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University Student.' Pmfennces for a Teacher and Teaching Styk 

A Cas8 Study of Morocun Students 

M.J. Ann Brosseau 

This thesis presents an exploratory study that was conducteci with 

Monxxan university students to examine a possible tink between students' 

preferences for a teadier and teaching style. with an emphasis on the cultural 

components which may afbd students' evaluation or perceptions of teaching 

and teachers. 

Seven participants were inteMewed and asked to describe their best 

and worst teacher acoording to questions designed around the PALS' 

(Principles of Adult Leaming Scale) seven fadors. a self- assessrnent tool 

designed to idenMy teaching styles. The 'bestm and 'worst' teachers' teaching 

style was then evaluated. based on the students' perceptions of their chosen 

teachers. Best teachers chosen by the participants did appear to tend towards 

a leamarcentered teaching style, atthough moderately, while worst teachers 

did not seem to manifest any of the traits and behaviours associated with 

learner-centeredness. However, it was evident that within the particular m t e x t  

of the Moroccan higher education systern, teachers are constrained by state 

regulations that would limit the extent to which a teacher in Momcco cen be 

leamer-centered. 

m e r  interesting factors that emerged f'mm this study indude: th8 

importance of immediacy within the student-teacher relationship despite 

cultural noms around authonty, and a possible gender-bias in students' 

choices of 'best" and 'worst" teachers. 



I deûicate this thesis to my deughtem J&e end Myri8m: 1 am in ewe of the 

respect, appmcietion and admiretion they heM îbr the very thing thet took me 

away from them fmrn the  to time. 



Although the process d m*ng this thesis was quite a solitary 

experience, I owe rny stmngth and courage to the abundance of people who 

support, encourage, Wieve in me, and most of all, love me. And this is why I 

wish to take this opportunity to express rny sincerest and heart-felt gratitude to 

them. 

My family, who are always as close as they possibly can when the need 

arises. l will never thank enough. l am grateful that my father transmitted his 

courage and intellectual ambition, that my mother taught me some of her 

unsurpassed social mastery, and that my brother always pragmatically 

reminds me that I better not become one of those 'boring and arrogant. highly 

educated intellectualsm. I am ever so thanml that my grand-parents are playing 

such an important role in my life. and are such incredibly fantastic great-grand- 

parents. I want to acknowledge the dedication of my grand-mother. who has 

committed herself to washing my clothes for the entire duration of my studies; it 

has undoubtedly b e n  a motivating factor in pursuing my higher education. 

I hold such tremendous respect for the gift of tnie friendship, and such 

phenomenal affection for my dear and close friends, of which I am blessed to 

have so many, that I wish to thank them too. Special thanks to Chantal. my 

oldest and closest friend. who is the onîy one able to make me laugh at my 

shoitcomings, and who so candidly admires my talents; to Hassen, my 

confidant and best pal. who never takes me too seriously and with whom I 



enjoy an indefinaMy strange friendship; to Mohammad N.S.. a man whom I 

admire tremendously, and whose modesty, courage. penistence and 

cornmitment tmty inspire me, and ta Mohamed M.. whose frank and straight talk 

always provides f# stimulating thinking. To my good friends Christine, Lily and 

Joanna. who have time and time again patiently Iistened b me and shared 

their stories with me, I wish also to express my deep appreciation. 

Agreat many thanks go to Mohammed H.S., Tafik, and Nabil. who have 

made my stay in Momcco an unforgettable experience. fheir assistance was 

undeniably helpful and intensely pleasant. 

I wish also to thank al1 my cyber-fritmds: Andine. Sami, Adil. Adel. 

Mounir, Missoum. Djamel, Karim, and al1 the others. They were aiways just a 

few clicks away (although most of them thousands of kilometers away), when I 

needed to vent, cornplain and scream in the rniddle of a 'thesis-crisisW. 

And last but not least. I wish to thank my thesis director, Joyce Barakett, 

who has guided me attentively and unobtnisively al1 along. allowing me to bely 

pursue rny intelledual interests. 



List of Tables and Charts / ix 

1.1 Purpose of the study 1 2 

1.2 Outline 1 4 

2.1 A Qualitative Approadi 1 7 

2.2 Participants and Sampling 1 8 

2.3 Framework and Procedures 1 12 

In@&w quesbw,s/ 18-19 

2.4 Limitations / 22 

CHAPfER 3: HCSTORlCAL AND CULTURAL CoNTEnTI26 

3.1 History and Moroccan System of Higher Education 1 26 

3.2 Moroccans' Views on Higher Education 1 30 

3.3 tmplications / 32 

vii 



5.1 Teeching Style 146 

Faclor 1: Leamer-îmd acîMWs /46 

Factor 2: Petson&-zing i n M m  / 47 

F8cW 3: Rdab'ng to expetbme /48 

FBCIDr 4: Assessing students' neeûs /49 

Factor 5: CIimate building / 50 

Faclor 6: PatWpation in fhe lesming PIDCBSS / 51 

Factor 7: Fkxibilïty Ibrp(~sona/ development / 52 

Oveml1 feaching style / 53 

5.2 Other Cornmon Fadors of Teactier Pteferenœ 1 54 

Motives îbr choosing a tetacher/ 54 

Shrde;nt mBCfiOns to teechers/ 57 
Sludent pdammnoe and atûibution / 59 

~B~ /62 
Teecher pemnality traits and behevioum / 65 

Teedierage end gerider/69 

5.3 Critique and Limitations / 74 

CHAPTER 6: CONCtUSlONS 182 

BIBLIOGRAPHY 1 88 



Tabk 1. Information relating to the participants 1 11 

Table 2. Interview questions as they relate to the PALS seven factors 1 21 

Chart 1. Best and wont teachers by age group / 70 

Chart 2. Bat  and wonrt teacherrr by gender 1 70 

Chart 3. Gender of chosen best and worst teachers by gender of participants 

171 



University Studenb' Prefemnces for a Teacher and Teaching Styk: 

A Case Study d Moroccan Stubnts 

'And in tmth, if he (the te8cher) is wise, he daes not invite you to enter the 

house of his wisdom, but gudes you to t h  thmshoM of your own mind.' 

(Khalil Gibran; Th. Prophet) 

The factors that contribute to the effective teaching of adults are numerous 

and multifaœted. They incfude dimensions such as classroom cfimate, 

quality of teaching tools. appropriateness of text-books, teacher personality 

traits, teaching methods and strategies. evaluation tactics, teacher 

communication skills, teacher-student relationship, and so on. One of the 

areas that has been studied in the past to evaluate a number of these 

factors in relationship to teaching effediveness is teaching styles. A teaching 

style, as defined in this study, includes a teacher's way of communicating 

with the students, the choices s/he makes to create a desired classroom 

climate, the level of directiveness taken, and the chaices s/he makes in 

tools. methods. strategies, and evaluation techniques. In other words. 

teaching style refers to the beliefs of a teacher that translate into their 

classroom behaviour and choiœs. Many education specialists have studied 
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teaching styles in relationship to either student preferences or achievement 

(e.g., Bujold & Saint-Pierre. 1996; Conti, 1985, 1989; Hilligross, 1992). Most 

of the researchers have agreed on a tyfx! of polarkation of teaching styles, 

although they may have temeâ them differeritly (see Mohan & Hull, 1975; 

Ron, 1977). Evert those who have delineated the styles into more than two 

categories did, in the end, place those numerous categories under one of 

two headings (Axelrod, 1980; Grasha. 1994; Ryans, 1975). Fmm thers, 

research has attempted to prwe or evaluate which of the styles appeared to 

be more efiedive. One of the ways used to evaluate the effsctiveness of 

these styles is to rely on students' perceptions of teacher effectiveness. 

Although an ovemhelming amount of research supports the leamer- 

centered teaching style (as opposed to the teacherœntered style) as the 

preferred one by students, very fittle research has been done to link culture 

with students' preferences for a teaching style. 

1.1 Purpase dthe Study 

The aim of the thesis proposed hem is to conduct a study in order to 

investigete the link (or l a d  of) between Moroccan university students' 

preferences for a teacher and teaching style. M y  would such an inquiry be 

meaningful? Even if the phenomenon of globalization is well on its way, 

there still remains a gap in available resources between so-called 

developed and developing countries. Developing countries ofkn resort to 



professional resources stemm ing from devekped countries. and higher 

education is no exception. In light of the opportunities for educators trained 

in North America to teech abroad and especially in developing countries. it is 

important to question assumptions d m n g  from the educational research 

conducted with students in North America and other 'devekped' societies. 

VW must be aware that the increasing popularity of one approach to 

education in North Arnerica, for example, might corne into conflict wÏth the 

phifosophical stance and assumptions of a partiailady dimrent culture's 

educational system. 

In order to investigate student preferences and teaching styles in a 

particular cultural context which differs considerably from a North American 

context , 2 seemed appropriate b focus on students in such a country, in this 

case: Morocco. From the@, we may ask the question 'what is the prefened 

teaching style of Moroccan adult students in Morocco?". To address this 

question. it appears adequate to ask Moroccans who are involved in post- 

secondary education in Monxxx, what they consider to be the traits and 

behaviours of a good teacher. and to contrast these perceptions Mth those 

traits and behaviours they attribute b bad teachem. From the descriptions 

given by the subjeds, patterns may emerge, since different traits and 

behaviours are considered either teactier or student centered. 

Briefly. the purpose d this study is in a way self-evident: I wish to 

explore Moroccrin adult students' preferenœs for a teaching styîe. But 

moreover, I wish to question the generalizabitity of previous research on the 
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subject that was wnducted mainly in the Western hemisphere of the world, 

and more often than not in North Arnerica. This may prove to be useful in 

questioning assumptions made about teaching and teaching effectiveness 

and what it is supposed to 'look like'. tt may give educational researchers 

and teachers who plan to teach in an intercultural andlor multicultural coritext 

an incentive to become more aware of the e M  of culture on students' 

perceptions of teaching and teechers. Therefore, this study intends b take a 

new look at an old subject: a cultural persmctive on teaching effectiveness 

as 1 relates to studentsJ preferences for a teacher and the teaching style this 

teacher displays in the classroom. 

The fotlowing chapten will m e r  different aspects invalved in this study. 

Chrpter 2 relates to the methods used to collect the data. including how the 

participants were found and who they are, the frarnework that was used to 

design the interview questions and to analyze the data, as well as the 

procedures and events sunounding the actual interviews with the 

participants, and limitations that relate to the method. 

Chapter 3 will address the particular historical and cultural conta of 

the higher educational system in Mwocco, its development through the yeam 

as well as the crisis it is presently considered to be undergoing. and the 

general public opinion about education in Morocco. 
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Chapbr 4 m e r  the literature relating to different aspects inwlved 

in this thesis, such as studies conducted on student preferences fw 

teachers, Ilrature related to teaching styles, and litefatum that coven, 

factors which are peripheral to the elements of this study. 

The next chapter, chapter 5, will present the results of Ltiis study and 

discuss their implications. The findings will be presenteâ in relation to each 

of the factors of the chosen framework which are said to constitute teaching 

styles, as well as bring to Iight other cornmonalties th& arose from the 

analysis of the interviews with the participants. Attempts will be made to 

explain andlor mise questions in regards to those commonalties. A critique 

and limitations section follows, in order to look at possible alternative 

explanations for obtained results or potential pitfalls in the interpretation of 

the data. 

The sixth and final chapter is entitled 'Conclusions': it will cover a 

summary of the findings and how they may be significant, as well as raise 

important questions that this study has yielded and propose ways andior 

areas to explore in future studies or research. 

I have explained the purpose of this study, which is mainly to 

investigate students' preferenœs for a teacher and teaching styk in a 

specific cultural context which diffen fmm that of previous research on the 

subject. I have defined the concept of teaching styles and emphasized the 

lack of research that takes culture into account when dealing with studies 
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which miy on students' perceptions of teaching and teachers, and I have 

also exposed some af the reasons for which such a study might be useful. 

In the ne>d chapter, I will present the method that I have chosem to investigate 

the link between students' preferences for a teacher and teaching style, as 

well as how I intend to allow other signifiant fadors to emerge. 



Aqualitative appmach is appropriate hem since the nature of this study is 

exploratory. Qualitative researchen begin. as I do. with a research question 

and 'theory develops durîng the data collection processw (Neuman. 1997. 

p.334). This approach is useful in that it allows for the discovery and 

interpretation of unpredictable or unexpeeted data. m i l e  a refationship 

between Morocc8n university students' preferences for a teacher and 

teaching style is sought, much of the data obtaineâ allows for the 

emergence of other important factors. 

Also, the goal of this study is to get an understanding of the 

participants' perceptions of what constitutes a 'good' teacfier, and this is in 

line the goal of qualitative social research which is ?O develop an 

understanding of social life and discover how people construct meaning in 

natural settings' (Neuman, 1997, pp.68-69). 

Additionally, the inte- as a research procedure has as its central 

value that it 'allows both parties to explore the rneaning af the questions 

and answers invoîvedw (Brenner, Brown & Canter, 1985, p.3) and thus 

permits the interviewer ta clam or negotiate with the i n t e r v i w  the 

rneaning of a particular question, should it not appear clear to the participant. 
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This is &al and al1 the more important in ttre mext of cross-cultural 

inteMews, where the interviewer's cultural background difiers from that of 

the participants. In this case, not only does culture difbr but the language 

used to intewbw the participants is not their 'fimt" language. 

