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ABSTRACT

Teachers’ teaching styles reflect how they use their professional knowledge, organize learning
activities, and interact with students during the instructional process. This paper aims to synthesize the
theoretical foundations of teaching styles and at the same time apply Grasha’s teaching style model to
propose teaching-style clusters appropriate for primary education context. The study employs a
theoretical research approach by means of a literature review, content analysis, comparison, and
synthesis of relevant studies on teaching styles. Based on Grasha’s five teaching style, namely Expert,
Formal Authority, Personal Model, Facilitator, and Delegator, the paper analyzes four broader
teaching-style clusters: Instruction and Control; Instruction and Modeling; Guidance and Exploration;
and Facilitation and Responsibility Transfer. The findings indicate that teachers rarely employ a single
teaching style in isolation but they tend to combine and adapt multiple styles in accordance with lesson
objectives, content characteristics, students’ competencies, and specific classroom contexts. Utilizing
Grasha’s model provides a comprehensive framework for describing the transition of teachers’ roles
from transmitting knowledge, maintaining control, and modeling practices to guiding, supporting, and
empowering students in the learning process. The proposed theoretical framework may serve as a
foundation for teacher reflection, professional development programs, and future empirical studies of
teaching styles among primary school teachers.
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1.  Introduction

Within the same classroom context, teachers may deliver identical content using
similar instructional methods, yet create markedly different learning experiences for students
(Ahmed et al., 2021; Fischer & Fischer, 1979). These differences are reflected in the ways
teachers communicate knowledge, establish expectations, organize learning activities,
interact with students, respond to classroom situations, and distribute responsibility
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throughout the learning process (Grasha, 1994). Heimlich and Norland (2002) emphasized
that teaching style represents a relatively stable behavioral tendency of teachers.
Consequently, it should not be equated with a single method or technique but rather
understood as an integration of the teacher’s beliefs, values, and instructional behaviors
throughout the teaching and learning process (Fischer & Fischer, 1979).

Teaching style has been approached from multiple theoretical perspectives. Teaching
styles have also been examined along a continuum from teacher-centered to student-centered
approaches. Controlling versus autonomy-supportive teaching behaviors have also been
distinguished, along with the gradual transfer of decision-making power from teachers to
students. Among the most influential frameworks, Grasha (1994) proposed five teaching
styles: Expert, Formal Authority, Personal Model, Facilitator, and Delegator. Teachers
rarely rely on a single style; instead, they tend to combine multiple styles according to
instructional goals and classroom conditions.

In addition to the five individual teaching styles, Grasha (1996) also identified four
commonly occurring teaching style clusters: Expert—Formal Authority; Personal Model-Expert—
Formal Authority; Facilitator-Personal Model-Expert; and Delegator—Facilitator—Expert.
Teaching style clusters are combinations of individual teaching styles. Subsequent empirical
studies have applied these four teaching style clusters in chemistry education (Uzuntiryaki, 2007),
primary education (Sen, 2018; Uredi & Uredi, 2009), and medical education (Jack et al., 2010).
These teaching style clusters have guided teachers from teacher-centered approaches toward
student-centered approaches (Evin Gencel, 2013; Mete & Bakir, 2016).

Previous research has demonstrated that teaching styles are associated with various
dimensions of student learning. Sheikh and Mahmood (2014) reported differences in learning
motivation and learning processes across distinct teaching styles. Shaari et al. (2014) identified
a relationship between teachers’ instructional styles and students’ academic engagement.
Aktan (2012) examined teaching styles in relation to academic achievement, motivation, and
self-regulated learning, whereas Karatas and Yalin (2021) found that students’ academic
performance may vary depending on how teachers organize instructional activities.

In primary education, it is a requirement for teachers to be flexible in using teaching
styles because young students often need explicit guidance, concrete modeling, and
continuous support from the teachers to develop foundational knowledge and skills.
However, when teachers maintain complete control over students’ learning activities and
provide predetermined solutions for every task, the latter may have limited opportunities to
question, explore, collaborate, and gradually assume responsibility for their own learning.
Conversely, transferring responsibility before students have acquired the necessary
knowledge and skills may create learning difficulties. Research has also suggested that how
teachers use particular teaching styles in primary education are related to their professional
beliefs and perceptions (Uredi, 2006), which in turn influence classroom practices.
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Basing on Grasha’s framework, this study proposes four teaching-style clusters that
are particularly relevant to the context of primary education, including Instruction and
Control, Instruction and Modeling, Guidance and Exploration, and Facilitation and
Responsibility Transfer. The study aims to provide a conceptual framework to support
teachers in reflecting on their instructional practices and selecting teaching-style
combinations and aligning more effectively with lesson content, students’ developmental
characteristics, and their readiness for learning.

