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Preface -

What contributions can current research in cognitive psychology make to the ¥
solution of problems in instructional design? This volume presents responses to
_this question from some of the best workers in an emerging field that I have
labeled “Cognitiotf and Instruction™: people concerned with the investigation of
_the cognitive processes involved in instructional situations. The focus of this
volume was presaged- by comments made in a previous volume on cognitive
psycliology (Forchand, 1974):

In what scems remarkably few years, infornmtinh'-processing' psychology has come to
dominate the experimental study of compleX human behavior. That rapid success

. encourages me to speculate that within a comparably short time the approach will have
as much of an impact on psychology in the ficld as it has had on psychology in the
laborafory. In particular, its potential for luminating recalcitrant problems in education
seems cvident [p. 159]. i

The chapters in this volume indicate the extent to which this potential has
“already begun to be realized. ' ,

The book is divided into four parts. The first three parts include sets of re-
search contributions followed by discussions, and the fourth part contains
three chapters that offer critiques, syntheses, and evaluations of various aspects
of the preceeding papers.

_ Theschapters in Part | represent different strategies for instructional research.

In the first chapter, Carroll, raising .some of the issues facing psycholinguistic .
theory, asks whether we yet know enough to intentionally teach language .
“skills according to’ a systematic instructional theory. He summarizes three

lines of theoretical development—naive, behavioral, and cognitive—that bear

upon the issue, and finally suggests that an information-processing view of

the cognitive processes underlying language behavior may ultimately provide the

basis for a theory of language instruction. In Chapter 2, Calfee presents a

ix
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reseireh stuategy that focuses upon the interpretation of the empirical results
obtained in both the laboratory and in instructional scttings. He points out
the potential pitfalls awaiting the instructional evaluator who has not care-
fully considered ali nossible sources of interdependency in the cogmtlve models,

+ The statistical analyses proposed by Calfee may be useful to those faced with the

task of identifying the extent and the pattern of the effects of instruction,
Resnick focuses upon the area of carly nmthenmtu.s instruction. and she

reviews and evaluates the preeursors of current prodpdures in task analysis. Her

conttibution traces the development of a strategy insinstructional research that
utilizes information-processing models of  cognition  to meet the practical
demands ot creating etfective instructional procedures. s

Atkinson provides a glimpse of the latest products of his extensive research
program. which is aimed at developing what he calls “adaptive instructional
systems.™ His research strategy is based upon’the view that “an all-inclusive
theory, of lc.munu is not a prerequisite for the development of optimal
procedures, ‘

Part 1 concludes with ‘llxulssmns by Greeg and Olson, and their comments

* turther emphasise the variety of strategic approaches to research on instruction.

Gregg argues for the importance of understanding and, representing the learner’s
strategies ininstructional situations, whereas Olson raises- the issue of the
ultimate social utility of what we decide to teach to children.

The chapters in Part 11 focus upon process aimd structure in learning, The-
emphasis s upon the precise, explicit. and detailed repiesentation ot what is
learned, how it is utitized, and how it is modified. In Chapter 7. Greeno’
demonstrates what such an extensive representation might look like. He provides
an elaborate statement of the cogmtive objectives for three different arcas:
elementary anthmetic, Tugh-school geometry, and college-level psychophysics,
Knowledge in each arca is represented by a different collection of huildilfg
blocks taken from current information-processing theories.

One of the central wsues i instructional rescarch is how new knowledge is
acquied. Hyman, i Chapter 8. deseribes @ paradig for exploring the ways in
which memorny: i u\lruuund whien new information is discrepant from pre-
existent stereotypes. Hyman uses a parachem borrowed from social psychological
studies of impression formation, and shows that it hasingplications for the more
seneral ssue of information acquisition,

In Chapter 9, Notman. Gentner, and Stevens utilize tools--some of them
already deserthed by Greeno- o detine the general notion of “schemu.™ The
anabvsis by Norman, Gentner, and Stevens is extreinely fine grained: they
develop detmted TLPILSLIH ations {or an mcereasingly rich understanding of such
hisie coneepts as “aive’ and “buy.” They arvue tlvat such representations make

-1t possible tabe quite precise about how instruction should proceed.

Shaw. and Wilson. in Chapter 10, address the issues of process and structure
from a4 more abstract: almost philosophical: position, but they also provide

3




PREFACE  Xi

concrete sx.lmplcs from Shaw's work on perception, Tle central isgues caneern
the abifity to understand an entire coneept from experience with just a subset of
its instances. Such an ability. Shaw and Wilson argue, lies at the heart of an
understanding of invariunce. , L .

The discussions hy Farnham-Diggory (Chapter FI) and by Hayes (Chapter 12)
offer stimulating eritiques of the positions presented in Part 1. Citing an
alarmingly. modern instructional program devised over half ;1_ccffl11ry ago. Farn-
ham-Diggory asks first “What's new?™ and then “Is it better?” Hayes suggests
sonme ways that one can begin to treip students divectly in epgnitive skills. He
focuses- upon a recurring theme in 17‘1110 chiupters of Part 1t “What does the.
student know about his own cognitive lprocesses?” .

An essential but neglected element in instructional research is.the role of
instructions per se, and the contribyitions to Part 111 focus upon the processes
(that underlie the comprehension of ferbal instructions. Just and Carpenter take
the sentence as their unit of analysist Using a sophisticatgd and &xplicit model of
senitenice processing. they are able to account for An impressive variety of
empirical results. Then they suggest ways in which farger units, such as those
used in reading comprehension tests. could be analyzed similarly. T%imon and
Ha\u take a larger unit of .llldl\%ls the entire instiuction set. They feport on )
the development of an informatjon-processing model aimed at explaining the ‘

|
|
|
|
|
\
|

pracesses that underly the undu‘smuhn" of instructions for complex puzzles.
Then. using the unambiguous u),lllpnll"nl\ of their model as points of reference.
they sketeh the broader implic 1/(mnx that a thun\ of understanding could have
for instrnetional research and practice. :
In the discussions in Part llll Collins (Chapter 15) and.Shaw (Chapter 16)
Shggest areas (or extension of the models of comprehension deseribed earlier.
“Collins asks abont the nature’ of the comparison process- a busic unitary process
in the Just and Carpenter model and speculates that it might itself be composed |
of even more elementary su{)pmuxxu Another issue raised by Collins is the role
played by the broadsr knowledge base in whiclt the comprehension processes for
settences or-tisk mstruetions operate.
Shaw’s comments range somewlat arther afield, lOllLllll]" on the papers in
Part 1 as well as those in Part HIL He outlines programs in two diverse areas- art «
instruction and mdln/un of aphasia- that derive trom a theory of compre-
Tension” that draws upon elements ol the models presented in many ot the
previous clapters, '
The three chapters w the tourth and final section represent responses to many
of the issues raised in previous chapters, Glaser (€hapter 17) addresses the issue
of how we van take the results of scientific research and apply theti to practical |
~problems. He ansues™for the development of a linking science- a science of |
instructional design- lll.')n wottd transform our l\nn\\ ledge of cognitive processes v
into instructional procedures while at the same time providing tests and chal- T e
o Clenges tor the existing/ theories. Cazden (Chapter 18) raises some very practical

Q . <f 7 o
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Xii  PREFACE : ~/

questions based upon-her varied experience as bath a classroom teacher and a
research psychologist. One example of the kind of issue that is central to &
theary of instruction but still inadequately handled by our current theories is
Cazden’s question: “What is the vatue of practice?” Finally, Klahr (Chapter 19)
“sketches some of the issues that would need to be resolved before one could
construct a model of a learner. l
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Part |
STRATEGIES FOR

INSTRUCTIONAL RESEARCH

It is often thought and said that what we
most need in education is wisdom and broad
understanding of the i-eues that confront us.
Not at all, I say. What we need are deeply
structured dheories in education that drasti-

«ally reduce, if not eliminate, the need fo"l",
R4

wisdom. | do not want wise men to design
or build the airplane 1 fly in, but rather

technical men who understand the theory of

acrodynamics and the structural properties

~of metal...And so 1,5 1s with educa-

tion...1 want to se¢ 3 new generation of
trained theorists and an equally competent

.band of experimentalists to surround them,

and I look for a day when they will show
that the theories | now cherish were merely
humble way stations on the road to the
theoretical paliuces they have constructed
‘[Suppes. 19741 )

u‘




_ Promoting LanQUag,é Skills:

The Role of Instruction .. -

John B. Carroll - B

Educational Testing Serviee*

Can language skills be taught? The answer to thi‘s question depends upon how we
define “language skills” and what we mean by teaching. ” There appears to be a
fundamental divergence—usually between behavioral. sc1ent1sts ‘on the one hand
and educators on the other—as to what these terms mean. .

, In the context of behavioral science, instruction is often taken to mean
definite, specifiable “behavioral” objectives, highl-controlled instructional set-
tings and matenals and definite procedures for observing and measuring learning

. outcomes. But in the minds of educators, it is generally the case that:

‘Instruction® is a word within the system (education) that has no operational defini-
tion. It refers to many different ways in which the relationships among students,
‘teachers, learning materials may be structured. .Discursive situations, at all levels of
instruction, tend to be seen as effective. They, and other types of structured situations,
are being defended dgnmst displacement by instrustion geared only te operationalized
episodes [Dickinson, 1971, p. 112] o

i

- Even McKeachie (1974), a behavioral scientist, is inclined to express his unhappl-v

ness w1th the term “‘instructional .psychology,” . “for ‘instruction’ carries a

- connotation of teacher direction or building that is Tess pleasmg than the
. emphasis on the student implied in ‘learning’ [p. 162].” ' s

Dispute over the meaning of “instruction” and “teaching” is fqund also among
educational philosophers. It is commonly agreed that teachmg is any activity
that is designed to Tesult in learning on the part of the indiyidual being taught,
but .there is'debate as to whether such an activity should be ¢alled téaching when

tHere is no intent on the part of the teacher to teach, or when it is not successful )

. 'moproducing its intended outcome (Scheffler, 1960).

R

: N
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4 JOHN B. CARROL(

- Consider the claim that the child learns his native language without being
“taught.,” simply by “exposure” to adult models. To support such a claim, one
would have. to have in mind how he distinguishes between teaching and non-
teaching. and how he means to define “exposure.” On the other hand, it is
commonly accepted that one can “teach™ vocabulary knowledge. or a foreign
“language. .
It we are to study rationally the problems of teaching language skills. we nust
~embrace such concepts“as “creativity in language™ within a scientific, deter-
ministic framework, If there is such a thing as a natively predetermined *“lan-
guage acyquisition device™ (McNeill, 1970) that accounts for the acquisition of
language skills, we must describe it scientifically. If the system of language is N
“internalized™ by language learners, the resultant internalized states must be
open to scientitic study by appropriate observation of the “behavior” (broadly
detined) that occurs under specifiable conditions. Some of these “specifiable
conditions™ will tall under the concept of “instruction.” but I assume that they
will cover not only the kinds of deliberate, formal operations that a teacher
pertorms in the classroom, but also the informal, largely nondeliberare actions of
people interacting with” each other through language and other .means. for
example. the interactions of a mother and her child, or the ipteractions of one
student with another in a “discursive” situation. Whether these actions are taken
with an “intent™ to teach or produce learning. and whether these actions are
“suecessful™ in producing learning, are questions that are not of central interest.
It does not much matter whether or not we say that the. child learns his language
“without being taught.” What matters is what external influences. that we might
be able to have under cur option or control, there are upon the child’s learning,
There are many .kinds of “language skills™: speaking. lisqtening.‘reuding‘:hund- .
writing. spelling, and wiitten composition are the nativelanguage skills that are
given most attention it the schools, but we might also want to discuss what are
often. called *“communication skills.” including nonverbil communication skills.
In all these skills, there is a developmental dimension as the individual moves
from infancy to adulthood. In a previous publication {Carroll, 1971b) I have
reviewed the literature on the developmentof these native-language skills be-
yond the early vears. In addition, we may want to consider the problems pf
'~ teaching a second or a foreign language, or of teaching a “‘standard™ form of a
Linguage when the learner’s native tongue is a “‘nonstandard”™ form of that
language., T have reviewed research on meny aspects of these matters in a number
ot publications ((‘;1rmll,"l‘)()3, 1966, 19684, 1971a). and 1 do not intend to
recapitulate these reviews here. Instead. I propose to focus -attention on the
maodels of the language learner that seem to be implicitly assumed by teachers,
writers of instructional materials, and others in education, as well as such models
as are offered by psychologists, psycholinguists, and’ linguists. We must sec in
what respects these models are inadequate or conflict with one another. We must
also attend to what role these models assume for “instruction™ defined broadly

.
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1. PROMOTING LANGUAGE SKiLLS b

as any external influences on the development of language skills, as represented
both by formal teaching actions and by more informal social interactions.

NOTIONS OF SKILL, COMPETENCE, AND PERFORMANCE

If we are to begin promoting language skills, we need a notion of what these
skills consist of. Indeed, it would be to our advantage if we had available a
complete theory of how people acquire and use language skills—both productive
and receptive skilis, and both skills with the spoken language and skills with the
written forms of language.

One prerequisite tor the development of such a theory is consideration of the
relation between a language system, as described by linguists, and the activities
and behaviors that involve its use. In recent years, this problem has been
discussed in termns of the distimtion most trenchantly formulated by-Chomsky
(1965), between * ‘competence” and “‘performance.” The distinction has been

.debated. alnmst ad nauseam (Bever, 1970; Fillenbaum, 1971; Fodor & Garrett,

1966; Hayes, 1970) and it would be a distraction to fully discuss the matter
here, hut since | have a particular viewpoint, [ need to state my position with
some semblance of justitication. [ believe that all Chomsky literally meant to
refer to was,.on the one hand, what is learned (competence), and on the other,
the behavior that manifests that learning (performance). including both receptive
and productive language behaviors. The notion of competence is entirely neutral
as to what type of grammatical model should describe competence. Chomsky
offered generative grammars as theories of competence, but linguists (and
others) are free to select other kinds of grammar to describe competence.
Further, the notion of performance is neutral as to what theory or model of
performance mechanisms one might adopt: a model of perfolmdnce mechmlsms
might be derived from behavioristic principles, from wgnmve psychology, o
from any other psychological system. Much of the discussion about u)mpetencéA
and performancg, however, has been concerned with the extent to which a
model of performance must “incorporate™ a competence model, ‘and if so,
whether the competence model (ie.. the type of grammar chosen) determines
the form of the performance model. In my opinion the determination is in the
opposite direction: the torm chosen for the performance model will tend to
dictate the Torm of the “competence magdel and therefore the form of the -
grammar. This is the case because the mechanisms or processes that a perfor-
mance model assumes are not indifferent to their wntent i.e., to the elements
upon which they operate. ° ,

There are perhaps many possible ways to write grammars for verbal ojitput,
but the type of grammar that makes psychological sense is determinred by the
kinds of mechanisms that are assumed in the performance model. There are

various alleged demonstrations (e.g.. Bever, Fodor, & Garrett. 1968) that a

a
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6 JOHN B CARROLL

transtormational grammar cannot be handled by an assocuationistic, “'stimulus-
response™ theory. This is usually interpreted to mean that a behavioristic
aceount of language hehavior is unaceeptable “so great is the faith in transforma-
tonal grammar. Suppose, however, that 2o mechanism can be found to handle
such a grammar. (In fact, T am not aware that anyone has formulated such a
mechanism,) This would present a problem of the psychological acceptability of
transfarmational grammar for any performance model.

My conclusion is that the designer of a performance mode! can afford to be
ndifterent concerning what type of grammaticat theory the linguist may want to |
choose to satisty his.or her awn eriteria. As a psycholagist, my criteria lie within
the realm of psychalogy, Thus, the kind of grammuar I choose must satisty the
basic psychological criterion that it must be plausible from the standpoint of
being capable of being handled by known or discoverable psychological pro-
cesses. T ettect, this means that a grammar for a given language system must be
icluded withun the performance model for that language; the distinction be-
tween competence and performance remains as before—competence refers to
what is learned, pertormance refers to a behavior manifesting that learning.

This point of view 15 actually not as heretical as it may scem. Labov (1971, p.
452) says: “There seems to be general agreement that a valid theory of language
must eventually he based on rules that speakers actually use.™ Bever (1970, p.
345) tells his readers that if they will “accept the possibility that ongoing speech
behavior does not utilize a linguistic grammar,” they will not be surprised “that
the mechanisms inherent to ongoing speech behavior do not manifest transfor-
mations or any operations directly based on them.”

A puoint of view that seems much closer to mine is that of Schiesinger (1971),

o who writesr - S
. ) ) .

There 34 o Place for intentipns in a grammar, but any theory of performance which
tatly to take intentions into account niust be considered tnadequiate. The model of a
human speaker must, of course, contain rules that determine the srammatical striacture
of the oatput. These rufes, however, must be assumed to operate on an inpat which' -
represents the speaker’s intentions [p. 64

I would wéntity these rules as a.grammar incorparated into a performance
gragmuar infSchlesinger’s terms, they woulll be “‘realization rules™ for convert-
ing **Iarkers™ (input or intention markers) into utterances. There is a certain
simlagity here to Bever's (1970, p. 286) notion that “falking involves actively -
mapping internal sfructures onto external sequences, and understanding others
involves mapping external sequences onto internal structures™ -that is. if we
identify internal structures with Schlesinger’s | markers. Much of Bever's paper is
concerned with trying to identify “heuristics™ or “cognitive strategies™ whereby
the Learer fmds out how “external sequences™ (i.c.. strings of speech) are to be
mapped into mternal structures. While it is"debatable whether he has identified
the heuristivs that language users actually employ, the enterprise seems to be in
the right direction. ' '
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1. PROMOTING LANGUAGE SKILLS 7

To emphasize the claim that the grammar must be incorporated in, and
determined by, the performance model, 1 have called the grammar that I have
developed for a small sybset of English sentences a “performance grammar”
(Carroll, 1974a). This performance grammar thus far centers attention on
language production; it is my beli¢f that the problem of production must be
dealt with before problems of reception and comprchension can properly be
investigated. This is because the hearer’s problem is to determine the I marker of
the speaker; it seems reasonable to suppose that to the extent that speaker and e
hearer share the same language system, the hearer would rely to a large extent on
the same ‘‘realization rules” for converting 1 markers into speech that the o
speaker does. The performance grammar is conceived of as having two compo-
nents: the intentive component, and the code component. The intentive com-
-ponent specifies the elements, variables, and structures found in I markers, and
the code component contains the “realization” rules for converting the contents
of I markers into grammatically acceptable speech. The rules in the code
component can be stated as “production-systems” in Newell’s (1973) sense, i.e.,
they can be stated in the form of one or more condition—action pairs. This type
of grammar, incidentally, is exemplified also by Hulliday’s systemic grammar
(Hudson, 1971; Muir, 1972), which Morton (1968) calls a “Category B” gram-
mar that describes how language behavior can be produced outside the rules of
grammars of a more linguistic character. Like my performance grammar, Halli-
day’s systemic grammar-emphasizes the choices open to the speaker as he speaks,

" but | would feel that the “intentive’ component of Halliday’s grammar is as yet
only:a latent structure; i.e., the conditions for the choices are not made explicit,
whereas they would have to be in a complete performance grammar.

Discussions of “Lompeteme” in linguistics have laid little'emphasis on whether
‘the competence may vary from one speaker to another, or whether competence

“can be quantified. Muscat-Tabakowska (196} has presented an interesting
discussion of these as issues they apply in foreign-language teaching; her remarks
are applicable also to the competence of native speakers. She narrows the
definition of competence to mean “the actual knowledge of the underlying
system of rules at a given time,” from which she concludes that (1) “compe-
tence .. .can be learned, and probably can also be taught; (2) computence is .
relative, for it can be bigger or smaller, both in different speakers at the same

+  time and in the same speakers ut different times; and (3) competence is

measurable, in that it is possible to infer the amount of competence from the ob-
servable data (from performance) . . . [Muscat-Tabakowska, 1969, pp. 42-43].”
~ Elsewhere (Carroll, 1968b) I have set forth a series of ‘propositions about
competence and performance in their application to problems of testifig compe-
tence in a foreign language. but they are equally applicable to similar problems
in a speakers.native language. Among these are: -

Competence in a language consists of a series of interrelated habits (acquired stimulus— -
response mechanismy) which can be described in terms of stated rules [p.47].

Aruitoxt provided by Eic:




E

8  JOHN B. CARROLL

The actudl munifestation of linguistic competence . . . in behavior may be called
linguntic performance. and is affected by a karge number of nonlinguistic variables ip.
50].

I further asserted that:

There are individual ditferences, both in competetee and performance variables, that
may be a tunction of either constitutional or expenential variables [p. §1}.

I pointed out that individual differences in competence might be found in
different domains, such as phonology. morphology. lexicon. and grammar, and
that individual differences in performance could be observed in such matters as
speed of response, diversity of response., complexity of information processing,
and awareness of competence.

Such an analysis of linguistic competences and performances suggests that it is
(uite possible that a diversity of detailed psychological models may need to be
incorporated in a complete performance model. For example. the psycl.ological
model used to study the acquisition of a lexical item as a linguistic form may be
different from the one used to study the meaning of that linguistic form, and a
still different model may be required to account for the acquisition of the
grammatical category and distributional characteristics of the form. Further,
models for the acquisition of phonological items, or of grammuatical rules, may be
radically different from any of the models required in connection withilexical
forms. We may already be able to apply certain standard paradigms (Melton,
1964) to several of these cases: for example. acquisition of lexical meanings may
be a case of associationistic learning. or a case of concept learning: and acquisi-
tion of pll()n()l()"ll.dl competence may have elements of perceptual learning and
of psychomotor learning. Where our standard paradigms secem to fail most is in
explaining the acquisition of grammatical rules. {t is'still unclear what the source
of the difficulty may be: is it that appropriate psychological models have not
even been discovered, letalone refined. or is it that we have not discovered the
way in which grammatical rules should be formulated so as to lend themselves to
the application of psychological models? [ suspect there are difficulties on both
of these counts,

NAIVE, BEHAVIORISTIC, AND COGNITIVE THEORIES
OF LANGUAGE LEARNING ’

What happens when neople (or nther nrgamsms) acquire lunguage skills? What
models of the language leaming process seem to be assumed by their teachers. or
by people who prepare instructional materials? )
That people do learn language. even when taught by teachers (e.g., mothcrs}
uninformed about any systematic scientific principles of learning, is evident.
Whether people learn any better when they are taught according to some

A ruitoxt provided by Eic
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systematic theory of instruction is not so evident. Even if the teacher, or the
preparer of instructional materials, can be assunied to have been influenced by
some doctrine about learning and teaching, it ishard to tell, from an instance of his
or her teaching, whether he or she is actually being guided by that doctrine, unless
he or she explicitly tells us so. i

I will discuss three “‘theories™ of language learning and teaching. I assume.
first, that.a “naive™ or “common sense™ theory of learning exists, that in fact it
has existed for centuries. and that this “‘naive” theory underlies the instructional
procedures used by most people engaged in promoting language skills--whether
they be mothers teaching their children to speak or formally certified teachers of
English or foreign Linguages. I do not employ the term “naive™ in a pejorative

sense. but rather to refer to the kind of “common-sense psychology.” described:

. by Heider (1958, pp. 5~7), as summarizing tie common wisdom that people
have about their behavior and motives. Of course. a naive theory of learning may
in many respects be inaccurate. wrong, or wrongly applied. Nevertheless. it
cannot_be all wrong. since it has been part of the underlying foundation of
teaching and learning over the centuries, that is, the kind of’ teaching that has
been at least partly successtul. ¢ .

Second. | will describe liow “behavior theory” has singled out for
analysis and reinterpretatie. certain features of the naive theory. By “behavior
theory.”™ I mean one compirable to Skmm.r $ €1953,-1957) with its ecmphasis on
aperant conditioning.

Third. 1 will indicate some limitations of Skinnerian behavior theory and point
out how cognitive theory provides a refinement of naive theory (and a reinter-

~pretation of behavior theory). The discussion will then lead to the implications
of cognitive theory for instructional procedures in promoting language skills.

Assumptions of Naive Learning Theory

If we examine typical instructional materials. observe instructional episodes. or
talk with teaclers. we can infer that naive learning theory is based on eight
principal-implicit assumptions:

1. “Learing occurs best when it is “motivated.” Ideally. maximum learning
occurs when the individual “wants to learn.”” Helen Keller (1936. pp. 23-24)
recalls that after arriving at an understanding that “everything has a name”
through being shown how the word water is finger spelled. she “left the well
‘house eager to Iéam.” Most textbooks are written on the assumption’ that they
will be used by “motivated” students: some. of them attempt. however, to
stimulate motivation and interest. Naive theory further assumes that if an
individual does not want to learn, he can nevertheless be made to learn by

drawing his attention to the consequences of not learning. The critical role of.

motivation is assumed to be in every case to direct and focus the individual’s
attention on-what is to be learned.

.El{fC‘_ 13
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a

. Thus, « critical Yariable in learning is attention, i.e., a state of the learner
whereby he becomes conseipusly aware of the material to” be learned and
examines it according to whatever means are necessary. When the matter is
complex, this may require diligent study, but even in simple cases, some degree
of "attention™ is required. We have a report (MeNeill, 1970, p. 106) of a mother
trying to *‘correct™ her child’s tendency of saying “Nobody don’t like me.”
After a series of unsuccesstul attempts, she says: “Now listen carefully: say
nobody likes me.” ™ In the child’s response, “Oh! Nobody don’t likes me,” it is
evident that the child does in fact pay greater attention to the stimulus than
before, even though the response is not quite what the mother hoped for. A
series of steps recommended by Fitzgerald (1951) for learning to spell a word
include admonitions to “look at the word ... pronounce it...see the
word .. .say it...make every letter carefully.” In reporting how she learned
the finger-spelling for warer, Keller (1936) notes that “her whole attention was
fixed” on the motion of her teacher’s fingers.

A corollary of this proposition is the principle “‘one thing at a time.” It is
assumed that to maximize attention, attention should be directed at only one
thing at a time. Divided attention and distractions retard learning. Thus, if the
thing-to-be-learned is complex, its parts must be attended to separate’: . Fitz-
gerald (1951), in the prescriptions mentioned earlier, advises the student to ‘say
the letters in order” and “‘make every letter carefully.” Instructional materials
generally attempt to focus the student’s attention on particular aspects of what
is to be learned. ' v

Another corollary is that the learner controls the, learning in that he can
control his attention, and is generally aware of how much and how well he
knows he has learned af a given point (the student of course, be mxstaken about
liis state of knowledge.). ,

3. The result of learning is some (lzangc in ll(f(‘l‘)lal state. Thls can be either a

change in state of knowledge about facts. rules. opinions, etc., (“knowledge
that ..."). or a change in state of knowledge abot procedures and behaviors

‘knowlcd;ﬁe how to...” ). Knowledge can come from a nuraber of
sourees  experience, obhservations of place, events, and .others’ behavior, lectures
and explanations, or eveft from mental discovery - “using one’s head.” Informa-
tion may be stored as' memories, although some memories can be forgotten.
Memories about behaviors are stored as “habi ~.” Knowledge can even include
information about how to learn: Fitzgerald’s prescrlptl‘hns about’ learning to
spell are of this ngture. These assumptions about what is to be learned are
illustrated in a “bylletin™ suggested for use in a “better speech’campaign” for --
speakers of nonstandard dialects at the semndary school level (Golden, 1960, p.

“94). Golden assumes that in order for the nonstandard speaker to learn to avoid

O
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a 5eumd Language. Dixson (1971, p. 2) gives rules for forming the negative of fo
be: “We form the negative of ro be by placing not after the verb.™” A widely used
textbook of Spanish (Bolinger ef al, 1960, p. 57) teaches the student the
distinction between Spanish ser and estar by o lengthy discussion of the varying
uses and meanings of these forms; that is. the student is assumed to need a store
of information or knowledge about them in order to learn to use them according
to Spanish norms.

4. Practice and repetition contribute to the establishment and strengthening
of memories. Memories become clearer and firmer by repeated exposure to the
subject to be learned. This is believed to be true both for memories of experi-
ences and for memories of behaviors (i.e., habits). Retrieval of memories for
experiences eventually becomes extremely facile after repeated exposure to the
stimuli. and behavior repeatedly performed becomes extremely “automatic”
when the conditions for that behavior are appropriate. Fitzgerald’s (1951)
prescriptions for the leaming of spelling advise the student to spell a word
several times. each time checking its correctness. Golden (1960) advises stu-
dents: :

“This shifting und perfecting of lunguage pattern is not done casily or overnight. . .. As
it tukes contingous ‘practice and many other factors to shift from being merely a
chop-sticks player to being a good masician, so it takes practice und thought and desire
and then more practice to shift into using the pattern that is upiversal, and to feel so
much at home in the new pattern that we can truly ‘make musna(_ with it {p. 94].

Bloomfield’s (1942) final admonition to the foreign language learner is “PRAC-
TICE EVERYTHING UNTIL IT BECOMES SECOND NATURE [p. 16, capitali-
zation in the original].”

5. There are degrees of learning, and Lmnl perfect masterv is attamed re-

- sponses must be checked for their “correctness.” **Feedback™ has thg primary
-function of giving the learner information which he can use to compare his or
her response with what the respu"\sn should be: whether it “rewards™ or punishes
the learnét is of secandary concern. We have atready cited Fitzgerald’s advice to
the learner to check the corréetness of his efforts to spell a word each time he
tries it. : ‘

6. Rewards are administered by cweuml agencies for the act of learning (and
punishments for failures in learning); one does not reward or pynish the actual
behavior performed, but the learner himself. Rewards and punishments qré seen
as constituting information to the learner regarding the consequences of learning
or not learning; this is true whether the rewards and punishments are adminis-
tered verbally or physically. Rewards (school grades. “A.” “B.” etc.) are also .,
given to canvey information to the learner umuernmg his overall progress in
learning.

7. Learning builds on prmr knowledge and habits. Teachers and textbouk
-authors generally mean to take account of knowledge and habits already ac-

’
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quired at a given point. If' we look at random at almost any page of a lcxlbook
we can usually infer what the textbook writer assumes the student knows or has
leained up ln that point.
8. Leanjing is an active process; “leaming b) dmnu " is a watchword among
many cd/wlmnal writers. Textbook authors are aware of the need to have .
o studenty be able to make active, uncued rcsp()nbus For'example, in the Spanish
v textbyok cited earlier (Bolingere al, 1960, p. 28). it is pointed out that the
stidenits” books must be closed during the performanee of a drill on person-
numhcr substitutions. ©

The above assumptions apply npt only to language learning but in fact to most
types of school learning. and to most other types of learning as well. The special
difticulties in applying these assumptions to certain aspects of language learning

/ (¢ g.. the child’s learning of his native language. plrtlull.lr]y its grammar) are
only dimly pereeived in naive theory. but a special theory, that of “imitation.” is -
/ applied to explain language learning. Naive learning theory attaches importance
to imitation as a learning process because behavior that is apparently imitative is
o frec quently observed. Mothers try to get their children to imitate their language
,/ and are sometimes successtul: Kobashigawa (1968) reports an episode in which a
mother elicitsa form by using a question intonation: the child tends to imitate
not only the form but the intonation. and imitates a different intonation when
the mother changes hers:

Mother: That's aradio. ... A radio” (with question intonation)
Child:  [we-o] twith question intonation)
Mother: Radio. (with falling intonation)
Child:  [weso] (with talling intunulinm =

“MeNetll (1970, p. 1006) reports unpublished m‘ltcrml from Roger Brown’s re-
search 1llustmlmg children’s (usually shnrtcncd) imitations of adult sentences.

“Behavioral Learning Theory .

The behavior thieory developed by Skinner (e.g.: 1953) and his followers focuses B
on the properties of what are called opérant responses and the conditions that
are presumed to control their elicitation. learning. and extinction. The puaradigny’
of classical conditioning is played down in this theory because it is thought to
pq.rl.nn mainly to responses of the .mmnomu nervous system. responses that are

* considered net to be of primary interest in cducational settings. Discussions of
classical conditioning rarely figure in writings about the application nf behavior
theory in instruction (Skinner, 1908). :

The salient feuture of behavior thcnry is ity trmtment of the relations among
stimuli, overt responses. and remforcements. In the strict form of behavior
theory, mental events and covert responses are assumed to be of no scientific
interest. and re therefore not considered. It is assumed that changes in proba- -
bilities of enut sion of overt responses are functionally related to the occurrence.

-
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at specifiable points of time. of “reinforcements” stimuli tending to satisfy
"« drives -. and, as the case may be, also to the oceurrence of certain other stimuli
(“discriminative stimuli) that may serve as cues for the emission of the overt
responses. The overt respanses' this come under the “control” of reinforcements
and discriminative stimuli when the temporal relations and other conditions are
as prescribed by the theory. The theory is also much concerned with the
“topography” of the responses, i.e., with their differentiation, and with the
manner in which rewards and also discriminative stimuli are differentiated.
It is useful to see how the assumptions of behavior theory compare with those
of naive theory: -

1. Behavior theory agrees that the learner must be motivated, but it sees the
problem of motivation as one of identifying drives for which reinforcers can be
specified. Many applications of behavior theory involve reinforcements for basic
drives such as hunger and thirst, but according to the “Premack principle”
(1959) any activity preferred by a learner can serve as a reinforcer for any
less-preferred activity. Thus. in conducting *‘programmed instruction,” getting =
through a program might be regarded as a reinforcer for the act of going through -
a program, on the assumption that the student would rath°r not be doing a
pmgram than doing it.

2. Any consideration of “attcntion” or conscious control of learning is not
recognized in behavior theory. The principle of “one thing at a time,” however,
is utilized in behavior theory simply because of the necessity to establish precise
temporal relations between particular responses and particular rewards.

3. The only thing that behavior theory recognizes as being learned is some
overt response (or some integrated combination of responses), which occurs
under appropriate circumstances or stimulus conditions. A strict form of behav-.
for thmry makes no assumptions about “information.” “memories,” “knowl-
edge,” or cven “habits,” although if a response is “reliably” established it is
sometimes l()osely referred to as a h'lbltu‘ll Tesponse. )

4. Matters having ty do with the practue of responses and repeated exposures
't‘g stimuli are dealt with under the rubric of “'schedules of reinforcement,” i.
witl the specification of the ‘temporal relations and repetitions of stnmuh
responses, and reinforcing events. Some schedules are found more effective-in

- producing learning than others. **Forgetting”™ of responses would be interpreted
as extinction ot those responses 1esult1ng from an ineffective schedule of

~reinforcement. :

5. Feedbuck Is considered to be a form ()f reinforcement; it applies to the
lcarngr s response. not to the learner. :

6. Reward is obviousty of central lmport'mz.e like feedback, it applles to the
leamer’s response and.not to the learner. Positive remforcements are believed to
be more effective thai negative ones; insofar as feedback xegardlng incorrect
responses,is aversive, the conditions for learning should be arranged so that the
leamer makes a minimum of errors.

<
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7. In-the theory, there is no such thing as prior knowledge; there are only
behaviors and responses that have been learned previously. These previously
leamed responses are to be taken account of as “baseline” or “entry” behaviors
which may in fact be prerequisite for further learning and for building in tegrated

‘“‘response repertoires.”

8. Since only overt responses are learned, ledmmg is obv10usly ‘active.” The
prescriptions of naive theory about active learning are interpreted as referring to
the necessity of ““fading” irrelevant cues.

