influential variables and therefore can’t completely rule out alternative explanations for the results
they obtain. For instance, in the after-school homework program example, possibly the school get- Princi
ting the new homework program—but only that school—has simultaneously begun to use mote

effective instructional methods during the school day, and those methods are the reason fot any resea
increase in achievement SCOILES. And in the playground safety example, perhaps certain other T oy
things coincidentally happened in the four classrooms during their respective safety-instructions ST
weeks, and those things were the true causes of children’s behavior improvements. IIEE I
When carefully designed and conducted, experimental studies and, to a lesser degree, quasi- ek
experimental studies enable us to draw conclusions about causation—about why behaviors occut. i lemen
Yet for practical ot ethical reasons, many important questions in education don't easily lend them- ===
selves to experimental manipulation and tight control of other potentially influential variables. TECETY
For example, although we might find a correlation between children’s aggression levels at school Conil Wi
and the amount of violence in their home environments, it would be highly unethical to conduct o=
an experimental study in which some children are intentionally placed in a violent environment. e len
Consequently, some important educational questions can be addressed only with descriptive of -
correlational studies, even though such studies don’t let us pin down precise cause-and-effect T
relationships. Sy
gl

i

===z

e grc v AT T
14 Here we're describing a study conducted by Heck, Collins, and Petersoft (2001). e d

*_____4



Drawing conclusions about cause-and-effect relationships requires
hat all other possible explanations for an outcome be eliminated.

=m=v=r we look at the results of a research study—regardless of who has conducted the study
m=zzardless of whether it has been described in a professional journal or other credible media
=—we mustn't be too hasty to draw conclusions about cause-and-effect relationships. As an
== imagine that Hometown School District wants to find out which of two new reading
ems. Reading Is Grear (RIG) or Reading and You (RAY), leads to better reading in third grade.
w —semicr asks each of its third-grade teachers to choose one of these two reading programs and
= = taroughour the school year. The district then compares the end-of-year achievement test
we= of students in the RIG and RAY classrooms and finds that RIG students have gotren sub-
==y higher reading comprehension scores than RAY students. We might quickly jump to
cusion that RIG promotes better reading comprehension than RAY—in other words, that
nd-effect relationship exists between instructional method and reading comprehension.
f s cius really so?

Moo necessarily. If we look at the study more closely, we realize that the school district
=:minated all other possible explanations for the difference in students’ reading compre-
scores. Remember, the third-grade teachers personally chose the instructional program
== Why did some teachers choose RIG and others choose RAY? Were these two groups of
=== different in some way? Had RIG teachers taken more advanced courses in reading in-
woe. were they more open-minded and enthusiastic about using innovarive methods, or did
woc= more class time to reading instruction? Of, did the RIG teachers have students who
= == average, better readers to begin with? If the RIG and RAY classes were different from
e in any of these ways—or perhaps different in some other way we haven’t thought of—
eserict hasn’t eliminated alternative explanations for why the RIG students have outper-
=oe RAY students. A better way to study the causal influence of reading program on
: comprehension would be to randomly assign third-grade classes to the RIG and RAY pro-
m. hereby making the two groups similar (on average) in terms of student abilities and
e chacacteristics.

S careful that you don'’t jump to conclusions too quickly about what factors are affecting
= l=arning, development, and behavior in particular situations. You should scrutinize re-
s=pocts carefully, always with these questions in mind: Hewe the researchers sepavated and con-
woiles that might have an influence on the outcome? Have they vuled out other possible explanations
w=2/:7 Only when the answers to both of these questions are undeniably yes should you
meclusion about a cause-and-effect relationship.

ples and theories can help synthesize, explain, and apply
ch findings.

w= Dody of educational psychology research is more useful to teachers when it’s organized
=meples and theories. Principles describe the specific effects of certain factors on other fac-
¢ suscomes, such as those related to learning, development, and behavior. Consider this
ses=d principle: Students are likely to learn more when they are interested in what they
- The influential or “potentially causal” factor in this principle is nterest, which has an
¢ sodents’ Jearning. Teachers ar any grade level and subject area can use this principle in a
wavs. For example, when teaching about a particular war—say, about the American
or the French Revolution—a social studies teacher could select readings with interest-
n=s about specific historical figures to pique students’ interest as a way of enhancing