2.  Theoretical Background and Research Methodology
2.1. Concept of Teaching Style

A teaching style is defined as a system that encompass teachers’ beliefs, values, and
behavioral tendencies, manifested through how teachers transmit knowledge to students,
how they interact with students, organize classroom activities, and manage the classroom
environment. Fischer and Fischer (1979) suggest that a teaching style is a stable behavioral
characteristic, defined by the level of control, flexibility, and student autonomy granted
within the classroom. Therefore, a teaching style should not be equated with any single
instructional methods or techniques.

Referring to Grasha (1994), Chih Huang and Qi Zheng (2022) argued that teaching
style is a multidimensional construct. In contrast, other scholars have emphasized that
teachers' styles are reflected in their professional roles, such as establishing authority,
serving as role models, and providing support (Sun & Wang, 2007), or in transferring
responsibility for learning to students (Conti, 1979). The importance of intellectual
stimulation and interpersonal relationships in effective teaching has also been highlighted.
Teaching style has similarly been described as a personal instructional signature reflected in
communication patterns, classroom interaction, and learning organization, and further
conceptualized as a continuum along which decision-making authority is transferred from
teachers to students. Consequently, teaching style reflects a teacher's instructional approach,
embodying their conceptions of students, knowledge, and the role of teachers within
educational settings.

2.2. Teaching Styles

The Expert teaching style, as described by Grasha (1994), emphasizes teachers’
extensive subject knowledge and professional competence, academic engagement, precise
communication of information, and preparation of students with the necessary knowledge
and skills (Shaari et al., 2014). Teachers employing this style serve as primary sources of
knowledge, guide quality improvement initiatives (Ford et al., 2016) and use their expertise
to explain concepts, provide guidance, and present challenges to help students develop their
capabilities, performance (Chetty et al., 2019; Karatas & Yalin, 2021), and learning
outcomes (Ahmed et al., 2021). This teaching style is considered a significant predictor of
professional awareness, perceptions of the teaching profession (Uredi, 2006), and student
engagement (Halif et al., 2022). Although the Expert style is advantageous for systematic
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knowledge delivery, overreliance on it may make students apprehensive and impede the
development of academic independence and self-regulated learning skills (Aktan, 2012).

The Formal Authority style, as described by Grasha (1994), is an instructional mode
in which teachers rely on their professional status and roles to establish goals, expectations,
rules, learning standards, and motivation as well as learning autonomy (Aktan, 2012).
Teachers using this style typically provide clear guidance and feedback (Shaari et al., 2014)
while requiring students to complete tasks according to predefined or accepted procedures
(Ford et al., 2016). According to Chetty et al., (2019), this approach contributes to classroom
order, consistency, and instructional efficiency However, excessive reliance on regulations
and norms may constrain students’ flexibility (Ahmed et al., 2021), initiative and their ability
to express personal viewpoints (Karatas & Yalin, 2021), and overall classroom engagement
(Halif et al., 2022).

The Personal Model teaching style involves in the ways teachers use their own
knowledge, experiences, cognitive processes, and professional behaviors as models for
students to emulate (Grasha, 1994). In stead of relying entirely on verbal explanations,
teachers demonstrate how to analyze problems (Aktan, 2012), perform tasks, and apply
knowledge in practical contexts, thus enabling their students to observe and emulate these
practices (Shaari et al., 2014). Teachers who adopt this style work as both instructors and
role models (Ford et al., 2016), and expect students to gradually internalize the demonstrated
approaches (Ahmed et al., 2021). Nevertheless, if they have much dependence on this style,
teachers may inadvertently present their own methods as the sole standard (Karatas & Yalin,
2021), potentially causing students who fail to replicate the same approach to feel
incompetent or struggle to develop their own personal strategies (Chetty et al., 2019).