Despite a good deal of publicity and experimentation, it can hardly.be said
that behavior theory has ' become popular with all language teachers. However,
the advent of a strict behavior theory was perhaps the precipitating factor in
various investigators’ attempts to teach some kind of language system to lower.

animals, specifically, chimpanzees.? Nevertheless, it is not clear that behavior

theory was responsible for the successes of these investigators, such as they have
been. The Gardners state that although they recognized the theoretical weak-
nesses of the behavioristic paradigm. they “never hesitated to apply those
principles,of reward theory that were relevant,” but they cite a number of other
teaching techniques (guidance. observational learning) that were generally more
effective than straightforward instrumental conditioning procedures (Gardner &
Gdrdner, 1971). 1t is obvious that Rumbaugh and his associates and the Pre-
macks were strongly influenced by behavior theory in their work with animals,

. using standard instrumental conditioning techniques at least in the earlier phases

of their work. Nevertheless. the learning behavior of the animals had many

- features that could not have been expected or easily accounted for by behavior

theory. For example. Lana (the chimpanzee taug’ht by Rumbaugh and his,
associates) would every once in a ‘While make a mistake while she was punching a
sentence into the corfiputer; all by herself she discovered a “correction proce-
dure™ for cariceling the input of such a sentence when she “knew” she had made -
a myjstake. ‘
Behavior theory has inspired the generation of instructional theorlsts who
developed “programmed instruction” (Glaser. 1965): it has also been a source of
guidunce in the development of “behavior modification” techniques for chang-

-ing children’s Janguage behavior (Hart & Risley. 1974: Sapon. 1969). One very
- explicit use of behavior theory is that of Mear (1971) for estdblxshmg ‘receptive

repertoires’ in children le'lmmg Preneh

*Gardner and (nudner t1971) muvhl a version of Amerlmn Sign Ldnz,u-x;.c, the sign
tanguase of the deaf, to a female chimpanzee named Washoe. The Premacks ‘(Premuack,
1971: Premack & Premack, 1972) taught a chimpanzee named Sarsh to use a “language” in
which picces of plastic of different colors and shapes were used to communicate simple
ideas about eating, toods, ete. Rumbaugh, Gill, Brown, von Glasersfeld, Pisani, Warner, and

* Bell (1973) taught a chimpanzee named [ana fo use a lardguage in which sentences were -

composed of visual symbols (“lexigrams™): a ‘computer was used to control the displays of’
these lexigrams, which could be produced either by the experimenter or by Lana, by the

: punching of buttons in the proper sequence. . . ,




E

. Cognitive Learning Theory

1. PROMOTING LANGUAGE sKiLLS 15

Thus, behavior theory has been highly successful in many ways. By concentrat-

" ingon directly observable events, it has achieved a kind of scientific respectability

that was not achieved- by previous learning theories, certainly not by any
kind of naive theory. More importantly for our present purposes, it has served as
a filtering device for sorting out critical elements and. problems in learning
theory. But in this respect it has revealed its weaknesses. There is a lingering
appearance of circularity in a theory of reinforcement that seems to define
reinforcers in terms of drives and drives in terms of reinforcers, but there are
other matters to worry about. The major gaps in the theory are its inability to .
dzal with covert events that are undoubtedly relevant in learning and its failure
to recognize that reinforcers have their effect not on responses as such but on
the covert events that antecede and trigger overt responses. It has no satisfactory

-theory of kmowledge and information processing, nor of the parameters of

memory structures that would presumably underlie the surface “laws” of rein-
forcement schedules. From a practical viewpoint, it has only a limited theory of
the manner in which responses get emitted, so that the practitioner is often hard
put to identify or elicit responses that can serve as a basis for further learning.
The Gardners might have had tc wait for an eternity before observing responses

- that could serve as the basis for communicative “‘mands,” if they had not in the

meantime discovered that guidance or “‘molding” (Fouts, 1972) could shape
such responses.®> From the reports published thus far, there is apparently no
means of knowing how much “guidance” the Premacks had to give their
chimpanzee Sarah in order to get her to make the responses she did. .
Two fundamental questions about behavior learning theory are: (@) does
itaming truly take place on the basis of solely the variables indicated by the

- theory?, and (h) when language responses are acquired or modified by behavior

modification techniques, is this learning of the same charazter, resulting in the
same kind of competence, as occurs in normal language learning? I believe that
the answers to both these questions are in the negative. The bulk of the evidence
as to what goes on in the so-called “‘verbal conditioning” paradigm is that a
change of behavior occurs only when subjects are consciousty aware of, and
pleasantly disposed towards, the arranged contingencies (e.g., Sallows, Dawes, &
Lichtenstein, 1971). Weiss and Born (1967) doubt that “speech training” con-
.ducted according to behavior modxflcatlon theory results in true language
acquisition.

b

[ am not-aware that any reasonably adéquate cognitive theory of learning has yet
been -developed. T would entertain the hypothesis, however, that such a theory
3 A mand, auordiﬁg to Skinner's (1957) account, is a verbal response that, though initially

eccurring with no such function, has been conditioned to commumcate some desire or
motive (“demand” “command”) on the part of the learner.

Q
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would provide a much improved basis for inte rpreting l‘mguage learning phenom~
end and- for suggesting measures for promoting language skills. By “wgmtwe
.theory™ I mean a theory that would embrace cavert events such as expectancies,
plans, sety mmges memory storage and retrieval, conscious control, and com-
- plex informution processing. [ assume that contemporary cxperlment'll technol-
ogy (as represented for example by reaction time studies. computer simulations
of behavior, etc.) has means for elevating these concepts to scientific respecta-
blht) .

Let us see how a Logmtm theory might deal wnth the m‘ljor points of what I
have called a naive learning theory. and incidentally how it would reinterpret the
kinds of observations and procedures -that result from investigations based on
behavior theory. ,

. The concept of “motivation™ would be translated into terms of various
kmds of internal events. Some of these would be associated with basic drives,
that is, covert responses to changes in physiological states: others,” however,
might be labeled as wnsuous goals, plans of action to achieve those goals, and
expcumnues Lomermng ‘futitre events, often in cognitive response to particular
“situational requirements. “Motivation to learn”. would be interpreted as an
expectancy of some future state of knowledge or ability that would result from
performance of a learning task. for example, the ability to cornmunicate in-a
foreign language Certain kinds of motivational states (lm‘em‘lonv) would have a
pu.ulmr 1mp0rtanLe in lcarnmg ldngu‘lge A commuicative act mvolves the
transmission of certain aspeuts of the speaker’s intentiops to the Logmtlve
information store of the hearer. Thege is at least inferential evidence for the
involvement of “intentions” in the communicative acts of the chimpanzees who
have been studied by the Gardners and-by Ruinbaugh and his colleagues. Washoe
communicated her desires for more tickling, more banana, etc. by using the sign
for more (Gardner & Gardner. 1969, p. 669). Lam (Rumbiiugh et at., 1973)
communicated her desires (intentions) for juice. the presence of her keeper, or
even background music by various bufton- -pushings. (Apparently the Premacks’
Sarah was ncver glvm the opportunity to communicate her desires.). Mear’s
(1971) first-grade students learned to Jpprehend the intentions of their teacher

trom her French vocal responses. > : .

. In contrast to hehavior theory. but in dgrcement with naive theory. cogni-

twc theory” would acknowledge the importance . ¢ attention in lgarning. Nexsscr
(1967, pp. 292°11) writes of the usefulness of assuming an “‘executive process”

in dn information-processing theory that controls the tflow of information by
"addressing particular sensory registers or memory steres. Cognitive theory would
assume  that aftention is important at some point in the learning process. even
though f1ts rolc might diminish after processes become automatized. Cognitive
theory would agree with najve theory in asserting that “motivation” (ass de-
smbed above) cnhanw attention. Expectation of reward. for example. mxght
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~do this; problem difficulty would also do so. Rumbaugh et al. {1973) used
_expectation of reward to direct Lana’s attentien to the separate parts of. visual
messages. In ILarmng the . conditional relatlonshlp, Sarah is reported by the
. Premacks (197") to have been led to “ﬁay closer attention to the sentences,”
apparéntly because of difficulty e)\perlenced w1th,‘the_problem.

3. Cognitive theory would for thg most part agree with naive theory in
asserting that information is what is ledrned and would object to behavior
theory’s postulation that it is the responses that are lesrned. According to
tognitive theory, leamning to make -particular responses is an internal process, as
is also a decision to emit them on a pariicular occasion and under particular
conditions. Cognitive theory would provide for the automatization of response
emission by assuming that in formation transfer processes can become extremely
rapid and that cognitive sets are not necessarily always directly under thg control
.of the executive. (In fact, an important feature of cognitive' theory is i's
emphasis ofi the extreme rapidity ¢f most cognitive processes.). Cogmtlvetheory
would further agree with nalve theory in assuming that*informatjon can come

¢ ofrom a gre'lt variety of sotrces— through any sensory modality, but it would lay
“stress o how this information is LVd]llﬂted and possibly transformed by the -
central proczssor. It would also be concérned with situational contexts in which
different kinds of information are arriving simultaneously and are evaluated in
terms of each other. Learning the meanings of signs would be a special case of

" such processing. resulting (under suitable conditions) in’some kind of awareness |
that “X means Y.” In fact, the very concept: of naming would be a special
algorithm used in processing many types of information. Note that Sarah
(Premack & Premack, 1972) was able to learn a sign for this concept, in a sense,
a second-order, “‘metalinguistic” concept. (One may speculate, therefore; thate
the Gardners’ Washve acquired this concept and couldeasily have learned a sign, .
for it if the proper contingencies had been arranged.)

4. In cognitive theoryy the etfects of practice and repetltlon would be handled
through reference.to the parameters of various memory systeis and to the
u)gmtlvc states occurring during practice and repetltlon It'would be an interest-
ing exerclse to reexamine the extensive literature on the subject from this point of °
view. In this way it mlght be possible to search for explanations of the fact that
prdctu.e and repetition are not universally effective in promoting learning. It could
be hoped that cognitive theory woul(l extcmlvely refine the asszitions of naive
. learning theory. o

5. Feedback and correction. in cognitive thg()ry»fwould b" 1egarded as merely
one kind of information contributing to learmng though frequently in 1mpor-
t'mt kind of information. . . : .

. Rewards and reinforcers (lmludlng aversive stlmull and their w1thdrawal)
would merely constitute another kind. of information utilized in producing
learning, but rewards would e neither universally necessqry noy sufficient. Their
relevance is minimal, for example, in cbservational and incidental learnirg.

7
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I’rwxousl) acquired knowledge, stored in somctlung, other than short-term
memor\, would be regarded as important in learning to the extent that a
partuul.lr learning process required use of that prior knowledge. '

- “Active learning” might be important. in cognitive tlicory, to insure that
knowlcdgc or other kinds of learning are truly in long-term memory and not
dependent on irrclevant cuc§ from short-term memory.

In addition to all these points, cognitive learning theory would liiy stress on
the organism’s interpretation and further processing of the information available
to it at given points during an instructional or problem- solving episode. Particu-
lar sequences and arrangements of stimuli in.the instructional setting 'would

" evoke different mental processes, some being more conducive to learning than

others. The Premacks (1972) scemed to be keenly aware of ‘this in their
speculations regarding what instructional sequences might be most productive of
learming in Sarah. In tcauhm;, language concepts. it seemed to be most useful to
present two positive instances and two negative instances. One may hypothe51ze
that such an arrangement provided Sarah with precisely the information that was
both necessary and sufficient to define the concept. The common features in. the
positive instances werc perceived as defining the concept only when they were
seen as confragting with the common features in the negative instances. The way
in which information to be processed must be adequately presented is also
illustrated in the teaching of the if-then conditional sign. Before teaching this
sign. it-was necessary to establish a referent for it, namely a set of situations in

“which a contingency was present. The Prefacks’ teaching of the conditional sign

to Sargh is almost precisely parallel to the manner in which Bereiter (Bereiter &
Ingulmann 1966) taught the meaning of if to disadvantaged children. He did
this by setting up on the blackboard several situations demonstrating a contin-
geney: I a a square is red, it is little; if a square is green, it is big: etc. From this
it was easy to move to teaching the meaning of the word.

CAN LANGUAGE SKILLS BE PROMOTEQ;— -
ANSWERS FROM.COGNITIVE THEORY

It it has been possible to develop a “behavioral technology” based for the most
part on reinforeement theory. it may also be possible to formulate a cognitive
learning technology. with a much broader base in information- -processing theory, *
that would be more generally applicable. more efficacious. and, perhaps, more

“humane” than behavioraf technology. Such a technology would. I believe. be a
better guide to the promotion of Linguage skills. '

It has become fashionable. in recent years, to speak of language arcquisiti(m
rather than language learning, at least in reference to child language. Apparently,
this weasel word is used to dodge the question of whether language is actually
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1. PROMOTING LANGUAGE sKiLLS 19

“learned.” Indeed. it has been suggested that it is “acquired” through some sort
of “language acquisition device” (LAD) that is innately specific to the human
species (Lenneberg, 1967; McNeill. 1970). The hypotheses of language acquisi-
tion device and of species specificity are becoming mote suspect in view of the
recent findings with Washoe, Lana. and Sarah. 1 forego discussion of whether
these animals attained systems with all the essential propertiés of human lan-.
guage, partly because the data are not all in (for discussion of this point, see
Bronowski & Bellugi, 1970; MeNeill, 1974) We have little information as to the

full range of Washoe's comprehension of American Sign Language, and at this *-

writing studies with Lana and Sarah (or their friends) are still in progress, On the
basis of my analysis of instructional episodes with these animals, I suggest that it
should be possible to teach chimpanzees languages more closely related to the
human language than those thus far taught. For example. Washoe could have

* been taught a sign for the concept name-of, for Sarah learned this concept quite

readily. Sarah, in turn. could possibly have been taught a language system with a

complexity approaching that of natural language~rather -than the relatively,

“telegraphic” syntax that was taught.
If language systems can be taught to prlmdtes it would seem that they could

' certainly be taught to human children, but ordinarily one does not think of any

need to teach a child his native language since he seems to learn it by himself or
herself. Of course there are some children who for one reason or another
(deafness, autism, etc.) do not “acquire” language in the normal manner and
who pregent serious learning problems. Possibly a cognitive learning technology
could contribute towards the solution of such problems, even more than behav-
joral technology has already contributed. Even in the case of “normal” children,
there are variations in rate.of language development; we know very little about
the causes of such varations. To the extent that such variation might be
genetu.ally determined. there is little that the cognitive learning technologist can
do about them. To the extent that they might have environmental antecedents
(as they very likely do), the cognitivist might suggest procedures by which

retarded development could be remedied. The essential need at this time is to

start applying cognitive learning theory more seriously in research on child
language learning (and ! use that word advisedly), not only to explore possible
applications -but also to refine the theory itself. Similarly, cognitive learning
theory could inspire research on second-lunguage learning (Carroll. 1974b).
Severul lines of theoretical and empirical investigation may be suggested. A
further analysis of the experiments with-animals would clarify cognitive language

" learning theory because thesc experiments involve organisms that do not ordi-

narily possess anything like human language: since they cannot be said to possess
a language acquisition device like that of human beings, the special procedures
that have been used to teach animals language must exemplify arrangements that

cause learning rather than a fulfillment of maturational possibilities.
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There 1s also great need and opportunity to reanalyze ; and reinterpret, from a
cognitive learning standpoint. findings from studies of child nguag,u acquisition.
The tescarch strategy should be to see how much the roke of a language
acquisition device can be delimited and how much the role nl learning can be
ampliticd. S

Take. for example. the concept of mutatmn, lllt‘%(dtlls of which has had an
interesting history in the study of child language’ ‘learning. Enshrirted as an
important concept in naive learning theory. and interpreted in terms of “echoic
operants™ in behavior theory, the concept has generally been downgraded in
‘importance by specialists in child language study. Ervin-Tripp (1964) at one
point says, © ... there is not.a shred of evidence supportmg a view that progress
toward adult norms of grammar arises merely from prdutlue in overt imitation of
adult sentences {p. 172].” Yet Ervin-Tripp and others (Slobin, 1968) have used
imitation tasks extensively to study grammatical development. The problem is
partly semantic: on the one hand, “imitation” can refer to an alleged learning
process: on the other, it can refer to an observed behavior, But the problem lies
also in a contusion about what is imitated. It seems almost certain that children
Imitate, or try to imnitate."elements such as intonation patterns or single words.
They can alsQ imitate ltonger segments, or parts of these segments, but only
within memorylimitations and the competence they have already achieved.- 1™
the u)nLept or process ol imitation is to he used in prldlmng or pmmotlng
language acquisition, it must be considered as nnly one process amaong possibly
many athers. Bloom, Hood, and Lightbown (1974) suggest: “One might explain
imitation as a form of encoding that continues the processing of information
that is necessary for the representation of linguistic suhemas {both semantic and
syntactic) in cognitive memory [p. 418].” :

A turther analysis of imitation in terms of eognitive theory might deal with the
manner in which sensory information” from the person or utterance being
imitated is tfansformed into memory templates and, conversely, how memory
templates for phonetic material are manifested in motor performance (Posner &
Keele. 1973, pp. 824-825). Temporal parameters may be important in imita-
tion, The Gardners (1971) speculated that some of Washoe’s learning resulted
from what they called delayed imitation; that is, Washoe’s imitations of signs.
sometimes did not occur until long after the original observations. A process of
delayed imitation might account for the obscrvation that children sometimes
come ot with a new word or grammatical structure “‘overnight,” long after
original exposure to models.

Britton (1970) remarks that It would seem to be nearer the truth to say that
[children] imitate people’s method of going about saving things than that they
inutate che things said [p. 42| Such an imitative process would account for
improvisations like “I'm spoonfulling it in™ or *“I'm jumper than you are.” all
based on the imitation of speech patterns that the child observes.
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1. PROMOTING LANGUAGE SKILLS 21

If we regard language production us @ process of converting intentions into

speech. it often presents features of problem solving: the child uses whatever ,
methods he may have acquired that seem reasonable in this Kind of problem -

solving. Promoting language skills might entuil teaching children useful methods
for expressing their intentions. '

SOME BRIEF BUT DIFFICULT PRESCRIPTIONS

The instructional prescriptions | have to offer will sound rather similar to those

of the behaviural technologists, but | hope the reader will appreciate the subtle
but essential differenee in theoretical outlook.

Like the behavioral technologists. I recommend careful analysis of what is to
be learned usually, analysis into rather small units, but also analysis in terms of
whatever larger structures may seem relevant. The analysis, however, is to be
made in terms of information, and only secondarily in terms of overt responses
to be made on the basis of that information. In the case of language skills, the
an: 11ysns of information to be learmned will have much to say about the stimulus
umdllmns that correspond to meanings and communicative intentions, and the
linguistic constraints whereby those meanings and communicative intentions are

manifested in overt behavior in a particular language system.

In the preparation of instructional materials and procedures, careful attention,

is to be paid to the manner in which the relevant information is presented to the
leimer. Account must be taken of what prior information can reliably be
presumed to be available to the learrfer at any given point. There must be great
concern with exactly what new information is presented from moment to
moment it the instruction, with reference to what processing of that informa-

tion is likely to be performed by the ledrner This information processmg should

be uf a nature desired by the instructor.
fn the actual-process of teaching, the learner should be prep'lred for what he is
learniiig by evoking appropsiate sets and expectancies that will direct and focus

‘his or her attention on particular units of information. Information about the

manner in which-new information fits in with the overall structure of what is to
be learned, and its relevance to more general goals of the learger, would be
incorporated in the learning situation. Instead of speaking of reinforcement, we
should speak of the role that certain types of information can serve in dlrectlng
the cognitive processes of the learner [support for this type pfprescnptlon can
be tound, for example. in recent papers by Bindra (1974) and Boneau (1974)].
The planning of instructional sequences over stretches of time requires consid-
eration of the “‘cognitive history” of new information in tegms of its probable
course through various memory systems. Although as yet we know little about

“ the properties of memory systems, an ideal cognitive history of any element of

E
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22 JOHN B. CARROLL

information to be leamed might be something like this: In a first phase,
presentations would cencentrate on obtaining increased clarity and definition of
the learner's perceptions of stimulus materials, leading to a point when the )
thing-to-be-learned receives the greatest possible attention from an “executive”
“element. In a second phase. the information is processed through short-term
memory and eventually into long-term memory, passing into a state where it no
longer needs to be dealt with by an executive in the focus of attention; 't
becomes. however, more and more reddlly accessible from long-term memory”
and thus acquires a characteristic of dutumat;ixly.

Throughout this discussion. it is assumed “that account will be taken of
individual " difterences in learners, In a recent paper (Carroll, in press) I have
suggested that individual differences. in the performance of cognitive tasks are
reflections of parameters of memory stores and of the production systems that
‘control the flow of information in 'lrl()tdl memory model.

I have discussed three types of theory that might apply to the promotion of
language skills. Obviously. I favor cognitive learning theory. I fedr. however, that
my, formulations will remain fanciful until they prove productive of improved
instructional outcormes.

“w
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Sources of Dependency
in Cognitive Processes

Robert C. Calfee.

Stanford University

For some years | have worked at untangling and measuring independent cogni-
tive skills in beginning reading (Calfee, in press). The goal of this work was
threefold: (a) to create a theoretical model (or models) to describe the process
by which the ability to read is acquired, () to use this model to develop a
system of assessment instruments, each providing independent, unique sources
of information to the classroom teacher and other individuals responsible for-
evaluation of a beginning reader, and (c) to establish the feasibility of indepen-
dent instructional modules. Given solid evidence for independent stages in the
ac,qu1smon of reading, then perhaps these can' be handled instructionally as
separate matters, contrary to the current practice of trylng to handle everything
at once.

Briefly, my previous efforts focussed on the development of “clean” tests, in
which there was some assurance that ancillary task requirements (understanding
instructions, familiarity with materials) were eliminated as differential sources of
variability between children. Multiple regression served as an analytic tool for
determining the independent contribution of various precursor tests for predict-
ing criterion performance in reading achievement {Calfee, 1972 Calfee, Chap-
man, & Venezky, 1972). &

More recently | have been thinking about the general question of what is
meant by independence of cognitive processes. and the related question of how
we might test various sources of independence. Sternberg (1969) was the first to
point out the central importance of independence to information-processing
models. His presentation was quite clear and has served as a basis for a great deal
of fruitful research on cognition. However, [ now realize that several different
intetpretations of independence have been intertwined in my thinking and, I
suspect, in the thinking of other investigators as well.

23
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24 ROBERTC.CALFEE'

In this chapter, 1 will first present a generalization of Sternberg’s additive-
factor paradigm for testing stage independence. Next, | will turn to the question
of how to evaluate individual differences in-an independent-process analysis, and
will present a unitied framework for testing different classes of hypotheses about
the independence of cognitive processes. An fllustration of these techniques will
then be discussed. Finally. some implications of this work for test design will be
pointed out.

This chapter deals with assessment of instruction, ra(her than with methods of
. instruction, and hence is most readily applicable to test design and interpretation
of test data. But assessment is intimately interwoven with the development of
substantive theories of instruction. A process-oriented assessment system should
help us unders(and how a student thinks when he is learning something, This
allows us to formulate reasonable hypotheses about the character of efficient
instructional strategies, and to evaluate the effects of variation in instructional
strategy.

B

STERNBERG'S ADDITIVE-FACTOR PARADIGM‘

It has been the tashion for the past several years among cognitive psychologists
to represent theoretical ideas in the form of flow charts or block diagrams.
Stemberg (1969) pointed out that, if this activity was' to be taken seriously, it
was necessary to demonstrate the functional independence of the processes
represented by different blocks in the system. He presented a methodology for
showing process lll(leLndt‘llLL for the case of a single addmve measure, reaction
time.

The first step in this paradigm is the analysis of the underlying cognitive

-operations required to perform a task. This provides a rudimentary information-
processing model. The next step is to identify one or more factors uniquely '
associated with each operation. Then a procedure is developed in which it seems
reasonahle to suppose that the operations are carried out as a series of stages,
one following the other. The- total time to perform the task is the sum of the
times taken by each stager
" For examiple, consider a task in which a subject is asked to read a list of words,
and to memorize them so that he can recall them after a delay interval. The list
is long, and dusing the delay interval the subject is distracted in somg way, su the
task requires more than shart-term memory. The subject oan study the list for as
long as hg wishes: the study time is the primary dependent measure.

The first step is to specify the mental operations required to'perform the task.
The model in Fig. I appears reasonable for this situation. The subject uses some
time to read each word in the list and some more time adding the word to an
organiZed semantic structure which aids later recall,
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F1G. 1 Relation of factors to processes in “§l'ley" model.

The next step is to identify one or more factors 'that should have a unique
effect on a given stage. In Fig. 1, one such factor is suggested for each stage. We
then construct a factorial design around these variables; a subject is glven word |
lists containing familiar or untamlllar words which are either easy or difficult to
categorize. o

If the processes in Fig. 1 are sequentially 1ndependent and if the assignment of

factors to processes is appropnate then a rigorous test of the model is possible:
" there should be no interaction between factors associated with different stages.

This conclusion is reached as follows. Assume it takes f seconds to read a list
of familiar words, and u seconds to read 4 list of unfamiliar words, and that /' <
u. Slmlhrly the time. e, to organize an easily categoiizable list is assumed to be
less than the time. d. for a list that is difficult to categorize. Then the

independent-process hypothesis predicts that for each type of list specified by

the design factors, study time should be the sum of the component tlmes The
prediction is shown in Fig. 2 algebraically and graphically.

An observable feature of this prediction is that the data should trace out
parallel functions. The effect of the categorizability factor should be the same at
both levels of the familiarity factor. Any other result—any deviation from
parallel functions-is evidence of an interaction. which would mean that the
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< | u
©la L t
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PREDICTED ' FAMILIARITY

REACTION TIMES-

FIG. 2 Algebraic and praphical predictions based on “'study™ model with two independent
processes. )
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26 ROBERT C.CALFEE

theoretical analysis is faulty at some point. In this event, general statements
abdut the effects of either factor are impossible, since the eff’ects of one factor
vary from levd to level of the other factor.

A GENERALIZATION OF THE ADDITIVE~FACTOR PARADIGM

A representative-of a generalized process model is shown in Frg 3. Processes A,
B. and C are assumed to be cognitive operations underlying the performance of
some task. To establish the independence of these processes,' it is necessary to
associate with each process a factor set and a measure:set. A factor set consists
of one or more independent variables, variation in which is presumed to
influence the corresponding process and that process only. A measure set
cousists of one or more dependent variables, each of which reflects the operation
of the corresponding process and that process only. In other words, for a process
model to serve any useful purpose theoretically or practicilly, we ought to be
able to specify the input=output features of each process - what sorts of variables -
affect the processes, and how can its operation be measured? If every factor

" interacts with every other factor, and if we have no clear-cut way of measuring
the underlying processes, so that every measure correlates with every other
measure, we have gained little understanding no matter how elaborate our flow
charts.

How is a model like that in Fig. 3 to be tested? It requires a multifactor
experiment with multivariate measures, in which each subject is tested under a

_variety of combinations of factors from gach of the factor sets, and a variety of
~measures taken under each combination to provide-links to each component
process.?

Throughout this chapter we consider only designs with two processes, two
two-lever factors in each set, and a single measure for each process. This implies
a 2* design, in which each subject is tested 16 times, once on each of the
factorial combinations. Two measures are taken under each combination. Only
main effects and two-way interactions are discussed since these suffice to test
the model and to describe fully the operation of each process. . .. - . ISR —

o

“'The term, process, is used eéxtensively and more or less uncritically throughout this .
paper, to refer to a mental operation of some kind. Stage has been avoided because of the
~~possible’ conifusion with developmental stages. Process independence is a property of a
—particular-task for subjects of 4 grven sort. There is no effort to deal with the question of
whether “‘independent processes” mlg,ht be structural in nature, the result of learning, or .
“situation specific. Finally. process independence does not imply instructionat lndepcndenee,
although as sug,g,ested earlicr this is a possibility worth pursuing.

*The present proposal is intended only as a generalization of Sternbcrgs ideas, not a
replacement. In particular, single-measure analysis remains an important téchnique for
investigation of process independence. This includes additive measureslike reaction time,
but might be usefully extended to mulurhwtmn measurey like proportions (Calfce, 1970).

~




2. COGNITIVE DEPENDENCY 27

hd ;ﬂ >

) FACTOR SET FACTOR SET FACTOR SET

A 3 . 5
~ PROCESS PROCESS PROCESS
3

MEASURE SET MEASURE SET / MEASURE SET

a b c
/

FIG.3 A generalization of the independent-process model. Associated with each compe-
nent prmu% is a set of factors and a set nf measures, each assumed to be uniquely linked to
the pmu,ss °

The details of the design are spelled out in Fig. 4. The sixteen cells are labeled
according to the four factors, two in each factor set. Below the design are
contrast coefficients for the computation of the linear contrast for that source.
These will be discussed shortly. Below that the data are represented in a general
way. The indices i to / serve as usual to denote levels of the factors 4 through B'.
The m and indices denote a particular measure (a or. b corresponding cto -
process A or B, respectively) and subject,

In Fig. 5.is the general linear factorial model for the design. Each observaticn
is fully accounted for by this set of parameters. The methods of estimating the
parameters is well known. and will not be dealt with here in any detail.

There are several ways to carry out an analysis of variance for the data set in
Fig. 4. based on the model in Fig. 5. The most convenient method for present
purposes is based on linear contrasts (Dayton; 1970, pp. 37-48, 78-81, 256-
'268). It is possible to express the magnitude of each source as a one- degree-of-
freedom linear contrast on the data. For instafice, the 4 source (the main effect
of the A factor) is the difference between the A, and 4, scores; the A" source.is
the difference between 4, - and A,’, and so on. These contrasts are repre-
sented by the corresponding sets of coefficients, ¢, in Fig. 4. In a factorial
design, the two-way interaction between factors 1s the crossproduct of the two
sets of coefficients. The coefficients for the A4’ interaction. source in Fig. 4

. were generated in this fashion. ,

The contrast coefficients are used to calculate a set of orthogonal parameter

estimatés from each subject's raw data. The magnitude of source S for a given
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X:/kl mn = Hm . Mean ot measure ;)1
- C tagp tdm tlad)m ~Iftects of fuctor set A
(by.independence, negligible if i = 8)
*Bom S Lm ¥ B ktm Effects of faltor set B
(by independence, negligible if m = a)
tlogim ¥ . ot (o' )it m Joint eftects of A and B

by independence, these should always
) ) be negligible)
+Vpn Genetal etfect for subject
(@) ¥ ... ¥ lea V) Subject-treatment effects of A N
(negligible if w1 = b)
(B0t - B8 VgL m,n  Subject-treatment effects of B
B (negligible if m =a)

-

+(edD)ik,mn * - (@80, Subject-treatment etfects of A and B
. - . (should always be negligible)
ik, mn . Residual error

FIG. 5 The general linear factorial model for the design in Fig. 4.

meastre, m, and a particular subject, . is computed from the contrast coeffi-
cients for thit source and the set of observations on. the given measure for that
subject: . ‘ :

Z ik 1C Skt Xijklm,n

Z (CS uAl m)

ikt
/

CS, m,n

“For 2P designs like the one ungler discussion, the numerator of each contrast is

a simple difference score: the|denominafor normalizes the expression so that
regardless of the choice of codfficients the variance of the contrast is equal to
the pOpulatlon variance under the null hypothesis.

There is a direct Lorresponaeme between the variance estlm'xte of a source by
means of a linear contrast and the parameters from the linear model (Fig. 5), the

, latter serving often to teach analysis of variance in statistics courses. The
" variance estimate for source S over subjects, MS (S), is based on the average of

the corresponding contrasts, C, ,,, -. This average, squared and multiplied by the:

sgumber of subjects, is equal to the MS(S). If the nuil hypothesis holds for source

S, then MS/S) is an estimate of the population variance. The residual variance in

‘the contrast scores for source S provides a second estimate of the

population variance. The two variance estimates generate an F ratio to test the

plausibility of the null hypothesis.

The point to emphasize here is that the linear contrast provides a convenient
method for representing each independent parameter estimate in the general
linear factorial model in Fig. 5. The procedure. in its essentials, is to compute
each estimate in the form of a normalized difference score for each subject. The

_analysis of variance becomes, to all intents and purposes, an orthogonal collec-
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tion of * tests on difference scores. This method is algebraically equivalent to a
conventional repeated-measures analysis of variance. | am overlooking the use of
multivariate analysis of variance a§ an alternative method of analysis, as well as
questions about the Jdangers of relying on the acceptance of the null hypothesis .
as a way of supporting a substantive hypothesis. These are matters of some*
concern, but they have been (llSLllSSed elsewhere and are not central to the
problem. ) o o

I

Process Independence—On the Average

Thle major prediction of an independent-process model for data like that de-
scribed in Fig. 4 is straightforward. The factor(s) associated with a given process
can affect only the measure(s) associated with the process. No other sources of
variance should be substantial. The details are indicated to the right of Fig. S.
Variation in Factor 4 or A" or the interaction A4’ mlght be expected to
substantially (md significantly) affect measure a; these sources should not have
any noticeable-effect on measure b. A similar state of affairs holds for fictors B
and B' with regard to meaSufe h. Any interaction between the two factor sets is
evidence against the independence of the processes, no matter which measure is
affected. '

A concrete example may be useful at this point. This study (after Floyd,
1972) is designed to investigate the processes by which young children read
single words presented in isolation. ! '

The model for this task is shown in Fig. 6. Two processes are proposed:
decoding and semantic matching. Reading is conceived as an initial translation of
the printed word into an auditory form, then a searchﬂiﬁ memory for a lexical
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ERRORS &

FIG. 6 Example of a two-process model for-reading a word in isolation. (After Fioyd,
1972) .
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match: ‘For each process. a factor set and a measure set are suggested. The
stimulus words comprise factorial combinations of all the factors shown. The -
subject’s task is-to pronounce each werd, and then to give-an associate to the«”
word. If the pronunciation is incorrect. the proper pronunciation is provided by
the tester. Otherwise the measures would be dependent of nccessnty If a child
faileds to pronounce a word correctly, then subsequent Jssouatlons would
necessarily be strange. \

The predictions, assuming that decoding and semantic matching are indepen-
dent processes, are as follows: prohunciation should be affected by orthographic
factors, and word association should depend on semangic factors. The test is not
a trivial one in this instance; for example frequency is thought by many
investigators to have substantial effects on “wotd recognition,” which presum-
ably includes the ability to pronounce a word. B

To test these predictions, we compute for each source the appropriatelinear
contrast for every.individual subject. The aveiage of these contrasts provides a-
measure of -the magnitude of this source over siibjects. The residual variance
between subjects .n the contrast yields a. measure of error variance for a test of
stdthtlual sngmhcance The ratio

MS’(V()WLI (,omplexny for pronunciation)
AlS(SUbJCLtS by vowel.complexity for pronuncia‘tion)

if statistically significant. would fit the hypothesis of process mdependeme The
mtm

~ _ MS(word familiarity for pronunciation)
¢ MS(subjects by word familiarity for pronunciation)

if significant, would be evidénce against the hypothesis of process independence. -

Process independence is Lleleted here by the mygnitudp of the average cffects
due to a given source, compared to between-su ject val '1b111ty in the source.
This procedure provides a feasonably workable ppro‘tch for testing the general
independence (or dependeficy) of the componeats of an information-processing
model. If the empirical jesults fit the pattern predicted {by the assignmeny of
factors and measures to A postulated cognitive structure. we have a parsimoripus
and useful way of undeystanding-how a subject performs the task.