2.2 Participants and Sampling 

The participants for this study were four males and three fernales wtio had in 

the past attended or wem pmently attending a Moroccan universty. They 

were al1 of Moroccan origin and were aged btween 22 and 30 years. The 

extent of Meir invohment, in terms af yean of attendance, ranged between 

3 and 8 yean (from 3rd year of fint degree to completed doctorate). Most 

participants (6 out uf 7) had or were attending a university whose educational 

system is based on the French educational model (see Chapter 3. p. 26. for 

details on the Moroccan educational system). The remaining participant had 

attended a private institution which is more influenced by the American 

educational system. 

The initial contact for the purpose af finding volunteer participants was 

established through the lnternet and cybereat rooms. This relationship 

developed through a regular exchange of e-mails over a period of several 

months. The participant was told about the nature of the research and 

eventually asked if he could extend the invitation to participate to other fellow 

students. Explanatocy flyers where sent to hirn through the mail, both in 
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French and English. 4 th  attachexi 'couponsa to hand back to the initial 

contact student. These coupons were never given back to him but he 

reported some interest among his group of univemity colleagues. 

Eventually. a trip to Moroax, occurred and people were asked for their 

participation. However, some unexpeded factors intervened with the 

intended sarnpling procedures. 

tnlially. it was intended to find al1 the participants in Momcco, all of 

which would be presently enrolfed in university to ensure that the age range 

would not be too wide. One of the factors which made this diff~cult was that 

the trip occurred during Ramadan month (a month in which Muslims fast 

from sunrise to sunset). During this part of Ramadan, students were on 

vacation and most were visiting family mernbers out of the a t y  (Rabat). On 

one hand, most of the before-contacted people were thus diff~cult or 

impossible to find. On the other hand, Moroccans tend not to engage in any 

actMty during daylight time unless obligated to (by job-related activities for 

example), which reduœd the window of opportunity time-wise. Nevertheless, 

al1 four male participants were interviewecl individually during the span of the 

first few days of the trip, and participants who did not fulfill the original criteria 

(for example. age and present enrollment in university) were intewiewed 

regardfess, since the difficulties were becoming more evident and 

foreseea ble. 

Other factors, not al1 clear or objectively-definable, anected the 

opportunities (actually resulting in a lack of such) to interview fernale 
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participants. First, the thente~ews w r e  condudeci et one male participant's 

family's house, and young women are socially, cutturally and traditionally 

discouraged from visiting young men's homes. Second. it was improper 

and socially unacceptable to invite 'natives* into the researcher's hotel 

rwm. Evem if a public place, as quiet as one could be found, was a 

possibility, them still remained other factors. These possible factors could 

be that young women's freedom is limited andlor. in this vsry particular case, 

that specific group dynamics were invdved. The Crst hypothesis arose from 

the observation that fewer wornen than men are seen out during the evening 

(although I was toM that women dearly outnumber men in Morocco), and 

the second came fmm observing one participant (the so-called initial contact 

participant) phoning his closest female friend (within his group of university 

friends) and always coming back beanng the news that she could not corne. 

As to the reason(s) why she refused to corne to meet us, it was not made 

clear, except that this participant repeatedly said 'she is too judgmental' 

throughout the following conversations. tt was thus an intuitive interpretation 

on my part that the woman might have been voluntarily tuming the invitation 

down. 

During the trip, it was finally impossible to intewiew female 

participants. Upon retlection, it would probably have b e n  more helpful to 

attempt contading a potential female participant diredly from the use of 

Internet More leaving for Morooco. 



Hawever, attempts were made. once back in Montreal. to find female 

Moroccan participants h8re who had in the past attended a Moraccan 

univenity. Through contacts hem, I was able to locate and approach a 

Momccan woman hem who had in the ment past attended a Moraccan 

universty. The most evident potential problem involvecl in interviewing 

participants such as this one is that their subsequent experiences. with this 

culture and the educational milieu hem, might inte- with her recall andior 

her interpretations of past experience. 

Finally, two other female participants were located. one in Franœ and 

one in Morocco through different contacts. These two women were 

interviewed through the use of Internet, thus in a Iive written interactive 

fashion. The potential pithIl in this case is that the participants appeared to 

volunteer less detailed information, since typing takes more time and effort 

than speaking. The questions were theref6re answered. but additional 

information. if not probed for, was not as M y  given. 

M 22 3 Economy Morocco 

M 30 7 Law Morocco 

3 Journalisml Morocco 
Communication 

3 Finance USA 

4 Electrical mg./ Canada 
Telecommunications 

8 Biology France 



In Tabk 1 (p-ll), details pertsining to the participants are displayed, 

such as gender, age (et the time of the interview). years of higher educaüon 

in M m .  field of study and location, i.e. where the participant l i v d  at the 

time of the interview. 

2.3 Fmmenrork and Procedutes 

In order to atternpt to establish the relationship between students' 

preferences for a teacher and teaching styie. what was needed was an 

instrument that would enable us to evaluate the teaching style of both 'good' 

and 'bad' teachers. Far this purpose, I Mer to the PALS (Principler of Adult 

Leaming Scale). The PALS was designed b be 'a tool for instnictors' 

personal assessrnent of teaching style' (Conti. 1989), but a questionnaire 

was designed from the PALS with questions addressing its seven fadors, in 

order to assess the teachers' teaching style based on the perceptions of the 

students. These seven factors are: 

1. Ceamer-centered activities; 

2. Persanalizing instruction; 

3. Relating to experienœ; 

4. Assessing student needs; 

5. Clirnate building; 

6. Participation in the leaming process; and 
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7. Flexibility for personal deveioprnent. 

M e r i  used as a self-assessrnent tool, a low score on these factors 

indicates a teacher-centered style while a high score indicates a leamer- 

centered teaching style. A score which is neither high or low indicates a 

combination of styles. For the purpose of this $ M y .  analysis was based 

mostly on whether or not a teacher fulfilled these criteria of 'leamer- 

centeredness', based on the mentioned seven factors. M i l e  the seven 

factors were used as a basis to idenûfy criteria of teaching styles. the 

questions as proposed in the PALS itseM were not used as a basis to 

c o n s t ~ d  the questions for the interviews hereby describecl. 

Sorne of the reasons for this are that the PALS was designed for 

teachers' self-scoring and that the questionnaire is mostly aimed at 

teachers who are involved in continuing education, which is not the nature of 

the educational context of the participants intew-ewed for this study. The 

responses evidently were based on the student's perceptions of the 

teacher's teaching style. 

Probbly the most important reason for taking the PALS factors' 

essential meaning, rather than basing the intewiw questions diredly frorn 

the PALS self-scoring questionnaire, is that considering the lad< of 

academic freedom present in the Moroccan educational system. it is simply 

impossible for teachers to display some of the learnercentered 

characteristics proposed in the PALS questionnaire. You may M r  to 
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Chapber 3 (p.25) to understand the elements that contribute to the 

constraints Maoccan teachers fece within their educational system. For 

instance, it would be impossible for a science teacher to allow students to 

determine, in any way, the matter in which they would wish to be evaluated, 

since examinations are regulated by gcmrnmental bodies which impose the 

same exams for al1 science faculties in Moroccan universities. 

The definitions, or rather the degree of possible 'learner- 

centereûness' have been slightly 'reduced" to accommodate the cultural, 

educational OOntext in which this study is taking plaœ. Therefore, for the 

purpose of this study. the folIovuin$ am definitions andlor explanations of the 

seven factors, as they are perceived in their basic 'philosophy'. denved from 

an interpretation of the essence behind the PALS' original questions: 

Leamer-oentered ectivities promote the development of students' own 

perspectives in regards to knowledge, allowing students' ta develop and 

state their own values regarding a taught subject. and they allow students to 

pursue their own personal interests regarding the course material 

presented. Leamer-centered activities imply that a teacher relies on the 

students also for the choiœ of adivities, and proposes activities that will 

focus on the students as key elements in the learning process. For 

example, a teacher who uses leduring and exdusiwly lecturing as a 

teaching method would tend towards the extreme 'teacher-centered' end of 

the continuum, while a teacher who asks the students to research and 



present their own findings and opinions to cooperatively teach the rest of the 

class would be considered b leamer-centeredm. 

Personalizing instmction; A tearnercentered teaching style is one 

where the teacher adapts hislher objectives, rnethods, techniques, 

assignments, etc. to the students' level, learning pace, needs, and who 

gives special attention to students with particular needs andlor problems. A 

teacher who 'pecsonalizes insttuctionm would adapt to the students as a 

group, as well as to the students as individuals. A teacher with a teacher- 

centered style would teach in the same manner to different groups of 

students and to individual students. regardless of the specificities of hisher 

students. 

Relating to expeflence; Teachers with a leameroriented teaching 

style make links between their subject matter or course material and the 

students' previous experience. These links can relate ta the students' 

personal experience, ta their experience as students or to their experience 

as citizens or observers (past and future). I will consider all these types of 

experiences as such beceuse of the different nature of the taught subjects 

involved in the participants describing their best and worse teachers. as well 

as because the students intentid did not have past professional 

experience. At the other end of the teaching style spectnim, a teacher 

dispiaying a teacher-oriented style would give little or no regard to the 

students' experieme, pen-ve or to the predical applications (possible 

and Mure experiences) of the subject helshe is teaching. 
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Assessing student needs is a central element in the leamercentered 

teaching style. Learner-œntered teachers adapt their leaming objectives 

and teaching methods to the particular needs of the students. There might. 

however, be a difference in the degree of learner-centeredness of teachers: 

in its *extremes form. these teachers will let the students define their needs. 

But some leamer-centered teachers might also elicit information from the 

students and then themselves identw those needs. Teachers who are 

teacher-centered would not adapt to the needs of students. self-defined or 

not; they would respect a curriculum which does not take into account the 

needs of specific students or groups of students. At best. the needs of 

students would be defined by what they expect them to be. 

Climate building; In the contex! of this study, the climate will refer to 

the overall leaming atmosphere present and felt by students in class. A 

climate typical of a classroom where the teacher is leamer-œntered would 

allow students to interect together, make them fed free to state their 

opinions. values or feelings, and would essentially be described as 

'pleasurables or 'wam'. Teachers who are teacher-centered would 

encourage discipline and silence from their students, in order to ensure 

minimal distractions and to enable better 'absorption" of the delivered 

information. 

Participetion in the leaming p m s s ;  In a learner-centered 

classroom. students participate in decision-making conceming a va- of 

factors. They might be given *dom to choose topics to be discussed. 
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material b be cuvered, ways and criteria by which t b y  will be evaluated. etc. 

In a teacher-œntered classroom, the teachef makes all these decisions. 

Flexibility tbr personal development; The essence of the meaning 

intended by Conti when he reîêrred (a this factor is that in a learner-cantered 

leaming environment, students have opporturtities to 'deveiop personally', 

i.e. to confront personal issues if they wish to do so, to develap sacially and 

relate to others in the classroam, and tend to view the teadier as a resource 

rather than a provider of knowtedge. A teacher who is teacher-centered 

would exert control and discipline in the classroom, limiting the contacts 

between students, ad  as a provider of knawledge and stick to his/her 

planned objectives with special focus on the subject 'to leam' rather Vian the 

students and their own personal development. 

The participants were asked, in a onesnone interview (In French as 

they preferred to be interviewed in French) the following questions about 

both their 'best' and 'worse' teacher, hereby translated in English: 

1. Can you describe this teacher in general terms? 

2. M a t  did you like best (and what did you like least for the 'worse' 

teacher) about this teachef? 

3. Can you describe this teacher's teaching methods? 

4. M a t  kind of relationship did this teacher have with his/her 

students? 

Did slhe treat al1 the student in the same manner? 
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5. Did you have the impression that dhe knew the needs of his/her 

students? 

Did sîhe ask what the students wanted? 

6. Did dhe present the students with choiœs? 

If so, in what regards (in which aspects)? Can you give an 

example? 

7. Did s/he pr8~8nt the subject matter in such a way that you had an 

idea of how to use this information? 

8. Did s/he make a link between the subject matter and the students' 

experience? 

9. Did slhe encourage the students' participation in dass? 

10. Did s/he put same efforts in creating a phsurable learning 

climate? 

If so, haw? 

11. Did you have the impression that s/he had the personal and 

general devekpment of the students at heart? 

If so, can you give an example of how that rnanifested itself? 

12. M a t  type of evaluation methods did slhe use? 

13. Did the students have a say in regards to their evaluation? 

14. Compared to other courses, muld you say you perfomied better, 

as well or worse? 

15. Compared to other courses, would you say you have leamed 

more, as much or less in this course? 
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16. Do you think that most of the students had an opinion similar to 

yours in regards to that teacher? 

17. M a t  is the main reason why you chose this teachefl 

As is evident in the questionnaire, some questions were added to 

obtain information about the personal characteristics of the teacher 

(question 1 )  others to test for possible biasing factors, such as 

performance (question #14) or personal conflict (question #le), and one to 

assess the motives students had Ik choosing a teacher (question #17). 

M e n  the participant's response was not clear or did not answer the 

question, additional questions were improviseci to provide further clarity. 

Prior to being asked to answer this questionnaire, participants were 

also asked questions about themselves, such as: country of origin, age, 

years of schooling, system in which they were schooled as adults in 

Morocco as well as their field of study. They were also asked to idenMy the 

country of origin of the teachers, their field of study, the teacher's 

approximate age and their gender, and the country where the teacher was 

trained in his/her field, if it was known. This information was used to better 

understand some of the motives they might have consciously or 

unconsciously had for choosing those teachers, as well as to of& possible 

alternative explanations for their assessrnent of those teachers' 

effectiveness or to identify patterns in the chosen 'best' and 'worse" 

teachers. 
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Three of the in te~ews were conducted in the evening, at one of the 

participants' family residenœ in Rabat, a fourth in a hotel lobby in Manakech. 