The Facilitator style, as described by Grasha (1994), emphasizes the interaction
between teachers and students, in which teachers use questions, suggestions, and guidance
to guide students in exploring problem-solving alternatives (Aktan, 2012). They teachers do
not choose to impose a single procedure, but they encourage students to independently
construct criteria (Shaari et al., 2014), make informed choices, and assume responsibility for
the learning process (Ahmed et al., 2021). The primary objective of this style is to develop
students’ independent thinking (Chetty et al., 2019), their self-direction, and responsible
action (Halif et al., 2022), with the guidance and support by the teachers.

The Delegator style, which Grasha (1994) describes, is when teachers transfer
significant responsibility to students, creating conditions for them to complete tasks
independently or work in self-managed groups, thereby fostering students’ proactivity and
teamwork skills. Furthermore, teachers focus on developing students’ capacity to work
autonomously. While students work independently on projects or within self-managed
groups teachers remain ready in any situations to provide support as a resource for
motivation and student self-regulation (Aktan, 2012). In this teaching style, students are
encouraged to select learning methods independently, make decisions, and take
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responsibility for their learning outcomes (Shaari et al., 2014), while teachers serve as
advisors and provide support when it is necessary. This style contributes to developing
student’s self-direction, collaboration, and problem-solving capacities (Ford et al., 2016).
However, its effectiveness largely depends on the students’ level of readiness, prior
experience, and capacity for self-management (Karatas & Yalin, 2021).

2.3. Research Methodology

This study utilizes a theoretical research approach that integrates a literature review
and content analysis of teaching style concepts to examine the four concepts of teaching
style, clarify the characteristics of different teaching styles, and at the same time propose an
analytical framework that can be appropriate for Vietnamese primary school teachers.

The primary theoretical framework adopted in this study was Grasha’s (1994) model,
which identifies five teaching styles and emphasizes that teachers typically employ a
combination of various styles rather than relying on a single one. This model facilitates the
interpretation of teaching practices that are particularly appropriate for primary education.
At this level, students are believed to start acquiring basic knowledge and skills, while
teachers continuously shift between transmitting knowledge, modeling practices, guiding
discovery, and gradually transferring responsibility to students. Furthermore, Grasha’s
model highlights the relationships among teachers’ expertise, their classroom organization
strategies, and students’ level of participation, which are essential dimensions of primary
school instruction. Additional studies, including those by Aktan (2012), Sheikh and
Mahmood (2014), Shaari et al. (2014), Ford et al. (2016), Chetty et al. (2019), and Karatas
and Yalin (2021), were incorporated to the study as empirical support for the applicability
of the model across different educational contexts.

The selection of literature sources was determined by three criteria. First, each study
had to directly address the concepts or theoretical models of teaching styles. Second, each
publication had to describe teachers’ behaviors, roles, or instructional practices in classroom
settings. Third, studies related to primary education, student engagement, and self-regulated
learning were prioritized to support the adaptation of the framework to the primary school
context. Following a screening process, 20 references from an initial pool of 262 publications
were kept for use.

The document analysis process was conducted in three stages. First, different
conceptualizations of teaching style were reviewed, compared, and categorized according to
key dimensions, including the stability of teaching behaviors, teachers’ beliefs and values,
approaches to knowledge transmission, interaction patterns, and the distribution of decision-
making authority. Second, Grasha’s five teaching styles were analyzed based on their core
characteristics, including professional expertise, authority and the setting of standards,
modeling behaviors, facilitating inquiry, and delegating responsibility to students. Finally,
the identified styles were synthesized into four broader clusters and reinterpreted according
to instructional activities commonly observed in primary school classrooms.
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Based on this synthesis, four teaching-style clusters were proposed for the Vietnamese
primary education context: Instruction and Control, Instruction and Modeling, Guidance and
Exploration, and Facilitation and Responsibility Transfer. These clusters are analytical labels
developed by the present study rather than original terminology used by Grasha. This
categorization helps translate abstract theoretical descriptions of teaching styles into
observable instructional practices that can be identified and examined in primary school
classrooms. Grasha’s four teaching style clusters provided the conceptual basis for this
adaptation. The synthesis involved interpreting the teaching functions of these clusters in
primary education, and the descriptions specific to primary education were derived from the
document analysis conducted in the present study.

3. Results and Discussion
3.1. Results

Based on Grasha’s teaching style framework, the analysis resulted in four teaching-
style clusters that are considered particularly relevant to the context of Vietnamese primary
education. These clusters represent different ways in which teachers use professional
expertise, organize learning activities, and distribute responsibility within the classroom. To
ensure accuracy in interpretation, the four teaching style clusters correspond, respectively,
to Grasha’s Styles 1 through 4.