=w=as principles tell us what factors are important, theories tell us why these factors are
A theory is an integrated set of concepts and principles developed to explain the un-
- m=chanisms of a phenomenon. Because human functioning is so complex, there is no one

oy~ in educational psychology to explain all of our thoughts, behaviors, and feelings.
“here are many smaller cheories that explain various aspects of human functioning. For
= Chapter 2 we'll discover that one prominent theory of how people learn—information
: sheory—proposes thar artention is an essential ingredient in the learning process. If a
sesn 't pay attention, information rapidly disappears from memory; in the words of a

1.1 Using Research Findings to Make Instructional Decisions
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What other possible differences
between the RIG and RAY teachers
might there be? (For one possible
answer, click here.)
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popular expression, the information goes “in one ear and out the other.” The importance of atten-
tion in information processing theory suggests that strategies that capture and maintain students’
attention are apt to enhance students’ learning. Therefore, information processing theory could
explain why students are likely to learn more when they’re interested in what they’re learning:
they pay attention more closely to what they're supposed to be learning.

Sometimes people use the word hesry to mean a guess, hunch, or an untested hypothesis.
An example would be someone who says, “I have 2 theory about why he doesn’t want to see her
anymore.” However, educational psychologists build theories over time based on evidence, not
purely on speculation. Even so, theories continue to change as new research methods are devised,
new research is conducted, and new research findings come to light. In contrast, principles tend to
be fairly stable over time.

Although current theories may undergo modifications in the future, they can still be quite
useful even in their unfinished forms. They help us integrate thousands of research studies into
concise understandings of how children typically learn and develop, and they enable us to make
reasonable estimates about how students are likely to perform and achieve in particular classroom
contexts. In general, then, theories can help us both explain and predict human behavior, and so
they give us numerous ideas about how best to help students achieve academic and social success
at school. In fact, we have organized this book by grouping similar principles and theories to-
gether into Big Ideas to help you more easily understand the findings from many rescarch
studies.

Teachers need to use evidence-based practices that are consistent with effective
teaching principles and theories, inclucing those developed by educational psycholo-
gists. As teachers use research findings to inform their instructional decisions, they
need to be critical consumers of research and examine the design of studies to ensure
that the conclusions drawn are appropriate. In the hotlinked Self-Check quiz and
Application Exercise that follow, you can check and apply your understandings related
to Big ldea 1.1

Effactive teachers use research findings and research-based theories to

make decisions about instructional strategies, classroom management,

and assessment practices.

MyEdLab Self-Check 1.1

MyEdlLab Application Exercise 1.1. In this exercise, you can practice classifying
different types of research studies and identifying the kinds of conclusions that might
reasonably be drawn from the results of the studies.

1.2 DEVELOPING AS A TEACHER

Big Idea 1.2 Effective teachers continually work to enhance their professional
knowledge and skills.

If you are currently enrolled in a teacher education program, you should think of your program as
a good start on the road to becoming a skillful teacher.!® It’s only a start, however. True expertise
in any profession, including teaching, takes many years of experience to acquire, although even a
single year of teaching experience can make a significant difference.’® So be patient with yourself,
and recognize that occasionally feeling a bit unsure and making mistakes is not unusual. As you
gain experience, you'll gradually become able to make decisions about routine situations and
problems more quickly and efficiently, giving you time and energy to think creatively and flexi-
bly about how best to teach classroom subject matter.)” Here we offer several strategies to develop
your knowledge and skills as a teacher—all of them based on research on teacher effectiveness.