One of the three female participants was interviewed in a university library in 

Montreal. The two other female participants were inteMe& thmugh the 

I ntemet. 

Wi'hife the PALS' instructions indicates that it seeks to assess a 

teacher's behaviour in the classroom (see Conti, 1989. p.7). the questions 

designed hem around the seven factors of the P M  offered an insight into 

how those teachen might act outside of the classroom. For example, to 

assess whether a teacher would be Iikely to personalize hislher instruction, 

the follow-up question to question #4 'Did slhe treat al1 the students in the 

same manner' as well as further improvised probing, attempted to address 

this factor, but answers might be indicative, in addition to or in place of 

'personalizing instruction', of the teacher's behaviour with students outside 

of the classroorn- To better understand to which factors the different 

questions might refer. see Tabk 2 (p.21). In some cases, some questions 

could address more than one factor, or, incidentally, the participants' 

responses might not have given insight into such targeted factors, but 

instead information that is valuable in 0 t h  ways. A h ,  remember that some 

questions not mentioned in Ta#. 2 were questions designed to control for 

other variables, as mentioned above. 



Question ' Fador(s) * 

1 Any. all. or othef m o n  not relating to the 

PALS. 

2 Any, all. 

3 1, mainly; aiuM be any other factor. 

4 2, 4, 5, 6 andior 7. 

5 4 

6 1, 2, 3, 4, 6, andlor 7. 

7 3, 4, 6, andior 7. 

8 3 

9 1 andlor 6. 

1 O 5 

11 6 and& 7 

12 1 , 2, andfor 6 

* Numbers refer to those indicated in the lists of questions and PALS factors. 

Originally, a group in te~ew or discussion was intended to explore 

students' opinions and perceptions about education in Momcco as a whole, 

educational methods used in universities, changes that have been occuffing 

in the educational system, as well as to get an understanding of the 



participants' perspectives on the meaning of diflerent tenns used in the 

inte~'ew. 

For reasons mentioned abow, it was impossible to fonnally arrange 

for a group interview. Hawever, as a fèw participants had repetitive contacts 

wiai the researcher, and showed some genuine interest in the research 

topic, oiey volunteereâ information about their opinions conceming 

education in Monxxx> in general. These fragments of information arocre in 

social conversations, and h i l e  lhey did provide some insight into the 

students' opinions. oiey were not recorded through the use of a tape 

recorder, as were the individual interviews. 

2.4 Limitations 

lnherent to any procedures of colleding data are some limitations. Some 

may be due ta the nature of the tool chosen, others to the sample of 

participants chosen (which were discussed above), to th8 wording of 

questions, to language or cultural obstacles, to the implied meanings and 

definitions of key terms, and so on. Alf of these were present in this study, 

some of which appeared only aRer conduding the interview. others occumng 

while attempting to cdlect the data. Becuming aware of these limitations, 

even if they cannot be elirninated because they were encountered too late in 

the process, can at least allow us to be especially prudent about the 

analysis and interpretation of data, as well as the possible conclusions 
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which will fdlow. In exeiting caution due to known and mcognired 

limitations, ttwy may even serve to hypotherrize about alternative 

exptanations for specific findings. 

One ofthe m a t  important limitations of this study concerns the use of 

key-terms, such as 'teacher-centered" and 'leamer-centered'. These 

teaching styles are genemlly agreed upon in their essential meaning, but by 

looking closely at the criteria defined by different educational specialists and 

researchers, we can see differences in definitions. For the purpose of this 

study, I have used Conti's (1989) seven fadm fmn the Principles of Adult 

Leaming Scale to deiineate the criteria which define the two teaching styles. 

It could be argued that the PALS is not the best twl to measure teaching 

styles, since 1 may appear that the critena defining 'leamer-centerednessw 

are 'positive' in their wording and that those defining 'teachercenteredness' 

are 'negativelf worded. Unfortunateiy, no study has been found which 

attempts to validate or contradid the effectiveness of the PALS as a tool to 

measure teaching styles. Nevertheless, since Conti is a recagnized 

specialist in the field, the PALS was hereby used as a basis to cmduct a 

framework for colleding data. 

Limitations in regards to language also presented difficulties. 

Through intewiewing the participants individually, it became obvious, 

because of repetitive misunderstandings, that certain tenns in French might 

not have their exad quivalent in Arabic (the first language of the 

participants). Questions #14 and #1 SI which used ternis of cornparison 
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%etter than, as well as and worse than' (in French 'mieux, aussi bien et 

moins bien quem), repeatedly triggered answers that suggest an obstacle 

linked with language and rneaning, such as. for example 'yes' COUP). The 

questions had to be re-formulated in different ways, more than once, for 

participants to understand the meaning. And despite that. by comparing 

their final answers to these questions with answers to other questions, there 

still remained contradictions which cauld suggest wntinued 

misunderstanding of tenninology. Once they understood that the questions 

were related to cornparisons (they were asked if they perfomed as well as. 

better than or worse in those courses than in other courses), they tended ta 

answer, bycompanng their grade to the average grade of the other students 

in that class. An other possible explanation could also be that the students 

did not wish to reveal elements linked to their performance, although this 

seems less likely sinœ they shared about their performance at other times, 

aven directly reporting their grades. 

Perhaps the most important limitation encountered in using the initial 

PALS questionnaire has been avoided by slightly modifying the extent to 

which each question addressed a learner-centered characteristic, to allow 

for Monxxan teachen to be evaluated by the students as having a leamer- 

centered tendency. I ha- tried by doing so to reduœ the cultural bias 

inherent to the PALS questionnaire as it is. U M  will see in the discussion 

section how that atlects the interpretation of the data obtained through the 

students' reports of their perceptions of the teachers they describe. 
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In this chapter, the method used in this study has been addressed. and a 

description of how the participants were found was given. The procedures of 

developing a questionnaire based on a basic understanding of tha PALS 

factors has been explained. and the limitations concerning oie method have 

been provided. The next chapter will present an ovmiew of the historical 

developments in higher education in Moroceo, as well as some of the 

particularities inherent to the management of the educational system and 

their implications for this study. 



As it was mentioned in the introduction of this thesis, it is important to be 

aware that the philosophical and cultural bases of one educational system 

may affkt students' perceptions of teachers and teaching, teaching 

methods. and students' preferences. % may also afkct the opportunities to 

be exposed to the teaching styles seen and evaluated in other cultural 

educational contexts. Thetefore, it is appropriate to look at the history and 

development of education, particulariy higher education in Momao, in order 

to understand some of the students' motives andlor perspectives. This is 

why an 'historical and cultural a m t W  section has been included hem. 

3.1 Histo y and Moaoccan Systern d Higher Eduutkn 

The first Moroccan university was founded in 859 AD, in Fès (Qattab, 1999), 

the a ty  which is still considered by Mococcans as the country's 'cultural 

capital'. This university was essentiatl y religion-oriented, although it did offer 

the delivery of knowledge in the fields of mathematics, medicine. philosophy 

and law. At that time, and before the French-Spanish colonization. the 

Moroccan educational system was based on Muslim traditions. As Szyliowicz 

(1973) reporteô. 'Freedom of thought was never a central value of Muslim 

society and culture; rather, the emphasis lay upon acquiring as much of the 
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accepted wisdom as possible (...) The very origins and character of the 

educational system relïeded this points (p.71). 

From 191 2 to 1956, Moroax, was a F rend-Spanish protectorate and 

the French invested considerable resources in the modernization of the 

educational system (Berlitr, 1995). mostly with the intentions of educating 

people to administrate the state within a French system. At that point, the 

focus shifted from a Muslim educational system that was religion-oriented to 

a more wntemporary educational system with more emphasis on 'inquiry 

and meaning' (Manzoor, 1990, p.37). In 1956, Moroax, regained its 

independence and in 1957, the first independent Moroccan university was 

created in Rabat. AIthough the Moroccan govemment sought to 'arabicizd 

and modernire the educational system, Moroccan universities as they are 

known at present still are greaty infiuenced by the French system of higher 

education (Ministbre de Enseignement Supérieur, de la Formation des 

Cadres et de la Recherche Scientifique. 1999; Bouqia, El Harras & Bensaïd, 

1 995). 

Moracca now has 14 universities, with a total enrollment of 256 000 

students, taught by appdmately 10 000 tsachers, 25 per cent of which are 

females (Ministh de l'Enseignement Supérieur, de la Formation des 

Cadres et de la Recherche Scientifique, 1999; Sabour, 1996). Additionally. 

Morocco has 62 establishments designed to train people who will work 

primarily in the public sector (their enrollment represents oniy 5 per cent of 

the total number of students enrolled), and 80 private establishments of 
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higher ducation offedng speafïc programs (Qattab, 1999). Aside from Al 

Akhaweyn University, whose system i 'Amencan' system-based. 

Morocco's educational systern, as seen before. still remains highly 

influenœd by the French system of ducation. 

The French systern remains mastly thearydented, and most 

Moroccan teachers have obtained their doctorate degrees in Franœ. ît 

should be known that in public universities, the courses are oRen given in 

French, which is not the students' first language, and that oral exams are a 

wide-spread evaluation technique- sorne subject matters and courses are 

even known as 'oral subjects'. Oral exams mostly take place in a teacher's 

ofice, where the teacher asks questions to one studerrt at a time and grades 

accordingly. The decisions regarding the language used and the evaluation 

procedures in place are in theory determined by the governmental body 

responsible for establishing national noms and regulations of university 

programs, leaving little freedorn for the teachers to adapt these to their 

students, if thay wished b do so (Mekouar, 1996). Bourqia, El Harras, and 

Bensaid (1995) report that the language of use in universities depends on 

the programs; in Mohammed V University. in Rabat, French is the language 

used for teaching in the departments of Medicine and Science, Arabic and 

French are used in the îàculty af Law and at the INSEA (Institut National des 

Statistiques et d'Economie Appli~u6es; National l nstitute of Applied Statistics 

and Economy). In the hculty of Leftms (which indudes literature. humanities 

and social sciences), Bourqia, El Hamas. and Bensaid (1995) state that 
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since 1974, the social sciences depaRments have been 'arabicizedm 

completely (meaning Arabic is the only language used to teach in those 

departments). 

Academic freedorn is know to be ~ c y  lirnited in Morocco, as al1 public 

universities must comply with rules and regulations coming from the 

Govemment Department responsible for higher education. Referring to 

Momccan universities, Mekouar (1996) States th& 'it is quite evident that 

Universities and their constituent parts enjoy lime or no autonomy at the 

three levels of pedagogy. administration, and budget' (p.304). However, he 

also says that while this is tme in theory, some degree of academic freedom 

is observable ta a certain degree and in some facutties, in practiœ 

(Mekouar, 1 996). 

The faaitty of science offers the least -dom because course 

content is defined minutely by the government, but teachers may choose to 

emphasize parts of the curriculum if they wish to do so in the classroom, 

keeping in mind that examinations are standard nation-wide. In the faculties 

of Letters and Humanities, academic ireedom is more evident; because of 

the lack of consensus within the council of decision-makers regarding which 

content matter is most important, the courses decided upon leave much 

more freedom as the titles are vague (for example, courses entitled 

'litt6mtum 1' and 'philosophiem). Teachers in such faculties must submit to 

the types of evaluation and the weighing im posed by the govemment as well, 



but exam questions are not standardized and unifonn across all universities 

(Mekouar, 1 996). 

3.2 Moroccans' V i .m on Higher Eduutkn 

Some of the reported educational problerns in Moroccan higher education 

are: an inefficient educational system, a low rate uf scientific research, a lack 

of communication and exchange between institutions, and a lack of 

consideration for special Moroccan regional needs in relation to the 

geographical situation of educational establishments (Qattab. 1999). And 

although private institutions daim to ofbr better-suited training and 

education. some of them do not deliver, and others are Cnandally out-of- 

reach to the vast majority (Qattab, 1 999). 

The result is. according to Qattab's (1999) artide, that public opinion 

of Moroccan higher education is becoming more and more negative, and 

students in general are pessimistic about the quality of education and their 

future. In a survey conducted with 500 university students in Morocco. 60.2% 

of respondents deciared being unsatisfied with university, 24.2% said they 

did not have an opinion on the matter, leaving only 13.8% who were 

reportedly satisfied with their university (Bourqia, El Harras 8 Bensaïd, 

1995). This was also confimed by the inte~ewed participants. most of 

which reported there is too much emphasis on theory, that the theories are 



out-dated and that there is a considerable la& of opportunities to gain 

pradical, hands-on knowleâge in Moraxrin universities. 

A M  îistening to the participants and other Morocc~lns' viemr on 

education in M m .  it would appear that few, if any of them, would agree 

Mth Manzoofs (1990) contentions that 'in the lslamic system, there is 

equality of opportunities irrespective of class or economic statusm and that 

'the lslamic system gives a great deal of freedom to students to chmse their 

field of interest and has no rigid examination system' (p.5). Aaotding to 

Bourqia. El Harras, and Bensaid (1995). the access to higher education 

remains an enomous privilege destined to a minority of young Moroaxns 

who have in one way or another succeeded in o v e m i n g  the obstacles 

inherent to ssch an educational system. They further state that the fourth year 

university student is a suMvor of school and university elimination, and 

should he come from a modest socioeconomic background, he is also a 

'miracle' (Bourqia, El Harras & Bensaïd, 1995). 