Style 1: Instruction and Control. The Instruction and Control cluster combines the
Expert and Formal Authority teaching styles. This cluster is designed to support students in
acquiring new knowledge, developing foundational skills, and completing learning tasks
according to established requirements, procedures, and standards.

Teachers adopting this style focus on introducing new concepts, teaching basic
academic skills such as reading, writing, and numeracy, and explaining procedures for
completing learning tasks in addition to correcting mistakes committed by students. In
contrast, students are typically provided with structured exercises, and also receive
immediate feedback from the teachers.

Within this instructional approach, the teachers play a central role in the classroom and
all learning activities are mainly conducted through whole-class instruction, accompanied
by individual practice under the teachers’ supervision. Teachers clearly define learning
objectives, expectations, classroom rules, and performance standards while maintaining
close guidance and monitoring throughout the learning process.

Instruction commonly involves direct explanation of lesson content, specification of
task procedures, step-by-step guidance, monitoring of task completion, and immediate
corrective feedback. The emphasis is placed on ensuring that students acquire essential
knowledge and skills accurately and efficiently.

Style 2: Instruction and Modeling. The Instruction and Modeling cluster integrates the
Expert, Personal Model, and Formal Authority teaching styles. This cluster supports
students’ knowledge acquisition and their recognition of the thinking processes and
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procedural steps involved in task completion. Skills develop through observation, selective
imitation, guided practice, and improvement informed by feedback.

Teachers facilitate the acquisition of academic knowledge, expressive reading,
handwriting techniques, mathematical problem-solving skills, experimental procedures, and
behavioral norms in specific contexts.

Classroom instruction is generally conducted through teachers’ demonstrations
followed by guided student practice. Students observe examples provided by the teacher,
engage in individual practice, participate in collective feedback sessions, and may
occasionally work in pairs or small groups through role-play activities.

Teachers explain their knowledge and thinking processes and directly perform or
demonstrate procedures. They subsequently monitor students’ attempts to replicate the
demonstrated actions, guide students in practicing according to the model, monitor their
progress, correct errors, and provide formative feedback.

Style 3: Guidance and Exploration. The Guidance and Exploration cluster combines
the Expert, Facilitator, and Personal Model teaching styles. This style empowers students to
actively construct knowledge while developing their thinking, observation, questioning,
reasoning, collaboration, problem-solving, and presentation skills.

Teachers select learning problems, provide the necessary subject knowledge, design
inquiry-based questions, organize discussions, observe student activities, offer prompts,
model specific procedures when necessary, and assist students in drawing conclusions.
Learning tasks often involve observable phenomena, data analysis, exploratory activities, or
situations that stimulate students’ observation, prediction, and exploration.

Instruction is organized through a combination of whole-class activities, pair discussions,
group work, learning stations, educational games, and experiential learning tasks. Teachers
guide learning by posing open-ended questions, facilitating dialogue, and encouraging students
to engage in cycles of observation, prediction, explanation, and verification.

Teachers present problems, use questions to scaffold learning, and require students to
observe, predict, and explain. When necessary, teachers demonstrate a portion of the
learning process before supporting students in verifying their findings and generalize
conclusions. This style is appropriate for students who possess foundational knowledge and
experience and are capable of engaging in discussion, observation, or practice.

Style 4: Facilitation and Responsibility Transfer. The Facilitation and Responsibility
Transfer cluster combines the Expert, Facilitator, and Delegator teaching styles. This cluster
aims to foster students’ autonomy, self-direction, planning skills, collaboration, decision-making
abilities, self-assessment, and responsibility for both learning processes and outcomes.

In this approach, teachers provide the necessary knowledge base, design learning tasks,
establish boundaries for student choices, monitor progress, and offer guidance, support, and
feedback when needed. Learning activities often include small projects, experiential learning
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tasks, simple investigations, and individual or group products connected to lesson objectives
and classroom presentations.

Students work independently or within self-managed groups, participate in project-
based learning activities, engage in learning-center tasks, complete experiential assignments,
and present learning products to their peers. They are encouraged to participate in planning,
selecting roles, determining implementation strategies, monitoring progress, and assuming
responsibility for outcomes.