Process Independenceg—Individual Differences-

The preceding test Of process‘_independence involved comparison with an error
variance estimate Hased on individual differences in subjects’ performance on a
particular contragt. While it is-customary in rescarch on cognition to treat -
individual differefices as “error” (Hunt. Frost, & Lunncbogg, 1973, and Carroll,

" 1976, are excepftions: also, cf. Sternberg, 1969, pp. 307-308), this is not dan
adequate treatrient for educational research and practice.

Rc /40

N, S
L




E

32 ROBERT C.CALFFE

Several distinctive sources -of individual differences are represented in the
general linear factorial model (Fig. 5). Half-way down the list are parameters,
Um,n Which measure subject #’s general' performance level for measure m,
averaged over all factorial combidations. Below that are subject-factor param-
eters tor factor ~et A, (@');m. 0. (a'v), ., n» Ctc., next are the corresponding.
parameters for tactor set B, and finally the parameters for the interactions of
these sets. As indicated in the figure, if the independent-process hypothesis is
correct, only certain of these parameters should produce substantial variance
estimates.

For instance, suppose that for certain subjects factor A had a large effect on
measure b, contrary to the process independence hypothesis, whereas for other
subjects this effect was negligible. Then MS(subjects by A for measure b) would
be relatively targe. MS( for measure b), which represents the general effect of
the 4 tactor on measure b, might be nonsignificant when compared ‘to MS(sub-
lects by A for measure b). Acceptance of the null hypothesis might be taken as
evidence in support of general process independence--an erroneous conclusion,
at least for some subjects. :

Large variation between subjects in the parameters For a given source may
compromise the interpretation of the overall variance source. The most obvious
danger is- that an unduly large error variance estimate may obscure evidence
contrary to the independent-process hypothesis. In this regard, comparison of
variance components provides a usetul supplement to sngmﬁCance tests in the’
examination of data. s

Undet certain conditions it is possible to test the hypothesns that a subject-
factor variance estimate is lurger than expecfed. The design must permit the
estimation of a residual variance term: replication within subjects or pooling of
high-order interactions often serves this purpose. The test compares each subject-
factor source,with the residual error variance. For eximple, if

M.S(subjuts by vowel complexity for pmnumlatmn)

= MS(residual error)

Is @ signiticant source of variande, this is compatible with the independence
h» pnthms On the other hand. the finding that

.' MStsubjects by word fumiliarity for pronunciation)
Jooo CETNLAE — :
» MS(residual error)

.

is highly signiticant constitutes evidence contrary to the hypothesis. Such tests
are quite sensitive because of the large number of degrees of freedom for each
| varigancee estimate.

Subjeet-factor sources may provide the strongest ev1clem.e for or against
process independence. If MS(subjects by vowel complexity for pronunciation) is
large. then MS(vowel complexity for pronunciation) will seem relatively small,
and may be insignificant. Such a result does not mean that vowel complexity has
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no effect on the decoding process, but rather that the magnitude of that effect
varies widely from subject to subject, in ways that are not controlled by the
between-subject design. Similarly, MS(word familiarity by pronunciation) might
be insignificant when tested against MS(subjects by word familiarity for pronun-
ciation). But if the latter variance is large relative to MS(residual error), this is
evidence contrary to process independence, just as surely as a large average effect
is contrary evidence.

Modification of a Model

The preceding discussion of statistical “tests” may imply a destructive approach,
in which a model is proposed and then all efforts are directed toward question-
ing its adequacy. In fact, the factor-process measure approach is self-correcting
in the development of a model. Examination of a series of.experiments provides
positive information about the character of underlying processes, the specifica-
tion of useful correspondences between factors and processes, and the descrip-
tion of factors and measures in a precise, unconfounded manner. The ‘results of
each experiment lead to “‘perfecting” modifications in the basic model, which
can be subjected to further test. :

Parameter Indépendence

"To this point, independence has referred to the absence of interactions between

factors associated with different processes. Closer examination of the question
of individual differences reveals the existence of another type of independence, .
namely, the extent to which the parameters of the general {inear factorial model
are Lorrehted This property of a data set will be called parameter indepen-
dence.? | - .

The idea of looking at the between-subjects correlation between a pair. of
analysis-of-variance parameters is somewhat unconventional, but this appears to
bc a reasonable ques‘tionnto raise of a data set. Consider the linear contrasts
(A an and Cy' 4.y ~these are difference scores for the 4 and A' factors for
measure a4, caleulated for each subject n. Imagine that these pairs of scores are
arranged in a scattergram. The previous analyses have dealt with the marginal
distributions, asking whether the marginal means are zero, and whether the
variance around each marginal mean is comparable in magnitude to an estimate
of the population variance.

The size of the correlation between Cy 4., and CA Ja,n, 1S therefore a new
question, and statistically independent of the previous questions asked of the

*To the best of my knowledge, examination of the specifics of a variance-covariance
matrix alnng the lines suggested below has not been suggested before. Test for homogeneity
of the matrix is a crude effort at best. Multlv.m.llr. analysis of variance is mainly concemed
with .Jppmpmu. sl.lllsm.ll inferefice when the dependent variable is a veCtor.

O
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:

du(;:f\ large correlation would mean that subjects who are strongly affected by
variation in factor 4 are also strongly affected by factor A’, and contrariwise. If
the correlation is negligible. then the effects of the two factors are independent
of each other. in the sense that the knowledge that a subject is strongly affected
by variation in one factor says nothmg about his or her reaction to another
factor. '

In the preceding ex dmplc the contrasts Cq 4, and C,yr,, ,, estimute param-
eters for factors A and A" which linked to the same process. This analysis will be
referred to as a test of intraprocess parameter independence. One can look at
correldtions with interaction contrasts as well as comparing main effect con-
trasts. For instance, the correlation between Cy , and Cy 4 ,a,n asks whether
the: size of “the effects of variation due to factor A ate correlated with the
nugnitude of ditferentiul effects of 4 at the two levels of A", It should be -
stressed tlat the correlation between contrasts is not the same as the interaction
between factors. Morcover, one may examine these correlatlons regardless of the
outcome of the uanalyses of the marginal distributions.

It is also possible to examine the between-subject correlation of contrasts for:.
sources from two different processes: Cy 4, and Cgp, . for example. It is
consistent with the process-independence hypothesis that both of these sets of
contrasts could be significant sources of variance, either on the average or as
subject-factor interactions; factor A4 is linked with measure @, and factor B with
medsure b. The mygnitude of the correlation between contrasts is a separate
questmn and has 1fo bearing on process independence. If two such contrasts are
highly correlated. it means that a subject who is strongly affected by a factor in
one process is likely to be strongly affected by another factor linked to a second
process. whereas a subject showing little effect of one factor would not be much
atfected by variation in the other factor. This will be cdlled an analysis of
mterprocess independence,

General Parameter independence

There are two other types of independence to be considered in examining
individual differences. These are measured by the correlation (a) between general
parameters, each based on, the average for a given measure over factorial
conditions for an mdmdual subject; and (b) between general parameters and’
specific contrast parameters. If' you refer to the general linear factorial model *
(Fig. 5), the first correlation is between the estimates of Yy, and vy, . This is
the correlation between the average scores for different dependent variables,
which is frequently calculated by researchers. T will refer to this as independence
of general parameéters.

The correlation between geneml and specific parameters has been examined
less often. Tt consists of the comparison of terms like Vyn and Cyq 4 . Actually
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for twoslevel factors the correlation of v, and o, is equivalent to the
preceding correlation, and perhaps is a bit easier to grasp. The question raised
here is whether subjects who do better on the average over all conditions also
tend to be more strongly affected by factor variations. For'example. the student
who pronounc s words quite well on the average is strongly atfected by variation
in vowel complexity. whereas the student whose pronunciation is generally poor
does about the same whether the words contain simple or complex vowels. I will
refer to this analysis as a dest of the independence of general and specific
parameters., ‘

Sources of Dt,pe.ndency An Overview -

It should be emphasized that the leerent types of 1ndependcm.e described
above are smtl.stlwlly(scpdmtm and that the answer to one qu;stlon does not
directly determine answers to any other. That is. one can use fully inquire about
each ol the following substantive questions:

1. Process independence, average over subjects:
Are any between-process sources of variance so large. on the average. that
the hypothesis of process independetnce is untenable?
2. Process independence, subject-fuctor interactions: '
Are. any between-process subject-fuctor interactions so large that the
hypothesis of process independence is untenable?
3. Itraprocess parameter independenee:
Are eftects of within-process factors correlated?
~d. Interprocess parameter independence:
Are effects of between-process factors correlated?
S. General parameter independence:
Are total scores for different measures correlated?
6. General-specific parameter independence:
Are the specifiv effects of process factors correlated with generalized
performance as measured by total scores?

The answers to these different questions carry different implications. Ques-
tions (1) and (2) bear on the adequacy of a proposed information-processing
maodel. Questions (3) and (4) have to do with the degree to which individual
subwuts are more or-less generally labile in reaction to factor variation. Ques-
tions (5) and (6) deal with the relation of general performarice and process-
linked shifts in performance.

H process independence, (1) and (’) is supported by the data, this is evidence -
thdt assessment (and pmsxblv instruction) may proceed by investigation of each
process as a separable entity. For instance, suppose decoding and semantic
matching operated as independent processes in a series of expcriments. Then it
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might be reasonable to design assessment and mstrummml programs that
focussed specitically on decoding skills, with minimal concern about the corre-
sponding comprehension processes. and vice-versa.

If answers to Questipns (3) through (6) reveal frequent and marked depen-
dencies. this supports a “G factor’™ interpretation of individual differences in
cognitive processes tor the task. If strong correlations hold Herween measures it
different tasks, there is little' need for extensive assessment of an individual
student. Administration of a few “subtests” will indicate the student’s general
level of performance. or his reaction to factor variation, or both. From this we
can predict his performance under other conditions. On the other hand, if
dependencies are negligible, the duxlnpnu.nt of comprehensive assessment sys-
tems becomes a worthwhile endeavor.

AN EXPERIMENT ON LINE DRAWING .
Here is an illustranion of how to apply these techniiques to a data set. The study
was not designed to test an ndependent-process model, and it scems unlikely -
that the treatment factors are uniquely linked to underlying processes. But the
within-subjects portion of the design raises mterz.stmg qmstmns and the data
were readily available for the analysis.

The study was part of an investigation of impulsivity- rz.ﬂu.txvny in young
childten (Kagan. Rosman, Day, Albert. & Phillips, 1964). Some children seem to
attack a problem impulsively more quickly and with a higher error rate. Others

- tend to work reflectively  more caretully and accurately. There is some evidence
that impubsivity is correlated with poorer reading achievement. Our particular
interest was in determining the extent to which speed and accuracy measurcs
were affected by situational variables in a simple motor task.

The chitdren were shown a paper with half a dozen items like the ones in Fig.

7. and told that theit job was to draw a line from each rabbit along the “road”
to the carrot without touching the lines. Time to complete all six items on a
page was measured. as were the total number of line-touching ‘errors. The
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INSTRUCTIONAL DI EICULTY
SET b
\ . { §
RATE OF ACCURACY OF
MOVEMENT MOVEMENT
LATENCY
MEASURE DRAWING ERRORS

. /
FI1G. 8 l;ﬂ‘nrmuti(m-pmu:\‘si,ng model for line-drdwing experiment.

children, first-graders arid kindergartners, were tested twice with three months or
0 between sessions. _

The two within-subirct factors of primary interest are related in Fig. 8 to a
tentative processing model. One process determines rate of movement, and the
second process determines accuracy. Latency and errors seem natural measures
for these processes.

The Set factor describes the instructional conditions under which the child
performed the task. The first two pages were always done with no set. The

instructions emphasized neither speed nor accuracy: “Draw a line down each

road from each bunny to his carrot. Try riot to touch the sides of the road. If
you do touch the side of the road, it’s okay, keep going, but try not to touch the
lines.” On the next two pages, accuracy was stressed: “Be very, very careful not
to touch the sides of the road.” Finally on the last two pages, the child was
asked to draw as-fast as possible: “Get each bunny to his carrot as quickly as
possible. Tey not to touch the sides of the road, but if you do, it doésn’t matter,
the important thing is to complete the page as quickly as possible.” Set and
order are confounded in this design as a matter of practical necessity.

The Difficulty factor denotes whether each page had easy items (the lines

connecting rabbit and carrot were 5/8 inch apart) or difficult itgms (the lines .

were 1/4 inch apart).

For purposes of analysis, the Set factor has been 1dent1ﬁed with the timing
process, and the Difficulty factor with the movement process. This linkage is not
really satisfactory. as noted earlier. Each factor seems likely to affect both

‘processes as constituted. Nonetheless, let us see what the dndl}'SlS tells us about

the data.

Analysis.of Process Independence

Univariate analyses of variance -were carried out on the two measures for
preliminary statistical evaluation; these are presented in Table 1. In Fig. 9 time

and error scores are shown as a function of Grade. Set. and Difficulty. Grade, _

-«
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TABLE 1 ' PR
Analysis of Variance {selected sources) of Line-Drawing Experiment?
Time (sec) . Errors
Source F " MS(E) F MS(E)
Grade/Age () i5.6* - 13.2% -
Ability (4) <1 . <1 -
Gx A . S . ~1 -
N(GA) ‘ 1743. - 459
lnstructi_()nal set (1) -
R

No set versus accuracy + speed (1)) 44 .8** 247.9 21.5%* ’ 4.7

Accuracy versuswspeed (/,) . 113.2%* 449.5 47.7%* 9.6
Difficulty (D) 188.9** 416.6 76.0%* 24.9
Session () o 3.5 677.5 <1 12,6
I, xD 2074 1087 22.1%% 39
Lxn . | 64.0% 78.7 39.0%* 5.2
I, x8 1.7 479.8 <1 3.0
I, xS 3.2 326.3 <i 2.5
DxS » " 3.7 2156 ° <1 9.7
G x I, ‘ o< : 247.9 9.1** . 47
GxI, - 25 449.5 9.5% 9.6
GXD <1 416.6 13.1%* 24.9
Gxd, XD 2.7 + 108.7 8.6%* 3.9
GX1I,xD. <1 78.7 5.9% 5.2

Residual 154.0 , 2.5

adf for all tests are 1 and 36.
*£11, 36,.05) = 4.12. ¥, 36..01) = 7.40,

* the two Set contrasts and Difficulty are all significant sources of variance for
both measures. as are certain interactions among these factors. Instructions to
“be more accurate” slow the children down a little, without any noticeable
decrease in crrors. Instructions to “speed up” are obeyed by the children (and
fmppily s0). but with a marked increase in errors. Difficulty has a large effect on
both time and errors. The children take much longer to connect the rabbit and -
carrot when the lines are close together, but they also make a greater number of
errors under this condition. The interaction between the Set and Difficulty
factors can be traced to the speed instructions. The effect of the Difficulty
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80 KINDERGARTEN FIRST GRADE
.
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FIG.9 Time and crror scores as a4 function of Grade, Set, and Difficulty, averaged over
sessions, Fasy items are open circles. Hard items are filled circles. .V = 20 in each group.

factor is greater for errors and smaller far response time under speed instructions
compared to the other two-instructional conditions. The kindergartners make
more errors than first graders, especially. in the difficult’ condition and under
instructions stressing speed.

On the average, "then, the students performed the line- -drawing task fairly
efficiently without explicit instructions about how to arrange the trade off -
between speed and accuracy. They worked about as slowly as they felt they
could, and speeding up led to an increase in errors.

Certain of the subject-factor variance estimates are substantially (and signifi-
cantly) larger than the residual variance based on the highest-order interaction.
There are large individual differences in the time measure dug to variation in
accuracy vs. speed and difficulty. as well as variation from the first session to the

_ second. Variation in difficulty is the largest source of individual difference in the

error scores, followed by session and accuracy-speed.

The process model in Fig. 8 must be rejected on several grounds. Both
measures are strongly affected by both factors, and the interaction between the
two factors is significant. The large subject-factor variance in time due to
variation in difficulty is also evidence contrary to the model.

These findings suggest that either (z) the two processes are so complexly -
related that little is gained by postulating separate processes, or (b) the factors
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] TABLE 2
Correlation Matrix of Time and Error Scores, Line-Drawing Experiment?

VARIABLE 1 2 3 4 5 6 7 8 9

\h“' 95 81 -0, 54 68 75
6~ g 9% -3

86 -65 Il I33 61 -337) 46 74 80

Time ave both-
Errors ave both
Time ave |

1
2
3
Error ave 1 4 =55 89 | 66 -~ 85 r =33
CTimeavell S 82 38 | 42 24~ J s3 39 47
Erroravell 6 -52 83 | 45 .48 42 Il -31
Time INSE 7 79 69 82 -69 49 49 {\ 34 42
. - D 8 49 -s56 72 60 ~36 65 T~ 36
AccE 9 82 42 91 43 45 -29 | 71 44 ‘\\\
D 10 8 -59 94 -58 S{ -41 | 71 s4 93
SpdE 11 34 -39 §3 38 S ~29 126 34 34
D 12 s6 -62 73 63 . 43 | 52 53 50
Error INsE 13 =22 42 25 5] : ~39 43
D 14 33 59 37 77 21 45 47
AccE IS <26 32 -20 49 24 -4 -20
D 16 3 70 50 86 30 43 42 -33

SpdE 17 44 - 67 .38 62 36 52 51 37 —22
D18 -59 84 -73 89 .23 52 73 56 53

Time HH NsF 19 66 18 39 26 74 -40 69— "3
: D 20 74 21 39 89 48 50

AccE 21 o s6 =21 -21 ,
- D22 74 41 41 28 87 43 | 40 20 40
' SpdE 23 20 -23 55 =37 | 21
D 24 65 57 39 32 73 _71 { 4 23. 28
Error INs £ 25 - 35 60

D 26 -37 72 34 42 -27 86 43 -29 20

AccE 27 =30 39 -31 39 ) 28 -35 29
D 28 49 69 30 36 53 88 -43 -23
Spd 29 .32 56 -35 41 57 45

D 30 -54 80 -79 ‘47 42 95 56 439 35

9First praders above diagonal. kinderparteners below diagonal. For clarity, decimals
omitted, s above .S are in boldface, and #'s below .2 are deleted. Variable name codes are
Ave (average). T and {1 (first and second session), Ns (No set), Ace (accuracy), Spd (Speed),
E (Easy), and D (Difficulty). :

are poorly defined with reference to the two processes, (which seems prebable),
or (¢) the measures are poor indicators of the underlying processes.

Ana(ysié of Parameter independence

We turn next to an examination of intercorrelatiéns among the measures. Typi-
cally, an investigator might look at correlational data like that in Table 2, or
some portion thereof. The 2 X 2 matrix in the upper lefthand corner is a likely
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TABLE 2 (continued)

10 11 12 13 14 15 16 17 18 19 20 21 22

87 74 78 ~ . 80 84 297 64
-20 . 69 82 ~ 8 8 88 , 48 .
94 72 718 ~26 o~ =23 =20 . 64 68 41
-21 81 8 ~ 8 17 93 : 49
53 58 58 ~. : 87 90 54 87
-21 52 69 ~ 8 8 77 ‘ 42
TTIST 31 28 | 25 ~ =20 =21 26 [61 44 31 49 e
58 20 35 |-34 46 ~ 28 ~28 32 51 37 ~
.76 63 63 \ ~ st 47 25 30
R LI 4 ~ 59 62 29
34 ° gl 20~ - 69 54 24 29 .
57 88 ~ =26 |6 60 30
-20 fo 91~ 83 36 16 - 46
-36 ~27 144>~ 68 51 77 48
- -24 70 o~ ~ ~ ~ ~ ~ ~
-46 37 -48 36 63 35 e 90 724 38
-32 - ~36 61 51 38- 23 - 7 .. 63 37
-62. -52 -76 |24 47 32 72 47 o~ i 23 46
T3 | R B S L TN 76 46 70
51 ' : -3t 69 36 67
23 -29 | -20 27 |26 30\\ 47
51 _i-21 -2 -28 0 - =26 -23 |48 63 N
20 130 -23 - ~27 -20 |42 28 48 507
40 31 36, -24 =33 -38 |49 _ 47 37 170
- 223 o ' 30 ] .20 32
226 35 36 | ‘ 38 33 46 | -37 -25
24 -29 36 | 47 71 23 25 38 -8
-33 =20 21 24 21 46 31| -53 =35 38 -51
-35  -28 46 | 3 33 - 53 38 - 2
45 -26 42 |23 29 - 47 55|41 -2 42
{continued)

candidate. It gives the correlation between time and error scores averaged for
‘each student over the entire repeated-measures design structure. The correlation
is negative in both groups, negligible in the first-grade data but fairly sizable in
the kindergarten data. It appears that there is a tendency for children to trade
off specd and accuracy on this task; the faster a child draws the more likely he
"is to make an error.

The 4 X 4 matrix just down the diag()nal is another rcasonable analysis. It
shows the relation between time and errors calculated for cach student from the -
average conditions in each session. Again there is evidence of an inverse relation
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TABLE 2 (continued)

VARlABl [ 23 24 25 26 27 28 29 30
T'ime ave both I 36 S, -27 -24 ~ -20
Lrrorsave both 2 - 26 51 94 ~ 86 80 84
Time ave | 3 4 29 32 ~ -25
¢ Error ave | 4 -23 -37 87 ~ 74 74 72
limeavell 5 63 51 ~ S
Frror ave 11 [3 -27 61 93 ~ 92 81 90
Time I Ns ¥ 7 72 ’ ' -25 . ~ -29
D8 o 233 49~ 32
Accl 9 34 ~ '
b0 48 | 22 -4~
SpdE 11 4. 61 ] ~
b1 40 75 | 27 ~

~Frror t NE b 13

I
D14 i29 78~ 59 49 56
Ace b 1S ~ ~ ~ ~ ~ e~ ~ ~
~boo1e 21 46 84 ~° 75 91 58
Spd k17 25 55 8 ~ 79 93 %5
D18 -34 |25 72~ 65 59 76
Time IINs ¥ 19 748 39! ~
D20 49 42 |-21 ~ :
Acc k21 33 I 44 49~ -39 25 30
D22 46 29 1 -23 ~ =22
Spd 7 23~ " . 64 | ~ -23
. D24 59 7 . -27 ~ =20 -34
Prror UNs B 25 =26 =33 770 T87 X T8 T 57 4‘ﬂ
D 26 -26 -54 [47‘*-.‘;» ~ 8 719 .73
Acc b 27 31 J \"»-.:_‘\.\\'\; ~ ~J
D 28 -26 -57 {53 74, -~ 73 81
Spd ¥~ 29 -43 48 53 27 33 34~ 58
D 3 -32 -74 [45 79 2 79 48 -0

hetween time and error scores, Performance is rcasonably stable from one
session to the next in first graders, and moderately so in the kindergartners.

The remainder of the matrix presents the entire repeated-measures design
structure, perhaps the most defensible way of presenting the raw data. The
correlations between time and error measures are blocked in to emphasize*d
particular property of these data. The several time measures tend to be relatively
highly correlated, as do the error measures, compared to the inter- -measure
correlations. But the patterns are admittedly fuzzy. It is the sort of matrix that
might be subjeuted to factor dnalyws in order to clarify the underlying struc-
tures. . -

However, raw scores are not the measures to examine, given the theoretical
point of view elaborated previously. Each raw score is a combination of factor

i
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2. COGNITIVE DEPENDENCY 43

effects (cf. Fig. 5) which may be interrelated in more or less complex fashion.
Let us see what the relations between the parameters of this data set look like.
To determine relations among the basic parameters, we will use linear contrasts

.computed from the raw scores for several of the sources from the analysis of

variance (Table 1). The correlation matrix displayed in Table 3 shows the
relations between certain contrasts along with two average scores, the average
over all conditions (All) and the average over all No-Set conditions (No Set).
Each of the entries in this table stands for a parameter from the general linear

" factorial hypotheses for this experiment. For instance, Time All (Variable 1) is

ERI!

the average response time over all the design variations for a given subject. This is -
equivalent to an estimate of Vime n for subject n. Time 4 vs § (Varmble 4)is
the contrast in time scores between the Lecuracy and speed conditions, averaged
over difficulty and’ Sessrons This is related to .the estimate of the parameter

@178, time,n for the subject 2.

Table 3 was obtained by Lomputmg these parameter estimates for each
subject, and entering these values into a‘standard correlation program. Since a
great deal of informatipn is compressed in this table, it may be worthwhile to
describe its organization in more detail. There was reason to believe that the
kindergarten and first-grade data might show different patterns, and so separate
analyses were conducted at each grade level. Kindergarten results are below and
to the left of the main diagonal, first-grade above and to the right. Time and \‘.
error scores are analyzed separately. Along the margins are the residual standard -
deviations for each source (this is the square root of the error mean square from
the analysis of variance calwlated separately for each grade), and the F ratio for
the source (agdin based on separate analyses for each grade). The major elements *
of an analysis of variance can be reconstructed from these marginal entries, and
the relative magnitude of various sources and of error terms can be seen.

The off-diagonal entries in Table 3 are, as noted earlier, Pearson correlations
between the contrast scores. To give a concrete idea of what the relations in
Table 3 mean, two scatterplots are presented in Fig. [0. The kindergarten and
first-grade data have been combined in these plots.

The -correlation matrix in Table 3 has a reasonably simple. structure. Certain
correlations are very large (positive or negative) and the rest'tend to be relatively
small. Except for the No-Set vs. Accuracy-Speed contrast, and the interaction of
this contrast with Difficulty, the correlations within the time and error subma-
trices are high. With few exceptions, the correlations outside these submatrices
are small.

This pattern. together with an examination of the scatterplots for the larger
correlations (those in Fig. 10 are typical). shows that children who either work
fast or make lots of errors are relatively unaffected by variation in the situational
factors, Set and Difficulty. Moreover. stydents who are strongly affected by
variation in one situational factor (Set), are strongly affected by variation in the:
other situational factor (Difficulty).

P
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A particularly interesting feature of these data is that the statements above
apply independently to the two response measures. The correlation belween
time and error contrast scores is negligitile, with 1 few exceptions to be discussed
below. This result suggests that the process model in Fig. 9 might be reasonably
adequutte after all. The Set and Difficulty factors do not fulfill the requirements
tor testing an independent-process model they were not selected to link
uniquely to the proposed operations -but the model may be a useful approxima-
tion.

In any event, the purpose of this exercise is not to promote any substantive
finding. 1t does seem noteworthy that the approach leads to a- considerable
sunpliﬁcalion in the data on its maiden voyage. The data in Table 3 scarcely
require turther clarification. The basic structure is immediately apparent: time

~and error comprise two independent components, the constituent parameters of
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2. COGNITIVE DEPENDENCY 47

which are highly interrelated. It is obvious when a constituent drops out. For
instance, the No-Set vs. Accuracy-Speed contrast in time scores is a substantial
and significant source of variance. but unrelated to any other contrast. This
contrast was chosen as the orthogonal comnplement to the Accuracy vs. Speed
contrast, but it may not make psychological sense. One possibility is that the
No-Set scores might serve better as a covariate: However, as can be seen in Table
3, these scores are highly correlated with the overall average, and the pattern of
contrast relations with No-Set and All scores are practically identical. The matter
remains unresolved at this point in the analysis.

The kindergarten sample also exhibits a noticeable departure from time-error
independence. Average time is inversely correlated with average error (this was
observed in Table 2). as well as with several error contrasts. The Easy. vs.
Difficult contrast for time measures is also correlated with the error rate. In the
younger children. movement accuracy is more or less controlled depending on
instructional set and difficulty. In the older children. the two.systems are totally
independent. This statement is more precise and informative than the conclusion
from Table 2 that time and error s¢ores were inversely correlated.

Analysis of the Line-Drawing Study: An Overview

Several features of the data are brought into focus by the variance—covariance
analysis of specific linear contrasts that would be obscured in more conventional
analyses. Let us review briefly the main implications of this analysis:

1. Process independence. based on the relations predicted in Fig. 8 for average
fuctor effects, must be rejected. Factors linked to one: process affect
measures linked to other processes directly and through interaction.

. Process independence. looking at subject—source interactions, is irrelevant
given the preceding result. But subject—source interactions are large enough
in at ledst one instance to suggest that independence can also be rejected by
this test.

3. Intraprocess parameter independence is not testable in this design.

4. Interprocess parameter independence is supported by the low correlations
between time and error contrasts. This suggests that time and errors tap
separate processes which the design factors may be affecting in confounded
fashion. Speed and accuracy are influenced in varying degrees from one’
student to another by variation in situational factors. ‘

5. General parameter independence holds for the first-grade sample. but not
the kindergarten sample. ' ' :

6. General-specilic parameter independence can be reje(.tcd in almost every
instance. Average time and error scores are_highly correlated with respon-
siveness to situational factors.

rJ
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’ IMPLICATIONS FOR

EDUCATIONAL TEST PROCEDURES .
Current test construction proceeds s if e place buckets under psychological
processes and collect the output more or less directly from individual subtest
measures (usually total correct responses). Conttrol over variation in the input is
modest at best, and nonexistent in most mstances. This simple model has been
extended by such methods as factor analysis, but it seems to have some inherent
weaknesses. It does not provide a natural way for introdueing process-oriented
variables and contextual variables into the testing situation in an easy-to-measure
tashion.

Factorial test designs seem to provide a simple but informative way to build a
test around @ process model. This approach is similar in spirit to the notion of
Fwet tests discussed by Guttman (1965: Guttman & Schlesinger, 1967). Careful
analysis of a task may turn up many-factors of potential importance, but
tractional tactorial designs allow optimal arrangement of a factorial test struc-
ture S that 4 maxtmum amount of relevant informgtion is obtained for a given
number of test iterns (Kirk, 1968, Chapters ‘)‘/Jrf){ The experimental control
obtained irr such designs provides great sensitivity with a reasonable constraint
on- test length. \

Lincar contrasts have come into common use in the experimental psycho-
logeal iterature, especially in the analysis of repeated-measures dugrgns Their
use 1 test analysis as an alternative ta subtest or factor scores holds considerable
promuse. To be sure, there are unsolved problems connected with item analysis
and test reliability,

ADDENDUM

This volume has directed 1ts attention to educational matters, and to the role of
cogmitive: psychology i providing a better understanding of instructional pro-
cesses. The preceding remarks on test procedures are directed toward educators.’
But for those readers whose interests are more directly related to cognitive
psychology. I should point out again that the analysis. of contrast scores has
direct implications for tests of information-proeessing models. Since Sternberg’s
(1969) landmark paper on the use of factorial designs in evaluation of indepen-
dent cognitive process models. repeated-measures designs have played a central
role in research on cagnition. The' analysis of the variance~covarianee structure
ol a set ot contrasts described here is not covered by the standard methods of
analysis now anse. These e new technigues. They ask new questions of data,
questions which are critical to an understanding of individual differences in
thought and action.
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Task Analysis
in Instructional Design:
Some Cases from Mathematlcs

Lauren"B. Resnick

University of Pittsburgh
Learning Research and Development Center

This chapter takes as its general theme the actual and potential role of task
analysis, particularly information-processing analysis, in instructional theory and
instructional design. Some definitions are needed to make this openingstatement
sensible. The term “instruction” is used here in its most general sense to refer to
“any set of environmental conditions that are deliberately arranged to foster
increases in competence. Instruction thus includes demonstrating, telling, and
explaining, but it equally includes physical arrangements, structure of presented

material, sequences of task demands, and responses to the learner’s actions. A
.theory of instruction, therefore, must concern itself with the relationship be-
tween any moditications in the learning environment and resultant changes in

competerice. When the competence with which we are concerned is intellectual,

“development of a theory of instruction requires a means of"describing states of
intellectual competence, and ultimately of relatmg changes in these states to
manipulations of the learning environment.

In developing a theaty of instruction for intellectual or hog,mtlve domuins, task
analysis plays a central role. [ mean by task analysis the study of complex
performances so as to reveal the psychological processes involved. These analyses
translate “subject-matter” descriptions into psychological descriptions of behav-
for, FhLy provide psychologically rich descriptions of intellectual competence
and are thus a critical step in bringing the construets of psychology to bear on
instructional design.

Psychological analysis of complex tasks is not a totally new idea. Task analyses
are performed. althongh not nsually under that name. in virtually all psychologi-
cal investigations of cognitive activity. Whenever performances are analyzed into

- components “for experimental. interpretive. or theoretical purposes—task anal-
ysis ‘of some kind is involved. Although the study of complex cognitive tasks has
never dominated empirical psychdlogy. there have been significant occasions on

51
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s
which psychologists have turned their attention to such tasks. Not all have been
instructional inintent, but several important attempts bear examination because
_ they have sabstantially influenced mstructional theory or practice. or becuause,
- considered with ‘imstructional questions i mind. they offer insight into lhu
possible nature of a (hcnr\ ol instruction based on cognitive psychology.

Because task analysis is pervasive in psychological research, it is important to
consider what Kinds of analyses are particularly useful in instructional design.
Several eniteria can be used to evaluate the potential contribution to instruction
of different approaches to the psychological analysis of tasks. Four such criteria
seemn particularly important:

Instructional relevance Are the tasks analyzed ones we want to teach? That
is, are the tasks studied because of their instructional or general social relevance,
rather than because they are easy to study. have a history of past research that
nuthes results easy to tnterpret. or are especially suited to elucidating a point of
theory” The criterion of mstructional relevance implies that most tasks analyzed
will be complex relative to many of the laboratory tasks that experimental
‘psyehologists turd naetul when pursuing noninstructional questions.

Psychological formulation  Does the analysis yield descriptions of the task in
terms ol processes or basic units recognized by the psychological research.
comnmunity? Task analysis 15 a means of bringing complex tasks, which have
generally resisted good experimental analysis. into contact with the concepts,
anethods, and theories of psychology. Thus. while the starting point for instruc-
tlonal task analysis s prescribed by social decisions -what is important to
teach the outcomes of such analysis, the terms used in breaking apart complex
‘performances. must be determined by the state of theory and knowledge in
psy chology. . ]

[t is not always casy to fulfill both the instructional relevance and the
psychological tarmulation criteria at once; instructional relevance is defined in
different terms than those which psychological researchers use in building their
theortes. Nevertheless, ii is important to try to analyze instructional tasks in
terms that make contact with the current body of knowledge and constructs in
psychology so that instructional practice can profit from scientisic findings as
they exist and as they develop.

Instructability  Because our concern here is with task analysis as an aid to
instraction. an obvious queston is whether the results of a pa- ticular analysis are
weable i mstructional practice. In other words, does th task analysis reveal
elements ol the tusk that lend themselves to instruction, i.e , that are “instruct-
able?™ It is the tunction of tash analysis to examine L‘()lI]plL < performances and
display 1 thein a substructure that is teachable  either thre ugh direct instruc-
tion m the components, or by practice tasks that call upon the same or related

pr()LL\\L\

RIC | 60

Aruitoxt provided by Eic:




E

¢ TASK ANALYSIS IN INSTRUCTION 53

IS

Recognition of stages of competence Does the tash analysis recognize a
distinction between carly forms of competence and later ones? Analyses for
mnstructional purposes cannot just describe the expert’s performance (although
such description will almost always bé a part of such analyses). They must also
describe performance characteristics of novices and attempt to discover or point
to key ditferences between novices and experts, suggesting thereby ways of arrang-
ing experiences that will help novices become experts. Instructional task analysis,
in other words; should elucidate the relations between activity during learning and
competence that resudts from learning, Tt should suggest ways .of organizing
knowledge to assist in acquisition, recognizing that this organization may differ
from organizations that are most eflicient for expert use of that knowledge.

ln summary. tour criteria ¢an be applied in assessing the contributions of
psychological task arialyses to instruction: (1) instructional relevance; (2) psy-
chological tormulaton: (3) instructability: and (4) recognition of stages of

ccampetence. Lo the course of this chapter. I shall examine several prominent

approaches to the psychological apalysis of complex tasks and consider their
contributions to instrirction in light of these criteria, | begin with some impor-
tant past eflorts to desceribe intellectual competence in psychological terms, and
then turn to current mformation-processing approaches to task analysis. In order
to make the domain ol the chapter manageable. discussion s limited to analysis
of mathematics tasks. The wark discussed, however, is not intended to be
exhaustive of task analysis efforts in mathematics. Rather, it is intended to
highlight certain cases that have considerably influenced psychology -or instruc-
tion. or both, and that form landmarks in whatever might today be written of a
liistory andd current status report on this branch of instructional psychology.

