
provide a firm foundation for quantitative analysis.
That analysis is based on a simulation model that
itself generalizes findings of status characteristics the-
ory previously obtained in experimental settings.
Hence, the simulation provides a moderately high
level of generalizability. Finally, because the (simu-
lated) social networks evolve over (simulated) time, it
is possible to represent for each meeting the process
by which a status order emerges (in which a social tie
has formed for each pair of actors) and a conversation
develops within a small, task-oriented group. The
design offers moderately high generalizability and
high causal validity, which neither the QUAN nor the
qual components can provide alone.
These four design components are organized

around the following research questions. For each
meeting, what parameter values produce the closest
match between the actual conversation and simulated
conversations? Does the model represent some meet-
ings better than others? What types of speech acts
accompany the formation of simulated social ties?
Clearly, these research questions are linked to the
purposes, conceptual framework, methods, and valid-
ity issues pertinent to the study.
Those who write mixed methods research plans

must take care to state as early and as clearly as they
can that mixed methods research is involved.
Otherwise, the reader may make inferences about the
clarity and value of the research design based on an
assumption that the research methods involved are
either quantitative or qualitative. Similarly, readers of
research plans should be sensitive to the possibility
that indicators of methods often seen in QUAL or
QUAN research may simply be components of a
mixed methods research design.

Pros and Cons

Of course, mixed research has its own weaknesses. It
can be time consuming, expensive, and difficult for a
single researcher to execute, and it can present difficul-
ties concerning how to carry out the data analysis task
in a phase-one type using data obtained in a phase of a
different type. Set against these weaknesses is the claim
that a broader and deeper set of research questions can
be addressed and potentially answered. Methodological

correctness aside, mixed research methods may also aid
in the discovery of new meanings and new relation-
ships, presumably one of the aims of those interested
in the cultural and social foundations of education.

Roy Wilson

See also Educational Research, History of; Qualitative
Research
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MODELS AND

METHODS OF TEACHING

From the educational practices of Mesopotamia to
current interest in technology infusion, a variety of
ways to teach have been developed over the centuries.
Models and methods often reflect the society’s goals
for education and its other values.Whether the student
is an active partner in the process also varies over
time. This entry summarizes the history of teaching
methods and examines more closely two primary
strands: traditional teaching and progressive teaching.

Historical Record

Models and methods of teaching, or different educa-
tional practices, date back to the preliterate societies
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in ancient Mesopotamia (present-day Iraq). As
city-states flourished (c. 3000–500 BCE), three
major civilizations—the Sumerians, Akkadians, and
Babylonians—developed the framework for the teach-
ing of literature, writing, mathematics, and astronomy.
Indeed, it was in the ancient Babylonian city of Ur
that the tenets for the “traditional” or didactic model
of teaching and learning are evident. Clearly, the
Babylonian school curriculum centered on the memo-
rization of literary works, emphasis on cuneiform
script, and the focus on mathematical achievement;
the teaching methodology was one of drill and prac-
tice reflecting the basic levels of what modern-day
educators will identify as Bloom’s Taxonomy—
knowledge, comprehension, and application.
Around the sixth century BCE, the Greeks estab-

lished questioning and experimentation as educational
practices in their quest for the foundations of a demo-
cratic system of government. In China (c. the fifth
century BCE), Confucius focused his teaching methods
on ritual and discipline toward formulation of ethical
conduct and a cohesive social structure. Socrates, the
Greek philosopher, affirmed the art of questioning as
the essence of intellectual reasoning or logos (Greek
for logic). The Socratic model became the catalyst for
two eminent building blocks in the history of teaching
and learning—empiricism and critical thinking. These
constructs were to constitute the higher-order thinking
skills in the Western mind and, thus, align with
Bloom’s higher-order thinking skills—analysis, syn-
thesis, and evaluation. Aristotle emphasized empiri-
cism and critical thinking in his Lyceum (school), and
his legacy transcended through the Middle Ages, the
Renaissance, and the Enlightenment to the present day.
The methods of teaching in the twenty-first century

are grounded in the classical or traditional practices of
the ancient world and the modern-day progressive theo-
ries of Bloom, Dewey, Freire, and Perry, to name a few.