15 Bransford, Darling-Hammond, & LePage, 2005; Brouwer & Korthagen, 2005.
16 A. Alexander, 2003; Berliner, 2001; Clotfelter, Ladd, & Vigdor, 2007; Henry, Bastian, & Fortner, 2011,
17 Borko & Putnam, 1996; Bransford, Derry, Berliner, & Hammerness, 2003; Feldon, 2007.
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sep up to date on research findings and innovative evidence-
ased practices in education.

s=wonzl university coursework and in-service training sessions are two good ways to enhance
o effectiveness.’® Also, effective teachers typically subscribe to one or more professional
== and as time allows, they actend professional conferences in their region. Many websites
2= reachers with information and ideas about effective classroom practices, including the
<=5 of professional organizations, such as the National Council of Teachers of Mathematics
~ctm.org), the National Council for the Social Studies (www.socialstudies.org), the National
~aion for Music Education (www.nafme.org), the National Science Teachers Association
nst2.0rg), and the International Literacy Association (www.literacyworldwide.org).

as much as you can about the subject matter you teach, about
aching strategies, and about learners and their development.

fee=v= ceachers typically know their subject matter excremely well and can usually anticipate—
& ==us can also address—che difficulties students will have and the kinds of errors students will
in the process of mastering a certain skill or body of knowledge." Effective teachers also
= variery of teaching strategies, including strategies for teaching particular topics and
szrategies collectively known as pedagogical content knowledge.™ In addition, effective
=== have knowledge of learners and their development in social contexts, which is why it’s
—==t for teachers to understand concepts related to educational psychology.”

Wich subject-matter knowledge, knowledge of teaching strate-
a=c knowledge of learners, teachers have the knowledge required
esizn 2nd implement inscruction that meets students’ needs (see
1 4). To meet the needs of #// their students, teachers must be classroom.

=< ro teach students witlﬁl a wide ‘variety of specia}l needs in their S osiotas e by T
soms. These students with special needs are different enough -
m =oeir peers that chey require specially adapted inscrucrional mate-
pracrices to help them maximize their learning and development.

FICURE 1.4 Effective teachers draw on many
types of knowledge when making decisions in the

or these students are included in general education classrooms, Knowlédge of Knowledge of Knewlsdae of
e called inclusion. Ac several points in the book we'll consider Subject Matter Evidence-Based Learners
w=e= with particular kinds of special needs and identify strategies Teaching Strategies -

¢ m=v be especially useful in working wich chem.

as much as you can about the culture(s) of the community in
ich you are working.

=2l Considerations boxes throughout the book, you'll see numerous ways in which chil-
= diverse cultural groups may think and behave differently than yox did as a child. Bura
can offer only a sampling of the many cultural differences you might encounter. You can
—ore informed about scudents’ cultural beliefs and practices if you participate in local
wnity activities and converse frequently with parents and other community members.*

inually reflect on and critically examine your assumptions, |
ces, and teaching practices. |
opening case study, Anne Smith reflects on her scudents’ performance in previous years and |

msmitutes new assessment policies that might be more motivating and productive. Like Ms. 1
=F=ctive teachers engage in reflective teaching: They continually examine and critique
\

. 2009; Guskey & Sparks, 2002; Hamre et al., 2012; Hatrie, 2009.

& Parnam, 1996; Cochran & Jones, 1998; H. C. Hill et al., 2008; D. C. Smith & Neale, 1991; Wind-
§ o0

= al., 2010; Cochran & Jones, 1998; Krauss et al., 2008; Shulman, 1986.

mec . Darling-Hammond, & LePage, 2005.

= & Brayboy, 2008; Mclntyre, 2010; Rogoff, 2003.
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their assumptions, inferences, and instructional practices, and they regularly adjust their beliefs

and scrategies in light of new evidence.”

nd collaborate with colleagues.

ntly communicate with colleagues in
¢h colleagues in other councries as
e-mail, regional or national conferences, and professional
. Ideally, teachers and administrators at a single school cre-
| learning community, io which they share a common vision for students’ learning
k collaboratively to achieve desired outcomes for all scudents, and regularly
her about their strategies and progress.z’1 Most experienced teachers
hers advice and support during challenging times. In fact, they're

Communicate a
Good teachers rarely W
their own school district an
well—through face-to-face meetings,
websites (-85 WWW,.0eLCOMmMOnS.org)

otk in isolation. Instead they freque
d across the nation—perhaps Wi

ate a professiona
and achievernent, wor
communicate with one anoc
are happy to offer beginning teac
apt to be flattered to be asked!

can make a difference in students’ lives.