A SELECTIVE HISTORY OF TASK ANALYSIS

1 will discuss first the work of three predecessors of modern information
processing tash analysis, m each case ising work on mathematics as the substan-
tive example. These are. {¢) work in the associationist/behaviorist  tradition
(Thorndike. Gagné): (h) work ot the Gestalt school (especially Max Wertheimer);
and (¢) the Plagetian rask anatyses. Both substantively and methodologically, the
approaches of these groups to task analysis reflect differences in thejr theoretical
positions. ditferences which i tumn affect the Kinds of contributions that each
can make to instruction.

The Associdtionist!Behavionist Tradition

Thorndike's analyses in terms of § R honds Tn the carly part of this century.
experimental and educational psychology were closely allied. Many of the major

“psychologists of the period up to dhout 1930 were actively engaged in both,
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laboratory research and applied research. some of it relevant to instructional
practice. One of the foremost of these was Edward L. Thomndike. His work on
The Psychology of Arithmetic, published in 1922, represents his attempt to
translate the associationist theory of “laws of effect.” which he himsell was
active in developing, into a set of prescriptions for teaching arithmetic, In the
preface to the book, Thomdike states (1922) that there is now a “new point of
view conceming the general process of learning. We now understand that
learning is essentially the formation of connections or bonds between situations
and tesponses, that the satistyingness of the result is the force that forms them,
and that habit rules in the realm of thought as truly and as fully as in the realm
of action [p. v].” Based on this then widely agreed upon theory of psychological
functioning, Thomdike proposed a pedagogy that has extensively influenced
educational practice for many years.

Thomdike proposed the analysis of arithmetic tasks in terms of specific
connections, or bonds. between sets of stimuli and responses. and the organiza-
tton of instruction to maximize learning of both the individual bonds and the
relations among them. His book began with a discussion of the general demains
of arithmetic for which bonds must be formed -for example. the meanings of
numbers, the nature of decimal notation, the ability to add, subtract, multiply,
and divide, the ability to apply various concepts and operations in solving
problems. Thorndike then spent some fifty pages discussing the types of bonds
that give precise meaning to this broad definition of the domain of arithmetic.
His analysis did not approach the level of individual stimulus-response pairs but
remained on the more general level of connections between situations and sets of
responses. Citing numernus examples, he argued that certain kinds of bonds
taught in many of the standard textbooks of the day were misleading and thould
not be taught, while other helptul bonds were neglected in pedagogical practice.
For example. verifying results of-compulations, learning addition and substrac-
tion facts for fractions. and solving problems in equation form (even before
algebra was added to the curriculum) were considered “desirable” bonds, where-
as senseless drill in finding the lowest conunon denominator of fractions (when
we of w common denominator would lead to solution of problems) and the
pusing of problems unrelated to real-lite situations led to the formation of
“wastetul and harmful™ bonds that made arithmetic confusing and unpleasant.
Discussion of appropriate and inappropriate forms of measurement of the bonds
or clements of arithmetic knowledge were also included. Thus, the total eflect of
the book was to suggest” the translation of a standard school subject into
terms  collections of bonds  that sugg,csled applications of known laws of learn-
ing to the problems of.instruction. _

The laws of kearning, and thus of pedagogy. were for Thomdike those dealing
with such dnll and practice as would strengthen the bonds. Questions-such as
amount of practice, under- and overlearning, and distribution of practice were
considered. These are easily recognized as topics that have continued to occupy
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psychologists ~although rarely directly in the context of school instruction -and
that heavily though indirectly influence instructional practice. What is important
about Thorndik2’s work. however, is that he developed a concern not only with

the laws of leamning in general, but also with the laws of learning as applied to a

particular discipline. arithmetic. He left the laboratory to engage in applied
research, but brought with him the theory, and to a large extent the methodoi-
ogy, of the experimental laboratory. He thus began a tradition of experimental
work in instruction by psychologists. This tradition was interrupted for many
years but is now being revived, as the chapters in this volume bear witness.

Gagné’s hierarchies of learning sets While Thomdike recognized the need for
a theory of sequencing in his presentation of bonds identified as constituting the
subject matter of arithmetic, he had no systematic theory of sequencing to
propose. In the decades following Thomdike’s work, mathematics educators and
educational psychologists (e.g., Brownell & Stretch, 1931; Hydle & Clapp, 1927)
studied, with varying degrees of care and precision, the relative -difficulty of
different kinds of mathematical problems. They thus empirically, if not theoret-
ically, extended Thorndike's work in instructional analysis. The suggestion
underlying this later work was that arranging tasks according to their order of
difficulty would optimize leamning. especially of the more difficult tasks. Skin-
ner’s {1953) prescription for the use of “‘successive dpprox1mat10ns in instruc-
tion represented a refinement of this basic idea. However, neither Skinner nor
his immediate interpreters proposed.a systematic strategy for generating the
order of successive approximations—i.e., the sequence of tasks in instruction. It
was not until the 1960s, and Gagné’s work on hierarchies of learning (Gagné,
1962, 1968), that any organized theory of sequencing for instructional purposes
appeared within the behaviorist tradition.

Learning hierarchies are nested sets of tasks in which positive transfer from
simpler to more complex tasks is expected. The “simpler” tasks in a hierarchy
are not just casier to learn than the more complex; they are included in—
components of -the more complex ongs. Acquisition of a complex capability,

" then, is a matter of cumulation of capabilities through successive levels of

complexity. Transfer occurs because/ of the inclusion of simpler tasks in the

" more complex. Thus, learning hierafchies embody a special version of a “com-

mon elements” theory of transfer.

Hierarchy analysis has come info rather w1despredd use among instructjonal
designers, particularly in the fi¢lds of mathematics dnd science (see White,
1973). For the most part, the analyses have been of the kind Gagné originally
described. Thus. hierarchies for instruction are typically generated by answering,

for any particular task under consideration, the question: “What kind of cupa-_
bility would an individual have to possess to be able to perform this task

successfully, were we to give him or her only instructions?”” One -or more
subordinate tasks are specified in response to this quesllon and the questlon is
applied in turn to the subordinate tasks themselves.

™
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“TASK 1 TASK 2 . .

Stating, using specific numbers,
the sertes of steps necessary to
formulate a definition of addition Adding integers <

of integers, using whatever
properties are needed, assuming
those not previously established:

N b . b

‘Ia & . Ib —]

Supplying the steps and Stating and using the
dentifying the properties definition of the sum s
assumed 1n asserting the of two integers, if at
truth of staternents involy least one addend is a
ing the addition of integers negative integer .

Ha . b

Identifying and using the
properties that must be

Supplying other names h h
ppiying ’ assumed in asserting the

far positive mntegers in R

statements of equatity truth of 5““"’“9’,“5 of . ’
equality 1n addition of s
integers
h Y N

1la ' b

Stating and using the
defimitian of addition
of aninteger ang its
additive inverge

Stating and using the
definition of addition of
two posttive integers

- A

[AVIS} Ivh Ve 1Vd

Using the whaie
number { as the
additive wlentity

wtpplying other
pumerals for whole
numbers, using the
Ass0cidtive property

Supplying other
numerals for whole
numbers, using the
commutative property

Identifying numerals
for whole numbers,
employing the closur
property

A

A

Vo

Performing addition
anegd substraction of
whole numbers

Vb

Using parentheses to
group names for the
same whole number

FIG. 1 A leaming hierarchy pertaining to the addition of integers. {From “Factors in
acquinng knowledge of ¢ mathematical task™ by R. M. Gagné, 1, R, Mayor, H. L. Garstens,
& N. F. Paradise. Psychological Monographs, 1962, 76 (Whole No. 526, Copyright 1962 by
the American Psychological Assovigtion. Reprinted by permission.)
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Figure 1 shows an example of one of Gugné’s hierarchies. The tasks described
in the top-level box are the targets for instruction. Lower levels show successive
layers of subordinate capabilities, that is, simpl)ér tasks whose mastery would
facilitate leaming the more complex ones. Instruction would begin with the *
lowest-level capabilities not already mastered and proceed upward. The tasks at
the tow end of the hierarchy can be analyzed further. depending on assumptions
about the learner’s knowledge. It is assumed that the more elementary capabil-
ities ure leamed through more elementary types of learning. In other words,
implicit in a complete learning hicrarchy for a task such as the one shown inFig.

1 is another hierarchy of “types of learning.” progressing from simple S—-R
. learning. through chaining and discrimination, to higher-level concept and rule
fearning. as shown in Fig. 2. A'more complex task such as problem solving would

Protlem Sobving Ty e i

I

TRpTes gy IR gUTSI e

Ploglee (T pn 70 iy
ot e g el ot
Comrepts { Type o
| ' ‘

Stk reegy e g Prererieate,

P rimnatione, C e B
By vengip re g, prersgsyche .
o
. 1 Vv
I TR . b
e g o T g 1
n vy . 1
e Menpunse oty o e

FIG. 2 Game's hierarchy of types of learing. (From R. M. Gagné, The Conditions of
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Rinchart & Winston. Reprinted by permission ) : . ’

Aruitoxt provided by Eic:

3




B8 LAUREN B. RESNICK

involve more concept and rule learning and would lead to the discovery of
progressively higher-order generalizable rules.
Gagne’s hierarchy analyses appear to flirt with information-processing concep-

_tions of psychology. byt not to come to grips with them. There “is a kind of

implicit process analysis involved in the meéthod of hierarchy generation. Presum-
ably, in order to answer the question that generates subordinate tasks, one must
have in mind some idea of what Kinds of operations: mental or otherwise-

individual engages-in when he or she performs the comnplex task. [However, this
model of performance is left entirely implicit in Gagné’s work.

Gestalt Psychology and the Analysis of Mathematical Tasks

Gestalt psychology was an immigrant in America. In its first generation it spoke
a language so unlike the rest of American psychology that it was barely listened
to. Now. in a period when we speak easily of cognition and mental operations,
the gestalt formulations take on more interest for us. Gestalt theory Wwas
fundamentally concerned with perception and particularly the apprehension of
“structure.™ With respect to the complex processes involved in thinking, the
concept of structure led to a coner.n with “understanding™ or “insight,” often
accompanied by a visual representation of some kind. Witli respect to problem
solving, the central concem was with the dynamics of “productive thinking.”
Several gestalt psychologists, particularly Wertheimer €1959) and his students
(Katona, 1940: Luchins & Luchins, 1970). attempted to apply the basic princi-
ples of gestalt interpretation to problems of instruction and, in particular, to the

“teaching of mathematics. It:is reasonable to imagine that mathematics, especially

geometry. was of particular interest.fo gestalt theorists because of its hlgh degree
of internal structure and its susceptibility to visual representation. ‘

Wertheimer contrasted his theory of productive thinking both with traditional
logic and with associationist descriptions of problem solving. Neither of these. he
claimed. gives a complete picture of how new knowledge is produced by the
individual. With respect to teaching, he was concerned that prevalent methods of
teaching, with emphasis on practice and recall, produced “senseless combina-
tions™ rather than productive pmblem solving based on the structure of the

problem,

Wertheimer's (I‘H‘)) book, Productive Thinking. (mg,mdlly published in 1945,
discusses work on several mathematics problems - for example, finding the arca
of @ parallelogram. proving the equality of angles. Gauss’s formula for the sum of
aseries. symmetry of oscillations, arithmetic calculations, and the sum of angles
of a figure. Analysis of these tasks, for Wertheimer, consisted of displaying the
problem structure on which algorithms are based. rather than analyzing actual
performance. Thus, for example. the problem of finding the area of a parallelo-
‘gram was seen as a problem of “gap fitting” too much on one side. too little on
the -other (see Fig. 3). Once the g gap is filled and a rectangle-formed. 3 general
pnnuplc for tmdmg area can be applied. It is recognition of the nature of the
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FI1G. 3 Wertheimer's area of a parallelogram problem.

problem the possibility of transforming the parallelogram into a rectangle—that
constitutes tor Wertheimer “understanding™ or “insight.”” Solutions thiat follow
from this understanding are for him true solutions. elegant ones. Those that
““blindly™ apply an alyirithm even if the algorithm should work, are *ugly”
(Greeno, Chapter 7 of this volume, discusses another example from Wertheimer).
Th()llgl] Wertheimer talked little about general schemes for- instruction. his
notions unply the necessity of analyzing tasks into components, perceptual and
structural, such that their nature in relation to the whole problem is clear. Only
when the true structures of problems are understood can principles derived from
them be properly generalized. Whenever possible, it should be left to the student
to discover both the problem and its -solution. Instruction. if it should be
necessary. should proceed in a way consistent with the internal structure of the
problem, and in the proper sequence. 5o that a truc understanding is gained by
¢ the child. leading to solution. Just hew the understanding of components and
their part-whole relationships is to be taught is not made clear." Wertheimer
suggested that exercises could be introduced which focus students’ attention on’
certain aspects of the problem structure, which should increase the likelihood of
‘ aGhicving insight. He ulso spoke of certain operations involved in thinking
~ processes. grouping. reorganizing. structurization  from which one might devise
ways of teaching. ’ »

Piagetian Analyses

In discussing Piagetian task analysis we must consider two qmte distinct bodles
of literature: (1) Piaget’s own wotk (and that of others in Geneva); and (2)
‘attempts largely by American and British psychologists--to isolate the specific
concepts and processes underlying performance on Piagetian tasks. I will discuss
these in succession, .

Genevan work Much of Piaget’s own work (on nuniber, geometry, space, etc.)
is heavily mathematical in orientation. It seeks to characterize cognitive develop-
ment 1 terms of a succession of logival structures commanded by individuals
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over time. The “‘clinical method” used by Piaget in his research yields great
quantities of raw process data—protocols of children’s responses to various tasks
and questions. The protocols are interpreted in terms of the child’s “having” or
“not having™ structures”of different kinds. Explanation of a task performance
for Piaget consists of descriptions of the logical structures that underly it, and of
the structures that ontologieally preceded and therefore in a sense “gave birth
to” the current ones. . - -

Piaget’s tasks are chosen to exemplify logical structures that are assuned to be
universal. Many of them tum out to involve mathematics, but by and large not
the mathematics that is taught in school. One result has bech considerable
debate over whether the Piagetian tasks should Become the basis of the school
curriculum, whether they are teachable at all, and whether they sef limits on
what other mathematical content can be taught (for differing points of view on
this matter, see Furth, 1970; Kamii, 1972; Kohlberg, 1968; Rohwer, 1971).

“Although until recently Piaget’s work has not been motivated by instructional
concerns, others have tried to interpret lus work for instruction. This has often
resulted in at least partially competing interpre tations. '

Piaget’s most important contribution to task analysis is probably his pointing
out. in compelling fashion, that there are important differences between children
and adults in the way they approach certain tasks; the knowledge they bring to
‘them, and the processes they have available. However, his analysis in terms of

logic leaves questionable the extent to which his descriptions elucidate the
“psychologics™ of behavior on these tasks, that is, what people actually do. Tt is
certainly the“case that for psychologists accustomed to the explicit detail of
information-processing analyses, the leap from observation to references con-
cerning logical structure is often difficult to follow in Piaget’s work.

Experimental analyses of Piaget's tasks. Much of the English-language research
literature on Piaget has focused on locating specific concepts or component
processes underlying the ability to perform well on particular tasks. Conserva-
tion tasks have been mostly heavily studied, classification tasks probably next -
mogt heavily. There has been relatively little study of tasks characteristic of the
stage*of formal rather than concrete operational thinking (see Glaser & Resnick,
1972). -

Two basic Strategies can be distinguished in this research. One is tp vary the
task in small ways to allow inferences about the kinds of cognitive progesses
being used. An example of this first'strategs is a series of studies by Smedslund
(1964, 1967a. b), in which he presented double classification tasks with attri- -
butes covered or uncovered, labeled or visually presented.”From performance on
these variations, he concluded that processing was probably done ata symbolic
rather than a perceptual level, that memory was involved, and that some kind of
analytic mechanism might be involved in comniitting perceptions or symbols to.
memory. ‘
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[l wecond esearch stratepy 1 to mstruct children inoa concept or process
fivpothesired 1o usderdy pertormance on some Piagetian task, and then test to

we whoether they thereby acquure the ability to pertorm the task, Examples of

resein bod the ccond kind are Gelman™ (1969) study on training conservation
by teachig e cammation ot lengthe density. and number: and Bearison’s

(19e) study mdaciny conservation by trammg in equal-unit measufement of

gued quantiny OF the two approaches, the second is more directly interestinig in
the prosent contest. becitse the strategy ot instniction demands an analysis in
ternns of untractable components.

Avvegusiment of thee Approaches with Reference to Instruction

How oo these past approaches to task analysis mateh the criteria outlined for

iwatrer tonal relevance™ To what extent does each address itself” to tasks of

unsteen tonal intersst? Fo what extent do the terms of analysis provide a link to
the aran body or pavcologeal theory and knowledge? Are instructable units
wentitied! Dootb - nabves distingish usetnlly between performance of learners
and b experts”?

Instroe tional relevanee, With respect to the chaice ol tasks, only Thorndike
and Gugne slow a0 clear imstractional onentation. Their tasks are drawn from
schond curpenlas and where tormal validation studies of their analyses oceur,
they .are to u Lirge extent hased an the effectiveness of actual instruction in the
uts rdentitied ey, Gaprre, Mayor, Garstens, & Paradise, 1962). Wertheimer
and the others of the Gestalt school analyze a few tasks drawn from mathe-
matie~. but make vo attempt to analyze w4 whole range of subject matter.
Further. despite some discussion of productive thinking as a generalized phe-
notenon of educational concern. there is no analysis of it as such in Wert-
hermer™> work. It seems hkely that Wertheimer chose tasks from mathematics
that woukd best Tend titemselves to analysis in terms of perceptual “Gestalten™
rather than selecting those of particular importance to instruction. On the
crtteron of tvpes of tasks analy zed, Plaget’s work is even less directly relevant to
maenction . Thers i, m Lt senons question whether the conerete operations
fasks fre stdied ought tobe the objects of instruction, since they are psychological
“urrdeaton” ot peperal coomitive status rather than socially important tasks, and

withont tormgl wChonline e the coutse ol development (Glaser & Resnick, 1972).
It s hel howeser, that tormal aperations need to he tanght explicitly, sinee it is

By oneo mieans clear that tormal operational ¢hinking is” universally acequtired .

{(Nernark, PITE),

Psychological formulation. Valoapproach adidresses well the analysis of com-
plex tushs w teprms of the tundamental psychological constructs relevant to their
own time. and theones. Thus, Thorndike's analyses describe arithmetic in
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terms of the busic psychological unit ot thenscurrent theory. the associationist
bond. and thus suggest specific pedagogical practices drawn from known princi-
ples of leaning. Gagné's analvses interpret instructional tasks in the terms of
behaviordd learmng psvehology: tnster., generalization. and so torth. His con-
cern for the feammg ot “higher processes™ sach as rules and principies suggests
some shunng of concern with cognitive psychology: however, basictopnitive
processes. sich as memory aigd perception. are alluded to only as gencral abilities
assmmed not to be mstructable orfugther analyzable. Wertheimer’s analyses of
mathematical tshs explicity indicatd how gestalt field theory would interpret
problem solving and learnmg in these donuns, Fmally, Piaget’s analyses,
ke Wertheimer's, attempt to show that performance on complex tasks can be
mterpreted in terms of underlymg structuyes. For Praget and Wertheimer, expli-
cation ot the structures constitutes BSy’c\llologicxll explanation of the perfor-
mance. Botle are concerned with characterizing the broad outlines of cognitive
structures rather than with detailing the processes involved in building or
utthzing these struvtures. Only in the experimental analyses of Piagetian tasks do
we begin Lo tind attempts tonterpret performance more explicitly. that is, in
Morahon-processuns tef s,

Instructatulity. Wit respect 1o the eriterion of instructability, Thorndike
and Gagne are ditectly on target. Their ann m task analysis is to facilitate
instruction, and the bonds or subordinate capabilities identified are quite clearly
described as instractable components. Werthemer is more difficull to assess with
wspect to this entenon. His analyses are specilic to particular tasks. They do
display the basie structure of cach task and therefore suggest quite directly ways
of teachmg that are likely- to produce maximum understanding. transfer, and
clegance of solutton: but there are no general units identified which would be
isehil across a number of tasks. Piaget's own analyses involve no identification
of anstructable units. However, a review of studies involving instruction in
Prgetian tisks (Gliser & Resmiek 1972) sugpests that Pragetian concepts are
mdeed mstractable, or at feast lend themselves to analysis into certain prerequi-
atte ghallyv whioli may be inspructable The studies also suggest how delicate the
process of tash analvses and instruction s for tashs ol any psychological com-
plexity. 1t 1s necessary both to fdentify the appropriate underlying processes or
concepts and to tind eftective ways of teaching them. Identifying one underlying
conept will tgely sutte e tor tull suceess ininstructional efforts because there
may beoseveral abilities which must be combmned. ind the absence of any one
‘may lead to fatlure to learn the tareet tash. Further, “instruction ™ itself is a very
“delieate satter. There are o ample tales for constrieting situations that will
convey the vomeepts or proceses to be raught 9 acelear way. Even with an
wppropriate Gek o analy s the mapping from identitied components o mstruc-
tonal stratesies remarns very much a matter of artl development.,

. &
Recognition of stages of competence.  Fnally. we turn to the novice -expert
ditnnction. the critenon of wooemtion ol stages of competenge. On-tlils matter
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Thorndike is not very explicit. He recognizes a need tor sequencing instruction
scientifically, but otfers no psychological theory as to how to proceed. Indeed,
the impression left is that the ditference between novices and experts lies solely
in how many bonds have been leamn>d and how well-practiced these are. That
there may be important ditferences in the organization of knowledge for novices
and experts is at best only hinted, and not seriously explored. Gagné’s particular
contribution within the behavioral perspective is a practical method for generat-
ing sequences of instructable tasks. In his general notion of transfer—inclusion of
sitnple tasks in more complex ones»(yagne offers a strong suggestion for how to
organize instruction for purposes of acquiring higher-order knowieu e and skills.
Thus, at a certain level, the criterion of recognizing and dealing wit’. differences
between novices and experts is explicitly met in learning-hiezarchy analyses.
. Wertheimer's analyses, by contrast, attend not at all to the dirtinction between
novices and experts. The implicit assumption is t behav or.dn accord with
good structural yprinciples is “‘native” and has simply been stamped out or
s telched by the drill vrientation of schools.

Piaget, of course, is particularly attuned to changes in the structures available
to people at difterent stages in their intellectual development. In fact, with
respect Lo instruction, Piaget’s largest contribution is very possibly the highlight-
ing ol substantive changes in competence which occur in the course of develop
ment. Piaget’s work makes it impossible to ignore differences between perfor-
mance strategies of novices and experts - whether or not we find Piaget’s own
analyses convincing or accept his explanations of how these changes occur. By
contrast. the experimental or neo-Piagetian work is uneven on this criterion. For
the most part. these studies investigate single tasks and look for competence
versus_incompetence rather than for stages or transformations of competence.
There are a few exceptions, largely in recent attempts to interpret changes in
performance on Piagetian tasks in terms of information-processing constructs
{see Klahr, in press). [nvestigators have attempted to analyze sequences of
Piagetian tasks so thateadding one or two simple processes to an xnd1v1dual S
repertoire, or modifying extant processes, can be shown to account for <uc<.es-
sively more complex pertormances on the Pragetian tasks. This work takes “infor-
mation processing” as its theoretical orientation and makes heavy use of computer
simulation sirategies for tormal analyses. It thus forms a useful bridge te the second
part of this chapter. which i concerned specificatly with the presentand potential
role of m(nxnmnnn}prnccxsing task analysis i instructional design.

INFORMATION-PROCESSING ANALYSES
. FOR INSTRUCTIONAL PURPOSES

A major branch of cognitive psychology today carries the label “information
processing.” As is often the case with an emerging branch of study. it is easier to
pnt to examples of information-processing research than to give a complete or
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consensual definition of it. Nevertheless, psychologicts working in this area tend
to share certain .1ssumpnons as well as certain resecrch strategies.
‘ Information- -processing studies s attempt to accout for performance on cogni-
tive tushs i terms ofactions (internal or external) that take place in a temporal-
Iy ordered fow. A distinetion is generally drawn between data, or iformation,
and operations on data. or processes. Thus, the concern of information-process-
i psyeliology is with how humans act tgon (process) data (intormation).
Frequently but not univc:salll\' information-processing models for cognitive
“tasks are expressed as-“programs” for-performance of particular tas ks, These are
soften formalized as computer programs whose theoretical validity is Judged by“ '
their ability to simulate actual human performance. . N
Most information-processing theories and models find it useful to characterize |
the human mind in terms of the way information is stored, accessed, and
npc rated upon. {)istlnctions are madc :nnong dit‘t'ercnt kinds or . "levels" of
4 sensory mmkc rcgmcr of some kmd thmugh whlgh 1ntormat10n from the
enviromnent enters the svstem, a working memory (sometimes called short-term -
o mtermediate-tern memory ) in which the actual processing work goes on, and
a fong-term (semantie) memory o which everything ohe knows is stored.
probably permancntiy. Wathin this zeneral structure, working memory is. pivotal.
feis onty by being processed ur working memory that material from the external
environment can enter the individuals long-term store of knowledge, and only
by entering workine memory ¢an information from the long-term store be
saceessed and used in the course of thinking. Processing in working meniory is
wsually assumed to be serial one action at a time. Further. working memory is
constdered to have a limited mumber of “slots™ that can be filled. so that it is
only by rehearsing or by **chunking”™ material into larger units (so that a body of
mterrdlated information takes up a single slot) that loss of information from
working memory can be avoided.
Information-processmg analyses ol instructional tasks share these general

asumptions as well as a body of researchr methods that have been (lcvcluped for
testing the validity of models of cognitive performance. Information-processing
analyses are clearly distinguished trom bhehaviorist ones (Therndike and Gagné in
the present case) by their explicit attempts to describe inzernal processing. They
ditter trom the copnitivist Gestalt and Plagetian positions in their d[[t.mp[S to
describe the actual How ot performanee (o translate © restructuring™ or l()ycal
operations™ into temporally organized sequences of actions. .
In characterizing mformation-processing unalyses of complex tasks. it is useful
to distimguish between rational and empirical analyses. Rational analyses are
deseriptions of “idealized™ performances  that is. performances that succeed in
responding to task demands. often in highly efficient ways. but not necessarily
» the ways i which: humans actually perform the tasks. Work in artificial intelli-
gence can be considered a form of rational task analysis which is today being
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applied to increasingly complex Kinds of tasks. So can sonte much less ambitious
analyses of simple fasks, some of which are discussed below. Empirical task
analyses are based on interpretation of the data (errors, latencies. self-reports,

eye or hand movements, ete.) ftom human performance of a task; the aim of

such analyses 15 to develop a description (model) of processes that would
account for those data. In practice, rational and empirical analyses are rarely
sharply separated. Rational analyses. tor example, may provide the starting point
tor empirical data collection, leading to an iterative process in which successively
closer matches to human performance models are made. Nevertheless, the

distinction s a usetul one in cOonsidéring tieskinds ofrinvestment: m‘m‘tnnﬂatmn-

processing analysts that will be most valuable for instruction.

In the remmnder of this chapter, 1 consider information-processing analyses of
several of these Kinds. I describe first some of our work in rational process
analysis, work that was explicitly concerned with instructional design requdire-
ments. Next, | describe some empirical analyses’ of the same Kinds of relatively
simple tasks, and consider the relationship between rational and empirical
analysiy for mstiuctional purposes. In a final section, 1 consider the problem of
more complex tasks - problem solving. reasoning. tasks that we use as meastres
ol “intelligence™ and aptitode and what the role of formal simulations and
empirtcally studied infonnation process models might be for instruction in such
domains,

Rational Task Anaiysis for Curriculum Design

Rational tash anatysis can be detined as attempt to specity processes or
procedures that would be wsed i lughly etticient performanee of some task. The
result 1s a detailed deseription of an “idealized™ performance- one that solves
the problem in minimal moves, does little “backtracking,” makes few or no
errors. Typreally o rational task analysis is derived from the structure of the
sitbyect matter, and makes few explicit assumptions abont the limitations of
lHiman memony capacity or pereeptaal encoding processes. In many cases

mtormal el Bk andalysis of this kid can serve as a way of preseribing what”

to teach Cie., teach dhuldren to perform the processes Lrid out in the analyses),
and mstrictional effectiveness serves as a partial validation of the analysis. ‘

b order to convey the lavor and mtent of rational process analysis as applied
o onstruchon, b owill deserthe i some detal part of our own early work on
smple arithmetie tasks, This work grew initially out of an attempt to apply
leurnmg hienarchy theory to the problem ot designing a preschool and kinder-
garten mathematios curnenlum. We tound it necessary . in order to secure
agreemient among our sttt on the probable ordering of tasks, to introduee a
methed i which the processes hy pothesized to be mvolved m a particular task

pertormance were expheitly fud out (see Resnick: Wang, & Kaplan, 1973).

Frgures 4 and 3 show examples of the analyses that resutted. The top box in
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-FIG 4 Analysis of Objective 12.C, “Given a fixed ordered set of objects, the child can
ccount the obgects ™ (I rom “’l'.u‘l_( analysis it curricnlum desien: A hierarchically sequenced
mwireduclory mathematios curr ulum®™ by 1 B Resnick. M, CoWang, & 1. Kaplan, Journal
of Apphed Behavior Analvsis, 1973, 6, 679 7HL Copynisht 1973 by the Society for the
Eaperimental Analysi of Behavior, Rc;vrm ted hy permission.)

each fignre shows the tusk being analyzed, the entry above the tine describing
the presented stamulus and the entry below the line the expected response. The
second row in cach figure shows a hypothesized sequence of behaviors engaged
i s the presented task is performed. Arrows indicate a temporally organized
procedure ar routine. The lower portions of the charts identify capabilities that
are thought to be either necessary to performance (ie., prerequisite to) or -
helptut m learning (e, propadeutic to) the mam task. The identified prerequi-
site and propadeutic tasks were used to build hierarchies of objectives that
formed the basis of a curriculum,
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FIG. 5 Analysis of Objective 1-2:F, “Given a numcral stated and a set of objects, the child
can count out a subset of stated size.” (From “Task analysis in curriculum design: A
hierarchically sequenced introductory mathematics curriculum™ by L. B. Resnick, M. C.
Wang, & | Kaplan, Journal aof Applicd Behavior Analysis. 1973, 6, 679-710. Copyright
1973 by the Sovtety for the Fxperintental Analysis of Behavior, Reprinted by permission,)

At the outset, the process analyses functioned for us as aids in developing
prescriptions tor instruction. We carried out the kind of research that seemed
most directly relevant to that prescriptive function. That is, we looked at the
extent to whieh the analyses generated valid task sequences, sequences which
aided learnmg ot tie most complex tasks in the set. Two research strategies were
involved. First, we conducted scaling studies. In these studies, tests on a number
of tasks were given to a sample of the children prior to instruction, and the
“results were evaluatéd tor the extent to which the tests formed a Guttman scale
in accord with the predicted prerequisite relations (e.g., Wang, 19731 Wang,
Resnick, & Booger, 1971). A good approximation to a Guttman scale implied
strong prerequisite relations among the tasks relations that specified optimal
“teaching orders. A second set of studies (Caruso & Resnick, 1971; Resnick,
Segel, & Kresh, 1971) involved more direct assessment of transfer relations
among snall sets of tasks. Tasks i a Small hierarchy were taught in simple-to-
compléx and complex-to-simple orders, We then looked at transfer effects on
trials to criterion and related measures. These studies showed that teaching in
hierarchical sequence was the best way of assuring that most or all of the
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chutaren mwgroup learned all the ohiectives. For the mmority who were capable
of fearniny the mote complex objectives without mitervening instruction, how-
ever, happe™ ob pretequisites was a fGster way to learn. What these children
apparcuth did was o aequire: the prereguisites me the course of learning the
more complex tasks. An important instructional (uestion raised by these results
n owhether we can mateh nstructional strategies to mdividuals” relative ability to
fearn on thetr own that s, without gomg throngh direct wistruction in all of the
steps ot hierarchy. Betore we are likely o answer that question well, however,
we will probably need more systematic theories than we now have available of
how fearrng oceurs with nunmmal mstruction (ef. Resnick & Glaser, m press). '
The Kand o sk analvas usedine these studies sérved o describe performance
in temporatty ormmzed sequences and to identty general intormation-processing
abtlities, such as perceptual processing (e.o., Fig. &, Hlc and IVe), niemory (e.g.,
P o Haad Hoand temporal synchrony (e g. Fig. 4, Hla)., thatare called on in
perdomnnn aspecttic complex task. As formal mformation-processing models,
Bowever, the Analyses were incomplete because they did not specity every step
tror exomples stop ks were not typically specitied where recursive loops
covaarredy por dad they exphertly deal with overall control mechanisms or total
memony load Incaddition, they were not empirically verified as process aalyses.
Abthough many observations of performanes were made, there was no attempt
to match predicted or “ideal™ performance against actual performances. The
heerarchy tests contirmed the validity of the task sequencing decisions made on |
the basis of the anatyses, but they did not necessarily contirm the détails of the

amalyses: Performance strategies ditterent from those in our analyses might have
produced simlar sequences of acquisition or transter eflects. Thus, while the
seahing amd transter stadies met mstructional needs quute well, they did not
comstitute validations of the models™ details. For this purpose, the strategies of
ceparicat task anaby sis are needed.

Empuical Analyses of Specific Tasks

What can cmpincal amalyses supgest about teachmg specitic tasks? An obvious
possibibiny 1 that e mught use process models of conipetent performance as
direct specitications for what to teach. Such models of skilled performance are
potiitally powertal. However, these alone do not tike mto account the capabil-
e ot the degmmer as he or she enters the instrucnional situation, [ want to
deseribe some expermments we have done that suggest 2 more indirect relation-
shup betwesi what s taught amd how skilled performance proceeds. The experi-
ments supgest et what we teach cliddren and how they perform a relatively
short trmie atter mstruction are not wlentieal but neither are they unrelated.
Fhev smggest that “children seeh simplitving procedures that tead them to
comstruct, or tinvent,” more eficient toutines that nught be quite ditficult to
teach directly

El{lC : s
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3. TASK ANALYSIS IN INSTRUCTION 69

Subtraction In one study (Woods, Resnick, & Groen, 1975) we examined
simple subtraction processes (e.g., 5 — 4 = ?) in second- and fourth-graders. The
method was borrowed from Groen and others” work on simple addition pro-
cesses (Groen & Parkman, 1972) and open-sentence equations (Groen & Poll,
1973). That is. we gave children a set of subtriction problems to perform and
collected response latencies. Five possible models Tor performing subtraction
problems (of the form m —n = 7, with 0 <m < 9,0 < n <9) were hypothesized,
and predicted response latencies for each problem for each performance model
were worked ot based on the number of steps that would be required according
to the model. Regression analysis was then used to fit observed to predicted
latenicy Functions and thus select the model an individual child was using.