Perhaps because the French system of education has been adopted, 

some of the basic lslamic traditions and philosophies have been lost in the 

construction and organization af education and educational institutions. As 

Matucnx (1 990) states: 

In developing a curriculum, besides other considerations, one has 

also to take into accwnt the traditions, culture and the value system of 

the community conœrned. Further, one has to go by long terni 

requirernents of the trained manpower for the community and the 

country. (p. 35) 



A lad< of attention given to such considerations was underlind by 

Qattab (1999) as one of the major reasons for the educational crisis in 

Morocco. 

3.3 Implications 

The implications of an educational system such as Morocco's for this 

research have been eluded b earlier. In an educational system that is 

essentially controlled by the govemment, where elements such as course 

content andlor examination procedures and grade-weight are determined by 

forces extemal to the teacher, it would be difficuft to enoounter teachers who 

show evidence of a leamerirtntered teaching style to the same or a similar 

extent than teachers may be aMe to in North America. if teachers' freedom is 

constrained, students' freedom will thus be as well. tf a teacher can not 

choose paflicular material or specific examination strategies. how can he or 

she present hislher students with a choice in such matters? 

Also. it should be noted that student evaluation of teachers is never 

mentioned in the literature pertaining to Moroca, and it's higher education 

system. Students appear to have no part in any decisions made by teachers. 

faculties or the state in regards to their education. 

\MB have seen in this chapter how higher education in Morocco 

developed throug h the different historical periods, how this educational 
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system functions. and how this may e(lied the concepts reviewed and 

conœmed in this study. The next W o n  will look at aie Iitefature pewtaining 

to the subject of the study as well as related and relevant elements. 



The literature reviewed will be presented in four parts. The first part relates to 

research findings as they pertain to student's preferences for a teacher in 

general. It will outline the overall tesdrer traits and behaviours which have 

been most highly mted by students at difbrent tevels of schooling, as well as 

those traits and behaviours least favourabîy mted by students. The second 

part will address teaching styles and the research that was conducted to 

determine 1) what am the different teaching styles t b t  anse and 2) how do 

teaching styles relate to student achievement and preferences. The third part 

of the literature mview will refer to opposing views on the subject of teaching 

style and teaching effectiveness. The fourth and final part will refer to other 

variables that may affect students' preferences for a teacher and serve as a 

backdrop to what can ba expected frorn the present exploration if the results 

confirm or oppose the most often agreed-upon contentions about the 

generally most preferred teaching style. The research reviewed will mostly 

be presented in chronological order within each part. 

Student pmfemnces 

The interest expressed in research on effective teaching as defined, 

perceived and described by students is not a new one. In f934, Hart asked 

senior high-school students to describe the characteristics of good and bad 
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teachers (Mohan & Hull. 1975). Students overall describd good teachers as 

being helpful in their school work able b explain lessons and assignments 

dearly, using examples and having a sense of humour (Mohan and Hull, 

1975). On the other hand. this study revealed that students described bad 

teachers as unable to explain dearly, partial to bflghter students, and as 

having a superior. alaof and overbearing attitude (Mohan 8 Hull. 1975). 

Mohan and Hull (1 975) also report that studies by V\l[tty (1947) and Bousfield 

(1 940) tended to support Hart's conclusions et both the high-school and 

coiiege levels. McCombs and Wisler (1997) reported that the Michigan 

studies of the 1950s (descnbed in Pintrich, B m  8 Weinstein. 1994) 'show 

that students believe that good teadiers put across material in interesting 

ways, stimulate intellectual curiosity, give clear explanations, are skillful in 

observing student reactions, are friendly, and provide clear structure and 

organization to the materials presented' (p.37). Those same studies found 

that good teachers, as perceived by students. gav8 quality feedback. were 

available and fair and had a genuine concern for students, and 'were 

enthusiastic about their subject matter and teaching' (McCombs & Whisler, 

1997, p.29). 

Mohan and Hull (1975) report on Stem's claims that good teachers 

show evidence of patterns such as: flexibility in directedness, ability to 

em pathize with students. ability to personalire their teaching, willingness to 

take risks and experiment, skilled in asking questions as opposed to 

answering alt questions. knowledge of subject matter, providing well- 
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established examination procedures. providing study help, having an 

appreciative attitude towards the students, and use of conversational 

manner in teaching through an informal, wsy style. Tennyson. Boutwell, and 

Frey (1978) concluded by their study 'mat college students 'have an 

overwhelming preferences for a professor who sees hirnself, and is seen, 

as a teacher rather than researcher, administrator, or socialite (1 978, p. 196)' 

(Eble, 1980, p.2). 

McCombs and Whisler (1897) alsa reported a study conducted by 

Bernieri in 1991, which supports student preferences for teachers who are 

empathetic, genuinely interested in and concemed for the students. person- 

centered and involving, who were responsible and valued order. Munay and 

Renaud (1995)'s research on good teachers showed that they 'speak 

expressively, move around, use humour, are enthusiastic and clear [...IV cal1 

their students by name, are respectful of students, ask questions of 

students, and have a rapport with them' (McCombs & Whisler, 1997, p.29). 

Furthermore, McCombs and Whisler contend that 

when asked what they remember about positive leaming experience 

in school. most people also recall being able to punue things they 

were interested in and k ing given reasons for why they were being 

asked ta ieam something or tnisted to make other learning choices. 

(1997, p.40) 

Most authors have Iinked the above-mentioned overall personal 

teacher traits with a leamer-centered appmach to teaching or a collaborative 



teaching style. Mk will, however, rernain aware that some mentioned traits 

cm be displayed by a teacher with a teacher-œntered teaching style, such 

as: use d humour, speaking expfessivdy, respectful d students. stimulating 

intelledual curios'ï, and so on. Themfom. l am conscious of some authors 

making a leap in defining the traits as Ming indeed leamer-centered. 

In fact. Waters, Kemp, and Pucci (1988). who asked students what 

characteristics they gave b facutty whom they mted highest and lowest, 

found that students did not rate 'paor' teachers and 'good' teachers in 

opposite terms: they found that while teachers who ra td  highest were 

described in tems of personal and interpersonal tems. lowest ratd 

teachers were described in terrns of classroom behaviour. Of course, while 

the traits described by students in this study might appear not to be 

opposites, they could be perœived as describing different teaching styles. 

since establishing penonal relationships with students could be argued as 

being typical of a student-centered teaching style, and 'lecturing without 

variation in class routinew (Waters, Kemp & Pucci, 1988, p.204). which was 

attributed to lowest rated faculty, is definitely attributable to a teacher- 

centered style. 

Teeching styles 

In order to corne to a better understanding of what wnstitutes a 

leamer-œntered or a teacher-œntered teaching style, I now take a look at 

the Iiterature perteining to teaching styles. Teaching styles have been 
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defined, describeci and categorired in différent ways. In general, and for the 

purpose of this $My.  aie definition of teaching style which will be used is 

one that agrees with Bujold and Saint-Pierre's (1996) definition, which 

includes a teacher's way of being, of behaving as a teacher. hialher w a y  of 

communicating and making decisions. the umy helshe organizes his 

thoughts and presents the subject matter. and hislher way to interact with the 

students. Similady, Grasha (j994) has defined a teaching style as 

representing 'a pattern of needs. beliefs, and behaviours that staff displays 

in their classroomm, and that affects 'how people present information, 

interact with students. manage classroom tasks, supervise coursework, 

socialire students ta the field. and mentor students' (p. 142). 

Mat  authors and ducational researchers would agree that teaching 

styles can be divided into two main and opposite categories. Ryans (1975) 

analyzed the research done on teaching styles and developed a typology of 5 

styles (X Y,  2, E. and DI) but cunsequently divided those 5 categories into 

two major categories called 'academic-centered" and 'permissive child- 

centered' (Mohan & Hull, 1975). Mohan and Hull also mention that these 

same pdarized categories were termed by Kerlinger as 'traditional' and 

'progressive' (1975). Ron (1977) termed his two categories of teachers as 

'actorsn and 'diredors', the first refemng to teachers who teach in a direct 

manner and want ta be 'centgr stagem, while aie second refers to teachers 

who teach in an indirect rnanner and take a 'back stage' position (Stahl, 

1992). As for Axelrod (1980). he distinguishes behneen three styles 
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according to the way the teachers perceive the purpose of their teaching: one 

focuses on the subject matter and aims at the students acquiring the 

principles and theories standard to the field; the second focuses on himself, 

the teacher, and attempts to teach his own approach to the same standards 

of the field; and the third focuses on the student, helping them develop 

autonomous thinking in regards to concepts and applications in the field. 

Hwever, once again, Axelrod (1980) puts the first two cacategories in one 

major category which is concemed Ath the standards of the field and aims 

at delivering knowledge which the teacher deems appropriate for the 

students, whereas the third category, studentcentered, has a different 

outlook on teaching altogether. Grasha (1994). another author and 

researcher in the field of teaching styles, taiks about îïve teaching styles 

being pervasive in college classrooms: 'expert, fonnal authority, personal 

model, facilitator, and delegator' (p.142). Then, he states that none of these 

styles exist in a pure form and that, consequently, four different combinations 

of styles anse (Grasha, 1994, p. 142). And finally. he positions those clusters 

on a teacher-centeredlstudent-centered continuum (Grasha, 1994, p. 145). 

For a variety of reasons, some of which will be elaborated hem, most 

authors support the student or leamer-centered (also called collaborative) 

teaching style in adult or higher education. Conti (1 985) states that 

Despite the existence of divergent teaching styles, a significantly large 

portion of the adult education literature supports the collaborative 

mode as the most effective and appropriate style for teaching adults. 



In this regard, the mitings of Lindeman, Bergevin, Kidd, Houle. 

Knowles. and Flaire exhibit many cornmonalties in the basic 

assumptions of adult teaching-leaming. Collecüvely. they argue that 

the curriculum should be leamer-centered, that leaming episodes 

should capitalire on the leamer's experience, that adults are seif- 

direcfed. that the leamer should participate in neds  diagnosis. goals 

formation, and outcome evaluations, that adults are problem- 

œntered, and that the teacher should serve as a facilitator rather than 

as a repository offacts. (p.221) 

Rogers (1980, in Biehler & Snowman, 1993) supports the leamer- 

centered teaching style and argues that the results of Iearner-centered 

teaching are comparable with those of clientdenterd therapy in that 

students develop an ability to educate themselves without the aid of 

teachers. Hertz-Lazarowib and Shachar (1990. in Stahl, 1992) state that the 

research shows that the reduction in physical distance between teacher and 

pupils and the change in verbal behaviour of the teacher as a result of a shift 

towards a student-centered style favourabiy affect the behaviour of the 

students who increase their behaviour of helping fellow-students 

understanding materials with which they had dificulty . Hilligross (1 992) who 

conducted a comparative study to evaluate an interactive teaching style 

cornpared to a traditional lecturestyle of teaching, concluded that the 

interactive style (which can also be associated with a student-centered 

teaching style) positively affected student performance. attendance, tuming 

in of optional assignments and relationships with other students, and further 



stated that interactive learning makes education more meaningful for 

students and more campelling far teachers. She also mentions that 'the 

combination of a personalized teaching svle and opportunities for 

interaction help motivate students who ha- not achieved academic success 

in the pasr (Hilligross, 1992, p.12). 

According to Vatterott (1 995). students benefit from a leamerantered 

teaching style by k i n g  ernpowered through being given opportunities to 

have a voice and a choice and thus they becorne 'more willing to leam and 

be involved in their own leamingm (McCombs & Misler. 1997. p.48). Bujold 

and Saint-Pierre (1996). who studied the relationship between teaching 

style. teacherlstudent relationship and commitrnent to the subject matter in 

Laval university, concluded that the student-centered approach contributes to 

a more positive relationship between teacher and student, and that it is 

strongly linked to the students' commitment to learning the subject matter. 

Similarly, McCombs and Misler (1997) found that teachers who are more 

leamer-centered were 'more successful in engaging more students in an 

effective leaming processm (p.24). They also state that =the research is 

abundant and cumulating that motivation. leaming. and achievement are 

enhanced where leamercentered principles are in place (McCombs & 

Whisler, 1997, p.48). 

While the research on 'good teachersw and the research on teaching 

style are considerably abundant, research linking teaching style and student 

preferences is less abundant- although existing. Assar (1 980) conducteâ a 
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study in which he asked the students which type of teachen they would 

consider choosing for a second course. This stuây revsaled that the 

preferred teachers wem those who gave the students feedback and gave 

prionty to the students befom the subject matter, which are traits consistent 

with a Iearner-ahntered approach b teaching (Bujold & Saint-Pierre, 1996). 

Ross (1989) conûucted a study with adult students and determined that the 

students' perceptions d a  good teacher were in line with the characteristics 

of the leamer-centered approach; the most important and highly rated traits 

of a good temcher, according to the students, were the consideration they 

give their students, their availability to help outside of class time. and their 

ability to ueate a wann leaming environment (Bujold & Saint-Pierre, 1996). 

Grasha (1 994) also linked student satisfaction with the student- 

centered teaching styie, along with other factors such as a higher content 

mastery, higher level of enthusiasm and morale and a lower rate of 

absenteeism and tardiness. 