In Chapter 5 you'll discover the importance of having high self-efficacy—that is, of believing
that you're capable of executing certain behaviors or reaching certain goals. Students are more
likely to try to learn something if they believe they can learn it—ia other words, if they have high

self-efficacy. But teachers, 00, must have high self-efficacy about what they can accomplish.
Seudents who achieve at high levels are apt to be those whose teachers have confidence in what
they, as teachers, can do— ly—for their students.” Ultimately,

both individually and collective
at teachers do in the classroom matte ly in the short cerm but for years o

Believe that you

wh s for students, not on

come.®®

nto your ongoing classroom practices.
sometimes have questions that
h, teachers conduct systernatic

research findings don’t fully answer. In ac

problems in cheir own schools, with the goal of seeking more effective strate-
dents. For example, an action research project might involve examining
dents’ opinions on a New classroom pol-

echnique, seeking stu:
reasons why many students rarely complete homework

Integrate action research i

Like Anne Smith in the opening case study, practicing teachers
tion researc

existing
studies of issues and
gies for working with stu
the effectiveness of a new teaching t
icy (as Ms. Smith does), or ascertaining

assignments.
Action research studies typically i

e teacher-researcher begin

avolve the following steps:”
s with a problem and gathers prelimi-

ht shed light on the problem, perhaps by reading relevant books
or journal articles, searching the Internet, of discussing the issue with colleagues or Stu-
dents. The ceacher-researcher then idencifies one of mMOre specific questions to address and

data-collection techniques, NECEs

develops a research plan for answering those questions ¢
her also seeks permission to conduct

schedule, etc.). At this point, the teac
iniscrators and any other appropriate authorities. Depending oo

mission may be necessary. _
vant to the research quesions. Such
interviews, achievement tests.
ance patterns, school

1. Identify an area of focus. Th
nary information that mig

sary resources,
the study from school adm
the nature of the study, parents’ Per
2. Collect data. The teacher-researcher collects data rele
dara mighe, for example, be obrained from questionnaires,
students’ journals of portfolios, existing school records (e.g., attend:
suspension rates), observations, of a0y combination of these.

3. Analyze and interpret the data. The teacher-researcher looks for

the analysis involves computing particular statistics (e.g., percentages,
fficients), which would make ita quantitative study. At other times the analysis involv

pacterns in the dara. Somerimes
averages, correlation

coe

d, 2005; T. Hogan, Rabinowitz, & Craven, 2003; Larrivee, 2006.

& Ferriter, 2009 Raudenbush, 2009.
£, 2000; Skaalvik & Slkaalvik, 2008.

-
2 Hammerness, Darling-Hammond, & Bransfo
24 DyFour, DuFour, & Faker, 2008; P. Graham
2 Holzberger, Philipp, & Kunter, 2013; J. A. Lange
26 Hattie, 2009; Konstantopoulos & Chung, 2011.

77 Steps based on those recommended by Mills ( 2014).
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== in-depth, nonnumeric inspection of the data, which would
==k ir a qualitarive study. Or, it could be a combination of both
musncirative and qualitative data, which would make it a mixed
mechods study. The teacher-researcher then relates the findings

research project

= che original research questions.
Deelsp and implement an action plan. The final step distinguishes

- 1.5 The steps involved in an action

1. Identify Focus

wmon research from the more traditional research studies
“e=scribed earlier. In particular, the teacher-researcher uses the
~==ormarion collected to fake action—for instance, to change

4. Develop &

A

Y

Implement Plan
X

wms=ructional strategies, school policies, or the classroom envi-
sement.

= === final step, a teacher-researcher may have all the information

2. Collect Data

or she needs to work more effectively with students. Or, he or

3. Analyze &
Interpret Data

want to go through the process again by collecting more data,

and interpreting the data, and developing and implementing
== =—tion plan. This cyclical process is shown in Figure 1.5 and
& comcinue over and over.