Of five models tested, two accounted tor the performance of all but u few
subjeets: : '

Decrementing model Set g counter to m, deerease it 1 times, then “read”
counter For this model, latencies should rise as a tunction of the value of n, and
the slope of the regression line should reflect the speed of cach decrementing
aperation. This i ction s shown in Fig. 0.
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FIG. 6 Plot of reaction times for second-zraders solving subtraction problems of the form
m n = 7. Decrementing Model. Numbers beside solid dots denote actual problems {(e.g.,
#54, 65 signifies that problems 5 .4 and 6 -+ 5 both had a mean success latency specified by
the ). Underlined problems were pmitted in the regression analysis. (From “An experi-
mental test of tive process models for subtraction™ by S. S. Woads, L. B. Resnick, & G. J.
Groen, Journal of Educational Psvchology, 1975, 67(1), 17-21. Copyright 1975 by the
American Psvchological Association. Reprinted by permission.)
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70 LAUREN 8 RESNILK .

Chotce model. Dependmg on wluch has fewer osteps, perform either the
decrementing routine (previously deseribed) or another in which a counter is set
to e amd s then incremented until the counter reading matches /. The number
ot merements b ther “read™ ws e answer. For this model, it is necessary to
assunie s process of chioosing whethier to “merement up™ or “decrement down.”
We assume that the chowee process tikes the same amount of time regardless of
the values of mand n, On this assumption, latencies should rise as a function of
winchiever o smuadler, 7 oor G n). This function s shown in Fig. 7,

Indrvedual data were analy zed first and a best-fit rhodel selected tor each child.
Then childien were srouped according to the model they fit, and the pooled
data were analyzed. All tourth-graders and most second-graders were  best

- tit by the chowce model. 1t seems vnlikely that during their arithmetic training
the vhildren had been directly taught the choice model for solving subtraction
problams The procedure involved would be ditticult to communicate verbaily to
O amd Tyear-oldssand mught contuse rather than enlighten children at the point
of their finst exposure to subtraction. Most probably, the children had been
taught matally o comstruet the moset (inerement the counter m times), count
ot the net (decrement o tunes), and then count (“read out™) the remainder.
Phis alvorahm o close 1o the one deseribed s the (lccrcnwnl’mg model. The

49

. o
.
.-
.
. .
* . . -
PEIER e
< o4y -
& .
" .- o
o e
e
< -
- .
. -
<& . .
)
- ¢ .. .
ot
i .. .
N E . :
“ .- *
" . .
: .. . o
R v
.
z op
G .
> PO
< 1
. s
.
i
T T
i i 4
VA n o

CFIG 7 Pl ot et tmes tor second erders solvine subtrachon problems: Choice
Model MIN OL o reads U the aonller of 1 tod (m my " Erom UAn experimental test of
e provess medels torsubtocion™ by S0 8 Weaods, 1B Restick. & G F Groen, Journal
of Fducatioow! Poycholovs 1975,67¢. 17 21 Copynght 1975 by the Amencan Psycho-
loeteal A oration, Re printed by permisaona

-

ERIC - T8

Aruitoxt provided by Eic:




v . .
3. TASK ANALYSIS IN INSTRUCTION 7

decrementing model is in fact derivable from the algorithm we assume is
tvpically taught, by simply dropping the steps of constructing the m set and
actually counting the remainder. Thus, it seems reasonable that a child would
develop the decrementing model quite quickly. The choice model, however,
cannot be derived from the teaching algorithm in so direct a way. Instead, an
invention (the possibility of counting up from n7) must be made. This invention
is probably based on observation of the relations between numbers in addition
and subtraction over a large number of instances. Yet the invention appears to
have been made as early as the eng of second grade by most of the children.

Addition In another study, Guy Groen and I have been looking more
directly at the relation between the algorithm taught and later performance. In
the subtraction study we could only guess at what children had been taught,
based on our general knowledge of elementary school practice. In the additic
study, we controlled the teaching by doing it ourselves. We taught 4-year-olds to
sulve single-digit problems of the form m +n=? (where m and n ranged from O
to 5) by using the tollowing algorithm: {a) count out m blocks; (b) count out n
blocks: (¢) combine the subsets; and (d) count the combined set. We then
kept the children coming back for about two practice sessions a week for many
weeks, As soon as cach child was performing the addition process smoothly
using blocks, we took the blocks away and asked the children to give their
anbwers on d device that allowed us to collect latency data. The children’s
typical resposise when blocks were removed was to begin counting out sets on
their l'ingér;e.’ Eventually, however, most shifted to internal processing.

Farliet work by Suppes and Groen (1967) had shown that by the end of the
first grade, most children added using a choice-type modet in .which they set a
counter to m or u, whichever was farger, and then incremented by the smaller of
the two numbers. This is known as the min (minimum) shodel [because the
latencies fit min (22, n)]. A few children used a model of incrementing m times,
then incrementing 1 more times, and then reading the counter. We call this the
sum model {latencies fit (m +2)]. The sum model can be derived from the
procedure we taught by simply. dropping steps (¢) and (d) of our algorithm, and
it requires no choice, The min model, however, regnires an invention based on
the recognition that sums are the same regardless of the order in which numbers-
are added, and that 1t s Taster to increment by the smaller quantity.
For five of the six children whose data have been analyzed thns far, it is clear
that by the final two test sessions the min mm}él gave significant and *‘best”™ fit.
’ In general, the trend over blocks of trials was’for subjects to be fit well by the
7 min model as soon as they stopped counting overtly on most of the trials. [t is as
if these children discovered commmtativity as soon as they were confident
‘enough to stop counting on their fingers! .
In the studies just reported children are taught a routine which is derived from
the sﬁhjcct matter. Atter some practice but no additional direet instruction--

/
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72 LAUHEN B HESNICK

they pertonn a different routime, one that s maere efficient. The efficieney s a
result of fower steps (not, dpparently. faster pertformance of component opera-
tons), wlhich an turn requires a choice or deeision on the part of the child. A
ot algonthmie routine, in other words, is converted into another routine
wlich turns out tosolve the presented problem more cHiciently.

A simiar tinding has been re ported hy Wallaee (1972) in a study of informa-
t‘mn processing models ot class inclusion. After having received training in the
processes revealed by an mtormuation- -processing analysis. subjects were presented
atypreal class mcdusion task in which they \v\erL asked to tell, for example,

“Which » more, the red ones or the triangles?” They had been taught to pass
T through the object amay twice, cach tume quantifying the objects on one of the
ditterent value dimensions ramed and then comparing them to determine which
wis mure. At the postrest admimistered immediately after training, it was found
that ~ome ot the claldren were able to perform the task more efficiently by
Squantitvimg onothe fist pass only objects having only one of the dimensions
namad by the sxpernmenter. For example, Wallace presented a subject with cight
triangles, seven o1 which were red and one green, Asked “*Which is more. the red
ohes O the trun whe T one subject agswered, “There’s one green triangle and
tat nrakes 1t more trnzles™ (Walliee, 19720 pp. 15-16), Sinee in the class
mehndon task the sot having only one of the named dimensions is usually the
nuner subset. thes procedure quickly vields the answer., 1t seems likely that a
phenomenon of thas ki, that i, the transtormation of algorithms by the
fedrnerivmore genpral than we have thought up to now. At least some process
\htl thar appear dmuu!f to mterpret when averaged over time may show
inteipretible m:m/um when carly and later phases of performanee are exam-
D eparatehy )

{

Task Structurn, Skilled Parformance, and Teaching Routines

What dre she syphications of Tindings of this kind tor instraction? Onythe faee of,
ot wenh] e that we oaelil o abandon the algornthmice routmes suggested:
by ratienal tekoamals s o favor o direcetly teaching the more environmentably

Tespoistve provesses that appear to chargctenize even, semiskilled perfarmance.
S W onght, i other words, to conclude that the mitial rational analyses are

wron sree they o not mnateh shalled performance, and that they should

theretore vor he ased o nstmenon. Rathersws should perform detailed empiri-
cab analyaes cof Skalleds performuance onall of the fasks that! a curriculum
comprisess ad teach directly the rontines uncovered in (e course of such

FHRIASNT ) !

Sufhw conetu o T obedrve . wondd be nn,luh‘n It rests on thie assumption
that ethiont mstnncton is scoessgrdv direct arstructon m shaflod performance:
strategs: ruth o than instruction inroatynes that put learners in a good position

ihwv( ormvent thcent strateaies tor thenselves. That is what the children” -

.
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U, TASK ANALYSIS IN INSTRUCTION 73

did in the studies just reported. They learned a routine but then invented a more
efficient performance for themselves. It seems reasonable to suppose—-although
empirical tests comparing different instructional strategies are needed to draw a
strong conclusion- that the teaching routines in these studies were good ones,
because they taught the specific skills in a way that called upon’ children’s
discovery.and invention ubilitics

To put the case in its most general form, it would scem useful to think in
terms of a “triangulation” between the structure of a task as defined by the
subject matter, the performance of skilled individuals on a task, and a teaching
or acquisition routine that helps novices learn the task. There are three terms in
this conceptualization: all three must stand in strong relation to each ‘of the
others—thus the image of triangulation. This relationship is schematized in Fig. 8.
Most empirical information-processing analyses have been concerned with the .
relationship between the elements defining the base of the triangle—that is, with
the relationship between the structure of the subject matter, or “task environ-
ment” (A), and performance (C). Thus, most information-processing task anal-
yses qre state theories, describing performance oh a given kind of task at a given
point in learning or development, but not attempting to account for acquisition
of the performance. The rational process analyses that we have developed in the
course of our instructivnal work have been concerned primarily with the
structure of the task (A) and an idealized routine that represents the subject
matter well-and thus prescribes a good deaching routine (B). Our validation
studies have in effect been tests of the extent to which the téaching routines and
sequences derived through these analyses succeeded in conveying the subject

FIG. 8 Relations hetween teaching routines, performance routines, and structure of subject

’ matler.
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74  LAUHEN B HESNICK :

mafter to fearners. The discussion in the past several pages has been concerned
with the relationships beétween teaching routines ( B) and performance routines ().
Gaming understanding of the “transformation” processes that link these two
Toutines s nesessiny step u completing the tiangulation that puts information-
processing models mto clear relationship with instructionat design.

According torthis “trangulation™ notion, there are three criteria to be met in
choosing a teaching routine:

Lo b must adequately dhpld» the nndetlving strueture of the sihject matter.

20 [t must be.easy to dcmnnstr.m or teach.

5. 1t must be cipable of transformation into an cfficient performance routine,
The teaching routine. then. s designed to hielp facibitate uqni'x‘iti(;n It provides
e connecting ik between the structire "ot the subjeet matter and skijled
petormance which 1s often so eHiptical as to obscure rather than reveal the
haste strireture of the task,. .

Feachmg rontines, in other words, are constructed specifically (o aid acquisi-
tion. The desien of teaching routines may rcquirl‘ considerable artistry, and not
all routines will be successtul in mecting the criteria just laid ont.oLet us consider
some examples. To begin with our own work. the-addition rontine Groen and 1
tanght is an mstantiation of the “union of sets™ definition of addition, Thus, it
Is a mathematically “eorrect” pmudnm and represents the subject-matter
stroeture clearly. The toutine is also dasy to demonstrate and -to, learn. Our
diyear-old subjects (who Rnew nnl_\ fiow to count objects when they began the
experiment) were perfornung addition virtually perfectly, using the bloeks. after
about a halt hour of practice. The routine we taught is awkward and slow to
pertorm, however. None of us would fike to have to use it in our daily activities,
and nerther, apparently . did the d-vear-olds. Nevertheless. the data show that the
routine s transformable by a serivs of steps we can imagine but cannot for the
-moment document empirically  to the more efficient performance routine of
the min model. Further. this performance routine excmplifies another aspect of
the subject matter structure, commutativity. Thus, the proposed triangulation is
completed. A teachmg rontine denved by rational. process analysis of the
sibject-matter structure s transtormed to a performance routine tlml retleets an
even more sophisticated definition of the subject matter.

Fhe case is similar for the subtraction study. The rowtine that we/presume was
taught instantiated a partitioning-ot- setsﬁchmtmn of subtraétion. The perfor-
mance rontine derived by the children is™ot only more efficient: it also reflects
4 mores sophisticated aspect of the subject-matter structure. nameiy the comple-

Cmentary relationship between addition and subtraction operations. .

© ot teaching rontines meet the criteria. enumerated wbove. Some are
awkward to teach? such would be the case. for example, were one to undertake
to teach d-vear-olds the min modcet for addition. Others Tail to display the
subject-matter structure in a way that is transparent to ehildren. This is true; for
example. in the case of traditional algonthmic methods of teaching carrving and

o T ‘o
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Borr wor o thar g von deaploy the aderbone sineture thase anthmetie and s
netet n o whaoh thee raatmes are dernved.

Sometan o cre el gt ane Jdeveloped o ander to display the sub-
ot mertter et bt cda not meet the tanstormabtitts criterton that s,
they are st caady mapped onte L pertornane onthine that woefhcient and
direct An sxample ob g pernternnge atme that Lok enthe cnterion of
tran- o ababity oove that was proposed by Broner £1964) tor teaching factor-
e ot L peadrine expresaon Bruner was saccesstul i teaching thard-graders to
pettor the tctonne opetaton By crenting g model” of the expression using
Block . A~ Bown oe Do sl e e square s ©ounits fong and x o wade, thus
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Cor Bherad v s Jona and one uni wade. i (v) The sall cube nlx
Lokt AsShowan at the rightof the figure (b). children can arrange these three
Cebents e cpiees whinch wall have el tactons e et D (et 1)yt 2)

Cod D and which canabo be expressed a quadratics e + 2v + 1) (nF 4

St boy Allowiny caldien to mampubite the blo ks may be excellent for

displaving arsd promoting bt into the stracture of the subject matter, but

there appears to be no way to teastorn the sqprare-aranyement routine to a
Chactanm procedare used wathont the blocks.

Cotra other teaching routmies m early mathematios do meet the transform-
bty cntenon wiude still representing the mathermatical structure. For example.
mentenment van be taughit as aprocess of dividing wito equal units, Wertheimer
E1959) didd this when he ed division of a figure into sqLaes as means ol finding
ioare Bearson (19693 1m0 less widely known experiment. induced a general
rhorenalion cneept by showing children how to count the number of 30-ml
Beahor o that wore ponred mto beahers of ditferent sizes, and demonstrating the
prewaple of conervation by pouring equal quantities of liquid into containers of
detterent Shape . e seneralized prineiple of measurement. exemplified in the
Ipund measnement procedurs taaght, produced conservation responses in tests
cbsimber nues, fensth, contimuons and descontinnons area, and quantity that
lasted tor ar lewst wix months, Simetariv, the nunher base system {including
Cartvig and borrowing) can be taught sy blocks in sizes of one, ten, and
ofic-hupdred, plived mouts, tens and hundreds columns as in Fig. 10 (cf.
In 1966, 19670). With these blocks, carrying can be represented by trading
cEschanmng extia (e L more than mine) blocks i a eolumn for a larger block
st eplaced o the west colimn. Such an exchange would be necesé;r,v for the
Bottondinple i Fe 10 betore the biock display could be notated. A reverse
exchnec eperation cancbe ised to represent subtraction. In cach of these cases,

s the plvacdd epreentation s dropped. a performaticd routine can be con-

sracted which mitadly performs as ™ the representation were present and

then vradually becomes more abstracted from it This o the Kind of transforma-

P we helieve occtrrs D one addition teaching experiment.

The vererd eecson that T wonld ke to diaw tfrom these observations is
that mest perple oven quite voung chidren use environmental teedback to
siplity perfornince routines. They Jdo not aceept the rontines they are shown
./ Sefien T bt rather as starting points. They invent even when we teach them
doontinm, Ope unpln atwon of this ine of thurkmg s that the tradstional line

hetwesn aluonthmie and mventive teachmg disappears. We are not faced so
nesch with Bhoive between teactung by rules and teaching by discovery |, as with
4 problome ot taede teachine miles that will enhance the probability of dis-
coversptes that somehow mevite ampldfcation or combination with other

poway of thinking alwo draws attentionsto the extent to which we
0 presently Hepend, i our ponmal matructional practices. on this kind of invention
aied dicovery by Tearners Our wstouction s rarely ~omplete, and rather than
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LaNBRr CaPe b pontt ot the ampityine el oreene paneiples that underlie
winl we teach, we stten choose foss than elegunt instances and also expect
et e ned vhe andethone princples tor themelves This suggests that
ditterences e fearmingy abibity often expressed as mtelligence or aptitude  may
et t b difterences i the amount ot wpportindwiduals require m making the
\unpi'm"»:. and Grrazing aaventions that prodoee shadled perfonmance, Some
mdividuals witl seeh aid hisd order e the most disordered presentations; most
will do wdt ot the presentations (e, the teaclung rontines) are pocd representa-
nons ot amlerlying structuress snll others may need exphait help n tinding
s ent stratemes Yor porlorinnee

.

Analy zing and Teachmy Gegeralized ' Learning to Learn”’
Alpiiting

Pople apparentty mvent sven waithin the contines of alronthmic struction,
Noverthele s e et saesested. mdwiduals ditter substantially m how good they
et thewo aocnnons Thit, une appropriate concern for instruction is the
poethilite of techine peneral stratemes tor aipvention and discovery strategies
ot wilt help Jearners o be o Ll‘i;pvmlvnl o the mstructor’s eleganee in
proontin pationbar teks An mteroat e teaching such peneral “learning o
Prarn ™ abndiree s s thoy e otren called, lmKM e widely expressed by educators
sansh payvcholomsts However, tew stccesses Kave been reported. and there is little
wietinte basisat the present tune for such instruction. As i the instruction of
ais other abuiits b B step o teaclimy general learming abilities is developing
4 poavchelweal desenption a tisk analysis of the competence sought, Such
palte ar e onl now bewmnm to become avaable.
\rans nambea o intonuation-processing analyses of problemesolving tasks
o kmds provede o poetental Bases tor instraction, However, 1t is by no
g evidenty warhont tarther tosting coad experimentation, that analysis of
Lifld peatommanee o complex problems cap be directly trmstated wto mstrue-

corabanteventons One teat ot thes posstbility lis been carried ot recently by
Ao thdemey (19750 Inoan oo to determime the mstructability of

sereradized pattion detecnon kit Holzman Tooked at an analysis of belavior on
wri . completton sk that had heen carnied out carlier by Kotovsky and Simon
(10030 The Kedowsdy and Simon analvsis wdentitied three principal subroutines
i o pre the patten o bter e eomipletion ko semidar to those used
cromare mteHpence et Thew were () detectme the “period™ of the

. Pt that oy the repeatin s s of oocertain number of fetters, such as three
e e pattern abuncdmetn st four an the pattern defgelghte .. .0 (b)
Aot e mdie thot venenie o hsembol s the pered s and () testing the
terred e o oot holds tor dl the detrers that have been presented. These
whroutires motrn were shown to he depetddent upon recognizing three basic
refuattons berw et toam i the series presented, ildenizy (oo f to ) next in the
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3 TASK ANALYSIS IN INSTRUCTION 79

siphabet (e.g., £ to g) or backwurd next (eg., A to g) These three relations
exhaust those that were used it the Thurstone (Thurstone & Thurstone, 1941)
Aetter serwes completion sk which the Kotovsky and Simon study used as a
busts, aithough 4 mich more extended and complex hist of relations eould be
used in generating sertes comple tion problems.

Based on the Kotovsky and Simon analysis, Holzman taught children from
first through sixth grade the strageties for recognizing the three basie relations
and tor finding penods. Instruction in finding periods was done in such a way as
to prevent extrapolation to other subroutines. Children trained in these relations
and periodicity subroutines improved significantly on the letter series comple-
tion task trom pre- to posttest. They also improved significantly more thin
control children wha simply took the pre- and posttest and did not practice the
series completion task. Comparisons of particular types of errors for the training
ant vontrol groups showed that the trained children improved significantly more
than the controls on the more difficult relations (e.g., next as opposed to
identityy and on the generally more ditficnlt problems. Control children showed
a practice effect, due to experience with the test itself, which was limited largely
to improvenient on the most easily detectable relation (ie., identity). This study
suggests that as information-processing analyses sueceed in identifying the
processes underlying  problem solntion, these processes at least some of
them- can be directly taught, and that individuals will then be able to apply
them to solving relatively lurge classes of problems.

What possibilities exist for analyses of problem-solving abilities that are even
more general than those Holzman found, and what might these yield as a basis
for instruction that would be truly generative of learning-to-learn abilities?
Robert Glaser and I lave eopsidered this question in another volume (Resnick &
Glaser, in press) i which we described several studies of invention behavior in
mathematics and related tasks. We argued that the processes involved in problem
solving of certain kinds were probably the same ones involved in learning in the
absence of direct or complete instruction, and that instruction in those processes
might constitiete o means ot inereasmg an individual’s intelligence.

A maodel of problem solving was developed m which three interacting phases
were identitied: (1) problem detection. in which the inapplicability of “usual
rontines” is noted and a problem or goal formulated: (2) feature detection, in #
which the Lk environment (the external situation, which inchides both physical
and ~octal teatures) o seanned tor cues to appropratte responses: and (3) goal
analysis. in wluch goals are successively reformulated. partly on the basis of
external task cues. in order to yield soluble subgoals that contribute cventually
to solution-of the task as presented. A study by Schadler and Pellegrino (1974)
has shown that requinng e snbpect to verbatize the goals of the problem and
his or lier strategies for solving it before making nvert moves toward solution
greatly enhances the likelilood of invention. Along sumlar lines, it scems lll\elv
that wavs can be found to muhe mdividuals more conscions of - the role of
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; rontal e e problom cdnng ard e snategies of feature seanning
/'uui aiaiven Thismstraenion should enhance the likelihood ot therr noticing cues
Ahat g mptet e ctiens while recognictng and somchow “deactivating” those
Cthat promptomeHective actons Pxrending this weneral argument of self-
bttt a0 mgor chatactenati: of successtul lewrming and  problem
bt Revinch and Beok O press buse sagrested that a0 similar torm . of
PR TT s Cottette tae ot selbagiestiotny md el monitorg strategies

kit b ceenve wos o enbunemg reading comprehiension ablitres.
P peotie sigestiors that can be ottered at this time Tor nstruction of -
soneralod degrnmy .1!: Bt e limited, since relatively dittle work has been
A ths tar on ey Ltk anadvees that chatactenize these generaf pro-
e metractable tenmss Rutemat analy sis seems Jess Tkehy 1o vield good
dietiotes for eoreralized abilites than tor speeitic tashs: thus empirical task
e eem o heeglied tors Farther, the rigor of formal simulation models
. st el mportant where e processes are little understood and the task
trvitmments Doosely structired, s e often the case where problem solving and
e e e nr Thus, withe respect o thas most mportant goal of
i e el probabhe be ecesary 1o ensage i the most costly and
et ded Sormn of tsk amalv o that i teose that are formully stated and
smpticadiv validated Toothe extent that the analyses identily instructable
Provieens et il sspennients can wive as oone of the major forms of
tped v didaon ot the portornunee apsdels proposed. A mutual interaction
Porecen it s nstructionad coneerns can thus be envisaged. 1t is, then,

st tpect b these seperal abilities e fearnimg, thinking, and prablent solving
sbantormnteeteproce e aralvee oy ulomarely have the most 1o otfer to
et e aned otetiongd ctreenes oy pacehiodomeal knowte dae.
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Adaptive Instructional Systems:
Some Attempts to Optimize
the Learning Process

Richard C. Atkinson'

Stanford University

INTRODUCTION

One cannot help but guestion the significance of psychology’s contribution to
the development of effectve mstructionyl procedures. On the one hand, psy-
chology has been very antluential i the tield of education. In the last 25 years
almost every major mnovation in education programuied tex thooks, behavioral
objectives, nngraded scizeols, individually preseribed instruction, computer man-
aged and assisted struction, token economies, and tailored testing to name a
few can be traced to psschology . In many cases these innovations have not
been Jide to psschologists pnmartly adentilied with education, but rather to
laboratory screntists whose research las suggested new approaches to instruc-
tion. Psvehology can be prond of that record of accomplishment. But upon
closer examimttion. 1t s evident that these accomplishments are not as closely -
hinked 1o psyeholomical research as many might believe. Psychology has sug-
geated tiew approaches o education, but these- suggestions have not led to
sustained rescarch programs that have the pronuse of produeing a truly effective
theory of instruction. Rather, psychology seems to provide the stimulus for
anuovation, but innovation that has not i turn led to a deeper understanding of
the deatmmy process ‘

Why has pachodoss not had g more substantial impact? There are several
reasons The brightest and ablest voung psychologists usually are not attracted
“to educationdl research, and the researeh that has- beem done tends to be
piecemeal, ot putsarmng problems ureal depth. This picture may change in the
near tuture due to the hmted nunsher ot jobs tor new PhDos and to society’s

PProsent attiliaten bepaty Daecton, Nattonal Saenee Feandation, Washington, D.C,
S S ’ )
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mereasng eiphasis ot apphed tecarch The more wenous problem. however. is

that pocholoants know aereat Cend wbout the acquisition ot indwviduaal facts and

Al b v Brtle ahont Bo these combine to Torm g meanmpgtul mental

structupe Frtectve miethods for acpanne <kills dnd tacts are important, but the

majer problem s the development of Knowledye stinctores that are more than

the sum o edividiad Tacts B order 1o deal cttectively with educationat

pioblems, we oneed theores tat tell s how hnowledge i represented in

memory - how informaton s retneved from that knowledge structure, Low new

mtormation s added 1o thie structure, and how the system can expand that

Miwlidoe structure by selteeenerative processes, The development ol such

theories o undet way, and inereasinely work in copnitive psvehology is moving
m that direction. The contnbutions of Anderson and Bower (1973), Newell and

Simen (19721, Rumelhurt, Lindsay, and Norman (1972), and Schank (1972) are

examples of sabstantual etforts to develop comprehensive theories of cognition,

amd e alieady evadent that s work wall have implications for education.

Stch thieories will not sumply add another wrinkle to educational research. but”
will Ly the toundations for researeh encompussing a larger set of educationally

striitticant problem. than Las been considered i the past.

Teo thes paper | want to review the ongoms work in my Laboratory that has
miplications tor ustiiction. Some of that work represents attempts to deal with
the twae GF complex knowledge structures, whereas some s more restrictive
deading with the aequisttion ot specitic skills and facts. All of the work involves
computer-based programs of mstruction used onra daily basis in schools and
eolieges: These programs can best be desenbed as-adaptive instructional svstems.
By that termy I mean two thimps, (1) the sequence ot instructional actions taken
by the program varies s a tiection of a given student’s pertormarnce history, and
(2 the program v erganzed o modity itselt automatically as more students
complete the conre and therr respotsse records identify detects in instructional -
stratedies.

Our work croadaptive istructional systems has three foar One is the develop-
nient ol o ceure i compater programnng for qumor college and  college

atidents thie econd o a course tor teachme reading i the tirst three grades of
elementany schootssand the third is o toreign-language vocabulary program being
mediar the cotlege evel Hewe Twill review research on each of these projects.

INSTRUCTION IN COMPUTER PROGRAMMING

Our st cttorts to teach vompater programming involved the development of a
computer easted mstoiction (CAD curncalnm o teach the AID (Algebraic
Bierpestie Dulogue) programmimy lineneees this course s been used exten-
avehy o colleeey and por colleges as anmteoduction Loy computer programs-
mng (Beard Lorton! Searle, & Atkinson, 1973), However. it is a linear. “Irame-

. . 3
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agrented” CAD procran and doos por prosede mdishudeed matmicnen danne
the problesciure actan el Atter workiey throush fosson seomients on
sVt expr ot ot et s vennend g problem e sobve o AID He
ngst theen Feaves the netnactond prosaai, el up aseparate AID mterpreter,
pertorni te requied progeamiming tek,and et to the nntichonal program

with an answesr s e studert wetes o proestame watl AIDL the only sources of
assistaiier are the error piessaoes proveded by the nonmstruchonalbmterpreter,
A nadeguacy ot the AIDC Ccourse, espeeradly for rescarcly purpeses, s s
lemted abibies 0o characterize indnadual students” knowledge of specitic skills,
andd sty bty to el staderits” Skalls to the carncalum as any thing more than
@ ratio of problem. comect 1o problems attempred. The proveam cannot make
fine distiections betwern 1 student’s strengths and weaknesses, and cannot
present ttonctoral patenad speettically approprate to that student heyond
“hatder™ o Segaet” basons Inoorder to exploie the effects ot ditterent
anrrronbn wbo ton teme e mote detals we developed another introdue-
fory pronammtns e, sapable of tepresenting both its subject matter and.
student pertonmar. = ot sdequately The iternal representation ot program-
tny shalls and there pobedasdups o the curneulunt is similar in some ways (o
the wmanti refwerhs ceed o the Cgeneranve” CAL programs developed by
Carbonall and other O arbonell 1970, Coling, Carbonelt, & Warnoek, 197.3)

The BASIC Instructiendgl Program

CAD pupertant Leature o tutenal CAL program s to provide assistance as the
student attempts tosele 1 problen The program must contain o representation
ot the sbnect matter that s complex enough to allow the program to gencrate
appropriate st e atany staee of the student’s solution attempt. The BASIC

St Begimner Allpurposs Sumbobie Instruction Code) Instruciional Program (BIP)
contams 4 representation of information appropriate to the teaching of com-
puter programumnye that atlowsthe prosram botl te provide hielp to the student
aned ot pertiam O hmmted but sdequate anatvas of the conrectiiess of the
strde s procram s soluton o the sven problem.

Foo the student seated at g termoal, BIP fooks very mueh tike a typical
tite-sharine BASIC operating svstem. The BASIC interpreter, writlen especially
for BIP. soabs 2o ok poestam lime atter the student ty pes it and notities the
aedent or ety crore Whsn the stident s his or her program it is checked
for striuctrd dlodddites, and dinne mintme execntion” errors are mdicated. A
file wtorsee satem, cealeularor, amd utility commands are avadable.

Reeacdine whoe the sunubated operatine system s the “tutor.” or instractional
proveam (1P T overbooho the ontpe sepdent BIP dilogue and motivates the
istrnetional teraction I addifon o selecting and presenting programming
problems ty the stndent, the 1P idennties the student’s problem areas, suggests

simpler Usabitah T mves s or modet solutems wlien necessary, ofters debugs
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FIG 1 BIPantormanon tlow dupram

@ ads, and supples meidental instruction i the form of messages, interactive
Lessons, oramanual teterenees.

At the core of BIP tan information network whose nodes are coneepts, skills,

problemns, subproblems, prerequisttes, BASIC comnunds, remedial lessons. hints,
and manual reterences The network 1s used to characterize both the logical
structure of the conrse and our estimate of the student’s current state of
Rnowledge, more will be said about the network later. Figure | illustrates the
anteractions of the purtspuf the BIP progrum.
CThecurrculum s nrg;lm‘/cd ds aset af programming problems whose text
mebrdes only tie deseription of the problem, not lengthy deseriptions of
programming steuctures or esplusttions of syntax. There i no fixed ordering of
the tasks: the feciston to move from one task to another is muadve on the basis of
the intormation about the tasks (skills involved, prerequisites, subtasks available)
stored m BIPS netwaork

A stident progreses thronglt the curniculum by wrtimg, and running, a
program that selves the problem presented on the terminal. Virtually no limita-
trons are mposed on the amount of time the student spends, the number of lines
he writes, the sumber of errors he 15 allowed to make. the number of times he
cooses o eevate the prograp, etc The fask on which the student is working is
stored o g stuek-like structure, so that le may work on another task, for
whatever reason, and return to the previous task antomatically. The curriculum
structure can gecommodate a wide variety of student aptitudes and skills, Most
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of the curricutumerelated options are designed with the less competent student.
in mind. A more competent student may simply ignore the options. Thus, BIP
gives students the opporfumty to determine their own “challenge levels™ by
making assistance avatlable but not inevitable.

BIP offers the student considerable flexibility i making task-related deeisions.
The student may ask for himts and subtashs to help solve the given problem, or
may ponder the problem, using only the manual tor additional information. The
student mayv request a different task by name either mmplmng the new task or
not, as he ar she chooses. On the student’s return to the original task, BIP tells
him or her the name of the agun-current task, and prints the text of the task if
requested. The student may request the model solution for any task at any time,
but BIP will not print the model for the current task unless the student has
exhausted the available hints and subtasks. Taken together, the curriculum
optioms allow for a wide range of student preferences and behaviors,

o]
The Information Network of BIP

Tusk selection. remedial assistaned, and problem area determination require that
the program have a flexible intormation store interrelating tasks, hints, manual
references, ete. This store has been built using the associative language LEAP, a
SAIL (Stantord Artificial Intelligence Laboratory) sublanguage, in which set, list
and ordered triple .data structures are available (Feldman, Low, Swinehart, &
Taylor. 1972: Swinhart & Sproull, 1971: VanLehn, 1973). Figure 2 presents.a
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xxmphnu‘i relationship among 4 tew programmumg concepts, specitic wbservable
skilhy that churacterize the acquisition ot the cotteepts. and programming prob-
e !m: tegquire the e of thoseoshills: The netw ik as constructed using the
dvocpative tnple structiure. and 15 best deseribed in ferms of the variolls types of
/":
‘)

AlE carneulim elements exist;as task nodes in the network
L/ as subtasks, prerequisite tasks

rmd '\
/ TASKS BT
: Lhey are hnked to each oth
or must follow’” tasks, '
The il nodes are mlcrmc;«(i.lrim between the concept nodes
and - the sk nodes (Fig. /)0 SKills are very speeific, e.g.,
T o1 Tincrententing a coyntey

; SKILLS: :
woncatenating string vargibles
variable.”™ By cvaluating Auccess on the indwvidual skills, the
progrant estunates u»mpttxnuc levels in the concept areas. In
the network, skills are felated to the tasks that require them

) is a node in the

ud G the coneepts tll.\'l entbody them.

Fhy prmupll coneept areas covered by BIP ure the fol lnwmg

feractive programs; variables and literals; expressions; input
pnlmun loops;

progiam control” branching; re

CONCEPTS

nd output,
suhroutings: and arrays.
network, The operations are linked to the tasks in two ways:
. .

debugging:

Bach BASIC operation (PRINT, LET
rations. are i

Ather us clements Bt nwust be used in the solution of the

OPE RATORS
proablem, or as those that nnist not be used in the solution.

mes-

PINTS: The hint nodes are hnked to the tasks for which they may be
helptul bFac ) ‘

Al discoverable svitad, structural, and execution errors exist:
ant “help’

ach time ainew skilll concept or BASIC cperator is
mtroduced, there s dpextra hint that g_mx a suitable manual

feterene.
hinked to the aelevant

N A h
S nodes e the netwolk

/H{R()RS COVeT:
saes, mand referene §'m<l remed il lessons
4
mosome caes s herarchs meng skalls or problems s implicit; more

Clearl.

l/

troquentiy s however, such a relationslip cannot be assumed. By imposing only a

vors Joose fierarchy (ep, requiring thae all students begin the course with the
noseme manier other than that

wime problemy e povable to select curnculum and provide assistance on the
sequence of problems.

tident's demomstrated competence levelb on specific skills, rather than
in

post Lk mterview

boay ot
o the hasie ol
Sodents who acure competence
sndent 1 eiven a
+ the mondel solunion stored tor that problem. The Student is

'

predeternuned, nunnnlmduih/vd
in shills 1
avunnad by sabrectmarter experts o }n standard should hvmm most from this

tab tor mdbwdudhisaton

the
which BIP prosen
ncontaged teoremand the model s opivoone of many possible solutions. BIP asks

Pl'
Upen completion of Lk,
the spdent whether he or shie Bas solved the proble, then asks (for each of the
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>

skills-assoeiated with the ‘task) whether more practice is needed on that skill. In
addition to the information gained from this student self-analysis. BIP also stores
the result of a comparison between the student's program and the model
solution. based on the output of both programs when run on a set of test data.
The student’s responises to the interview and the results of the program compari-
son are used in future BIP-generated curriculum decisions. BIP informs " the
student that the task has been completed, and either allows the student to select
the next task by name (from an off-line printed list of names and pmblem
texts). or makes the selection for the student.