The teacher provides students with foundational knowledge and clarifies learning
objectives and assessment criteria while assigning tasks that allow multiple approaches and
solutions. Students are given opportunities to determine how tasks will be completed,
distribute responsibilities among group members, and evaluate both individual and group
performance. During the process, teachers act as facilitators, advisors, and support providers
when needed rather than direct instructors. Assessment includes student self-assessment,
peer assessment, and teacher feedback. This style is suitable for students who possess
prerequisite knowledge, understand task requirements, and have developed some level of
collaboration, self-management, communication, and self-assessment skills.

3.2. Discussion

The findings indicate that a teacher's teaching style is an intersection of their beliefs,
values, and behaviors within specific contexts. A teacher may not make any changes in
classroom organization while simultaneously adjusting their instructional approach based on
such aspects as lesson objectives, content, student characteristics, and the requirements of
each activity. This perspective is in line with Grasha (1994), who argued that the Expert,
Formal Authority, Personal Model, Facilitator, and Delegator styles typically appear in
combinations in stead of mutually exclusive entities.

The four teaching-style clusters proposed in this study illustrate a gradual shift in how
teachers apply professional expertise and support student autonomy within the classroom. In
the Instruction and Control and Instruction and Modeling clusters, teachers assume primary
responsibility for transmitting knowledge, establishing expectations, and demonstrating
procedures while in the Guidance and Exploration and Facilitation and Responsibility
Transfer clusters, teachers increasingly adopt the roles of facilitator, advisor, and learning
partner, which creates opportunities for students to have more active participation in their
learning process. This interpretation aligns with the idea that teaching styles differ mainly in
how decision-making authority is permitted between teachers and students. It is also
consistent with Grasha’s position that shows how the teacher decide the appropriateness of
particular teaching-style combinations.

The four clusters should not, however, be viewed as mutually exclusive instructional
approaches. Within a single lesson, a teacher may begin with Instruction style and Control
style to clarify learning objectives, then they move to Instruction style and Modeling style to
demonstrate a procedure, even proceed to Guidance and Exploration to have students take part
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in inquiry and problem-solving tasks before using Facilitation and Responsibility Transfer by
assigning students responsibility for producing and presenting learning outcomes. Such
flexibility reflects Grasha’s proposition that teaching styles are dynamic and often occur in
combinations in stead of fixed instructional patterns. Consequently, the value of the proposed
framework lies not in classifying teachers into predetermined groups but in helping them
reflect on their instructional roles, evaluate opportunities for student participation, and
consider whether the level of support provided is appropriate for a given learning task.

The findings also support the argument that classroom organization significantly
influences students’ learning experiences. However, the present analysis does not suggest
that any single teaching style is universally superior. Instructional effectiveness depends on
multiple factors, including lesson content, student characteristics, implementation quality,
and educational context. Therefore, the effectiveness of a teaching style should be
understood in relation to its appropriateness for specific instructional goals and classroom
conditions in stead of an inherently approach.

For primary school teachers, the proposed framework may be used as a valuable tool for
professional reflection by suggesting that changing classroom organization is not merely a
technical adjustment. However, it is deeply connected to the teacher's beliefs regarding student
capability, their own professional role, and the degree of autonomy that students can assume. As
a result, professional development programs that aimed at enhancing teaching styles should
emphasize classroom observation, instructional reflection, and analysis of authentic teaching
situations in stead of focusing entirely on the introduction of new teaching methods.

A major contribution of this study is the reinterpretation of Grasha’s teaching-style
model through clusters that more closely reflect classroom realities in primary education.
The proposed framework translates abstract theoretical descriptions into observable
instructional practices that can be identified and examined in school settings. Nevertheless,
the four clusters and their associated descriptors are conceptual interpretations that are
developed by the present study rather than Grasha’s original descriptions. Furthermore, they
have not yet been empirically validated with Vietnamese primary school teachers.
Accordingly, the framework should be regarded as a preliminary conceptual model that
provides a foundation for future research in stead of a definitive classification system.