Classical or Traditional Methods

Examples of classical education include that of the
Egyptian school, the rhetorical school during the last
period of the Roman Empire, and the Confucius
school. In Egypt, education and writing (hieroglyphs)
were interdependent as the aim of societal literacy

was the preservation of religious texts by the scribes
(priests). In this context, teaching was focused on the
writing of moral essays in preparation for the devel-
opment of a disciplined mind. In Roman education,
participatory citizenship was the main objective of a
teaching methodology where students learned the art
of rhetoric through speech exercises that focused on
the recitation of poetry and the characterization of his-
torical figures such as Ulysses. In China, Confucius
focused his teachings on the symbiotic relationship
between ethical conduct toward an acceptable social
order and political philosophy and the individual’s
existence. Confucius promoted the idea of relying
on classical works and influenced the development
of comprehensive assessment that was to transcend
through centuries.
In essence, the classical or traditional methods of

teaching, then, focused on an integrative framework,
where a “didactic” in lieu of a “critical” theory pre-
vailed, through a teacher-centered learning environment
in an effort to produce good citizens. In this context
of teaching practices in the ancient world, it is worthy
to note that these societies were homogeneous within
themselves, notwithstanding the salient dichotomy
between an upper and lower class structure and, thus,
the absence of an egalitarian system of education.

A Progressive Pedagogy

In the Yale Report of 1828, Jeremiah Day, president of
Yale University, launched the campaign to uphold the
classical curriculum as an imperative for the “disci-
pline and furniture” of the mind. Albeit the content of
the Canon—great works of literature throughout the
ages—serves as the knowledge base for the under-
standing of the human experience, the context of
“how” and not necessarily “what” to teach is the topic
of debate among all educators—from K–12 to post-
secondary levels. Terminology such as “a construc-
tivist approach to teaching,” “critical literacy,”
“experiential learning,” “service learning,” and “student-
centered learning” (to name a few) is commonplace as
educators work to identify those methods of teaching
that will develop critical thinking skills in all students
in spite of a diversified student population across
schools, colleges, and universities.
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Whereas the didactic model of education tends to
place the teacher at the center of the learning process,
teaching that is “critical” focuses on the construction
of a learning environment where students are active
members through stimulation of intellectual curiosity,
while respecting each other’s cultures as well as learn-
ing styles. Within this context, the teacher’s or profes-
sor’s repertoire of methodology or practices should be
one where there is a balance between memorization of
facts, as necessary, and the evaluation of constructs.
Some examples of critical theory teaching method-

ology include active learning, technology infusion,
and experiential learning.

Active Learning. As in the schooling of ancient
Roman times, poetry may be a powerful teaching tool
toward conveying the relationship between the human
experience and/or culture and a democratic society.
In a critical theory or critical literacy platform—one
where the teacher takes into account the diversity of
learners—selected works (poems or prose) may be
identified that allow students to connect their personal
experiences to the work. In this context, students can
work in small groups and analyze the issues behind
the literary work, given a specific period in history.
Such a methodology is reflective of John Dewey’s
philosophy of progressive education, rooted in hands-
on learning, as well as Paulo Freire’s pedagogy, which
stresses dialogue.
Case study analysis calls for a collaborative, action-

learning environment whereby the balance between
knowledge base (content) and its application through
discussions, vis-à-vis analytical writing, become
essential for the ultimate evaluation of a problem or
situation. Within this scenario, students must consis-
tently practice Socratic questioning as they engage
in individual as well as group reflection. Indeed, case
study analysis can take the place of a formative-type
assessment or continuous learning experience, while
emphasizing student engagement, oral and written
communication skills, and higher-level thinking.