An example of thJ role of the Information Network in BiPs t_umrial capabil-
ities is the BIP-generated curriculum decisions mentioned above. By storing the
student’s own evaluation of his or her skills, and by comparing the student’s
solution attempts to the stored models, BIP can be said to “learn™ about each
student as an indvidual who has attained a gertain level of competence in the
skalls associated with each task. For example, BIP might have recorded the fact
that a given student had demonstrated competence (and confidence) in the skill
of assigning a literal value to a variable (2.g., N = 1), but had fuailed to master the .
skill_of incrementing a counter variable (e.g., V=N + 1). BIP can then search the
m.twurk to locate the skills that are appropriate to cach student’s abilities and
present tasks*that incorporate those skills. The network provides the base from
which BIP can gencrate decisions-that'take into account both the subject matter
and the student, behaving somewhat like a human tutor in presenting material
that eithier correets specific weaknesses or challenges and extends particular
strengths, proceeding mto as yet unencountered areas,

The BIP program: has been runnming successfully with both junior college and
umversity students. However #the program is still very mucli in an experimental
stage. From a psychological viewpoint, the principal research issues deal with (1)
prmcduru for obtaining on-line estimates of student abilities as represented in
lhc information - netwoyk. and {2) alternative methods for using the current
estimates i the information network to make instructional decisions. Neither of
these ssties 1s testricted to this particular course, and a4 major goal in the
development of BIP 1» to' provide an instructional maodel suitable to a variety of
different subject areas. Two topics must be discussed in relation to this goal: the
nature of appropriate subject areas and-the-general characteristics of the BIP-like
stiucture that maké it particutarly useful in teaching such subjects.

A subject well sited to this approach generally fits the following deseription:
it has clearly definable, demonstrable skills, whose relationships are well I\n()Wnr
the real content of the subject matter is of a problem-solving, rather than ‘a
fact-acquinng, natare. the problems prosented to the student involve nvcrl.lppmg
wis of skalls, and o student’s soliton to a mven problem cun be judged as
adequate or nadequate with some degree of contidence. The BASIC language.
taught by BIP. 15 one such subject. byt the range of appropriate curriculums goes
well beyond the drea of computer science. For example, clementary statistics
conld he raught by a similar approach. as could algebra, navigation, accounting.
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or organi chemustry. Al these subject areas mvolve the maitpulation of mfor-
matten by the student toward a Known goal. all involve processes that can be
earrzed ut o spabated by a compuiter. and all are based on a body of skills’
whose aequisition by the student can be meastired with an aceeptable degree of
JCCUTACY ; . R ' :
Becatse they require the development of pioblem-solving skills, rather than
the memorization ot facts, these subject arcas are frequently ditficult 1o master
and difficult to tutor, especially using standard CAl techniques. Oue limitation
ob such standard techmiques s thett dependence on a “right™ answer to a given
question sr problem, wlich preclides active studerst participation in a problem-
salving process consisting of many steps, none ot which can be evaluated s
corract or mearrect exeept within the context of the solution as a whole. In
addition, standard CAL techniques usnally' consist of an instrictjonal facility
dlene - omechansm by which mtormation is presented and responses are jndged.
This facility can be hoked to a tme probleme-sélving facility that allows the
student 1o provesd through the steps to a solution, but the link does not allow
the franster of atonmation between the instructional and the problem-solving
porfions ol the progiam. The complete mtegrangn of the two parts is a key
feature of BIP. making 1t appropriate to instruction in subject areas that have
been madequately treated m CAL o
The most general characterssties of the “network™ structire inchide d.represen-
tatton of the currentan in terms of the specitic skills required in its mastery and
a4 representation of the student's curent levels of competence in cacly of the

Sshalls he has been required o use. Indwvidual record-keeping relates cach stu-
dent's progress 1o the curricalant at all times, and any number of schemes may
be waed to apph hat relationshup to the selection of tasks or the presentation of -
additonal mtormation, hines advice, et

Anmportant clement of our network structure s the absence of an estab-
Ished patls through the carricnium, providing the built-in flexibility (like that of
4 human tutor) to respond to mdividual stwdents” strengths and weaknesses as
s student weaky wath the coure: This can only he accomplished through a
varstul anabv s ad precie speaitication ot the skifls inherent in the subject
matter. the comstruction oba thoroush curmeniim providing in-depth experience
with alb the skilse and a0 structure of associations among clements of the
soreicotum thatallows tor the implemtentation of various instructional strategies.
Fostrsectrorad by s complemented by research Hexibility in such a struc-
s hecgnse sthe mature oob the associations can be modisied tor different
experimental praeposes. Onge the elements of the network have been estublished,
Wk e mples doochanee the prerequisite: relationship between two
problom . or topeoty ahigher fevel ot competence i a given skill as a eriterion

CEETRTO

The consderable complesity mvolvad o prosramnung this hind of flexible
MEUITIT mpesen cortn imitation Standard CAL “author languages™ are not

ppropiate o thee network appredch, and constructing a CAL conrse on BIP's
; ) N :
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pattern is not a task to be undertaken by the educator {or rescarcher) who has
no programming support. The usefulness of author languages is their simplicity,
which allows subject-matter experts to prepare course material relatively quickly
and casily. Most author languages provide for alternative paths through a
curriculum, tor alternative answer-matching schemes, and so forth; considerable
complexity is certainly possible. However, the limits, once reached, are real, and
the author simply cannot pr‘md the sophlstlcatmn of his course beyond those
limits. -

The programming support required by the network approach, on the other
hand, implies (1) the use of a general, powerful language allowing access to all
the capabilities of the computer itself, and (2) a programming group with the
training and cxperience to make full use of the machine. It has been our
experience that the flexibility of a general purpose laniguage, while expensive in a
numbet of ways, is worth the costs by virtue of the much greater freedom it
allows in the construction of the curriculum and the implementation of experi-
mental conditjons. "For a more complete description of BIP and a review of our
plans fnr furtlier rese: m.h see Barr, Beard. and Atkinson (1974). -

"INSTRUCTION IN INITIAL READING
(GRADES 1-3)

Our first efforts to- teach reading under, computer control were aimed at a total
curriculum that would be virtually independent of the classroom teacher (Atkin-
son, 1968). These early efforts proved reasonably successful, but it soon became
apparent that the cost of such a program would be prohibitive if applied on a
large-scale basis. Further. it was demonstrated that some aspects of instruction
could be done very effectively using a computer, but that there were other tagks
for which the vomputer did ot have any advantages over classroom teaching.
Thus, during the last four years..our orientation has changed and the goal now is
to develop low-cost CAI that supplements classroom teaching and concentrates
on those tasks in which individualization is critically important.?

Reading Curriculum

 Reading instruction can be divided into two areas which have been referred to as
“decoding”™ and “‘communication.” Decoding. is the rapid, it not automatic,
association of phonemes or phoneme groups with their respective graphic repre-

-

*A student terminal in tlie current program consists only of a Model-33 teletypewriter
with an audio headset. There is no graphic or ‘photographic capability at the” student
terminal as there was in our first system, and the character set of the teletypewriter includes
only uppercase letters. On the other hand, the audio system is extremely dlexible and
provides virtually instantancous access to any one of 6,000 recorded words and messages.
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Skill

I
Letter
Idenfification

Y

Sight - Word
Recognition
I o ‘ ——
Spelling . '
Patterns » A

a*

Phonics

Y
Spelliag

' 1" A -
’ Word
Comprehensidn

. Sentence
* Comprehension

FI1G. 3 Schematic presentation of the strand structure. Entry into cach strand depends on a
student’s performance in earlier strands, The vertical dotted lines represent maximal rate
contours which control the student’s progress-in each strand relative to the other strands.

S

§Lntdt10ns Comniunication involves reading for meaning. aesthetic enjoyment,
cmphasis, and the like. Our CAI program provides instruction in both types of
tasks, but focuses primarily on decoding. The pt: »ram is divided into eight parts
or strands, As indicated in Fig. 3, entry into a strand is determined by the
student’s level of achievement in the other strands. Instruction begins in Strand
0, which teaches the skills required to interact with the program, Entry into the
other strands is-dependent on the student’s performance in earlier strands. For
example, the letter identification strand starts with a subset of letters used in the
carliest sight words. When a student reaches a point in the letter identification
strand where he has exhibited mastery over the letters used in the first words of
the sight-word strand, the student enters that strand. Similarly, entry into the
spelling-pattern strand and the phonics strand is controlled by the student's
placement in the sight-word strand. On any given day, a student may be seeing
. exercises drawn from as many as five strands. The dotted vertical lines in Fig. 3
represent “‘maximal rate contours,” which control the student’s progress in each
strand relative to progress in other strands. The rationale underlying these
contours is that learning particular materiaf in one strand facilitates learning in
another strand; thus, the contours are constructcd so that the student learns
»specific items from one strand in conjunction with specific items from other
strands.

PAruitext provided oy enic [l
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The CAI program is highly individualiced so that a trace through the curricu-
lum is unique for cach student. Qur probiem is to specify how a given subject’s
response history should be used to make instructional decisions. The .approach
that we have adopted is to develop mathematical models for the acquisition of
the various skills in the curriculum, and then use these models to specify optimal
sequencing schemes. Basically, this approach is what has come to be known in
the engineering literature as “‘optimal control theory,” or, more simply, “control
theory.” In the area of instruction, the system to be controlled is the human
leatner rather than a machine or group of industries. If a learning model can be
specified, then methods of vontrol theory can be used to derive optimal
instructional stratigics.

Some of the optimization procedures will be reviewed later, but in order for
the reader to have some idea of how the CAI program operates, let me first
deseribe a few of the simpler exercises used in Strands II; U1, and IV. Strand 11
provides tor the development of a sight-word vocabulary. Vocabulary items are
presented in five exercise formats: only the copy exercise and the recognition
exercisc will .be described here. The top panel of Table 1 illustrates the copy

“exercise, and ‘the lower panel illustrates the recognition exercise. Note that when
Tarstudent makes an error, the system responds with an audio message and prints

TABLE1
Examples of Two Exercises Used in Strand 11
(Sight-Word Recognition)*

Telety pewriter . Audio
display message

Copy exercise

The program outputs - PIN ~ (Type pen.)

The student responds by typing PEN )

The program outputs . (Great!)

The program outputs GG (Type egg.)

The student responds by typing FI'F -

The program outputs ’ HITEGG (No, egg.)
Recognition exercise

The program outputs PEN NET EGG (Type pen.) .

The student responds by typing ~ PEN - i

The program outputs +

The program outputs ) PEN EGG NET (Type net.)

The student responds by typing 0 NET N

The program outputs . + (I'abulous!)

aThe top panel displays the copy exercise and the bottom the
o . recognition exercise. Rows in the table cortespond to successive
. - lines on the teletypewriter printout,
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vut the correct response. In carlier versions ot the program. the student was
required to copy the correct response following an error. Experiments demon-
strated that the overt correction procedure was not particularly effective: simply
display g tlre correet word following an error provided more useful teedback.
“Strand 1 offers practice with spelling patterns and cinphasizes the regular
grapheme-phonene eorrespondences that exist in English. Table 2 illustrates
exercises from this strand. For the exercise in the top panel of Table 2,-the
student.is presented with three words involving the same spelling pattérn and is
required to select the correct one based on its initial letters. Onee the student
has learned to use the initial letter or letter sequerntce to distinguish between
words, he moves to the recall exercise illustrated in the bottem panel of Table 2.
Here the student works with a group of words, all involving the same spelling
pattern. On cach trial the audio system requests a word that requires adding an
mitil comsomant or consonant clustef to the spelling pattern mastered in the
preceding exerese. Whenever a student makes a correct response, a ‘“Fsign is
printed on the teletypewriter. In addition, every so often the program will give
an audio feedbuck messaged these messages vary from simple ones like “great,”
“that’s fabulous.™ “vou're doing brilliantly ) to some that have cheering. clap-
ping. or bells ringing in the background. These messuges are not generated at
random. but depend on the studeint’s performance on that particular day.

When the student has mastered a specified number of words in the sight-word
sgand. he or she begins exercises in the phonics strand; this strand concentrates
on-initial and fipal consonants and consonant clusters in” combination witly
medial vowels. As m most linguistically orientated curricula. students are not
required to rehearse or identity consonant sounds’in isolation. The cinphasis is
o patferus of vowels and consonants that bear regular correspondences to

TABLE 2 I
Examples of the Recognition and Recall Exercises Used in
Strand 1H {Spelling Patterns)

e I

[eletypewriter fAu(lio
display message
Revognition exeguise H
’ The program outputs KEPT SLEPT CREPT (Type kept.)
The student responds by tvpine  KEPT

The program outputs +

Kecall exercise

The prosram outputs : {Type crept.)
Ihe student responds by typing  (CREPT °
The program outputs L (That’s fabulous!)
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TABLE 3
Examples of Two Exercises from Strand [V {Phonics)

Teletypewriter | Audio
display message

Recognition exercise

The projram outputs ~IN-IT ~IG (Type /1G/ as in fig.):
The student responds by typing (¢ :
The program outputs + (Good!) .
The program outputs ~-1T -IN ~-1G (Type /IT/ as in fit.)
The student responds by typing T )
The program outputs +
R Build-a-word exercise
The program outputs ~IN -IT ~IG
p- - (Type pin.)
The student responds by typing PIN &
The program outpuls + (Great!)
The program outputs ~1G ~IN -IT o
. ’ : Fe - (Type fig.)

'The student responds by typing FIN
The progrant outputs [HI¥1G (No, we wanted. fig.)

phonemes. The phonic strand is the most complicated one of the group and
involves eight exercise formats; two of the formats will be described here. The
upper pancl of Table 3 illustrates an exercise in which the student is required to
identify the graphic representation of phonemes occuring at the end of words.
Each trial" begins with an audio presentation of a word that includes the
phonemes, and the student is asked (o identify the graphic representation. After
mastering this exercise the student is transferred to the exercise illustrated in the
bottom panel of Table 3. The same phonemes are presented, but now the
student is required to construct words by adding appropriate consonants.

Optimal Sequences for Individual Students

. This, has been a briet overview of some of the exercises used in the curriculum;a

ERI!

[Aruitoxt provided by exic I8

more detailed account of the program can be found in Atkinson, Fletcher,
Lindsay, Campbell, and Barr (1973). The key to the curriculum is the optimiza-

‘tion schemes that control the sequencing of the exercises; these schemes can be

classified at three levels. One lévql involves decision making within each strand.
The problem is to decide whicli items to present for study, which exercise
formats to present them iny and when to schedule review. A complete response .
history exists for each student,/and this history is used to muke trial-by-trial
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decisions regarding what to present next. The second level of optimization deals
with decisiois about allocation of instructional time among strands for a given
student. At the end of an instructional session. the student will have reached a
certain point in each strand and a decision must be made about the fime to be
allocated to cach strand in the next session. Ihe third level of optimization deals
with the distribution of instructional time among students. The question here is
to allocate computer time among students to achicve instructional bbjectives
that are defined not for the individual student but for the class as a whole. In
some global sense, these three levels of optimization should be integrated into a
unified program. However. we have been satistied to work with cach scparately,
hoping that later they can be meorporated into a single package.

Optimization within a strand (what has been called Level 1) can be illustrated
using the sight-word strand: The strand comprises a list of about 1,000 words:
the words are ordered in terms of their frequency in the student’s vocabulary,
and words at the beginning of the list have highly regular grapheme-phoneme
correspondences. At any point in time a student will be.working on a limited
pool of words trom the master list; the size of this working pool depends on the
student’s ability level and is usually between 5 and 10 words. When one of these
words is mastered. it is deleted from the pool and replaced by the next word on
the list or by.a word due for review. Figure 4 presents a flow chart for the
strand. Each word in the working pool is in one of five. possible instructional
states. A trial involves sampling a word from the working poul and presenting it
in an appropriate’ exercise format. The student is pretested on a word the first
few times it is presented to eliminate words already known. [f the student knows
the word it will be dropped fron: the working pool. If not. the student first
studies the word using the recognition exercise. If review is reauired. the student
studies the word again in what is designated in Fig. 4 as Exercises 4 and 5.

As indicated in Fig. 4. a given word passes from one state to the next when it
reaches criterion. And this presents the crux of the optimization problem, which
is to define an appropriate criterion for cach exercise: This has been done using
simple mathematical models to describe the acquisition process for cach exercise

and the transter functions .that hold between cxercises (Atkinson & Paulson,
1972). These models are simple Markov processes that provide reasonably
accurate aceounts ol perfornance on our tasks. Pararacters of the maodels are
detined as functions of two factors: (1) the ability of the particular student and
(2) the-ditticulty of the particular word. An estimate of the student’s ability is
“obtained by analyzing his or her response record on all previous words. and an
estimate of a word’s difficulty is obtained by analyzing performance og that

FIG. 4 Partia) flow chart for Strand 11 siehit-wond recogntition). [he various decisions
representad 1 the boftom part of the chart are based on fairly complicated compatations
that make use of the student’s response history. The same recognition exercise is used in

A‘\’ 4

both state S, and 5.
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particular word for all students run on the program, The student records are
continually updated by the computer and are used to compute a maximum
likelihood estimate of cach student’s ability factor and each word’s difficulty
factor. Given' a - well-defined model and estimates of its parameters, we can use
the methods of control theory to define an optimal criterion for each exercise.

" The criterion will vary depending on the difficulty of the item, the student’s

ability level, and the precise sequerice of correct and incorrect responses made
by the student to the item. 1t is important to realize that the optimization
scheme is not-a simple branching program based on the student’s last responsé,
but depends in a complicated way on the student’s complete response history.

Optimization between strands {what has been called Level I1) was mentioned
carlier in the description of maximum-rate contours. In some respects this
optimization program is the most interesting of the group, but it cannot be
explained without going into considerable mathematical detail. In essence, a -
learning model is developed that specifies the leurning rate on each strand as a
function of the amount of material that has been mastered in each of the other
strands. Using mathematical methods of control theory, an optimal instructional
strategy is determined based on the model. This strategy defines a'closed-loop
feedback controller that specifies daily instructional allocations for each strand
based on the best current estimate of how much the student has mastered in
each strand. Anaccount of the theoretical rationale for the progrant is presented
in Chant and Atkinson (1973).

Optimizing Class Performance

Next let us consider an example of Optimization at what has been called Level
1. The effectiveness of the CAIL: program can be increased by optimally
allocating instructional time among students. Suppose that a school has bud- °
geted a lixed amount of time for CAI and must decide how to allocate that time
among d cluss of first-grade students. For this example. maximizing the effective-
ness of the CAL program will be interpreted as meaning that we want to
‘maximize the class performance on a standardized reading test administered at
the end of the first grade.-

On the basis of prior studies. the following equation has been developed to
predict performance on a standardized reading test as a function of the time a
student spends on the CAT system: ) '

Pt:d) = A(i) - BU) expl—~C()] .

- The equation predicts Student s performance on 2 standardized test as a -

function of the time. 1, spent on the CAl system during the school year. The
parameters A(Z). B(i), and (i) characterize Student 4, and vary from one student
to another. These parameters can be estimated from scores on rcading readiness
tests and from the student’s performance during his first hour ‘of CAI. After

b
>
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estimates of these parameters have-been made. the above equation can be used
to predict end-of-year test scores as.a function of the CAI time allocated to that
“student. :

Let us suppose that & school has budgeged a fixed amount of time T on the
CAl system for a first-grade class of N students; further, suppose that students
have had reading readiness tests and a preliminary run on the CAl system so that
estimates of the paramutcrsA B, and C have been made for each student. The
problem then is to allocate time 7 among the NV students so as to optimize
learning. In order to do this, it is first necessary to have a model of the learning
process. Although the abuve equativn does not offer a very detailed account of
learning. it suffices as a model for purposes of this probfem. This is an important
point to keep in mind: the nature of the spucnﬁc optimization problem deter-
mines the level of complexity that necds to be rpresented in the learning model.-
For some optimization problems, the model must provide a relatively detailed
account. of learning to specily a viable strategy. but for other problems a 51mple
desmptwc C(]lldtl()n may suftice. .
» I addition -to 3 model of the learning process, we must alsé specify an

- instructional objective. Only three possible objectives will be considered here:

I. Maximize the mean value of P over the class of students.
I1. Minimize the variance of P aver the class of students.
[11. Maximize the mean value of P under the constraint that the resulting
_ varidnce of P is less than or equal to the variance that would be obtained if
no CAI were administered.

Oh]eulm I maximizes the gain for the class as « whole: Objective 11 reduces
differences among students by making the class as homogeneous as possible: and
Objective NI attempts to maximize the class performance while insuring that
differences among students are.nog amplified by CAIL If we select Objective I as.
the instructional” objective. then the problem of deriving dn optimal strategy
reduces to maximizing the function:

AU 2. o] = 254 4D = BOexpl=()C) 1},
{ ‘ .

HD+ 2+ - + 1N =T,

M
where (i) is the time allocated to Student i, This maximization can be done
using the methods of dynamic programming. To illustrate the approach, compu-
tations were made for a first-grade class for which the parameters A, B, and C
had been estimated for each stypdent. ‘Empl(_)ying these estimates, computations
were carricd out to determine the time allocations that maximized the above
equationf For the optimal policy. the predicted mean performance level of the 1\
class on‘the end-of-year tests was 147 higher than a policy that allocated time
equally arong students (i.c., ail cqual-time poluy where t(t\ = TN for all §). -
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TABLE 4
Predicted Percent Gain in the Mean of P and
iv: the Variance of 2 When Compared with the
Mean and Variance of the Equal-Time*Policy

Instructional objective )

©

i 1 I
Gain in mean of P (77) 14 ~15 8
Gain in variance of P (%) | 15 -2 -6 )

-This gain represents a substantial improvement; the drawback is that the class
variance is roughly 15% greater than the variance for the class using an equal-
time policy. This means that if we are only interested in raising the class average,
we will have to give the rapid learners substantizlly more time on the CAl system
and let them progress far beyond the slow learners.

Although a time allocation that complies with Objective I does increase overall

_ class performance, -other objectives need to be considered. For comparison, time
allocations also were computed for Objectives IT and I1I. Table 4 presents the
predicted gain in average class performance as a percentage of the mean value for

“the equal-time policy. Objective 11 yielded a negative gain in the mean; and so it
should, since its goal was to minimize variability, which is accomplished by
reducing the time allocations for rapid learners and giving more attention to the
slower ones. The reduction in variability for Objective 11 is 12%. Objective I,
which strikes a balance between Objective I and Objective 11, yields an 8% gain
in mean performance yet reduces variability by 6%. . . _

In view of these results, Objective IIT would be preferred by most educators - .
~and Jaymen. It offers a subsfantial increase in average performance whil® main-
taining a low level of variability. These computations make it clear that.the
selection of an instructional objective should not be done in isolation but should
involve a comparative analysis of several objectives, taking into-account more.
° than one dimension of performance. Even if the principal goal is to maximize
- ‘the class average, it is inappropriate .in most educational situations to select.
Objective I over- I if it is only slightly better for the class average, .while
permitting variability to mushroom.?

Effectiveness of the Reading Program

- Several evaluation studies of the reading program have been conducted in the
last few years. Rather than review these here. | would prefer to describe one in
some detail (Fletcher & Atkinson, 1972). In this particular study, 50 pairs of

*For a more detailed discussion .of some of the issue involved fn sclecting objective
functions see Jamison, Fletcher, Suppes, and Atkinson (1975). v :
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kindergarten students were ma‘luhed on number of V'mables including sex and

assigned to the experimental group and the other to the control group. Students
in the experimental group received CAl, but only during the first grade; students
in ‘the control group received no CAIL. The CAI lasted approximately 15 min per
" day?; during this period the control group studied reading in the classroom.
Except for this 15 min period, the school day for the CAl group was like that of
the control group. Standardized tests were administered at the end of the first
grade and again at the end of the second grade. All the tests showed roughly the
“same pattern of results; to summarize the findings, only. data from the California

grade, the experimental group showed a.5.05-month gain over the control group.
The groups. when tested a year later (with no intervening CAl treatment),
showed u difference of 4.90 months. Thus, the initial difference observed
following one year of CAI was maintained, although not amplified, during the
second year when no CAI’ ‘was administered to either group.

No definitive conclusions can be drawn from evalnation studies of this sort
about the speuflc contributions of CAI versus other aspects of the sithation.

well as other factors. To do the type of study that would isolate the.important
variables is too large an undertaking t» be worthwhile at this juncture in the
development of the reading program. Thus, to some extent it is a matter of
judgment in deciding which variables account for the differences observed in the
above study. In my view, individualizing instruction is the key factor in success-
fully teaching reading. This does not mean that all phases of instruction should
be individualized, but certain skills can be mastered only if instruction is
sensitive to the student’s particular difficulties:” A ¢cading teacher interacting on
a one-to-one basis with a student may be more effective than our CAI program.
Hotwever, when working with a group of children (even as few as four or flVC) it
is unlikely that the teacher can match the computer’s effectiveness in makmg
instructional decisions over-an extended period of time.

. SECOND-LANGUAGE VOCABULARY LEARNING

our research on computerized instruction has been to develop adaptive teaching
procedures- procedures that make moment-by-moment decisions about which
instructional action should be taken next based on the student’s unique response
history. To help guide the theoretical aspects of this work, some years ago we

*In this. sludx rum attempt was made to ullocu'é {ime optimally among students in the
experimental group; rather, an equal-time policy wasemployed.

PRIC . 107

Aruitoxt provided by Eic:

[~

readiness scores. At the stast’ of the first grade, one member of each pair was

Cooperative Primary Reading Test will be described At the erd of the” first

Obviously the curriculum materials used in the CAI program are important, as ™

n this section, research on CAIl programs for second-language vocabulary learn-
ing will be discussed. As noted elsewhere in this chapter, the principal goat of .
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- initiated a series of experiments on the very restricted but well-defined problem

of optimizing the teaching of a foreign-language vocabulary, This is an .area
where mathematical models provide an accurate description,of learning, and
these models can be used in conjunction with the methods of control theory to
derive precise algorithms for sequencing instruction among vocabulary items.
Although our original interest {n this topic was primarily theoretical, the work
has proved to have significant practical applications. Thcscﬁpplications involve
computerized vocabutary learning programs designed to supplement college-level

" courses in second-language instruction. A particularly interesting effort involves
. desupplementary Russian program in use at-Stanford University. Students are

exposed to approximately 1,000 words per academic quarfer using the com-
puter: in conjunction with normal classroom work this program enables them to
develop a substantial vocabulary;S“Many foreign-language instructors believe that
the major obstacle to successtul instruction in a second language is not learning
‘the grammar of the langnage, but rather in acquiring a sufficient vocabulary so
that the student can engage in meaningfyl conversations and read materials other

than the textbouk.. . -

[n examining the work on vacabulary acquisition 1 will not describe the CAI
programs, but will review some research on optimal sequencing schemes that
provide the theoretical rationale for the programs. It will be useful to describe
one experiment in some detail before considering more general issues.

An Experiment on Optimal Sequencing Schemes

. Q
In this study a large set of German—English items are to be learned during an
instructional session that involves a series of trials. On each trial, one of the
German words is presented and the stGdent attempts to give the English
translation: the correct translation is then presented for a byief study period. A

- predetermined_number of trials is allocated for the instructional session, and

after some intér\’/cning period a test is administered over the entire vocabulary.
The problem is to specify a strategy for presenting items during the instructional
session so that performance on the delayed test Will be maximized. Ly :
Four strategics for sequencing the instructional materiad will be cofisidered.”
The random-order strategy, (RO), is to cycle through the set of items randomly;
this strategy is not expected to be particularly effective. but it provides a
benchmark against which to evaluate other procedures, The self-selection
strategy (SS). is to let the student determine how best to se,(jucncc the material.
In this mode. the student decides on each trial which item is to be presented; the *
Jearner rather than an external controller determines the sequence of instruction.

. . . o )
[hese CAT vocabulary programs make use of optimal scquencing schemes of the sort to
be discussed in this section, as well as tertain mnemonic dids. For a discussion of these
mremonic aids see Raugh and Atkinson ((975) and Atkinson and Raugh (1975).
\ i .

\

RIC -, 1wy

Aruitoxt provided by Eic: f




I

4, ADAIPTIVE INSTRUCTIONAL SYSTEMS 101

¢ .

The third and fourth schemes are based on a decision-theoretic analysis of the
task. A mathematical model that? provides an accurate account of vocabulary
acquisition is assumed to hold in thé present situation. The model is used to
compute, on a trial-by-trial basis, an individual student’s current state of learn-
ing. Bascd on these computations, items are %clected for test and study so as to
optimize the level of learning achieved at the termination of ‘the instructional
session. Two optimization strategies derived from this type of analysis will be
examined. In one case, the computations for determining an optimal strategy are
carried out®assuming that all vocabulary items are of equal difficulty; this
strategy is designated OE (i.., opttmal"under the assumption of equal item
difficulty). In the other case, the computations take into account variations in '
difficulty level among items; this strategy is calied OU (i.e., optimal under the
assumption of unequal item difficulty). The details of these two strategics will
be described Jater.

The experiment. was v..amcd cut under computer control; the details of the

~experimental procedure ‘are given in Atkinson (1972b). The students partici-
pated in two sessions: an * instructional session” of approximately two hours
and a bricfer “delayed-test session” administered one week later. The dclayed
test was the same for all students aud involved a test over the entire vocabulary.
The instructional session was more complicated. The vocabulary items werg o
divided into seven lists, cach containing 12 German words; the seven lists were
arranged in a round-robin order. On each trial of the instructional session a list
was displayed on a projection screen, and the student inspected it for a brief
period of time: the list involved only the 12 German words and not their English
translations. Then one of the items on the list was selected for test and study: In
the RO, OE, and OU conditions the item was sclected by the computer; in the
SS condition the item was chosen by the student. After an item was sclected for.
test, the studcnt 'tttCmplt.d to prov:dc a translation by typing it on the computer
console; then feedback regarding the correct translation was given. The aext trial
" began with the computer displaying the next list in the round robin, and the
same procedure was repeated. The mstrttcttonal session continued in ﬂtts fashion
for 336 trials.

The results of the experiment are summartzcd in Fig. 5. Data are presented on
the left side of the figure for performam.e on successiverblocks of trials during
the instructional session: on the right are results from the test session adminis-

“tered one week after the instructional session. The data from the instructional

" .session are presented in successive blocks of 84 trials; for the RO cordition this
means that on the average cach item was presented once in each of these blocks.
‘Note that pcrformancc during the instructional session is best for the RO = -~
condition, next best for the OE condition which is slightly better than the SS
condition, and poorest for the QU condition. The order of the groups is reversed ..

on the delayed test. (Two points are displayed in the figure for the delayed test

to indicate that the test involved two random cyclcs through the entire vocabu-
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8 _ &——— 9 OPTIMAL STRATEGY -
] N {Unequai Parometer Case )

SELF-SELECTION

OPTIMAL STRATEGY
(Equal Parameter Case)

-RANDOM SEQUENCE

i

PRQPORTION CORRECT

0 L g
| 2 3 a4 . DELAYED TEST / -

SUCCESSIVE TRIAL BLOCKS SES™ N .

CINSTRUCTICNAL SESSION) ,

A

FIG.5 Proportion of correct responses in successive trial blocks durmg the 1n<lrllct10nal
session and on the delayed test administered one week later.

lary: however, the values given are the 2 average over the two test cycles ) The OU
condition is best with a correct response probability of .79; the SS condition is
next with .58; the OE condition follows closely at .54 and the RO condition is
~ poorest at .38. The observed pattern of results is what one would expect. In the
SS umdmon the students are trying to test themselves on items they do not
know; consequently, durmg the instructional session, they should have a lower
proportion of correct responses than students run on the RO procedure where
items are tested at random. Similarly, the OE and OU conditions involve a
procedure that 4ttempts to identify and test those items that have not yet been
mastered and should produce high error rates during the instructional session.
Thie ordering of groups on the delayed test is reversed since all words are tested *
in”a nonselecfive fashion: under these conditions the proportion of correct
responses provides a measure of a student’s true mastery of the total set of
vocabulary items, .
The magnitude of the effects obscrvcd on the' delayed ‘test are of practical
significance. The SS condition (when comparéd to the RO condition) leads to a
relative’ gain of 53%, whereas the OU condition yields a relative gain of 108%. It

3
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is interesting that students were somewhat effective in determining an optimal

study sequence, but not so effective as the best of the two adaptive teaching

systems. . ‘ .

F\'atiQnale for Sequencing Séheme

Both the OU and OE schemes assume that vocabulary learning can be described
by a fairly simple model. We postulate that a given item is in one of three states
(P, T, and ) at any moment in time. If the iter is in State P, then its translation
s known and this knowledge is “relatively” permanent in the sense that the
learning ot other items will not interfere witl it. I1 the item is in State 7, ‘then it

tis also known but on a “temporary™ basis: in State 7 the learning of other items

can give rise to intgffcrcncc effects that cause the item to be forgotten. In State
U7 the item is not known, and the student is unable to give a translation.

When Item § is presented on a trial during the instructional session, the
following transition matrix describes the possible change in its state:

PT U
Pl 0 "0
Ui =Tl 1-xti) 0.

Ul vy =y 1-x({)—z)

Rows of the matrix represent the state of the item at the start of the trial, and -

columns the state at the end of the trial. On a trial when some item other than
ltem 7 is presented for test and-study. transitions in the state of ftem 7 also may

take place. Such trausitions can occur only if the student makes an error to the

other item: in that case the transition matyix applied to ltemi is as tollows

; ) P T U »
‘P;; 0 0 |
o ma=Tlo 1 SA) R
vlo o 1

Basically. the idea is that when some other ifem is presented that the student
does not know, forgetting may occur for Ttem 7 if it is in State T
To summarize, when Item { is. prcscntul Yor test and study. transition matrix

(i) is applied: when some other item is presented that elicits an error, matrix’

= F(i) is applicd. Tt is also assumed that at the start of the instructionak session
Ttem i is cither in State P with probability g(7), or in State U, with probability: |
- g(i): the student either knows the trzms_lzltim{ without having studied the item
or dogs-not. The above assumptions provide a complete description of the
‘learning process. The parameter vector [x(). y(i), z(§). fid), g(i)] characterizes

'ERIC o111 ~
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the learning of Ttem 7 in the vocabulary set. The {irst three parameters govern the
acquisition process: the next parameter, forgetting: and the last, the student’s
knowledge prior to entering the experiment.