Opposing views 

Despite the considerable support for the student-centered teaching 

style in adult education, some authors disagree with certain aspects af this 

style. Conti (1985). in one of his studies, fwnd that a teachercentered style 

might be more appropriate for specific situations such as in the mntext of 

the students having to perfonn a specific examination following the 

acquirement d a specific body of knowledge. BrooMield (1 992) argues that 
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'it is a myth oiat good teachers try to meet the needs of learnen as they 

themselves express them' (p.13). and believes that good teachers in fad 

should evaluate their students' need in order to 'move them beyond where 

they are. by prompting their exploration of unfamiliar cognitive, anecb've, and 

political terrains' (p. 13). Heimlich and Norland (1 994) argue that congruency 

is more important than the nature of the teaching style and that learning 

outcornes increase if the teachers' behavioun are in line with their beliefs, 

no matter what that set of beliefs- 

Other considerations 

Additional consideration was given to possible confounding variables 

as I tried to evaluate Moroccan students' perceptions of 'good' and 'bad' 

teachers, and hence explore the relationship (or la& of) between their 

preferenœs for a teacher and teaching style. First, much of the limited 

available literature on education in lslamic societies suggests that it is 

teacher-centered in nature (Alghamedy. 1986; Ashraf, 1985; Manzow, 1990; 

Qubain. 1966; Szyliowia. 1973). Therefore. it was possible that none of the 

subjects that were to be inte~ewed had been in contact with a student- 

centered teaching style. I thought it might be possible that f would be faœd 

w'th differences in lecturing styles rather than in teaching style per se. PU the 

student-centered teaching style is being more and more supported in adult 

education these days. less attention is given to lecturing style. Hull and Hull 

(1 988) have wnducted research to examine the relationship ôetween lecture 
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style and student preferences for a teacher. They have found that the 

supportive styb of lecturing was preferred over the demanding style, which 

they respectively associate with a ferninine and a masculine style. Also, it is 

possible that the gender of the teacher affects the perceptions of the 

students rating teacher effediveness (see Martin & Smith. 1 890). 

Finally, Ross-Gordon (1991) claims that 'an emerging body of 

literature is establishing or examining empirical support for assumptions 

regarding adult learners preferences af instnictors' but 'minority adults (the 

author is speaking from a North American stand point. in which case a 

Moroccan student here would be conddered a minonty) have not heretofore 

been examined as either the targeted population or part of a stratified 

sample' (pp.7-8). Among the questions she suggests for further research is 

the following: 'what behaviours or characteristics of teachers (i.e. teaching 

style) are most preferred by minonty adult leamers?' (Ross-Gordon, 1991, 

p.8). Indeed, Moroccan university students hem, although growing in 

numben, have not been the target of such a study as of yet 

This chapter presented an ovefview of the literature pertaining to key- 

concepts and related factors in this study, such as student preferences. 

teaching styles and other possible biasing factors. tt sought to expose, on 

one hand, the importance and abundance of literature that supports the 

leamer-centered teaching style, and on the other, some of the findings that 

contradict the enediveness of that teaching style across al1 situations. Also 
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an important ernphasis was put, in this aapter, on the la& of research on 

students' preferences for teachers and teaching style with consideration for 

the students' culture. 

Chapter 5 wïil d a t e  the findings that came out of this exploratory 

study. offer interpretations of those findings. and address the limitations in 

regards to possible explanations for the patterns that ernerged. 



The data collected through the i n te~ews was anaîyzed in hvo ways. First, 

the answers were coded in regards to criteria which were based on 

interpretations of the PALS' seven factors, and second. wmmonalties 

between the responses of participants wem collated to examine other 

factors (other than those of the PALS which indicate teaching style) that 

potentially influenced the participants' choiœs of 'best' and 'worst" 

teachers. 

Factor 1: Leamer-centemd activities 

'Be& teachers al1 reportedly used more than one type of teaching 

method, and thus different types of adivities, such as lectures and 

discussions (in al1 cases), cooperetive leaming rnethods and experiential 

leaming based activities (in 2 out of 7 cases). None of the best teachers 

were described as lectuflng exdusively, and al1 participants reporteci feeling 

free to state their opinions. ask questions and respond to the subject matter 

with their chosen 'best" teachers. As for given choiœs, ail report& being 

given opportunities b choose discussion topics, some of them were given 



choices in topicar for assignments (4 out of 7) but none of them reported 

having a say in the critefia by wtiich their performance was evaluated. 

Most 'worst' teachers used lecturing as their sole way of delivering 

information (6 out of 7). One 'worst' teacher u s d  a combination of 

exercises and theory, but the participant cornpleined that she would give 

exercises first, and explain after. 

Factor 2: Personelizing instruction 

' B a r  teachers al1 adapted to their students as a group. That is. they 

would implement changes in their teaching methods or make any other 

change they perœived as helpfui, but on the basis of the majority of 

students. For some decisions, some of these teachers would proceed to a 

dass vote, therefore clearly adapting to the majority in a dernomtic fashion. 

However, only two of the 'best* teachers were described as offering 

personalized individualized instruction and/or help. In one of those 

situations, the eontext was different from other participants' context in that it 

was in a private institution. Private institutions have smaller classes, fewer 

students; they might have 30 to 40 students per class, while public 

universities courses often are given in amphitheatres to groups of hundreds 

of students. In the other reparted case of individualized instruction, the 

teacher assigned field work to students according to their skills and abilities 

(as reparted by the participant). Owrall, most %estm teachers personalized 



their instruction acmrding to the group of students as a whoie, but few 

actually offered individualized instruction. 

AB for 'worstW teachers, they were al1 reported as being 'set in their 

waysB and as showing a lad< of consideration for their students. None of 

them was pemived as trying to adapt to the students' specific level, needs 

or expectations. 

factor 3: Relating to expetjeme 

In attempting to verity if teachers would relate their subject matter to 

the students' experience, what constitutes the actuaf 'students' experienœ" 

becomes crucial in making such a judgment. Abut  haH the %estn teachers 

related to the students' experience on a personal or professional level (as 

students), but al1 of these teachers were reported as giving clear, 

understandable, simple examples to which the students could relate. 

Examples, in their w y  nature, have to relate to experience at some level to 

be understood. Examples relate ta concepts, ideas, images, situations or 

feelings that the people who are receptors must understend, i.e. must have 

prior experienœ of, at the very least on a perception or imaginative level. In 

al1 these cases, the participants tecalleci useful examples of either 

hypothetical situations they might encounter in their Mure professional 

experience, or of ewryday-life exam ples. 

M e n  asked if their 'worsts teacher related their subject matter to the 

students' experience, only one participant reporteci that his teacher referred 

48 



to a past course in the field that the students had to have taken as a pre- 

requisite to the one she was teaching- She reportediy refbrred to the 

previous subject matter as 'things you should already have Ieamed'. This, 

of course, hardly constitutes a link between the subjed being taught and the 

students' experimce, as it is more d a  recrimination than an adual 'relating 

to experienœm. 

Factor 4: Assessing &dent needs 

Ail participants reported having a sense that their 'bestm teachers were 

aware of the needs of their students. Hwever, few of them muid explain 

how they gathered information to assess those needs. Some af them said 

that their teacher knew what to expect in the Mure field of work of hislher 

students and that they understood the level at which their students wem; 

therefore, if the educational needs can be defined as the gap between 

present abilities and the necesssry abilities to work in the field, this is how 

those teachers could be assessing student needs. Wthin the original PALS, 

it is implied that needs are assessed, in a leamer-centered manner, with the 

direct involvement of students. In the cases of the 'best" teachers described 

by participants, those needs seemed to be inferred by the tsachers, through 

their knowledge and relationship with the students. According to Brookfield 

(1992), the PALS way of defining the assessrnent of student needs rnight be 

refend to as assessing the needs of students as niey themselves express 

them" (p.13), and this may candemn the learners to stay 'in their own 
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farniliar and mfartabîe, but namm. paradigrno of thinking and acting' 

(p.13). Brookfield (1992) further argues that good teachers should aim at 

' prom pting [leamers'] exploration af unfamil iar cognlive, affbdve, and 

political terrainss (p.13). Perhaps students are not aware of theif own needs, 

and can in fad express expectatims and interests rather than needs, h m  

which teachers may be able to derive their students' needs. Even McCom bs 

and Whisler (1997), adamant proponents of leamer-œntered teaaing, state 

that there should be a balance between individual leamer considerations 

and a concem for the knowledge and skills defined by the needs of society. 

This could extend to needs as they are defined by professionals in the field, 

for example. 

As for 'worsew teachers, they wem al1 reported as not having a sense 

of their students' needs. This conclusion is evidentty based on the students' 

perceptions, but the lack of rapport between these teachers and their 

students implies that no information is elicited fmm the students, and that if 

there is needs assessrnent invdved for the teachers, it is essentially based 

on the needs of students in the field in general and not on the needs of 

partiwlar groups of students or individual students. 

Factor 5: Climate building 

M e n  questioned about the classroom climate and how teachers 

attempted to create a positive and pleasurable environment. alf 'best' 

teachers were said to use humour as the main way to ensure that students 
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felt comfortable and motivated. Humour is not an element mentioned in the 

PALS as a measure of a leamer-centered way to build a positive classroom 

ctimate. Nevertheless, this was the recurring comment made by the 

participants. 

As for 'worstm teachers, their classroom dimate was described as 

'heavy' and 'boring'. One participant reported seeing his 'worstm teacher 

'trying to use humour ta mate a more p i t i v e  leaming envifonment, but 

failing at it". 

Factor 6: Participation in the lesming process 

Al participants reported having had options or choices at some level. 

and thus had some freedorn in terms of what they could concentrate on 

within the curriculum proposed. The level of freedorn of choice did vary from 

participant to participant. At the lowest fom of participation. students were 

given choices of topics for assignments. At the highest fonn of participation. 

one student stated that 'the students gave the course', but this student was 

refening to a eume given at the higher level of education (doctorate), a level 

at which the structure of educational programs L designed to enable 

students to mduct  their own research. Another student reporteâ that in this 

particular dass, there was 'a minimum of theory and a maximum of 

pradiœn. which would indicate a higher level of student participation in the 

learning procesr. This student was oniy in his third year of universty 



education, which apparently would constitute an exception to what is 

normally seen at such a hl .  

As almost al1 (6 out of 7) 'worsr teachers were described as 'only 

lecturingm or even 'only reading theomtical materiel'. the participants felt they 

had no involvement in the learning process whatsoever. In the one case 

where a 'worst' teacher was swn giving exercises to students, the student 

said that his participation was deterred by the fad that he had no idea how to 

proceed ( this is ttie teacher who would give exercises to beginner students 

before she gave explanations of how to complete those exercises). 

Factor 7: Flexibility lbr persona1 development 

To address this -or. students were asked : 'Did you have the 

impression that this teacher had the personal development of the students' 

at h a r t .  and not just a concem for teaching the course material?'. and 

consequently: 'Hm did this manifest itself?". Atl participants emphatically 

said 'yes', when asked about their %estw teacher's interest in the students 

as persons. Ho~lever, few knew how to describe a manifestation of this. 

Comments heard were 'heishe really careâ about the students', or 'hefshe 

really wanted us to succeed'. 

Accordingîy, atmost alt (6 out of 7) participants said that h y  did not 

have a sense that the students' personal development was a concem for 

'worst' teachers. The remaining one participant said that he thought his 



'worst" teacher did havie a concem for students but did not know how to 

demonstrate it or help the students devebp personally. 

This factor was perhaps the one most problematic to verily. since 

personal development as a concept is more closely related to adult 

continuing education, as the questions in the PALS imply. 

Ovemil teeching me 

It would appear from analyzing and interpreting the data. that there 

was in this study a relationship between teaching style and students' 

preferenœs for a teacher. Although %estm teachers would probably not all 

score extremely high on the leamer~entered side of the teaching style 

continuum, they seemingly would score on the leamer-centered side of it 

nonetheless, according ta a majority of positive responses ta questions 

related to the essence and principles of the seven factors of the PALS. The 

chosen 'worst' teachers would seemingly score high in teacher- 

centeredness, as they demonstrated. in the opinions of the participants, 

none of the leamer-centered characteristics. 

M e n  it cornes to the research done in regards to teaching style, this 

study's results also appear to be in agreement with other researchers' 

daims: Hilligross (1992) also found that the interactive style (another 

appellation of student-centered teaching style as opposed to traditional 

lecturestyk which refers to teachercentered) p i t ive ly  afkted students' 

performance. Bujold and Saint-Piem (1 996) stated that the studentcentered 
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teaching style contributes to a more positive relationship between teacher 

and student, although one has to wonder if the second is not simply a 

charaderistic of the first. The student-centered style may strongly be Iinked to 

the student's commitment to leaming the subject matter, which can be 

observed in this study if one considers that preferenœs for a teacher and 

good peHormance are indicative of that commitment. Assar (1 980)'s study 

also revealed that students preferred teachem who gave prioriîy to the 

students rather ?han b the subject matter (studentcentered rather than 

teachercentered). Ross (1 989, reported by Bujold & Saint-Pierre, 1996) also 

concluded that characteristics of the leameroentered approach coincided 

with student perceptions of good teachen, those characteristics including 

consideration for the students, availability to hetp students outside of class 

time and the ability to create a warm leaming environment. And fnally, 

Grasha (1994)'s daim that student satisfaction is linked with a student- 

centered teaching style is also found to be true in this study, if it is 

reasonable to assu me that preferences for a teacher im plies his satisfaction 

as well. 

5.2 Other Common Factom of Teacher Preferences 

Motives for choosing e teacher 

M e n  asked why they chose their %estm teacher, 5 out of 7 

participants' answers related specifically to the closeness in the teacher- 



student relationship. The two participants who did not refer to the teacher- 

student relationship as a motive for choosing a 'best' teacher still 

mentioned this closeness in relationship as 'samething they liked the mostm 

about that teacher. 

Accordingty , the teacher-student relationship between the partici pan ts' 

'worst' teacher and themselves was described as distant or non-existing. 

\Mien asked why they chose this teadrer, about half refemed to the distance 

in teacher-student relationship ( 'doesn't care', 'la& of interest in hislher 

students'), and al1 simply considered this teacher incompetent. This 

incornpetence was described mostly in ternis of 'teaching incornpetence', 

with the exception of one teacher who was plainly described as incompetent 

in her field. that is. not having the appropriate knowledge in the subject 

matter. 