Technology Infusion. Modern-day technology may
be used effectively at the K–12 and postsecondary
levels toward maintaining the balance between the
“what” and the “how” to think. In the elementary

grades, for example, visual images serve to stimulate
intellectual curiosity about different ethnic groups,
forms of artwork, and so on. These images may
provide the introduction to cultural awareness,
which will later translate to questioning and reflect-
ing about students’ own communities and, ulti-
mately, the world around them.
At the university level, the use of “discussion

forums,” where students must post questions in
response to others within a synchronous (limited time-
frame) context, will provide opportunities for prompt
analysis, synthesis of information, and evaluation of
an issue or problem. Such an exercise will require all
students, in spite of the diversity in learning styles, to
become active learners and think holistically about the
role of technology as one of several interdependent
factors that frame today’s global arena.

Experiential Learning. Perry’s theory of contextual
relativism—the connection between an individual’s
experience and the intellectual realm—is evident
in experiential learning opportunities. The portfolio
development approach used by some colleges and
universities enables students to reflect on prior
learning or work experience through comprehensive
journal writing. This exercise calls for students’ self-
reflection as they analyze, synthesize, and evaluate
information.

Carmen L. McCrink and Teri D. Melton
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MORAL EDUCATION

Adult moral agency encompasses several distinct
capacities. Moral discernment is recognition of right
and wrong. Moral responsiveness is the ability to
feel moral emotions such as remorse, empathy, and
admiration under appropriate conditions. Moral
judgment is the ability to weigh conflicting moral
claims and make reasoned choices in specific
circumstances.Moral action is putting one’s convictions
into practice. Competing theories of moral develop-
ment differ in how these capacities are conceptualized,
the relative weights assigned them, and how they
are studied. These differences generate distinctive
educational implications.
The theories discussed in this entry represent two

major intellectual traditions: the cognitivist tradition,
which focuses on mental representation and evaluation,
and the behaviorist tradition, which focuses on moral
action and external influences on the agent. Although
these research programs are different in emphasis,
everyone concerned acknowledges that a full account
of moral agency must include both action and judg-
ment. For both traditions, the challenge is to address
the aspect of moral agency that is not its primary focus.

The Cognitivist Tradition

The cognitivist tradition originates in Jean Piaget’s
study of children’s moral reasoning in the mid-1930s.
Beginning in the late 1950s, Lawrence Kohlberg
extended and elaborated Piaget’s model. Kohlberg’s
five-stage developmental theory has spawned a rich
research literature, but it has attracted widespread crit-
icism as well, especially for its alleged overemphasis
on moral judgment at the expense of action.

Piaget: Moral Development as
an Aspect of Cognitive Growth

In the 1930s, Jean Piaget questioned children about
invented rules for marbles. Younger children, he
reported, objected that the new rules weren’t part of
the game. This moral orientation he characterized as
heteronomous: Morality and obligation were imposed
from outside. Older children, by contrast, were
autonomous in orientation. They did not regard rules
as sacrosanct. They considered new ones and evalu-
ated them based on their fairness.
Piaget attributed these differences to two factors.

First, interacting with peers and settling disputes with-
out adult aid helps children understand the function of
rules and recognize that they are negotiable. Second,
older children have developed more complex cogni-
tive structures. Whereas younger children see rules in
terms of rewards and sanctions applied to themselves,
older children are able to consider effects on other
people and consequently can evaluate social arrange-
ments in light of participants’ interests.
Piaget’s work challenged Émile Durkheim’s influ-

ential view that moral development is the assimilation
of a society’s norms. In contrast to Durkheim’s trans-
mission model, Piaget conceptualized moral develop-
ment as an active process in which the child begins to
question rules and social expectations. This account
anticipates constructivist learning theory and is
widely reflected in current educational practices—for
example, explicit teaching of sharing and turn-taking
in preprimary settings and group problem solving
by older children.

Kohlberg: Stages in the
Development of Moral Reasoning

In the 1950s, Lawrence Kohlberg extended Piaget’s
approach by constructing a series of moral dilemmas
and analyzing subjects’ response to them (see Table 1).
Kohlberg identified five stages of reasoning that he
claimed characterized all moral development regard-
less of a person’s beliefs. A sixth stage, proposed as an
ideal endpoint of development, has not been verified
empirically. The stages are holistic, encompassing all
of a person’s judgments, and invariant, with no possi-
bility of regression or skipping stages.
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