We now turn to & discussion of how the OF and OU procedures were derived
from the model. Prior to conducting the .xperiment reported here, a pilot study

was run using the same word-lists and the RO procedure described above. Data”

from the pilot study were employed to estimate the parameters of the model;
the estimates were obtained using the minimun’ chi-square progedures described
in Atkinson (1972b). Two scparate estimates of parameters were made, In one
case it was assumed that the items were all equally difficult, and data from all 84
items were lumped together to obtain a single estimate of the parameter vector;
this estimation procedure will be called the equal-parameter case (£ case). In the

second case the data were separated by items. and an cstimate of the parameter:

veetor was made for cach of the 84 iters: this procedure will be called the
unequal-parameter case (U case). The two sets of parameter estimates werc then
used to generate the optimization schumus previously referred to‘as the OE and
OU procedurres.

In order to formulate an mstrucnmml strategy, it is necessary to be precise
about the quantity to be maximized. For the present experiment the goal is to
maximize the total number of items the student correctly translates on the
delayed test.® To do this, we need to specify the relationship between the state
of learning at the end of the instructional session and performance on the
delayed test. The aSsumiption made here is that only those itenis in State P at the
end of\the instructional session will be translated correctly on the delayed test;
an 1tem in State T is presumed to be forgotten during the mtervemng week.
Thus. the problem of maximizing delayed-test performance involves maximizing
the number of items in State 2 at the end of the instructional session. -

Having numerical values- for. parameters and knowing a student’s response

history, it is pObSlblL to, t.stmmtu the student’s current state of learning.” Stated -

“Other measures can be used to assess the benefits of an instrue imn.ll stntu;yx for
example, in this case weightscould be assigned to items measuring their relative unpnrlmcc
Also costs iy be associated with the various actions taken during an instructional session,
_Thus, for the general case, the nptmumtmn problem involves assessing costs and benefits
and finding a strategy that maximizes. an appropriate function defined on them. For a
“diseussion ot these points sce Dear, Sithcrman, Estavan, and Atkinson (1967). and Snmll-
woud (1962, l‘)7l) ‘ '

“The student™s “response history™ *is a record for cach trial of the vocabulary ilcm

. presented and the response that oceurred. Tt can be shown that there exists 1 “sufficjent .

lustory™ that contains only the information necessary to estimate the stydent’s surrent state-

of learning: the sufficient history is a function of the complete history and the assumed
Jearnmg model (Groen & Atkinson, 1966). Tor the mddel considered in this paper the
sufficient history ts fairly simple. It is specitied in terms of individual vocabulary items for
uuh students we need to know_the ordered sequence of correct and incorrect responses to a
mv»n tem plus the number of errors (to other jtems). that mu.rvuu between cac h
pruunt.mnn of thc ttem,

S
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more -precisely, the learning model can be used to derive equations and, in turn,
* compute the probabilities of being in States P, T, and U for each item at the
start of any trial, conditionalized on the student’s response history up to that
trial- Given numerical estimates of these probabilities, a strategy for optimizing
performance is to select that item for presentation that has the greatest proba-
bility of moving into State P. This strategy has been termed the one-stage
optimization procedure because it looks ahead one trial in making decisions. The
_true optimal policy (i.e., an N-stage procedure) would consider all possible
item—response sequences for the remaining trials and select the next jitem so asto
maximize the number of items in State P at the termination of the instruc-
tional session. Unfostunately, for the present case the /N-stage policy cannot be
~ applied because the computations are too time consuming even for a large
computer. Monte Carlo studies indicate that the one-stage policy is a good
approximation to the optimal strategy; it was for this reason; as well as the
relative ease of computing, that the one-stage procedure was employed. For a
- discussion of one-stage and N-stage policies and Monte Carlo studies comparing
them see Groen and Atkinson (1966), Calfee (1970), and Laubsch (1970).
The optimization procedure described above was implemented on the com-
puter and permitted decisions to be made for each student on a trial-by-trial
. basis. For students in the OE group, the computations were carried out using the
five parameter values estimated under the assumption of homogeneous items

* (E case); for students in the OU group the computations were based on the 420 - -
parameter values estimated under the assumption of heterogeneous items (U ’
" case).

The OU procedure is sensitive to interitem differences and consequently

generates a more effective optimization strategy than the OE procedure. The OE

'vproeedure however; is almost as effective as having the student make his own
instructional decisions and far superior to a random presentation scheme.

" The study reported here is one in a series of experiments dealing with optimal
sequernicing schemes. It was selecied: because it is easily described and- permits
direct comparison between a learner- controlled procedure versus procedures
based on a decision-theoretic analysis. For a review of other studies similar to
the one reported dbove see Chiang (1974), Delaney (1973), Laubsch (1970),
Kimball. (1973). Paulson (1973), and Atkinson and Paulson (1972) Some of
these studies examine procedures that are more powerful than the ones de-
scribed ‘here, but they are complicated and difficult to describe wrthout going
into mathematical detail. The major improvements involve two factors: (1)
methods for estimating the model’s parameters during the course of instruction,
and (2) more sophisticated ways of interpreting the parameters of the model to
take account of both differences among students and differences among items.
Forexample, let P(i, /) be a-generic symbol for a parameter vector characterizing

- student { learmng vocabulary item j. In these studies P(i, j) is specified s a =

function of a vector A(/) measuring the ability of student / and a vector D(})
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measuring the difficulty of item j. The problem then is to estimate the ability
fevel of each student and the difficulty of each item while the student is running
on the program. In a study reported in Atkinson and Paulson (1972), rather
dramatic results were obtained using such a procedure. A special feature of the
study was that students were run in successive groups. each starting after the
prior group had completed the experiment. As would be expected, the overall
gains increased fronn one group to the next. The reason is that for the first group
of students the estimates of item difficulty, D(). were crude but improved with
the accumulation of data from each successive wave of students. Near the end of
the study estimates ol /)(/) were quite precise and were essentially constants in
the system. The only task that remained when a new student came on the
system was to estimate (1(7): that is, the parameters characterizing his particular
abitity level. This study provides an example of an adaptive instructional-system
that meets both” of the requirements stated earlier in this chapter. The sequenc-
ing of instruction varies as a function of cach student’s history record, and over
time the system improved in efficiency by using data from previous students to
sharpen its estumates of the difficulty of instructional materials.’ ‘

> CONCLUDING REMARKS
The projects described in this chapter have one theme in common, namely,
developing computer-controlled procedures for optimizing the instructional pro-
cess. For several of the instructional tasks considered here. mathematical models
ol the learning process were tormulated which made 7 possible to use formal
methods in deriving opfimal policies, in other cuses the “optimal schemes™ were
not optimal in <u well-defined sense. but were based on our intuitions-about
learning and some relevant experiments. In a sense. the diversity represerited in
these examples corresponds to the state of the art in the field of instructional
design. For some tasks we can use psychological theory to help define optimal
procedures: for others our intuitions, modified by experiments, mist guide the

_cifort. Hopelully, our understanding, of these matters will increase as more

projects are undertaken to develop sophisticated instructional procedures.
Some have argued that any attempt to devise optimal strategies is doomed to

“failure, and that the learner is the best judgé ot appropriate instructional actions. |

am not sympathetic to a learner-controlled approach to instruction, because I
believe its advocates are trying to avoid the difficult but .challenging
task of developing a viable theory of instruction. There obviously. is a place for
the learner's j'udgmcnts in making instructional decisions: for example, such.
judgments play an important role in several parts of our BIP course. However,
using the learner’s judgment as one of several items of information in making
mstructional decisions is different from proposing that the learner should have
complete control. Results presented in this .chapter and those cited in Beard,

’
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a
Lorton. Scarle. and Atkinson (1973) indicate that the learner is not a particu-
larly effective decision maker in guiding the learning process.
Elsewhere | have defined the criteria that must be satistied before an optimal
instructional procedure can be derived using formal methods (Atkinson, 1972a):
Roughly stated, they require that the following clements of an instructional

. situation be clearly specitied:

"

The set of admissible instructional actions. ,

The instructional objectives.

A measurement scale that permits costs to be assigned to cach of the
mxtruatmn.ll actions and pavotts to the aulmvcmunt of instructional objec-
tives. .

4. A model of tle learning process. . 4

Wt

If these four elements can be givcﬁ a precise interpretation, then it is usually
possible t§ derive an optimal-instructional policy. The solution for an optimal
policy is not guaranteed, but in recent years powerful tools have been developed
for discovering optimal, or near optimal, procedures if they exist. [ will not
discuss these four elements here except to note that the tirst three can usually be
specified with a fair degree of consensus. Issues of short-tefmr versus long-term
assessments of costs and payofts raise important questions regarding educational
policy, but at least for the types of instructional situations examined here
reasonable specifications can be offered for the first three elements. However,
the fourth element- the specification of a model of the learning process-
represents @ major obstacle. Our theoretical understanding_of learning is so
limited that only in very special cases can a model be specified in enough detail
to enable the derivation of optimal procedures. Until we have a much decper
understanding of the learning process, the identification of truly effective

- strategies Will not be possible. Howuvu, an all-inclusive thsory of learning is not

ERI!

a prerequisite for the development of optimal procedures. What is needed is a
model »that captures the essential features of that part of the learning process
being tdppt.(l by a given instructional task. Even models that have begn rejected
on the basis of luboratory investigations may be useful in deriving instructional
strategies. Several of the learning models considered in this LhdptCI‘ have proven
unsatisfactory when tested in the laboratory and evaluated using standard
goodness-of-fit criteria: nevertheless, the optimal strategics thcy generate are-
often quite effecgive. My own preference is to formulate as complctc a learning
model as intuition and data will permit and then use that model to investigate
optimal procedures. When possible the-learning | model should be represented in
the form of mathematical equations, but othch1sc as a set of statements in a
computer-simulation program, The main_point is thatethe development of a
theory of instruction cannot prng:ross if one holds theview that & comprehensive
theory of learning is 2 prercqmsxte Rather. advances in learning theory will
affect. the devdnment of 4 thcmv of Instruction, and conversely the develop-

»
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o . . . . . G
ment of a theory of instruction will influence the direction” of research on
learning.

3
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Methods and Models

for Task Analysis
in Instructional Design

Lee W. Gregg

Carnegie-Mellon Universit-y

A theory of 1nstru<,t10n must be based on the objés tlves of the learner and the;
institutionalized goals of the instructional system. A theory f instruction must
also rest upon an adequate formulation of the psychological capacity of the
learner. Instructional goals prescribe the domain of taskyto be undertaken by
~ the learner; the psychological capacities of the léarner set limits. on the sjze,
complexity of the subtasks and the rate of introducing them into the domain.

Each of the first four chapters presents a framework for analyzing tasks from
various psychologlcdl perspectives. Carroll contrasts strict behaviorism with a

. gurrently nonexistent cognitive theory of learning. Calfee takesa statistical view.
Reshnick eclettically draws from Gagnié’s hierarchies, Gestalt Psychology, Thorn-

" dike, and Piaget to formulate a rational information processing scheme.  tkin-
son’s approach uses optimization procedures to gu1de instructional design.

In general, instructional design attempts to organize subtask sequences,
provide” opportunities for learning, and devise ways of evaluating the extent to
which the learner acquires proficiency. Notice that these-general acfivities are
neutral with respect to methods. of analysis and models of the learner. Thus,
teachers have been searching continually for new ways to break up tasks into
teachable units. The key concepts for many instructors.are differentiation.
followed by mtegratmn If Carroll is right in his assessment of the role behav1oral
sciences play in education, behavioral objectives will be ignored and soon
forgotten. They will become just one more fad thrust on the field. Behavioral
objectives may give way to cognitive ()b_)eCtIVCS as defined by Greeno in Chapter )
7. If Carroll is right, the naive theories of learning on which many an artful
teacher predicates lesson plans will be explained by cognitive theory, but not
necessarily extended by:.it.

' . - 109
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Carroll, of course, is right- at least in part. Cognitive theories and information

« processing models will supplant some of the currently fashionable notions--they

have already done so. Furthermore, there is evidence ffom the set of current

chapters of a cumulative b«.)dy of knowledge dealing with important issues of
task analysis and instruction that a lasting contribution will result.

What are the steps in a task analysis? First, we set out to identify component
skills such that mastery of the individual skill compouents assures partial success
on the task. We assume that the hierarchy of skills exists and that components
are independent. Calfee attacks the issue of independence directly. To the extent
that subprocesses like decoding and comprehension can be treated indepen-
dently, the analysis' of components will be successful. One direction that re-
search must take is the identification of the conditions under which tasks may
conform to a simple additive hierarchical decomposition. Next in the sequence
of analysis, we introduce components one at a time. As Resnick puints out-in
Chapter 3 these compouents must be teachable, The usual next step in the task
analysis requires that we start where the learner is and build on what he_already
knows aud can do. Here tic issuss revolve around the diagnostic tests for

*determining the initial state of the learner. and the development of instructional
materials that exercise -the component. Instructional materials, the teaching
toutines that Resnick refers to, must provide a basis for integrating the new
learning with the old. But the third stage of task analysis attempts to integrate
the newly acquired skills into a meaningful whole. Of special concern are the real
time consiraints. Very often, subtasks that appear to be well learned fall apart
when combined in new ways. Think of the feeling of helplessness when you last
failed to recall the name of a close friend in performing introductions around a
group. Paced recall is not .a cognitive task that we are asked to perform
frequently. ' - ’

Are there cognitive theories of learning that can be applied to the job of task
analysis? Carroll's review of naive, behav'oristic, and cognitive theories of fan-
guage learning suggests that a cognitive learning theory now exists. Unfortu:
nately. recent: work on semantic memory (Norman, Rumglhart, ef ul., 1975;.

- Quillian, 1967, 1968 Schank. 1972). has been primarily concerned with deter-
ﬁinining the structure of nwemory rcprcsétltu(imls. Rescarch on the processes of
undcrst;mdiné (Hayes & Simon. 1974 and this.vnlumc:Winogmd. 1972) assume
that & knowledge base is already learned and available. Of course, Greeno has
asserted that learning theory and comprehension theory defined in information

processing terms are the same thing (Greeno, 1974). My own work on-sequenijal
pattern fearning (Gregg. 1967), verbal.Jearning (Gregg & Simon, 1967), and serial -
learnimg (Gregg., 1972 MclLean & Grégg. 1967) leads me to argue that they are
not the same. Oune difference is in the development of intermediate structures in
working memory that Greeno has previously describied. Iowever. it scenis
appropriate to stress the similarities between learning and the processes of
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understanding. Both 'depend on attention to determine the final outcomes. Both
require contiguity of the clements to be-associated. The study of comprchension
and learning is the study of cognitive organizations.

Although there is no explicit and gencral cognitive theory of learning, there
have been isolated examples pointing potential future directions. The Elemen-
tary Perceiver and Memorizer, EPAM, was the first modern theory of semantic
memory and showed the main outlmes of associative. memory structures. Atkin-
“son and Shiffrin’s (1968) model for running paired associates learning accen-
tuated the importance of control processes in learning and memory. Just as the

role of semantic memory emphasizes structural aspects of representations of
knowledge, short-term® memory studies emphasize the dynamic operation of
control processes in specific tasks. Learning and comprehension, thercfore, are
“similar preciscly becalise they come about from the operation of the human
- information processing system. His processing limitations determine the rate of
acquisition of new information and its availability for usc in problem solving.

¢

INDEPENDENCE OF COGNITIVE SKILLS

Arc the processes that the human information processing system uses detectable
from an analysis of overt behavmr in instructional task environments? This is thc
issuc that Calfee examines’in Chdptcr 2.

The method that Calfee proposcs is dimed at finding out whether or not
processes are independent. Finding: thcy arc not is not very informative. Since
“the method does Dot generate process descriptions, only tcsts the effects of
them, onc must create variables to test the hypothesis that a’ ‘process whose
operation may or may not be correctly reflected by the measure, exists. There

arc two stages at either of which an crror can occur. Each stage provides an’

. opportunity for error. One can incorrectly .assume that a process exists that
transforms a data structure in a certain way. But one can also incorrectly assess
the cffects of the hypothesized process by failing to define a relevant decndcn’t
variable. , -

Most of the theorizing must go on in advance of and independently of thc
testing operations suggested by Calfec. Modern inference procedures make it
possible to carry out much more powerful analyses of%ystcm interactions.

Even though the model of reading proposed by Calfee appears to be correct,
the processes must not remain independent for long. The still higher order
tognitive processes in speed reading and comprchension cannot depend on
simple additive components because selective, inteational use of strategics im-
. plies tht constructive usc of components.

We must distinguish betwecn pedagogically useful packets of mform'ltmn and

the information processing mechanisms that may or may not view the materials -
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to be learned in the same way that the instructor views them. Are the human
mechanisms really independent? The answer is contingent on the extent to -
which we can show sequential order in the processing of the information.

©

INTERACTIONS OF SEQUENTIAL PROCESSES .
In any information processing system, there will be a lack of statistical indepen-
dence among the subprocesses if the output of one processes provides inputs to a

- later process in the sequence. Since we believe that most cognitive task involving
attention arc serial, there are few tasks for which a strict independence of the
processes is likely. The question is not whether they are independent for they
are ‘almost certainly not. The crucial question is, “How are they organized?”
How do we study interacting processes? What forms of organization exist? )

One of our most popular notions of task organization is the tree structure. The
implication is that higher-level ¢lements grow out of ‘well formed lower-level
clements. Subtasks are subsumed as components of and precursors tc other
tasks. But most accounts of learning and analyses of errors during learning
suggest that the prior elements are not stable. and must change. Even when the
learner brings well developed skills to the task, there ar¢ confusing periods
during which the prior elements are being modified. The notion that prior
behavir . arc incorporated into higher organizations whole cloth is probably
wrong. : ' ' '

e Two aspects of the learning process suggest why. First, more complex behav-
iors usually involve the intergration of serial patterns. Hence, the merging of
behavior sequenees tends to slur one pattern into another. New patterns result.
The distinction between components is changed; and new boundaries are dyawn.
“Second, when more complex behavior patterns are learned, the simpler prior

- patterns are. changed in that the'evoking stimuli are different. An example of
~ - these kinds of modifications will be seen later. L s

" As Resnitk warns, there can be a great deal of difference between competency
in carly stages of learning and in later stages. One reason, [ beligve, is that the-
component skills assume new forms when they merge in highcrforder patterns.
The organization of more complex skills, whether mental or motor, is analogous
to a compiled computer subroutine. Once assimilated into the repertoirg there is
no need to«.test cach separate instructional during execution. Thus, mental skills
take on the properties of automatic motor performance. For cxample, in playing
the piano, practicing left and right hand separately emphasizes sight reading -
skills, buillds habits that are not relevant for the coordinated combination .6f

" both parts. When playing the two parts, the places where one must merely check

the score can be quite different from ‘those of single-handed and single-minded
practice. 5 : :
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In summary, we suppose that location of the tests may change, the size of the
perceptual or conceptual unit may vary, and that cues for initiating or sustaining
the behavior may be different at different stages of practice.

a

INDIVIDUALIZATION AND TASK ANALYSIS ’

Atkinson’s approach stresses the idea that the learner must be able to follow
flexible pathways through a subject domaine. Optimization of CAl learning tasks
is based on a curriculum composed of -a network of related tasks and a loose
collection of associated skills. In Atkinson’s view, subtasks and skills need not be
related in a rigidly hierarchical fashion. This in not to say that the instructional-
materials for CAl are not carefully thought through. Rather, the point is that
individual learners can achieve higher performance levels in a variety of ways.
For the-specific arcas of appiication, there is a “careful analysis and precise
specification of the skills inherent in the subject matter.” Thus, for Atkinson the
subject matter delines the structurc of tasks; the learner acquires skills that are
inherent, i.c., determined by the task demaunds. '

-Optimization is based on an empirical procedure to assess transfer of trarmng
Thus, it is possible for a student to shift from one strand to another based on
performance within the first strand. Control of the process is guided by a model
of learning that provides a complete response history which then in turn feeds a
Markov model. The oplimization procedures are based on empirical results of
transfer and acquisuion using simple models of the performance during learning.
Trial by trial selection of items and exercises procedes from a determination of
each student’s ability’ and each item’s -difficulty. At the most global level,
optimization is over the allocation of student time to each strand.

In these procedures, Atkinson has captured- the crucial queqtrons of 1nstruc-
tivnal deSIgn that each teacher asks:

= L. What items and exercises should 1 give?
2. How should the student’s time be dlstrrbuted over the different classes of
work?
" 3. How should the resources available for instruction be. allocated among the" -
students? '

%]

Atkinson shows how far one can go toward answermg these questions Wlth
relatively simple models of performance durrng learning. His experiments on the”
optimum sequencing of vocabulary items indicates the kind of gains one can
eXxpect from the systematic selection and presentation of items for study.
Improvement of the order”of 50 and 100% are, indeed, impressive results. |
Atkinson points out that’comprehensive theories oflearmng are not necessary to |
produce rmportant differences in rate and-degree of learning. |

&
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> - 1 view Chapter 4 by Atkinson as a landmark for CAl applications. In it we see
three impyrtant demonstrations ot the state of the art in appropriate applica-
tions of computer based instrugtion. hrst the Basic Instructional Program (BIP)
represents an appropriate use of the comptiter as a problem solving tool. The
" learner masters a programming language under the direction of the system which
assesses his or her level of problem- -solving skill and tutorially guides the learner
through increasing levels of skilled performance. It has’ chn several yeasts since I
leveled the criticism that most CAl work did not use’ computers in ways for
which they were intended {Gregg. 1970). Clearly that comment cahnot be
applied to Atkinson’s work. The second part of Atkinson’s cliapter describes his
analysis of the reading task and-it’s acquisition. Here a sophisticated analysis of
the skills required in reading is presented and a series of cxereises within cach -
strand defined. Although on a tridl by trial basis, the model that determines the
sequence of learner experience is a powerful application of deusmn theoretic
ideas to transfer from strand to strand in a complex structure based on task
analysis. In that carlier criticism, I said that it scemed o wasterto use computers ’
as glorified memory drums. Atkinson’s program for the instruction in initial
reading bears no resemblance (o so stupid a machineé. Perliaps the only iegitimate
eriticism that remains is that certain complex cognitive tasks that réquire under-
standing will require complex cognitive analyses. In the chapters that follow,
models of semantic memory. sentence comprehension. and understanding wnt-
ten problum 1nstruumns puint the way for these new developments.

G

SUBJECT STRATEGIES AND TASK ANALYSIS
. Resnick’s review of concepts underlying the analysis of instructable cor‘ﬁponents
poses several challenges. The issue is how to combine components logically to
produce the desired behavior of presumably higher complexny Instructional
design rests on the premise that a séquence of componerit tasks can be identified
and then mastered in some order to produce behavior. The integration-can have
lng,u.ﬂ Amplications. The ideas of Osherson (1974) on logical grouping capture
~ the hierarchical nature of pcrturmanu combinatorics. but not the order infor-
"~ mation that I have stressed so he.1v1ly it this discussion. I
© The reason [ believe serial urder is so important is evident when we consider
that a subject strategy consists of u sequence of cognitive acts mvolvmg shifts in
attentiocn and transformations of objects, dhus. in any problem-solving task or
- learning situation, a complete description of the psychological problem space -
must include the representation of the,specific objécts and the set of operators”.
to be applied. In a later chapter. Simon and Hayes discuss problem isomorphs
where superficially distinct problems map onto the same roblem spice. Hence®
difterendes in ptoblem-solving performance can Qc attributed- to g fddurc to Fnd

o »
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t
&

anﬁett‘cmnt representation for the task.. ‘But here I am talking about pcrformmg
- anridentical task where only the instructions to the learner vary. :

. In a recent, unpubllshed cxpenment by Gerritsen, Gregg, and Simon, the
subjects were: mstructed in thiee strategies. All other conditions of the experi-
ment were the same. The strate ;ies; owevers caused the subjects to attend to
different aspects of the .problem’ gs it was being solved. Both the stimulus
information and the transformation rules were different for cach strategy.

‘The experimental task was similar to Restle’s (1970) serial pattern:learning
task. The probletn was displayed before the subject consisting of a digit from

f one to six and a series of *3, 4, or 5 letters’ which stood for the symbolic

. bperators: T\was transpose, add one; M was mlrror obtain the sevens compli-
ment; and R was repeat. The subjects responded by. pressmg buttons labeled
with the values one tosix ona pmel in frong of them. t

The three stiategies were called the Doubling, Recompute, and Pushdown
Methuds. Each specified a different information processing sequence and each
resulted in quite different response measures and error patterns. In fact, perfor-
mance on the task varied by a factor of 3 to 1, from 2244 msec per response for
the Recompute Methad to 721 msec per response for the Doubling Method.
Such robust effects from instructions-alone argde that any attempt to identify-
ing- skill components must be certain of their implementation in terms other
than task variables. )

”

"CONCLUSIONS -

"

* The moral of this research story is simply that subject strategies are crucial to an
understanding of cognitive performance. One way of viewing the entire problem
of instructional task analysis is to say that the goal is to specify a complete set of
subject strategies sufficient to the task, to map feasible strategies onto the

| current information processing skills of the learner, and finally to develop
‘mstructmnal methods and materials such that the learner acquires those strate-
gies that have the greatest educational value.

Resnick, in Chapter 3, showed that children will invent strategies and these
may be more efficient than those derived by curriculum designers. Chapter 7 by
Greeno will show that we can teach better or worse strategles The challenge for
mstructmnal design is clear.

C
i
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" Notes on a Cognitive Theory
of Instruction

David R. Olson

[P . . . a ., . 3
Ontario Institute for Studies in Education

My purpose in this chapter is to discuss five general points presented in chapters
of Carroll, Atkinson, Culfee, and Resnick that underlie the discussion or develop-
ment of a theory of instruction.
First, 1 want to indicate my opinion as to tlie current status of the enterprise.
~ believe that a theory of instruction is a legitimate scientific goal and that such a
theory has as examplars some impressive local successes (e.g., Atkinson’s work).’
However, it is easy to overestimate its current status. As it now stands, the
-z, theory of instruction is very primitive and not at all at a stage requiring complex
", mathematical descriptions - for its expression. Considerations of the nature of -
’ -performance, the nature of knowledge, the nature of the communicable and
instructable, and the nature of experience -some of which have been raised by
Carroll and Resnick as well as by others (cf. Olson & Bruner, 1974)-are
conceptual issues that must be faced in the attempt to constryct such a theory.

At the more specific level of optimal design, that is, rese'lrch directed to the
production of an explicit instructional program designed to achieve a particular
educational goal, the achievements to date are more ifipressive. Programs de-
_signed’to achieve a particular goal, such as those described by Atkinson, Resnick,
and Calfee (Chapters 4, 3, and 2, respecfively, of this volume), and others such
as Sesume Street (Palmer, 1975) can be described quite pru.lsely dnd achieve
their goals quite successfully.

But what is the relation between specific mstruutlonal programs, the problem
of design, and a general theory of instruction? Afkinson raised this point in
regard to the “depth™ of the theory based on the set of parameters found to be
relevant to the optimization of a particular-instructional program. The ‘theory’
is, as I understood him, primarily an equation optimizing the particular set of .
parameters for that set of tasks. The problem is that that equation would not be
generalizable to a new, quite ditferent set of tasks. How then do we get to a

117
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general theory of instruction thgt would apply to the vast array of things that
are taugh? to all sorts of learners by a vast array of medns? It.is about this
general theory of instruction that we know so little. . )

Stated in another way. the relation between particular procedures and general
theory may be conceivéd in terms of the relation between design and theory. In
the analysis of instruction are we concerned primarily either with the problem of
designing effective instructional systems (cf. Richards, 1968, 1974) or with the
construction of a theory that would make explicit the nature and consequences of
the experiences managed by formal institutions such as schools. And it is difficult
to serve these two gouals at the same time. -

Second, ['want to consider what a “cognitive” instructional thcory would look
like. If we simply adopt “behavioral objectives™ or it instructional theory is
concerned only with optimization, cognitive theories are, to say the least, as
luxury. What could a cognitive theory add? As Carroll pointed out, cognition
means knowledge. A cognitive theory would be concerned with the nature of
human knowledge, how it is represented and how it is acquired. But in instruc-
tion, we are not concerfied with all knowledge but rather with that knowledge
which is ot such social value that the society creates an institution to guarantee
that it is transmitted to every child growing up in that society. What is that
knowledge and what are the means at our disposal for conveying it? ) ¢

Carroll argued that a theory of instruction that takes seriously the nature and
acquisition of knowledge would make instuction more effective. Calfee and
Resnick by their research programns show that they agree.'And they may be
right. But in being right they would be indistinguishable from any behavierist or
social engineer. Again, then, what could cognitive psychology add?

Cognitive psychology could be concerned, not with prediction and control and
optimization, but rather with “‘understanding.” Objective knowledge, borrowing
trom Popper (1972). is a record of the culture’s solutions of important
problems. As such, knowledge complements the adaptive resources given to us
through the genes and those acquired through our own personal experiences.
This knowledge is coded in terms of the symbal systems of the culture, |
particularly naturhl language. Such knowledge is shared and therefore sociaj in
nature. In content and in sfructure and in social significance this knowledge is
distinctive from that acquired via direct practical activity; présumably the
processes involved in the extraction of such knowledge are distinctive and .the
consequences of the acquisition of this knowledge. are unique. A theory of’
instruction, therefore, is needed tor more than simply improving the power of
our procedures: it is needed to help make explicit just what it is we are doing to
children and adults in the process of socializing them. Then we will be in a
position to decide which of these effects are worthwhile as well as which means
are etfective., B

To summarize this point: instructional theory should be concerned not only"

- with optimization. control, or the achievement of behavioral objectives but also,
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6. COGNITIVE THEORY OF INSTRUCTION 119

d more basically, with making explicit the nature and 'the consequences of the
transmission of socially useful knowledge. Once these processes are explicit they
areé subjer,t to rational consideration, as Popper (1972) has argued. So we require
a theory of instruction that would cast into theoretical terms what is already
going on in the schools. and elsewhere, in the name of instruction and what is
being altered with the introduction of new types of programs whether they be
activity programs, or CAI, or whatever.

Third, I would like to consider instruction as the communication of explieit,
formalizable routines. This point is related to Resnick’s interesting suggestion
that good instruction may trade off communicability with formal adequacy. 1
recently published an article titled “What is worth knowing and what can be
taught? (Olson, 1973)” in which I argued that. much of. the knowledge most ;
worth having-making discoveries, speaking convincingly, writing effectively, and
various social and ethical skills—cannot be taught explicitly because the algo-
rithm nnderlying them' (if indeed there are such algorithms) are not known.

"Many that are known are too complex to communicate easily (consider, for
example: the passive transformation in English). Yet, in another sense, these
important skills may be ‘taught’ by providing demonstrations and by providing
sessions for repeated practice accompanied by appropriate feedback. _

To summarize this point, some knowledge is formalizable—an Jlgorrthm for
adding, for example, and can be taught explicitly. But other, more complex
skills, including many socially valued skills, cannot be taught explicitly and they
may. have to be ‘taught’ through demonstrations or modeling and/or through
making allowances for leafning through trial and etror or muddling. And a
thedry of instruction is going to have to specify the nature dnd the role and the x
consequences of modeling and muddling as well as the more explicit intervention
which, for the sake of alliteration, we may call meddling.

Fourth, consider the relation between knowledge and skill or knowledge and
performance. Carroll raised this issue in regard to the'linguist’s distinction
between competence and performance. Cognmve psychology contrasts with
behaviorist theory in assuming that knowledge can be wrested from the purpose
for which it was acquired and the context-in which it was acquired and cast into
more general symbolic form, thus rendering that knowledge applrcable to a
miuch wider range of problem<

Schools clearly got carried away with the assumption that the acquisition of
theoretical knowledge, what Ryle (1949) called propositional knowledge, was the
sine qua non of education, perhaps giving some legitimacy to student’s current
protest against the value of being stuffed with “‘irrelevant™ knowledge.

This issue hangs critically upon an understanding of how knowledge relates to
performance. Irlcre s book The Pedagogy of the Oppressed (1972) makes the
case thadt the orly liberating knowledge is knowledge acquired by praxis--action
coupled with reflection. Perhaps useful knowledge must be acquired in the
ontext of action. Minimally, a cognitive theory of instruction must indicate

”
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how knowledge is related to performance both'in its acquisition and its subse-
quent use. , )

Fifth and finally. § want to argue in a preliminary way that the means of
instruction are not simply instrumentalities in instriction. This point is based on
the concept of the bias of communication (McLuhan, 1964; Innis, 1951). The
way . the means by which one is taught, biases what is learned in a way that has
targety escaped detection. [ have recently argued, (Olson, 1974) following the.
leads of Havelock (1974), Goody and Watt (19'_68), Bruner, (1966) and others,
that the particular retiance in our culture on the use of language out of the

context of practical action has put a distinctive mark on both our cultural

patterns and our cognitive processes. Specifically, the use of written prose.as a
means of instruction recruits and develops a set of mental competencies that are
general to a wide range of intelligent performances. To iltustrate, the fact that
we learn Chemistry from textbooks which utilize the peculiar tanguage of explicit
written prose results not only in somc"‘knowledge of chemistry but also of literary
skills of a high level. These skills—the ability to see the logical implications
of written statements, and more importantly, the abitity to formutate general
statements from which true inferences can be drawn -are mental skills of great
importance and generality. But because they are a specialized set of skills, they are
appropriate only for some kinds of tasks: an they may lead us to undervalue other,
equally important but different skills such as those involved in the arts or, for that
matter, those involved in common-sense judgments. Instructional theory will have
toaccount for the nature of means before it can be regarded as a general theory.

tt is this somewhat vague, general, and preliminary level of conceptual anatysis
that, Ehelieve, will vield naw understanding of the nature of instructjon.
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PROCESS AND STRUCTURE

!

IN LEARNING

As -the anatomist, with his ‘microscopical®

study of the stomach, may finally suggest

the ways for cooking more digestible food,
so -the- experimental psychologist will com-
bine and connect the detailed results'more
and more, till he is able to transform his
knowledge into practical educational sug-

- gestions. . . . Single disconnected details are

of no value for such a practicak transforma-
tion; and even after all is done, this more
highly developed- knowledge will be but a
more refined understanding of qualitative
relations—never the quantitative measure-
ment which so many teachers now hopefully
expect-[Miinsterberg, 1898].
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Cognitive Objectives

of Instruction: Theory of

‘Knowledge for Solving Problems :
and Answering Questions

:James G. Greeno

" The University of Michigan

u

A great deal of progress has been made in recent years toward the understanding
of many cognitive processes. Psychological theories that have been developed
and tested deal with perception; memory, thinking. and language processing at a
* level of detail and specificity that is an order of magnitude beyond the theoreti-
cal concepts available only a few years ago.
" My purpose in this chapter is to show how some of this body of theory can be
used in the formulation of instructional objectives. The motivation for this is
quite simple. The goal of instruction is that students should acquire knowledge
and skills of various kinds. A rich set of concepts has been developed in scientific
psychology that can ‘be applied to analyze the structure of knowledge and
cognitive skills. Thus, it should be possible using those concepts to carry out
analyses of the knowledge and skill that are desired as outcomes of instruction.
It may be expected that the explicit statement of instructional objectives based
~ on psychological theory should have beneficial effects both in design of instruc-
tion and- assessment of student achievement. The reason is simple: we can
generally do a better job of accomplishing something and determining how well
we have accomplished it when we have a better understanding of what it is we
. are trying to accomplish.