Throughout this study. even more signifiant than links to teaching 

style, was the irtefutable link between students' preferences for a teacher 

and the pmximity of the student-teacher relationship, which is also termed 

'immediacyp. lmmediacy was conceptualized by Mehrabian as a physical 

andlor psychological closeness (Bekelja \Nanzer and Bainbridge Frymier. 

1999, p.56). 

This preference for 'immediate' teachers is al1 the more interesting a 

finding since much has been said about the relationship between culture 

and 'Low versus High Power Distance". This Power Distance refers to the 

psychological distance between people in position of poweriauthonty and 
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their subordinates, or 'the degr- to which a society views the distribution 

and display of personal power' (Brislin. 1991, in Brislin & Yoahida, 1994, 

p.143). High versus Low Pawer Distance is one of the five dimensions of 

culture. as delineated by Hofstede (Brislin & Yoshida. 1 994). 

Arab countries am said to score moderately high in Power Distance. 

This would mean, for example, that in Arab societies like M m ,  there is 

an ernphasis on the importance of respecting authonty figures, such as 

parents and tachers. For example, obeying parents and addressing 

teachers by their üüe and iast name would be typical behaviours associated 

with High Power Distance. Hofstede has researched how differences in 

Power Distance can impact on student-teacher interactions; he found that in 

High Power Distance societies, 

'there is an expedation that the professor is the expert who deserves 

significant deference. Academic titles are always used in public and 

private conversations and communication is mostly in one direction, 

from the professor to the student. In classroom settings. the students 

are expected to sit dutifully and tespectfuliy at their desks as they take 

notes, which they will be e>cpected to repeat badc as close as possible 

to the original' (Brislin & Yoshida. 1994, p.143). 

Participants in this stdy referred to such a distance when talking in 

general about teachem in university. To illustrate this, one of the participants 

said : 'Yw k n w  in Momccan schools, you are expected to respect the 

teacher as the one who knows everything.. . y w  sit there, Iisten to what he 



says and take it in. You can't contradict what he says. You just shut up and 

listen'. M i l e  descriptions of cultural aspects agree with what 'is 

happening' in universïties, participants nevertheless chose teachenr who 

were 'differenr in aie way they related to the students. If a Low Power 

Distance is not associated with Moroccan wtture, it was associated with 

preferred teachers. Brislin and Yoshida (1 994). in training teachen to teach 

in intercultural and cross-cultural contexts, wam teachers about 

assurnptions that 'our way of teaching is more advancedm (i.e. teaching in a 

Low Power Distance fashion): 'W may ledure about 'Low venuis High 

Power Distancew cultures, while insisting on treating students frorn High 

Power Distance cultures as 'equals'. The assumption that 'ouf way of 

teaching is more advanced seems to be a hard one to discard' (p.129). if 

this study refieds the views of Moroccan univenity students at large, 

perhaps we should not discard the idea that teaching wïth Low Power 

Distance is, if not more advanced, preferred by students, even in High Power 

Distance cultures. if making assumptions based on ethnocentrism is wrong, 

perhaps adopting an attitude ofatreating students as equals' is not. 

Student mctions to teachers 

The interviewed students al1 mentioned k i n g  highly motivated by their 

'best' teachers. They mentioned developing a passion for the subject 

matter, being genuinely interested and wanting to Imm. provide efforts 

(working hard) and attend classes. They al1 reporteci learning more in those 
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courses than in other courses and retaining the knowledge they had 

acquired. Most of them reported taking pleasure, having fun in those 

courses, even if al1 of them considered their 'best' teacher as being 

demanding of the students. They reported being encouraged by their 

teachers to push their own limits and develop their abilities. This type of 

student reaction is in line with one of Bujold and St-Pierre's (1996) findings 

that there is a positive relationship *th a leamercentered teaching style and 

student engagement in the subject matter taught. 

As for the students' reaction to 'worst' teachers, three out of seven 

participants reported not showing up for class most of the time, and staying 

at home to read the reading material for the course as a way to ensure they 

could pass examinations Ail participants reported k i n g  bord if and when 

they attended class. Two of the participants recalled having strong negative 

feelings for their teacher ('hated him'). Students reported 'going through the 

motions", rnemorizing for exam purposes, leaming less than in other 

courses and forgetting the course material as soon as the course was over. 

Apparently. absenteeism is not exceptional for Moroccan universtty 

students: according to Bourqia. El Harras. and Bensaid's (1995) survey, 

42% of students reported not attending class on a regular basis, and 12.6% 

rarely attend. Considering that 60% of those surveyed, students reportecl 

being unsatisfied with university as a whole, a high level of absenteeism 

could indicate that absenteeism is a way to show their lack of interest. 

However, it should be noted that absenteeism differs along the lines of field 
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of study: students in literature and the social sciences rate highest in terms 

of absenteeism, h i l e  students in science show the highest rate of 

attendance. This is interesting, considering that students in literature and 

social science were the most satisfied with university, mi le  the students in 

science were the least satisfied (Bourqia, El Harras & Bensaid, 1995). The 

explanation given in the report, in regards to the lowest rate of absenteeism 

for students in science, is that these students are obliged to attend classes 

that include activities where the manipulation of equipment is mandatory, 

and not attending could result in these students failing. 

Students interviewed in the present study who did attend classes 

despite not liking their teachen did report grade-related incentives, for 

example, receiving part of their course grade based on attendance. It would 

seem that in the absence of these extrinsic rewards or punitive devices, the 

students would indeed not attend classes taught by teachers they disliked. 

Sfudent perfomance and attribution 

Of the seven participants, one had not yet reœived a grade for his 

performance in the course as he chose a %estm teacher he presentiy had, 

one student reported obtaining an average grade. while the remaining five 

reported getting a better grade than for other courses. None of the 

participants considered their 'bestm teacher as 'an easy grader'; in fad, as 

mentioned before, all of the %estm teachen were considered by the students 

as demanding teachers. Ofthose who obtained a better than average grade 
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(compared to their own average grades). three participants (out of five who 

obtained a bette?-than-average grade) attributed their good performance to 

the teacher's ability to motivate them and transmit a passion for the subject 

matter; that is they attributed their good performance to the teacher's 

personal qualities. Bernieri (l99l, in McCombs & Whistler, 1997), who 

studied the relationship between student achievement and teachers' 

interpersonal sensitivity in teaching interactions 'found a cluster of teacher 

qualities to be strongly related to leaming', including 'being person-orientedg 

(P. 30). 

As for the grades obtained in courses given by their 'worot' teacher, 

f n e  out of seven participants reported receiving average grades, whik two 

O btained lower-than-average grades. Four of the participants attributed their 

average grade to their own efforts, implying that Y they had not made efforts 

to 'leam on their own', they would have obtained a lower grade. One of the 

participants who received an average grade believed he deserved a much 

higher grade then the one he got and felt he was victim of age-based 

prejudice. 

'The reasons one assigns for achieving success or failure are called 

'attributions" (Weiner. 1 WS,  in Aldeman, 1 990, p.27), and attribution may be 

'extemal' or 'internal' depending on whether students attribut0 their success 

and failure to outside factors (such as task diffiaiity or chance) or to inner 

factors (such as a effart or ability) (Aldeman, 1990). Al we hava seen, the 

interviewed participants made links between their performance and their 
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teachen, as far as attribution is concerned. fhey tended ta attribute their 

success with 'best' teachers to the teadier vuhile attributing îheir success 

(or iack of failure) to themselves, that is 'intemal factorsn with 'worst' 

teachers. 

Most of the research done on attribution seeks to establish the locus 

of control of students, i.e. whether students attribute their success and 

failures to extemal or intemal Mors .  Many of these studies have focusd on 

the different attributional patterns af students in relation to culture. M i l e  the 

degrees to which students attribute their successes and failures to internat 

versus extemal fadon vaiy according to the students' culture, rnost groups 

of students identifid did han, a higher tendency to attribute successes to 

internal factors more than they did for failures, Le. 'al1 groups of subjects, 

regardless of culture, reported a higher average of perœived responsibility 

for academic success than for failure' (Yan & Gaier, 1991, pl). In Yan and 

Gaier's (1991) study, students varied in the type of internal factor to which 

they attributed their success; American students, for example, stressed 

ability more emphatically, H i l e  Asian students had a higher tendency ta 

emphasize effort as an attribution for their successes. They attribute this 

variance to cultural values and national characteristics (Yan & Gaier, 1991). 

but apart fmm culture, other studies have afso found socioecanomic 

background and subject content to be related to dïfkrent attributional factors 

(Mizokawa & Ryckman, 1990, in Yan & Gaier, 1991). As for attribution of 



failures. Yan and Gaier's (1991) participants' strongest attribution was lack 

of a r t .  

Trying b establish a link between attribution br successes and 

failures and teachers is no wsy task. In this study. students reporteci that 

their success with %estm teachers was a reflection of their teacher's ability 

and qualities. M i l e  they attributed their success with 'worstW teachers to 

their own eflbrt. Howewe~, teachers are not considered 'extemal' factors per 

se in attribution research and theory. In fad teachen may affect intemal 

factors such as providing incentives for students to develop motivation for the 

subjed and thus make them want b work harder (provide more efibrf), but 

they also contribute diredly to extemal fadors such as tas& dini';Cuity by 

presenting the students with particulai assignments. Nevertheless, it is 

clear that students in this study did not fail with 'best' teachers, that ttiey 

attributed at least part of their success to their %estw teacher, that they 

attributed failure with 'worst' teachers to the teacher, and success with 

'worst' teachers to their own efforts. This, at least partly. confinns that 

students tend to take greater responsibility of their successes than faitures. 

What seems to be quite clear is that the students attributed their 

motivation level to the teacher, in al1 cases. 

Motivation 

M i l e  there was undoubtedly a link in this study between student 

performance and motivation, which they attributed to their teadier, many 
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elements could have enabled the students to feel 'motivated'. Although 

Kohn (in Branât. 1995) states that it is a fundamental myth in the area of 

motivation to believe that it is possible to motivate oomebody else. it is 

nonetheless a popular view in education that motivation is a characteristic of 

people and that some teacheni are motivating and some are not (Paris & 

Turner, 1994). Lewin, Atkinson and McKeachie believe that 'motivation is 

constnicted by the individual in a cognitively dynamic context' (Paris 8 

Turner, 1994, p.214). To agree on the concept of motivation we will refer to in 

this study. we will assume that when students reported being motivated by 

their teachem. they wem in faa enwuraged by teachers to motivate 

themselves. No matter how we define motivation, students did report an 

increase in motivation with their chosen 'ôest' teachers. 

Means, Jonassen and m e r  (1997) conducteci a study in which they 

found a relationship between the relevanœ of material taught and students' 

perœived level of motivation as well as their performance. A l  best teachers 

described hem have been reported to make their material relevant. 

Relevance is detemined, according to Means, Jonassen and m e r  (1 997), 

as a function of meaningfulness which is established by relating new ideas 

to existing knowledge as well as a function of need as determined and 

recagnized by students. Relevance can thus be associated with the factors 

of releting to expen'ence and assessing students'neeâs within the frameworù 

of teaching styles and the PALS. 



Cordova and Lepper (1996) found a link between levels of motivation 

and 'contextualizaüon', 'personalization' and 'choiœ'. Contextualuation 

refen to presenting the students with tasks that relate to their real contact. 

much like relevanœ. Personalization makes the leaming material relate to 

the students' preferences and needs. much like the factors of pefsonalizing 

instruction and assessing student needs invdved in a learnercentered 

teaching style. Choiœ refers. as it suggests, to the oppodunity givwi to 

students to make choices, much as the factors of leemer-centered adivifes 

and participation in the leaming p m s s  would suggest. All 'besr teachers 

were reported as tending to such 'motivating factors; they gave choices to 

the students at some level or another, they gave contextualized examples 

that also appealed to the students, as defined by Cordova and Lepper's 

(1 996) definitions of 'personalization". 

The point that needs to be established hem is that even if teaching 

style was not related diredly and irrefutabiy to the i n t e r v i e  students' 

preferences for a teacher, elements which constitute the learner-centered 

teaching style have been found to be related to motivation and student 

preferences in past studies, and were confirmed hem. It would seem 

obvious that this study canfims that even if 'students do dîffer in the amount 

and kind of motivation they bnng b classrooms. (. . .) teachers can enhance 

or reduce if (Lowman. 1990, p.136). 



Teacher pemonality traits and behaviours 

Many pemonality traits wem enumerated repeatedly by many 

participants. whether they mtre describing %etm or 'wnt' teachem. A vast 

majority of 'besr teachen, m ~ e  descfibed by participants as wam. niendly, 

respectful. intelligent. knowîedgeable. good 'motivators'. passionate and 

involved people. Ail 'bestw teachers were described as using humour and 

dear and easy-to-understand exam ples. 

The use of humour in the classroom has been studied in relation to a 

number of M o r s  and outcornes. Bekeÿa Wanzer and Bainbridge Frymier 

(1999) did conduct such a study to detemine the relationship between 

student perceptions of instrudor humour and student repart$ of leaming. Not 

only did they find that a high humour orientation was associated with 

increased perceptions of leaming, but they also found links between humour 

and immediacy. Bekelja Wanzer and Bainbridge Frymier (1991) also 

reported a positive relationship between teachers' use of humour and 

student evaluations of teachers (Bryant, Crane. Cominsky & Zillmann, 1980), 

teacher humour and the creation of pleasurabfe leaming environments 

(Neuliep, 1991). where students feel less anxious (Long, 1983; Ziv. 1976) 

and are more willing to participate in class (Korobkin, 1988). and a positive 

relationship between teachers' use of humour and student learning 

(Chapman & Crompton. 1978; Cunan. 1972; Davies & Apt@. 1986; Gorharn 

& Christophel. 1990; Hawck 8 Thomas, 1972; Washlag. Day 8 Zillmann. 