T==chers can become more effective over time if they intentionally use strategies to in-
 ===s= their knowledge and skills. Teachers can develop their teaching skills by gaining
“mow'=dge, learning about students’ cultures, reflecting on their beliefs and practices,
 =o—municating with colleagues, believing that they can influence students, and con-

| =.=ng action research. In the hotlinked Self-Check quiz and Application Exercise that
“olow, you can check and apply your understandings related to Big Idea 1.2:

Effective teachers continually work to enhance their professional knowl-

edge and skills.

| M.EdLzb Self-Check 1.2

~ ".Eclzb Application Exercise 1.2. In this exercise, you will hear how a teacher

| . % ;
 ===c=d an area of focus for her action research project. Then, you will describe the
| ‘moe=s of data that the teacher could collect to answer her research guestion.

STRATEGIES FOR LEARNING
AND STUDYING EFFECTIVELY

1.3 Learners read, study, and learn more efficiently when they plan
iately and use effective strategies.

includes many fearures that will, we hope, help you read about, study, and apply what
“—wes and experienced educators have learned about learning, development, motivation, and
clzssroom practices. For example, each chapter begins with a few Big Ideas that caprure
=5 underlying themes. Each chapter also presents its major premises (guiding princi-
recommendations (key strategies) as boldfaced headings. In addition, the opening case
=nd the figures, tables, exercises, concrete examples, margin questions, and application
= interspersed throughout the book are all designed to enhance your understanding and
s of what you're reading.

W= ulcimarely, how much you learn from the book is up to you. In upcoming chapters

==rn a great deal about how human beings—including yow—typically think abour, learn,
w=m=mber new ideas. We're optimistic that you'll become a better student after reading those
_bur in the meantime, here are some general strategies you can use as you read and
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Before you study, prepare for your study session.

When you're busy, it’s tempting to rush intoa study session wichout much planning. But you will
find that you can make more effective use of your time if you plan your scudy sessions using these
strategies:

o Study at times when you're mentally alert. Areyoua “morning person”? A “night owl”? Identify
the times you can most effectively study and then use chese times for studying. You prob-
ably don’t need to be as alert when you're running errands, checking social media, or doing
your laundry, so save those tasks for when you're feeling less alert.

o Select an appropriate environment for studying. Don't underestimate the importance of selecting
a place to study where you can concentrate. Find somewhete that’s free of distractions. For
example, you might need to leave your iPad in another room, turn off your phone, tell oth-
ers not to disturb you, or gotoa coffee shop if you can concentrace better there. Things that
distract you might not distract others, so figure out what's best for you.

o B realistic about how much you can effecrively learn and remember at any one Fime. As you'll dis-
cover in Chapter 2, our brains only allow us to chink abour and learn a limited amount of
information in a short amount of time. Plan ahead and divide lengthy learning activities
into smaller chunks you can spread out over several days, And certainly don’t leave an entire
book chapter until the last minute!

o Set goals for each study session. Decide what you want to accomplish during 2 study session,
and structure the session in a way that allows you to meet your goals. In Chapter 3, you
will learn that setting goals can help you to monitor your learning and stay focused on
what’s important. Sometimes you won't meet all your goals for a study session because
something you need to do rakes longer than planned—that’s not unusual. But with cime
and experience, you should become better able to set and accomplish realistic goals for
each of your courses, which will allow you to plan your days, weeks, and even months
more effectively.

During your study session, use effective study strategies.