Future studies may prove how the framework is effective through expert consultation,
teacher interviews, and systematic classroom observations. Based on such evidence,
teaching-style indicators can be refined prior to developing and testing scales on a
representative sample of Vietnamese primary school teachers. In addition, combining self-
report data with classroom observations would be particularly valuable because teachers’
perceptions of their instructional styles may not fully correspond to their actual classroom
practices. Such research would contribute to a more comprehensive understanding of how
the four teaching-style clusters are enacted across different subjects and grade levels, as well
as how they relate to student engagement, autonomy, and learning outcomes.
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4.  Conclusion

Teaching style reflects how teachers use their professional expertise, organize the
classroom, interact with students, and distribute responsibility throughout the learning
process. Based on an analysis of relevant concepts and models, teaching style can be
understood as both a relatively stable professional characteristic of individual teachers and
a dynamic construct capable of adaptation based on lesson objectives, content, students’
characteristics, and specific instructional situations. Therefore, no single style should be
considered universally appropriate for all circumstances, nor should teachers be confined to
a rigid, singular instructional mode.

Based on Grasha’s teaching-style framework, this study proposed four detailed
teaching-style clusters that are relevant to the context of Vietnamese primary education.
They are Instruction and Control, Instruction and Modeling, Guidance and Exploration, and
Facilitation and Responsibility Transfer. The component structure of the clusters was
derived from Grasha’s four-cluster framework, while the present study contributes
descriptions specific to primary education.

These clusters illustrate a continuum of instructional roles, ranging from teachers as
being direct knowledge providers who establish expectations and supervise learning
activities, to teachers as being models, facilitators, advisors, and supporters who gradually
empower students to assume greater responsibility for their own learning. Across the
proposed teaching-style clusters, the teacher's professional knowledge and organizational
capability remain essential to ensure the face that learning activities are appropriately
directed by teachers. The findings further suggest that the combination of these styles must
be used flexibly in primary education. The key issue is how to integrate guidance, structure,
support, and student autonomy in stead of choosing exclusively between teacher-centered
and student-centered approaches in any teaching situations.

The proposed four-cluster framework also offers a useful lens through which teachers
can critically reflect on their classroom practices and instructional decision-making. It may
also provide a foundation for teacher professional development, the design of self-assessment
instruments, and the development of measurement scales for teaching styles in primary
education. Finally, the above-mentioned framework provides a basis for future empirical
research examining differences among teacher groups and the relationships between teaching
styles and outcomes such as student engagement, autonomy in how students’ learning
outcomes will be assessed, and in how their academic performance will be achieved.
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PHONG CACH DAY HQC CUA GIAO VIEN TIEU HQC:
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TOM TAT

Phong cdch day hoc phan dnh cach gido vién (GV) van dung tri thirc chuyén mén, té chirc
hoat dong hoc tdp va twong tac voi hoc sinh (HS) trong suot qua trinh day hoc. Bai viét nham hé
thong héa co s Ii ludgn vé phong cdach day hoc va vin dung mé hinh phong cdach day hoc cia Grasha
dé dé xudt cac nhom phong cdach day hoc phit hop véi béi canh gido duc tiéu hoc. Nghién ciru sir
dung phwong phdp nghién ciru li ludn, két hop tong quan tai liéu, phdn tich néi dung, so sanh va
tong hop cdc cong trinh lién quan dén phong cdach day hoc. Dua trén nam phong cdch day hoc cia
Grasha gom Chuyén gia, Nguwoi cé tham quyén chinh thirc, Hinh mdu cé nhén, Nguwoi hieong dan va
Nguoi ity quyén, bai viét phan tich va dé xudt bon nhom phong cach day hoc: Truyén dat va Kiém
sodt; Truyen dat va Lam mau,; Hudng dan va Khdm phd; H6 tro va Chuyén giao trach nhiém. Két
qua cho thdy GV hiém khi chi sir dung mét phong cach day hoc don 1é ma thiwong két hop va diéu
chinh linh hoat nhiéu phong cdch theo muc tiéu bai hoc, ddc diém noi dung, nang luc cua HS va boi
canh lop hoc cu thé. Viéc vin dung mo hinh Grasha cung cd'p mot khung Ii thuyét toan dién dé mé
ta sw chuyén dich vai tro cia GV, tir truyén dat tri thirc, duy tri kiém sodt va lam mau, dén huwong
dan, hé tro va trao quyén cho HS trong qud trinh hoc tdp. Khung i lugn dwoc dé xudt c6 thé la co
s6 cho viéc tw phan tir cia GV, cho cdc chirong trinh boi duwong chuyén mén va cho nhiing nghién
cieu thire nghiém tiép theo vé phong cdch day hoc ciia GV tiéu hoc.

Tir khéa: giao vién tiéu hoc; tb chirc day hoc; m6 hinh Grasha; phong cach day hoc
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