1981; Weinberg, 1973; Ziv. 1979, 1988). Downs, Javidi and Nussbaum 
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(1988, in Bekelja Wanzef 8 Bainbridge Fryrnier, 1991) state that teachen 

who use humour in the classroom frequentiy use it to provide clarification in 

course material and thus facilitate leaming. As seen eariier, use of humour 

and ckar examples wem the hno factors found across al1 participants when 

descri bing theAr %estw teachers' behaviour. 

The link between humour and 'immediacy' is also an important one, 

since, as we have seen before, students in this study all reparted enjoying 'a 

close relationship' wiai their %estD teachers. Various studies link humour 

and immediacy differently. Some. such as Gomam and Christophel for 

example. suggest that humour is in itself an 'immediacy' behaviour, as it 

allows the students to feel psychologically closer to the teacher. Others see 

immediacy and a high humour orientation as two sepamte factors which 

share cornmon characteristics, such as involving similar behaviours Iike 

'smiling , exaggerated facial expressions and body movements, and 

changes in rate, pitch, and volume of one's voiœ' (Bekdja Wnzer & 

Bainbridge Frymier, 1991, p.52). Even if immediacy and humour are 

separate concepts, it would appear plausible th&, considering their shared 

similar characteristics. a teacher who scores high in immediacy would also 

be more likely than not to score high in humour orientation. 

Mile  'bestw teachers were perœived as high in humour orientation, 

high in immediacy and reported as displaying a multitude of characteristics 

in lin0 with a caring attitude towerds the students. a majority of Lvorst" 

teachers were descri bed as aloof, boring . uninterested, uninvolved with the 

66 



students. cold and non demonstrative of a genuine cafing for the students, 

and as teachers who would simply read course material and lecture. All of 

them were describeci as being incompetent tsachenr and as having an 

attitude of superiority. 

Overall, the results of this study coincide with many of the bebredted 

sources, such as Mohan and Hull (1975) who reported that students 

describe good teachers as being helpful in their schoal wrk and having a 

sense of humour, while bad teachers were described as having a superior 

and overbearing attitude. The present results also are in line with the studies 

cited and refemed to by McCombs and Whistler (1997). These authors cited 

the Michigan studies of aie 50's (as described in Pintrich. Brown & 

Weinstein. 1994) in which, as is the case in this study. students reportecl 

good teachers as able to present matefial in interesting ways, friendly, 

available, fair, and as having a genuine conc8m fcr their students (McCombs 

& Whislér, 1997). 0 t h ~  previous research results that are similar to those of 

this study are Mohan and Hu11 (1 975)'s reporthg on Stem's claims that good 

teachers show evidenœ of patterns such as: flexibility in directedness, abilÎty 

to empathize with students, ability to personalire their teaching. willingness 

to take risks and experiment (as in being described as 'non-traditional' or 

going outside d the bounds of the cumculum). having an appreciative 

attitude towards the students, and use of conversational manner in teaching 

through an informal. easy style. A study conduded by Bernieri in 1991 (cited 

in McCombs & Whistler, 1997). which supports studemt preferenœs for 
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teachen who are empathetic, genuinely interested in and concemed for the 

students, as wéH as persan-centered, also seems ta wincide with the 

results of this study. Munay and Renaud (1995)'s research on good 

teachers, much like the present one, also showed thet good teachers 'use 

humour, are respecfful of students, and have a rapport with them" 

(McCombs & Whisler, 1997, p.29). Furthemore, 'teachers who measure 

high in empathy. congruence, and positive regard produce students who 

score higher on standard tests than do teachers who score low". according 

to Lawry (1992. p.83). This means that more than simply being preferred 

teachers, teachers who display those personal traits ofien associated wth a 

leamer-centered teaching style, but perhaps not exdusively. are also more 

effective teachers. 

As for Waters, Kemp, and Pucci's (1 988) contention ttiat lowest rated 

faailty are described in ternis of classroom behaviour while highest rated 

teachers are described in ternis of personal and interpersonal qualities, this 

study would partially confirm this. M e n  asked the first question 'Can yw 

describe this teacher?', highly rzited teachers (terrned 'best' hem) had a 

tendency to be described in tenns of personal characteristics, but lowest 

rated teachem (temieci 'worst' hem) were described both in personal and 

interpersonal terms and in classroom behaviour characteristics. 

Most 'm~st '  teachenr were described ôy participants as showing 

some signs of low interest for teaching Cyoo knew he didn't went to be 

the@, 'yw could see he hated teaching', 'he was not interested in teaching, 

68 



onty in his positionw, etc.). McCombs and Whistler (1992) did find that 

leamer-centered teachen mpoted being 'happiw with their jobs' (p.24). 

Teacher ege and gender 

By looking at the demographic information the participants provided 

about their teachers, it was possible to look et patterns of age and gender of 

chosen %est" and 'wwst' teach8m. As seen in Chart 1 (p.70). rnost %estm 

teachers chosen were in the 30's age group, while most of the chosen 

'worstw teachers were in the 40's age group. Martin and Smlh (199ô). who 

conducted a study b evaluate the effed of teacher age and gender on 

student perceptions. found that 'students perceive middle-aged teachers 

and fernab teachers as more efibdv8 in the dassroomw (p.1). l b y  attribut0 

the fad that students prefer middlaaged teachers to the fàct that they 

peceive them ta be more expeflenced than younger ones and more 

enthusiastic than older ones. They explain that females mted better than 

males due to the fact that this study was canducted with children and that 

they are more familiar with fernale teachers at that level. 

In this study, we could have expectd to see more males chosen as 

%estw or 'worse' teachers considering that only 25% of university teachers in 

Moroccan universities are females. could also have erpected that male 

teachers would hava b e n  more likely to have been preferred if the bias of 

'familianty' was in piay, as it was found in Martin and Smith's (19Qû) study. 



Chait 1. B.d and womt teachen by age gtwp 

Chart 2. Bmt and womt teacttem by genôer 

As seen in Chart 2 (abow), Mree females and four males were 

chosen as  %estm teachers, and 1Sve males and twia females were chosen as 

'worst" teachers. In Chart 3 (p.71). we a n  see that of the th- %estw female 

teachers, two wen, chosen by hno of the three female participants, whik no 



Chart 3. Gender d c-n k r t  and womt teachers by g.nâer of 

participants 

female participent chose a female as a 'worst' teacher. The two female 

'worstm teachers were chosen by half the male participants. 

The proportion of females chosen as 'bestm teachers exceeds the 

proportion of their gender representation in the university teaching 

population in general. In ternis of percentages, they were chosen 3 out of 7 

times (about 43%). while female university teachers represent 25% of al1 

university teachers. The proportion of females chosen as 'wo*itn teachers 

was close to their actual representation in the general university teacher 

population (2 out of 7. about 28%). 

However. it is interesting to note the gender of the participants who 

chose females or males as 'best' or 'worst' teachers; of the three 'best' 

fernale teachers chosen, two were chosen by female students. None of the 

fernale participants chose a female as a 'mrst" teacher. Both female 'worstm 



teachers were chosen by male participants. Perhaps students identify better 

and have a higher potential to develop positive feelings towards teachers of 

their own gender. Perhaps there was a conscious bias (political agenda) for 

fernale participants who chose a female 'best' teacher two out of three times 

and no female 'worst' teachers. Nonetheless, while we can only speculate 

on the motives of participants, it would seem that gender played a role on 

some levei, consciously or unconsciously. in the participants' choices, and 

more notably so for female participants. 

Hawever, ifthere is indeed a link between students' preferences for a 

teacher and teaching style, then we rnay find it important to look at a link 

between gender and teaching style, to better investigate some explanations 

of why females outnumbered their representative ratio in the %estn teachen 

chosen. According to Grasha (1994). 'women reported somewhat lower 

scores on the expert and fonnal authonty scales af the Teaching Styles 

lnventory and somewhat higher scores on the facilitator and delegator 

styles' (p. 147), the Cnrt two styles k ing  associated with teacher- 

centeredness, and the latter two with leamer-centeredness. And as we have 

seen that the pmximity in teacher-student relationship was the major fector 

that was said to motivate students to choose their 'best" teacher, as well as 

a superior and authontarian attitude k i n g  related to cornplaints of 

participants when describing their sworse' teachers, it is also interesting to 

know that studies (Eagly & Johnson. 1 990; Eagly & Karau, 1991, as mpoted 

in Grasha, 1992), have found that 'women in positions of authority am more 
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likely to dom-play their expertise and authonty and are likely to be more 

dernocratic (Le. collaborative and participative) in dealing with subordinates 

then men area (p. 148). 

Still along the lines of teaching styles and gender, a study by Hull and 

Hull (1988) was conductecl b investigate the effeds of lecture style on 

leaming and preferences for a teacher. The two leduring styles wem divided 

into categories identifjed as 'feminine supportive" and 'masculine 

demandingm. it was found that students genemlly prefemd the feminine 

supportive styk and evaluated those who used it as 'more competent. 

warmer, more sensitive to students' needs, more interested in student 

leaming, but less fotœfulm than those using a masculine demanding 

lecturing style (Hull & Hull. 1988. p.489). If leduring style can be associated 

with teaching style (we are assuming that al1 teachen use lectufhg as a 

method at some point in their tsaching). a feminine supportive lectunng style 

could be associated with a leamer-œntered teaching style, while a 

masculine demanding lecturing style would seem more closely related to a 

teacher-œntered teaching style. The fact thet the supportive leauring style 

was termed 'feminine" and the demanding was described as 'masculine' 

im plies that some personality characteristics are associated with a 

particular gender. If this was $0. would this mean that fernale teachers are 

more likely than male teachers to be leamer-centered. and thus, if students 

do prefer leamer-centered teachen, they would be more likely ta choose 

fernales as %estw teachers? Could this explain an over-representation of 
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females chosen as 'beW teachers? Undedying such questions are 

questionable concepts; this is why they are questions and not statements. 

Nonethelesr, elements of these questions could be wwth exploring. 

As for the age mrnponent, perhaps younger teachen famû better in 

general because students are mon, likely to identify with them. due to a 

closer proximity in age. Perhaps it had to do wïth the fad that the younger the 

teacher is, the more helshe is likely to have adopted leamer-centered values 

in teaching as it may be associated with a certain modern paradigm of 

thinking. The- was no study found to determine a link between age of 

teachers and their philosophical stance in teaching or teaching styb. 

5.3 Critique and Limitations 

The major problem encountered in attempting to investigate a link between 

students' preferenœs for a teacher and teaching style is direcüy linked to 

the definitions and aiteria of the teaching styles involvecl. M i l e  the 

participants' descriptions of their %estm teachers did match the qualities 

generally displayed by $0-called leamer-oentered teachers (as they would 

be described by McCombs and Whistler, for example), and while the 

students' perceptions of their 'best' teachers did elicit many positive 

responses to questions related to the PALS seven factors, if those same 

teachers were evaluated on the basis of other criteria said to be in line with a 

leamer-centered orientation, they could nat be considered leamer-centered. 
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Bujold and St-Pierre ( 1998). for exampie, enumerated ten indicators 

of what would be indicative of a leameriantered style of pedagogical 

intervention (their version of 'teaching stylew). Thes8 ten indicators are: 1) 

The students participate in establishing the ducational objectives; 2) The 

students participate in the eaboration of the aiteria by which they will be 

evaluated; 3) Students work at their own paœ; 4) Each student is entitled to 

hislher own cuîture and hierarchy of values; 5) Each student makes hislher 

diagnosis of hislher own leaming needs; 6) The teacher seeks to satisfy the 

students needs and not simply to transmit knowiedge; 7) The teacher is 

attentive to students' needs; 8) The students' leaming style is respected: 9) 

Examination procedures are considerd learning tools rather than 

administrative control devices, and 10) The goal of leaming activities is to 

foster the students' autonomy (Bujold 8 St-Pierre. 1996). 

'Besr teachem. as they were described by the participants do not 

fulfill al1 or even most of these criteria or indicators. Students do not adiveiy 

participate in establishing the leaming objectives. the evaluation cnteria or in 

diagnosing their own needs; students must abide by tirnelines set for al1 

students and examinations am definitely not considered as devices to help 

students leam (as demonstrated in Bourqia, El Harras & BensaW's survey, 

1995). Al the w y  least, îhm of the ten indicators developed by Bujold and St- 

Pierre (1 996) are not met by the %estg teacheus chosen by the participants. 

Hovuever, we have to consider the constraints that teachers face in the 

Moroccan educational system. As we have seen ôefore. teachers in 
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Morocco are not as frw to make decisions about evaluation criteria or 

educational oôjectives as they might be here in North Arnerica. Universities 

and educational programs impose strict guidelines, and are mandated to do 

so ûy govemmental -bodies, by which teacheis rnust ebide. Therefore, even 

teachers who are disposed to being leamer-œntered may not have the 

freedom to allow their students to make certain types of decisions. it would 

thus be impossible for teachers teaching in Moraccan universities to score 

high on a leamer-centerd orientation within most aiteria developed hem in 

North America to measure degrees of teaching styles. lt is possible to 

assume that the 'bestw teachers deswïbed by participants in this study were 

'as leamer-œntered as they could ben within the educational OOnfext of 

Moroccan universities. 