Of course what you do during your study sessions significantly affects how much you will learn
and remember, Here are some study strategies that can help you study more effectively:

s Pgy attention 10 what you're studying. You need to be mentally active when you study if you
want to remember what you're studying. If your mind starts to drift or you get sleepy; very
litcle of what you are “studying” is likely to stay with you. If you're 100 tired, maybe you
need to take a S-minute break to do something that requires less artention. Or quit and
come back again when you're more rested and less distracted.

o Relate new information to your existing knowledge and prior experiences. Think about how new
ideas are consistent with your personal experiences, knowledge, and beliefs, as well as
with things you've learned in other courses. You can even actively consider how some new
information might contradict your existing experiences, knowledge, or beliefs. As the
carlier OOPS test may have shown you, some of what you currently “know” and believe
may be sort-of-but-not-quite accurate Of €Ven downright izaccurate. People’s existing
beliefs can occasionally wreak havoc with new learning. For example, many scudents
in teacher education classes adamantly reject research findings that appear Lo be incon-
sistent with their personal beliefs and experiences.” When you encounter puzzling or

seemingly “wrong” ideas and findings, try to keep an open mind and consider how and

why they might have some merit, Truly effective learners occasionally undergo conceptual
change, revising their current understandings and beliefs in light of new and trustworthy
evidence.

S
2 Fives & Gill, 2015; Gregoire, 2003; Richardson, 2003.




Cepemize the new information. Organizing information requires you to actively consider how
wemous pieces of information are related. You can categorize related information together
wem = outlines or diagrams. If the information includes cause-and-effece relationships, you
‘cam show these relationships, either through explanations or graphically using symbols and/
& zTows.

T seomal imagery, A picture may be worth 1,000 words. Form mental pictures of objects
ams ideas to aid in your memory of the information. You can also create pictures, diagrams,
o oeher graphics to help you capture the meaning of the information.

Esiorare on what you vead, going beyond it and adding to it. As you learned earlier in this
mzoeec, elaboration involves embellishing on new information in some way. So try to think
Swnsms the things you read. Draw inferences from the ideas presented. Generare new exam-
== of conceprs. Identify your own educational applications of various principles of learn-
=z development, and motivation. You will be more likely to understand and remember
ssermact information when you tie it to concrete objects and events. In this book, we try to

== o vou do this by providing case studies and short examples that involve real children and
~ mschers. We also include links to videos that depict classrooms in action and See for Yourself
em=ccises such as the OOPS test—all of which can enhance your understanding and memory
o mew concepts and help you recognize them when you see them in your own work with

= Zr=n and adolescents.

Fersndically check yourself to make sure you remember and understand what you have vead. 'To check
wowr comprehension, try to summarize the material and ask yourself questions about it to
emsnc= everything makes sense to you. Try to explain difficult concepts to someone who
. doesn 't understand them.

your study session, review what you studied.
= do before and during your study sessions is important, but what you do affer your study
also help you to learn and remember information over the long term. Here are a cou-

EEESEN0NS.

Steinle rime to review what you studied previously. Research is clear on this point: Periodic
==wu=w of previously learned material definitely helps students remember it more effectively
= zccurately. So make cime in your schedule for review sessions in the days and weeks
a==r your study sessions.

Cwecely review what you learned previously. The point of the review sessions is ro review, not to
===o whar you did in your last study session; therefore, these sessions can be short. Simply
 ==—nd yourself of the important points and clarify any misunderstandings. Review sessions
z= =ven occur immediately prior to a new study session and may help you better assimilate
=== n=w information with what you've already learned.

= =cy and learn most effectively, you need to prepare for your study sessions by
 =m=_~ng that you're mentally alert and setting goals for yourself. During the study ses-
== youshould use effective study strategies, such as organizing information, using

~ w=.= magery, and elaborating on the information. And after your study session, you
=wou o have a plan for when you will review the information again. In the hotlinked
 S=~-Cneck quiz and Application Exercise that follow, you can check and apply your

| umcerstandings related to Big Idea 1.3:

Learners read, study, and learn more efficiently when they plan appropri-

ztely and use effective strategies.

| .Eclab Self-Check 1.3

" Zc_2b Application Exercise 1.3. In this exercise, you will read scenarios about
=uc=nts and make suggestions for strategies they can use to improve their learning.

1.3 Strategies for Learning and Studying Effectively

b
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think about it

How often do you elaborate while
reading your textbooks? Do you learn
and remember information more

effectively when you elaborate on what

you're reading?