The only 'best' teacher who constituted an exœption compared to the 

others was a teacher of Arnerican origin who taught in a private university, 

and he was reported as 'getting in trouble with the academic authorities'. He 

was the only teacher who would meet Bujold and St-Pierre's indicators of 

learner-centeredness. Private universities in Morocco reportedly do give 

teachers more -dom with regards to establishing leaming objectives and 

evaluative criteria of student performance, in addition to the fact that classes 

are composed of fat less students, but there still remains some 

expectations of What is acceptable' on the part of academic administrative 

authorities. This American teacher, for exampie, had responded to his 

students' expressed wishes (i.8. H a t  could be considered 'needs') to leam 
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'common s t M  English' within an ESL course and was toid by academic 

authorities that this was not 'acceptaMem. He was themfore not able ta allow 

his students to determine their needs and have them met. 

\MUi a regard for cuttural aspects and teachers' philosophical 

orientation, Zinn (1990) states: 'if you find that your personal orientation 

tends more towards those philosophies which are less representative of 

rnainstream dues, you may experienœ greater conflicts and dilemmas that 

those individuals whose philosophies are more in tune with current 

Amencan valuesn (p.56). Of course, she is refemng to teachers teaching in 

Arnerica, but the same wuld apply to teachers anywhere. As was made 

evident by the example of that one teacher, teaching orientations which are 

philosophically different from philosophical stances of the cultural wntexl in 

which an educator teaches rnay corne in conflict with those cultural 

philosophies and the organizations which operate under them. In this case. 

the teacher was American and thus was pmbably additionally experiencing a 

culture conflict as well. 

Osier 'best' teachers who seemingly had a learnercentered 

orientation may have displayed it in 'an acceptablem fashion, being as they 

were Momcans, aware of the limits inherent to the system. This could be an 

explanation of why thgr wuld  not score 'highm on the leamer-centered side 

of the teaching style continuum. Did they feel oiat thdr teaching style 

orientation was 'in confiid' with the cultural philosophical stances of the 

system? W l d  they, if they could. display more of the indicators of leamer- 
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centerednerur? These are questions which could not be answered in this 

study but are rnerely raised by it. 

Wtiile attempting to investigate the presence or absence of a link 

between the students' preferences for a teacher and teaching style. we must 

also pay attention to the elements that consütute the concept d leamer- 

centeredness. One alternative expianation for students' choices of good 

teachers could be that the students' preferenœs are not related to teaching 

style but to one or more factors which are simply linked to a student-œntered 

teaching style. Perhaps the only detennining factor is the nature and quality 

of the student-teacher relationship. \Me might have encduntered 'best' 

teachers who had a friendiy and accessible disposition while displaying 

major traits of a teachercentered approach; positive responses from 

students might simply occur as result of the positive feelings they have 

developed for their preferred teaaers. 

As for the 'least' prefened teachers having a teachercentered 

approach. many of the same limitations or considerations could be 

underlined. Pemaps the simple fact that these teachers were perœived as 

unfriendly and distant was a suffident basis for their 'unpopulanty'. 

Another major consideration to be taken into account is the iact that I 

was trying to establish the existence or non+xistence of a relationship 

between the students' preferenœs fbr a teadier and this teacher's style, and 

not necessarily a link between teaching style and teaching effectiveness. 

Caution should be takm in assuming that students' evalustions of teacher 
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effediveness is a valid one. Carbno (1981) and Shmanske (1998), who 

attempted to test the reliability of SETS (Student Evaluation af Teachers) 

wncluded by cautioning against assuming that thew evaluations am valid. 

As a result of this stuây. mile I may be able to state that it appears as 

though there is a relationship between students' preferences for a teacher 

and teaching style fa these Moroccans who attended univemity-level 

institutions in Mwocco, I do nat by any means suggest that I fwnd a 

relationship between teacher etlbdiveness and teaching style. Perhaps 

leamer-centered teachers are more likely to be pemived as dbcthm by 

students. And then, we would have to also ask Mat  constitutes 'effedMe 

teaching'. Can we measure teaching effectiveness. and how? 

The major difficulties linked with this stuây, as with many if not most 

studies that deal with concepts such as teaching effectiveness or leaming. 

remains that it is highly problematic to measure these abstract concepts. 

Many operationalizations have been made but al1 remain more or less 

controversial. Student evaluation remains a w y  popular way of attempting to 

measure teaching eflectiveness. M i l e  many teachers argue against faaiîty 

decisions that rely tm heavily on student evaluation (Haskell, 1998), few 

other ways of eveluating temching effediveness exist. What we cen say from 

the results d this study is that ifteaching effectiveness can be determined by 

students' evaluations of teachers, there is a link between teaching 

effediveness and a teacher's teaching methods and the w a y  he/she 



interads with the students, a doser more personal relationship being 

associated with teaching effediveness. 

If teaching etledivenerrr, can be detemined by student performance 

or the abiiity to faalitate student motivation, we have also found a link 

between teaching effedivemss and the teactrers' dioiœs of methods and 

relationship to the students - elements wtiich in this study were linked with 

teaching style. This would be in line wïth Shmanske's (1998) reporteci result 

that ' The finding of a positive relationship be-n professors' ability and 

their students' perfomanœ lends some support to the assumption that a 

positive reWonship exists between a professor's SET (Student Evaluation 

of Teacher) score and the professor's abiliw (p. 31 3). 

This fdth chapter has attempted to provide explanations reWng to the 

patterns that emerged fmm the analysis of the interviews with the 

participants. The relationship between students' preferences for a teacher 

and teaching style was fint examined, and found to be positive with special 

consideration to the cultural educational oontext and how it affects and 

prevents teachers in Moroax, from rating as high in 'leamer-centeredness' 

as teachers in North America may be able to. Efaboration of the case of the 

'exceptionally leamer-centered' tsscher alm provided some u ndentanding 

of how pracücally impossible it would be to teach in an 'extremely' learner- 

centered fashion in Momcco.  Ampie discussion was dedicated to some of 

the reasons why that is, al1 of which relate to culture and the educational 
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system within this particular culture- In this drapter, we also Iooked at 

elements other than teaching style that arose in relationship to the students' 

preferenœs for a teacher, namely: the importance of the teacher-student 

relationship. motivation, performance and attribution. and possible gender 

biases involveû in choosing 'besr and 'worsr teachem. 

In the sixth and final chapter, I will ernphasize the most important 

points that amse fram this study, taise important questions relating to 

students' preferenœs fac a teacher and the concepts that wem involved in 

this exploratory study. and suggest areas for future research. This reclearch 

could be not miy interesting but could potentially provide knawledge, 

understanding and even solutions to problems alluded to in this study, 

whether in relation to students' preferences, teaching effectiveness or 

specific problems that the Moroccan system of higher education is facing. 



The initial aim of this study was to expiore the presence or absence af a link 

between Moroccan university students' preferences for a teacher and 

teaching style. The partiaifar significanœ of this stuây was that in the past. 

although many studies wem conducted b link student preferences for a 

teacher and teaching style. the- had not been a previous focus on culture 

as a rnediating factor which could affect students' preferences and 

perceptions of teachers and teaching . 

M i l e  it appears that regardlem of culture. a leamer-centered 

teaching style was preferred in this study as it is mostly found in North 

American studies, culture does indeed seem to play a mle in defining what 

constitutes a leamer-centered teaching style. First. because of the nature of 

the Moroccan higher education system, it would be impossible for universrty 

teachers to display some of the leamer-centered characteristics associated 

with a leamer-centered style in North Arnerica. In the discussion section, as 

well as other sections of this thesis, I have explained the reasons for this. 

But second, and perhaps most importantly. using a tod such as the 

Principles of Adult Leaming Sale (PALS) as a scoring toc9 to measure or 

evaluate teaching style in Morocco is problematic. The PALS questionnaire 

is wlturally biased in that it asks questions which am not relevant within an 

educational system Wre academic -dom is limited. Foi example. it is 
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simply not logiçally sound to ask a teacher within such an ducational 

system if helshe allaws students to determine the criteria by which they wili 

be evaluated. The development of a cutturally sensitive tool designeû to 

evaluate teaching styles in countries such as Moraaco may be usefuf in 

teachers' attempts to understand their teaching behaviors and eventually 

develop their teaching cornpetencies. 

Another interesting point is the students' preferences for teachers 

who display immediacy behaviors such as humour, empathy, caring and 

other characteristics which students identifid as making them feel 'closer' 

to the teacher. This is especially interesting in light of the cultural context 

within which these students Iive. As we ha- seen, Arab countries such as 

Morocco have in the past scorecl moderately high in Power Distance, 

meaning that in such societies, people in a position of power such as 

professors are treated with great deference. \#hile students did describe this 

phenornenon within the University in general, they still chose teachen who 

violate, in some way, the expectation that teachers must remain 'high and 

above" their students. Those teachers were indeed characten'zed as 

'exceptions to the niles. \/Clhat does this mean? Certainly, culture is not 

static but rather fluid; perhaps Morioccan society is undergoing considerable 

and culturally profaund changes and these students, Ming youths, are 

evidence of this change. ît rnay be interesting ta review scores of Power 

Distance of diffkmnt countries, as they may not stay the same but evolve 

through time. 

83 



As youq people in Moroax> have considerably more conta* with 

other nations than did the prevbus generations. perhaps aiey are influenœd 

by 'Law Pamw Distance values'. CyberaMs a n  proliferating at an 

incredible speed in Morocco's large cities and these affer one way to 

increase intemitutal contacts. nie culture of cyberspace itself displays 

characteristics of Low Power Distance; fa example, regardless of age or 

sex, everyone on the Intemet speaks to others by using the familiar 'tu'. 

instead of the reverent 'vous' (in Frerich, 'you' is used in hiK, ways, the first 

k i ng  singular and the second plural but also used b emphasize respect 

and deference when addressing a single person). lncreased access to 

music and traveling to and from other cultures also could play a role in 

affecting this culture's ways of displaying and viewing power in Society. 

Ifimmediacy plays an important -or in the students' preferences for 

a teacher, and if students who like their teachers are more likely to feel 

motivated and to willingly provide more effort, thus possibly perfom better, it 

is equally important for teachers to pay attention to ways in which they can 

encourage this immediacy in their relationship with their students. As we 

have seen, some of those ways are b use humour and provide clear 

exam ples of what is being taug ht, bath of which have been proven not only to 

be fadon in 'getüng psychologically closer" to students but  have also shown 

to be associated with student increased leaming. 

Mi le  a considerable amount of attention has been given to the 

importance of the teacher-student relationship in this thesis, it was initially 
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because the students identified it as the reason why thgr chose their 'besr 

teachers. Little attention has b e n  given to the reason why these students 

had chosen their 'worst' teadier, which was. as they reportecl, 

'incornpetence'. M y  bring attention to it now? lt was clear to a vast majority 

of these participants that these 'bad' teachers were incompetent as 

teachem. not so much as specialists in their field. The point I am trying to 

make hem is that most university teachers, in Moroax, and perhaps 

elsewhere as well, have no pedagogical training. Perhaps they should be 

encouraged to read more on educational research in order to becorne better 

teachers. P erhaps the Moroccen governmental body responsible for higher 

education should pay less attention to how they control student evaluation 

regulations and measures (which appear not very effective according to 

Bourqia. El Harras and Bensaïd. f 995. for example), and provide university 

teachers with opportunities and incentives to develop their teaching a bilities. 

Another point worth noting relates to the possible gender-bias evident 

in the choice of teachers by participants. This sample of participants being 

small, and the goals of this study not being aimed specifically at gender as 

an issue, it was impossible to be certain that there was indeed a bias hem. 

Howaver. it would be interesting to research a relationship between the 

gender of students and that of teachers. For example, if female students do 

idenMy M e r  and thus te8m better with female teachers, perhaps the fernale 

proportion of teachers should match more closely that of female students. I 

could not find exad numbers of the ratio of female-to-male students in 
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Moroccan univenities, but Sabaur (1 996) reports that in some fields, 40% of 

students are females, implying that this would be a high raüo of females. As 

repted earlier, approximately 25% of university teachers are femab. Or, if 

'matching' teachers with students is unrealistic, and if it could be found that 

students identify and perfom better with samasex teachers. perhaps it 

would be useful to identify problematic areas of reasons why it is more 

difficult for students ta leam fram opposite-sex teachers, in order to pmvide 

teachers with information they could use to devebp ways to compensate for 

these weaknesses. 

Another way for teachers to receive feedback on their teaching and 

consequently to adapt theif teaching methods to the students is to rety on 

student evaluations of teachers. Evafuation by students is not a current 

practice in Morocco. m i l e  teachers and university administrators are fighting 

the government to achieve grnater academic freedom, the students are 

seemingly left behind in this quest forfreedom. The very system that is 

supposed to provide them with tools to succeed in their future as productive 

citizens does not take into account the students' opinions to fornulate their 

needs and fulfiil them. it is no wonder that teachers can hardly be leamer- 

centered when, not only are the students not consulted in regards to any 

decision, but the educational system is not even teacher-centered but rather 

state-centered. 

In conclusion, if university students in Maracco were given a voice and 

a chance to state their preferences and needs through evaluations (of 
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teachers, programs, universities), and if those were recagnized as valuable, 

perhaps the educational system would be on its way ta provide its targeted 

clientele with an education which is more useful, appropriate, effective and 

satisfying. 

And if the la& of focus on cultural aspects in relation to students' 

preferences for a teacher and teaching style in North America was in 

question ngM from the onset in this thesis, what is there to say of the la& of 

research in education with a focus on the student in the awntry of Mo- 

itself? 
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