The view 1 am- taking has much in common with the opinions of many. .
educational psychologists (such as Anderson & Faust, 1973) who recommend
that instructional goals be formulated as behavioral objectives. In the view taken
here, development of instructional objectives begins with consideration of the
‘kinds of tests used to assess whether students have acquired the knowledge
intended as the outcome of learning. But rather than just specifying the behav-
iors needed to succeed on such tests, cognitive objectives are developed by
analyzing -the psychological processes and structures that are sufficient to |
produce the needed behaviors. 5

: o 123

EM | 129

wll Toxt Provided by ERIC




E

124 JAMES G. GREENO

There is an important psyelmlogxul assumption implicit in the position taken
“here. [ am assuming that the goals of instruction, including aspects of conceptual
understanding. can be inferred from the tasks that students are expected to
perform during instruction and, following instruction on tests. If this is ac-
cepted, then it follows that a theory specifying cognitive structures and pro-’
cesses sufficient to perform those tasks is a candidate hypothesis about what the
instruction is trying to produge. Of course, any candidate that, is proposed can
and should be questioned regarding issues of substance. T am confident that the
specific features of the objectives I will present here can be improved, although 1
have fried to incorporate reasonable psychological assumptions into these illus-
trative cases. However, the general kind of description offered here should be
taken as a completely serious proposal about what the goals of instruction are
like. It may be that. when we see what kinds of cognitive structures are needed to
.perform criterion tasks, we will conclude that something important is missing;
but it that is the case. it also will be important to identify a more adequate set of
criterion tasks in order to ensure that instruction is promoting the structures we
think dre important,

I have chosen three substantive. domains in which to develop 1llustrat1ve
‘cognitive objectives of instruction. The first is elementary material in fcurth-
grade fractions: the second is introductory material in high-school geometry, and

. the third is some material from introductory college psychology dealing with

' audxtnry psychophysics. None of these is developed to anything near a complete
and detailed set of objectives; however, I hope that I have developed a suffi-
ciently specific example in each case to make the enterprise credible. One reason
for choosing these three examples is that they represent instruction carried out
at widely different age levels. | believe that our current stock of concepts and
techniques in cognitive psychology is adequate to the task of analyzing instruc-
tional objectives from’ elementary school through college, and my choice of

“~examples is meant to back up that belief.

A related point about the choice of examples is that they illustrate some
important broad relationships between knowledge that is imparted to students
of different ages. The knowledge needed to do computations with fractions
seems to involve a simple kind of algorithmic skill that can be .expressed easily
with flow charts. Suppes and Morningstar (1972) developed similar models for
analysis of addition, subtraction, and multiplication; Suppes (1969) has called
these automaton models. Tasks used for instruction in high-school geometry
require a more complicated set ofprocedures and knowledge structures. Knowl-

" edge that is required for geometry can be- represented as a production system,
including mechanisms that are found in current theories of problem solving (e.g.,
Newell & Simon, 1972) for setting goals and searching in a problem space. The
problenmnlvmg system uses numerous procedures of the kind taught to elemen:,
‘tary-school students, so knowledge of the first kind is embedded in the more
complex structures required for the more mature learning.
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The instructional objectives for college psychology seem to require still an-
other. level of complexity. Understanding auditory psychophysics requires ac-"
quisition of a complex network of concepts of the kind we are familiar with in
theories of semantic memory (Anderson & Bower, 1973; Kintsch, 1974; Nor-
man, Rumelhart, & Group, 1975; Quillian, 1968) and performance on many

v,‘.criteri'on, tasks (such as essay examinations) requires a procedure for generating
paragraphs in answer to complex questions. We are just now beginning to
¢ explore the kinds of cognitive cupabilities needed to produce structured verbal
output at the level of paragraphs (e.g., Abelson, 1973; Crothers, 1972; Fredetik-
sen, 19727 Rumelhart, 1975). The mechanisms of generating explanations
apparently share significant features with mechanisms of generating solutions for
problems, but therc are also significant differences, due at least in part to the
more open-ended quality of the task.

EXAMPLE 1: FRACTIONS!

Much of the work on fractions required of students involves carrying out
calculations such ‘s finding equivalent fractions, adding and subtracting frac:
tional numbers, and finding common denominators. Ability to carry out those
calculations is a minimal objective of instruction, and it can be represented in a
psychological theory as a flow chart showing the component processes of the
procedure. In general, the procedure is not unique--there are more ways than -
one to calculate the correct arnswer. Alternative procedures can be represented in
different models, or incorporated in a single nondetermlmstlc model that allows
different branches to be taken. : : :

’

o

Procedural-Representation of a Concept

Figure I shows u’procedure for adding two fractions. The upper part of the
diagram shows a procedure for finding fractions with a comnion dettominator

_that are equivalent to the numbers given in the problem. The lower part sketches
the operation of checking the answer and reducing if necessary.

If the procedure shown in Fig. | is accepted as a psychological mode! of adding
fractions, then it is a candidate for an instructional objective in the elementary
mathematics curriculum. The concept of adding fractions is a procedure, and a
goal of instruction is to have students acquire that procedure as part of their
cogaitive equ1pment The idea ()f"8presentlng a concept as a cogmtlve procedure

'1 have been privileged to participate in a number of .discussions of children’s learning of
fractions with my colleague Joseph Payné and his students: Many of the opinions and
judgments that [ have about fractions have been developed in those discussions, ‘although
Payne and his group surely should not be held responsible for faults in my understanding.

| 131
ERIC’ - :

|
, |
I j




126~ JAMES G. GREENO

~

‘Start:
Identify
variables:
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-+ = =7
d

b

is ba
multiple
of d 3
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cof b2
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common
multiple
of (b,d)
> m

i

find equivalent find equivalent find equivalent
fraction: fraction: fraction:
¢, cf a,a a, a'
d b b d b " m

:

simplest
form?

| reduce

output
answer;
exit

FIG. 1 . Procedure for addition of fractions.

find equivalent
fraction: .

is familiar in recent theoretical work. Examples include Hunt’s' (1962) analysis
-of categorical concepts as procedures for classifying stimuli, and Winograd’s
(1972) theory of language understanding, where concepts are procedures for
identifying objects and answering questions about their locations.

Cognitive Representations of Quantity

Procedures like Fig. 1 can compute answers, but they lack conceptual under-
standing of a kind that many educators would wan* students to acquire. Texts
such as the one by Payne, May, Beatty, Wells, Spooner, and Dominy (1972)

%
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\

include numerous exercises like the one shown in Fig. 2, for which the student is
to fill in the blanks of ““____out of ___ pieces are shaded.” Otherexercise_s present
sets of discrete objects, such as a.row of circles, some .of which are colored

. differently from the others, with a question “__'__ out of _.__ circles
are red.” The intent is for students to begin by seeing fractional quantmesh
represented pictorially, as parts of regions or as subsets.

An important issue in the theory of mental computation is thg way in whxch

" quantitative information is represerited. A procedute like Fig. 1 is neutral with’
regard to the representation of'quantity — that is, quantities could be repre-
sented in a variety of ways and the procedure could.be designed to work_ on any

" of them. I suggest that the instructional objective reflected in exercises like Fig.
1 can be represented in a theory about the ways in which fractional quantities
are represented.

I will distinguish here among three representations of quantity; there probably
arc more, but these’'seem to be the main possibilities. involved in elementary
instruction. The first representation is just an ordered alphabet of numerals,
Students ‘can count, and the list produced by.counting provides a precedence |
relation on the numbers. Basic operations of addition, subtraction, multiplica-
tion, and division may also be stored as relations on numbers—for example, “five
times three equals 15,” may be in cognitive structure as a sequence ofverbal
associations.

A second representatlon involves actual or imagined quantity, the number of
items in a set. A system could be designed with a counting mechanism for
_assigning a number to any sét, but with operations of addition, multiplication,
‘and so on carried out an sets rather than directly on numbers. For example, to .
find 5 X 3, imagine a set of five objects, then imagine three of those sets, and
count the total number of objectsin the three sets. .

A third representation uses geometric forms, and quantity is representedas the |
spatial extent of a form. Addition and subtraction can be represented as moving
to. the right .ot left on a number line. To multiply 5 X 3, imagine a rectangle
divided vertically into five sections, where the measure of each section is taken
to be one. Then the rectangle is made three times as large—imagine two more
rectangles just below the first one with the three rectangles concatenated,
forming a single large rectangle. The tc}tal measure of the large rectangle is 15; as

F1G. 2 Diagram representing a fraction sphtially.
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could be Lonhrmed by counting al] the sections of size gqual to the ongmal
sectiors. ) .

-t would not be realistic to s'uppnse that arithmetic operations are genesally |
carried out by anyone as operations on sets or regions. No one multiplies 9 X 7
by imagining nine objects, each reproduced seven times, and Lounting the total;

we remember that 9 X 7 is 63. However, teachers.and writers of texts apparen tly
feel that it is useful to introduce procedures for manioplating quantity as
operations on spatial representations or on representations of sets. If Piaget
(1965) is correct, addition and multlpllcqtlon of numbers depend on the same
basic cognitive operations as additive and multiplicative combinations of sets
(and, we might suppose, regions--though that may involve some additional
sophistication about space and geometry; sec Piuget, Inhelder, & Szeminska,
1960). With or without Piaget’s theory, it is reasonable to dssume that students’

acquisition of basic arithmetic, .concepts is aided by Lonnectmg those concepts
with operations on sets and spatlal quantity, sirice they have observed many of

" “those changes in their experience. \

" When fractions are mtmduced they can be related elthér to diagramis showing
geometric shapes divided into pieces, or to diagrams showing sets of objects of
difterent kinds. Fractions can also be defined for the students as a combination
of operations including a multiplication and a division (Dienes, 1967b), although
this would generally be done in connection with diagrams involving sets or

«-regions. I will not try to present a full analysishere of'all the relative advantages
of various ways of presenting fractions. My goal will be to show that the

: Loynt\ve representation of quantily can play an important role in procedural
representations of mathematical concepts. I believe that the formulation of: .
psychological theories involving different representations gives some new clarity
to, the issues involved in choosing a way to present mathematical concepts, and I
will-illustrate this with some discussion of the issue regarding fractions. Howgver,
this discussion should be seen as an 1llustmtmn of a way in which cognitive
objectives canbe used 4n discussion of alternative instructional methods, rather
than firm advocacy of a particular method.

P

}
; -

Alternative Objectives Wijth Differing Representations

The plan of the rest of this segtion is as follows: 1 will present three models that
find equivalent fractions when the;denominator of the fraction to be computed
is a facfor or a multiple of the fraction given. One of the models incorporates a
process of ,generating a unit ‘region and operates on that region by forming
sithregions either by subdividing or collecting pieces of the region. A second’
model uses a process of generating sets, forming subsets by partitioning the set
and generating members. The third model is a simple algorithm for computing
equivalent fractions using operations of multiplication and division defined on
numbers. The reason for developing these models is to show how theoretical
. analysis of a task can provide specific. psychological characterizations of alterna-
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FIG. 3 Procedure for tmdmL equivalent fractions, using spatial errcscnhlxon of fractional
quantity.

tive instructional goals. 1 will also give some tentative discussion regarding

implications of the different models for acquiring -other concepts related to
" equivalent fractions.

A model that uses spatial processing of a region is shown in Fig. 3, and Fig. 4

shows traces of the program as it solves two problems. This model and the ones

[
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FIG. 4 Traces of the procedure for equivalent fractions using spatial reprcsentﬁtion;
that follow assume that the;problem has been formulated so"that one denomina-
tor is a multiple of the other, and the answer is an integer. If these conditions are
not satisfied, these processes return failure. The representation of fractions in
Figs. 3 and 4 is like the one shown in Fig. 2, and a reasonable-curriculum would -
use introductory exercises like Fig. 2 as prepamuon for learning the st ‘ucture‘of
Fig. 3.

Figure 5 shows a model of finding equivalent fracuons using a process that
includes a mechanism for generating sets, members of sets, and subsets. A trace
of the program’s solution of two problems is shown in Fig. 6.

A third model of finding equivalent fractions is given in Fig. 7. This represents ..
a simple algorithm for finding the correct answer, without the involvement of
any imagery or diagrams,

Qo .
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FIG. 6 Procedure for finding equivalent fractions, using set-theoretic representation of
fractional quantity. ’
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2 X b X
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7. output: it ‘
7. output: g

FIG. 8 T..:es of the procedure for equivalent fractions using set-thgoretic representation,

It should be noted that some features of processing assumed in these models
are based on my intuition rather than on any data that I am aware of. For
example, the first step in the problem 6/15 = X/5 in Fig. 5 when it noted that

» ¢ <his to imagine (or draw) a set having ¢ subsets as elements. In effect, [ have
assumed that a subject generates abstract place-holders that will become sets
when elements are generated. There are alternative models that are also plausi-
ble. For example, one might dssume that initially 8 set with & elements is
generated; then they are grouped into subsets having M = b/c elements in-each
subset; then the elements in a of the subsets are marked; and finally X is found
by counting the marked elements. As far as [ know, the choice T have made in
showing Fig. 5 rather than the model sketched above is an arbitrary one.

3
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H

Two comments should be made about these arbitrary teatures of processing
that are incorporated in theories presented here. First, in many cases experi-
mental tests of the models could be developed to distinguish between alternative
‘models, it' it were considered important to distinguish between them empirically.
Second, it may not be critical to distinguish between models diftering in
_pmussmg, dc ails if' the details fack important implications for quality of student
perforn-ance in instructional mtuatmns, or the ability of students to progress to
further stages of knowledge and understanding. -The variations that 1 have
thought of within the three classes of models thgt I have presented seem
relatively unimportant to me as regards instructional implications.

However, | think the differences among the three models diagrammed in Figs.
3, 8, and 7 probably are significant in connection with students’ ability to use
concepts of tractional quantity in later learning and in situations that arise in
experience. [t is a reasonable hypothesis that procedures like those of Figs. 3 and
§ are important n applying fractions in situations that urise\‘in experience. The
argument 1s-as follows: in situations involving continuous quantity (such as

start:  identify 3
a X

a, by, ¢, x in
b

A

compute
M-b:c

axit:
FATL
15 X 4an
integer?
¥

R - x »
angtpnt: 6

exit

!

FIG. 7 Procedure for tinding equivalent fractions, operating directly on numerical
represcntations.

o T F 139 ’
ERIC

Aruitoxt provided by Eic:

ks
b
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fractions of cups of substances used in cooking) and in situations involving sets
of discrete units (such as fractions of individuals in a group who favor a certain
action) there is quantitative information. It is likely that a person will have a
cognitive representation of this information in the form of a spatial representa- -
tion of continuous quantities, or a set-theoretic representation of discrete units.?
Then procedures that can use those representations directly are more likely to be
applied -than procedures that require translation trom- those representations to
numerical representations, such:as Fig. 7 would. A

The other consideration involves acquisition of further structures involving.
fractional quantities. There are reasons to expect that the spatial representation
mvolved in Fig. 3 may provide a better basis for understanding addition and
subtraction of fractions than the operations on sets involved in Fig. 5. Note that
it Fig. 3. the two equivalent fractions (such as & and ®/j5) are represented in
the spatial domain as equal quantities. In the set-theoretic representation a
cll;mge in the denominator involves a change in the number of elements in the
set: this means that the relationship that is preserved between equivalent frac-
tions does not correspond to an invariant quantity.

Now consider adding two fractions such as 2+ 5 It clearly is pussible to do
that in either representation, but it scerns more natural in the spatial representa-
tron where changes to common denominators do not require changing the spatial
size of the unit. In the set-theoretic representation, fractions with different
denominators have different numbers of elements in thetotal sets for example,
: involves a set with tive members. while ®/s involves a set with 15 members.
Thus, it might be expected that when students have learned to think about
fractional guantities as parts of regions, they might more easily learn addition
andt subtraction of fractions than if they learned to think of fractional quantities
as surbsets. This expectation has some support in a study by Coburn (1973), who
compared two' instructional sequences for introducing fractions. In one condi-
tron, fractions were introduced "with diagrams of regions, ‘with a fractional
“quantity corresponding to the part of the whole region shaded or marked in
some wity. The other condition involved presenting fractions as ratios, primarily
of ‘numbers of objects in difterent sets (such as the ratio of squares to circles,
where there might be five squares and eight circles). Both sequences included a
unit on addition ~nd subtraction of tractions, although the ratio group required
some instruction on part-whole relations prior to learning about adding and
subtracting tractions. The two groups did equally well in addition and subtrac-
tion of fractions with equal denominators and on other general problems
iﬁyulving fractions. However, in addition and subtraction of fractions having
unequal denominators, there was a substantial advantage favoring the group

TThere is evidence that persons represent quan itative information in spatial-images, even
when the information” is presented verbally ) see DeSoto, London, and Handel., 1965;
Fhutienocher, 1968, Potts, 1972, '
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receiving the introductory material based on regions rather than ratios of the
numbers of members in sets. '

‘The hypotheses developed here about alternative representations and addition’

_or subtraction of fractions also seem to favor the spatial model regarding transfer
to other topics, such as decimals. Representation of fractions as subsets implies
that equivalent fractions are equivalent relations bétween quantities that are not
equivalent, and when applications involve equivalent quantities there may be a
conceptual difficulty produced by the set-theoretic fepresentation. On the other
hand, numerous concepts and applications involving fractions apparently call for
understanding of the kind of invariant relation involved in the set-theoretic
representation. This seems to be the case for multiplication and dmsxon of
fractions, and for many.applications involving percentages (cf. Begle, 1967).

It seems surely to be the case that the desired outcome of instruction included
both the models shown as Figs. 3 and 5, and the model of Fig. 7 as well, since
that provides for efficient computation. There are important psychological and
pedagogical questions regarding relations among different representations of

* quantity. I will not try to develop an analysis of those relationships here. It
would have to be largely speculative at this stage of our knowledge, but
considerable attention is being given in current resedrch to problems that should
provxde substantial clarification of this issue.

Conclusion

"The examples worked out here for fractions have the feature of all tusk analyses
in showing in some detail what it is that students must do in order to perform
successfully on' exercises and tests. The knowledge needed corresponds to
procedures for carrying out computations, and at least in the present treatment,
concepts such as addition of fractions and equivalent fractions are a form of
procedural knowledge. The procedures can be defiried on different representa- -
tions of fractional quantity, and alternative models of the concept of equivalent

- fractions were presented, based on representations involving spatial extent,

numbers -of elements in sets, and simple numerical representation. [mplxcatxons'
of the differences among the models were suggested.

EXAMPLE 2: EUCLIDEAN GEOMETRY?

As students progress in mathematics training they are expected to carry out
tasks that afe more complex and require greater skill in solving problems. Plane

51 am grateful for the assistance of John Greeno and Katie Greeno who provided
thmkmg-aloud protocols of their solutions of problems in geometry. We worked through the
section of parallel lines in a text by Clarke (1971), mtended for preparation of students for
the British ordinary-level examinations.
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v
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FIG. 8 Diagram for a problem in angles and paralla! lines.

‘geometry. taught iff the ninth or tenth grade, requires sophistication in problem- -
~solving procedures that is qualitatively diffc-ent from that represented in the
instructional goals for fractions.

The major new requirements involve mechanisms for creating goals as part of
the praeess of solving problems. In most exercises in elementary anthmetlc,
same numbers are presented and a procedure is specified—for example, “Add 3+

" In many exercises given in high school geometry, a situation is presented and
a gml is specified, and the student is required to supply a set of procedures for-
achieving the goal. In order to understand what students must know in order to *
succeed on problems of this kind., we need to use concepts taken from the
theory of problem solving, where goal-directed search mechdmsms have been
analyzed {Newell & Simon, 1972).

- Consider the. diagram shown in Fig. 8; the question is, “Given that P = 30°,
find Q.” This kind of problem is given is a,geometry course when students have—
studies parallel lines with transversals, and before they have the theorern that

* opposite angles in a parallelogram are equal. Solution requires relating angle O to
-some other angle in a diagram which in turn in related to angle P, or finding
some longer chain of angles related to each other. A solution found by one
subject uses the angles marked in Fig. 9. Angle 4 and angle P are congruent,
because they are corresponding angles, so 4 = 30°- Angles A and B are congruent
for the same reason, so 8 = 30°. Angles B and ( are supplementary because
tog,ethcr they form a straight angle: thm. angle @ is shown to have ‘measure 0=
180" - 30° = 150°.

- Knowledge for Soiving Problems

I will now present hypotheses about the knowledge students need to solve
. problems in geometry of angles and parallel lines. There are three main compo- -
/. nents of the theory. First, there is a representation of students’ ability to
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B
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¥

FIG.9 Additional angles used in solving the problem (Fig. 8) and diagram showing
relations between angles and quantities used in the solution.

recognize relations between angles based orr their locations relative to each other
and to parallel lines. A second component represents students’ knowledge of
propositions such as, “‘corresponding angles are congruent.” The third compo-

~nent is a mechanism that sets goals and selects components of the knowledge
structure that are needed in solving specific problems.

Recognition of relations. To solve a problem of the kind shown in Fig. 8, one
requirement is that students learn to identify relevant relations between pairs of
angles. A standard exercise involves presentation of a diagram like Fig. 10, with
instructions to “Find four pairs of corresponding angles, eight pairs of alternate

angles, and four pairs of verticle angles.”” The performance required of students
is that they be able to identify certain patterns of relational properties. The
relevant psychological theory is the theory of pattern recognition.

In current theorie§™of pattern recognition if is assumed that recognition
consists’ of identifying a learncd pattern of features (Feigenbaum, 1963; Hunt,
1962; Selfridge, [959). The knowledge required to recognize patterns is a
network of feature detectprs, linked together in an appropriate way. Figure 11

i
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FIG. 10 Diagram for identification of angles having various relations.

Start: identify x, y, | ¥ ”

S ter Vo §y. ty. vy
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» x
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’ FIG. 11 'EPAM net for identifying relations between pairs of angles. )
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. .
shows part of a network tor identifying relations between' angles. The relations
shown are alfernate angles, interior angles (on the same side of the transversal),
and corresponding angles. These are relations between angles with different
vertices, having two sides that are parallel. The notation used refers to sides of
angle x as s, and £, and the vertex of angle x as ¥y, and similarly for angle y.
Note that at the top ol the diagram there is a test to determine whether the
angles being tested have a single vertex. A positive outconte here would send the
system oft to u)mpomnrs not shown hete, where vertical angles and adjacent
complementary or xupplemmtary angles would be identified.

The system shown in Fig. 1 has the form of an EPAM net (Feigenbaum,
1963). Tu iltustrate the recognition system, follow the tests that would occur for
a pair of corresponding angles, such as 0 and f{ in Fig. 10. First, the angles have
different vertices. Thev do have a pair'of sides that are parallel, so par(sy s, ) is
positive. The‘r- remnaining sides are not single segment, so ident(fy, #,.) is
negative. However, the side of angle /1 s a stmlght -line extension of the side of
angle D, so extd(t, .1,) is pnsxtm The angles are both above their respective
parallel sides, so same(y, ¥ 8¢ [ $3) is positive, and both are on the left side of
the transversal. so same [x, 3 concat(zy, £,)] is positive, The system thus arrives
at corr(x, v) and exits with suceess.

In EPAM, feature tests are carried out serially. in a fixed order. I will prescnt
some considerations shortly that question this aspect of the model, and 1 do not.
consider that a critical feature of the theory. The important psychological idea is
that a system for recognizing patterns is a network of feature tests, and students
must acquire such a network as part of their knowledge of geometry. S

Network of propositions. Students also tearn numerous propositions involv-
ing refations among angles. For example, “corresponding angles are congrue’ﬁt,"
‘and “adjacent angles that form a straight angle are supplementary.” A set of
propositions in memory is commonly represented as a network in which nodes
represent concepts and links represent relations among the com.epts {Anderson
& Bower, 1973: Kintsch. 1974; Norman et al., 1975). Several propositions from
geometry are shown in Fig.-12.-

First, consider connections in the network where nodes are linked by dashed
lines. An example is (VERT X ¥)~ (CONG X V), vertical angles are congruent.
Sometimes there are three properties involved, as where (RT X) and (RT Y) and
(CONG X Y) are all joineds the proposition is that if X and Y are both right
angles, then X and Y ure congruent.

The dashed arrows in Fig. 12 correspond to inferences that can be mgde or
conclusions that can be taken. For example, the student can conclude that X

“and Y are congruent it it is known that X and Y are vertical angles. The
propositions shown in Fig. 12 thus correspond to productions in the sense of
Newell and Simon (1972), for each proposition has a condition and an action
component. The condition is given at the tail (or tails) of an arrow, and the
action is given at the head.

ERIC 11n
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FIG. 12 Network of propositions corresponding to productions used in solving problems’
about angles and paralle! lines. ’

—— e

v The representation in Fig. 12 simplifies the situation in an important way. The
nodes there represent states of affairs that correspond to propositions. It is
- useful in considering problem solving to unpack those propositions and represent
them as relational structures. This is done in Fig. 13. There, dashed lines ‘still
represent inferences that can be made, but they are inferences that derive a
propusition from other propositions. ‘Each proposition consists of one or more
«elements (frequently angles) and a property or a relation involving; the ele-
ment(s). Figure 13 also represents several propositions about the measures of
angles. For example, in upper right corner there is the proposition, if X and Y
are complementary angles, then the measure of X plus the measure of Y is 90°.
In the upper léft corner are represented some complicated but important
propositions about the measures of concatenated angles; for example, if angles
A, B,..., K are concatenated to form angle X, then the measure of X:is equal
to the sum of the measures of A4, B, ..., and K. Note that there is no specific
notation to distinguish between the angle X and the measure of angle X. When
an element goes through an arithmetic relation (=, *, or =) it is understood that
the element is the measure of an angle. ' ) 7
Now return ‘to Fig. 9, and consider the network that represents the relations’
among angles in_the diagram used in obtaining the solution. Initially, the
- information is given that P = 30”, and the problem is to find the measure ‘of .
The solution is obtained as follows: First, angle A is noticed, and since 4 and P
are corresponding angles, the measure 30° is assigned to 4. Next, angle B is
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noticed, and since A and B are corresponding angles, the measure 30° is assigned
to angle B. Finally, since B and Q form a straight angle, the measure of Q is 180°
~30° = 150°. Note that each of these inferences is represented in the diagram by
a-dashed line. The solution ®f the problem is shown as a connected relational",
network that satisfies the requirement of connecting Q with a quantity—that is,
issigning a measure to Q. Each step in solving the problem corresponds to a
proposition found in the network of propositions shown in Fig. 13.

"Problem-solving procedures. Knowledge structures like those represented in
Fig. 11 and_Fig. 13 are necessary for a student to solve geometry, buf they are
not sufficient. An additional requirement is a system for interpreting a problem,
setting goals, and selecting productions from the knowledge base for use in
generating the relations needed for solution of the problem. The ideas to be
presented here are an attempt to use intuitions about problem solving that have
been recognized for manyayears, especially by Duncker (1945), Selz (1913), and
Wertheimer (1959). When a problem is understood, the person perceives certain
structural relations among components of the problem. However, the structural
pattern is not complete, and that is why there is a problem. Thus, problem
solving can be seen as a process of modifying a structure in order to complete a
pattern.’ Recent contributions to the theory of problem solving have developed
formal representations of goal- -directed pattern matching (Hewitt, 1969; Wino-

EVRIEN

measure (m)

FIG. 13 Network of productions showing propositions as links between relations in com- |
ponent propositions.
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grad, 1972) and search for operators or productions that achieve progress toward-

solution of a problem (Ernst & Newell, 1969: Newell, 1972b: Newell & Simon,
1()’7'))
Problems in the geometry of’ parallel lines and angles can be solved by u system

-

(that can satisty goals consisting of patterns that may be matched in the problem .

situation. The system keeps a list of angles whose measures are known, and a list
of rzlations between pairs of fangles that have been found during the process of
problem solving. The system knows about quantitative relations such as (CONG
YY), Yand Y are congruent, and (SUPP X Y), X and ¥ arc supplementary. It
also knows about geometric relations such as (CORR X Y) and (VERT X Y),
which it can evaluate using feature tests such as those in Fig. 11, dnd it knows
which quantitative rt.l.lllun can be”inferred from each geometric relation, as
showrc in Fig. 12. -

A problem is presented in the form of a diagram, a_goal, and some given
information. The systemn assimilates the given information and sets the goul as
presented. For the problem shown in Fig. 8, the structures are

(MEAS 230) (GOAL * (MEAS (0 "NUM))

(My notation heére is a1 mixture of Newells (1972b) notation for a production
Ssystem oriented toward problem solving, and the simplified PLANNER syntax
used by Winograd (1973). The asterisk marks the current goal of the systerii; and
s replaced by 7 it the goal is set aside temporarily while another goal is
attempted. A pattern such as (MEAS Q INUM) specifics a property or relation
first. then the-objects that have the property or relation. A question mark -
indicates a gap in the pattern. and the goal is to find some object that satisfies
the gap. For example. ?NUM indicates that the gap is to be filled by a number.)

The system works by evaluating its current goal. There are several kinds of
goal, eacly corresponding to a ‘procedure. The procedure succeeds if certain
specified conditions are found in the diua structures containing list of krown
measures and relutions on angles. If a goal succeeds, the system carries out an
action called ASSIGN which adds an appropriate entry to the data structure and

- deletes the accomplished goal from the goal strugture, If thc goal fails, 1 new goal”

is created and the old goal is saved. The system tries to .u.(.nmphsh specific goals
first. then retreats to weaker goals that can produce results of possihle use to the ”
stronger gouals that have failed earlier.

As an example. when (GOAL * (MEAS () "NUM)) is evaluated,-each angle
with known measure is examined to see whether it is part of a structure in which
a quantitative relation links the known angle with angle Q. The prucedure used is
a variant of the-MATCH process ‘used in HAM (Anderson & Bower, 1973). If
such a structure were found. the procedure would réturn a structure of the form
(QR O NUM) Where OR is the quantitativé relation found (CONG, COMP,
SUPP, or CIR), and NUM is the numerical value of the known angle found in. the

structure. If the goal succeaded, the system would carry out the action ASSIGN- -

MEAS, creating a data structure in whicl Q would be assigned a measure equal

RIC 147
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to NUM.if the relation found were CONG, or 90 --NUM if QR were COMP, or
180 — NUM if QR were SijP, or 360 — NUM if QR were CIR. In solving the
problem of Fig. 8, the goal of assigning measure fails initially, so the system
takes the action (SETGOAL (?QREL Q 7ANGM).

 Now the goal structure is the following list:

((GOAL * ("QREL Q ?ANGM))(GOAL % (MEAS Q "NUM)))

. Again, the system examines the zmgles with known measure, hoping to create a
structure in which a quantitative relation links angle @ with a known angle. This
goal sccceeds if there is a data structure in which Q i§ linked to a known angle

_through one of the geometric relations (CORR, VERT, ST, .. .) from which a
quantitative relation can be inferred. Again, no such relation is found, so the
system tries to create one, setting up

(GOAL * (?REL Q 2ANGM)).

This goal examines the angles with known measure, testing tHe features of each
one.in relation to @ using the recognition network shown in Fig. 11. This fails,

since P, the only known angle, hus no side that is either identical to a side of Q '

or 4 straight-line extension of a side of Q.
The system hdSl failed in all its attempts to directly link Q with an angle that
has known measure. [t then retreats to the’ following goal:

(GOAL * ((MEAS 7ANG INUM)(NEARER Q ?ANG 7ANGM))).

This goal tries to assign measures to some angle that can be found in the dia-
gram that is nearer angle Q) than some angle whose measure is already known. The
property NEARER is defined on a path consisting of transversals betwecn
parallel lines. The procedure takes P (still the only known angle) and works
through its list of geometric relations until it finds one that it can pair with P
‘and match the features of the paif with.the pattern needed to identify the

relation. In the diagram of Fig. 8, all the geometric relations can be found for )

angles paired with P; presumably the one that is found is the one at the top of
the system’s list of relations. (Note that trying to find an angle fitting a spécific
relation involves activating a terminal node in the recognition network and
testing the pattern -of features connected to that node, rather than working
«down the network from the top. The process is again analogous to the MATCH
process in HAM (Anderson & Bower, 1973). in this case the probe received by
~MATCH is the angle P and a terminal node that names a relation.)

The goal finds angle 4 and identifies the relation (CORR P A4), then returns

the structure (CONG A 30). This leads to assigning measure 30 to angle A in the
list of known angles. Now the system returns to its previous goal (REL Q
7ANGM ), With a new known angle is' the list, a geometric relation with Q might
be found, but it is not. (Note that all the features of corresponding angles are
present except the last one requiring that the angles be on the same side of the
trzmsversal.) This causes the system to recreate the goal ((MEAS ?ANG 7NLU
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M)(NEARER @ ?ANG ?ANGM)), which succeeds through fmdmg (CORR A B)
and returns (CONG B 30); then the system assigns measure 30 to angle B.

Now the system rgturns to its goal (?REL Q ?ANGM) again, and this time it. |
finds a known angle related to Q. the goal now returns (ST Q B) and this
structure is entered in the list of known relations. Now the preceding goal
(?QREL-Q ?7ANGM) is reactivated and it succeeds, returning (SUPP Q B).
Finally, the system returns to the initial goal (MEAS @ ?NUM) and ‘this-
succeeds: the last act is to assign measure. 150 to angle Q. -

The preceding illustrates the process of problem solving. 1 will now present a
brief description of the general features of; the problem- -solving system. At the
highest level, the procedure is a produu‘;on system _that takes a goal as a
¢ondition, and evaluates the goal as an action. Then the outcome of evialuating
the goal becomes part {)f the condition, and an action of creating a data
Lstructure is Ldrru.d out if the goal succeeded; otherwise, a new goal is created. At
this Jevel, the model represents general skills involved in problem solving,
including such strategies as .rying to find a direct link between da.a and
unknowns, and then if that fails working on something more complicated.

The procedures for evaluating goals incorporate knowledge about the rela- -
tional properties ahd propusitions involved in the task domain. Each evaluation
Jprocedure logks at data structures tlnt represent relations among components of
the problem, and determines whether other needed relations can be inferred.
This amounts to a pruductmn system functioning .at the level of specitic -
inferences made during the process of solving a problem. As an example, the
process of cvaluating the goal (QREL X ?- ANGM) and Ahe procedure
(ASSIGNQREL) is equivalent to the following set ofproductlons' »

(GOAL * (?QRELJY 7JANGM))  and  (GOAL % (MEAS ¥ °NUM))  and
" (RT YY) »(COMPX Y)~
(STXY) - (SUPP X V).
(CIRCLEX Y) - (CIR X ¥
(VERT X ¥) > (CONG X Y)
(CORR X ¥) > (CONG X Y)
(ALT X V'Y -~ (CONG X V)
(INTSAM X ¥) - (SUPP X ¥). ' o,

That is, when the goal structure is as shown in the first line, and the data
structure contains the element on the left of one of the other lines, then the
clement on the right of that.line ¢an be created. ’ '

Pattern Recognition and Constructions

In many geometry problems, the material presented does not periiit a solution;
the problem solver must supply additional lines. An example of such problems
is-in Fig. 14; given that AB is parallel to CD, tind an equation connecting X, Y,

© 150
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FIG. 14 &agram tor a pmhlcm
requiring a construction.

and Z. One solution is obtained by constructing a parallel to' AB through the
vertex of Y, creating angles ¥, and Y,. Then (ALT X Y) > X =Y, and (ALT
ZY,) >4 Yy ving Yy + Y, =X+ Z, and then (CONCAT (Y, Y3)Y)> Y=
Yi+Yso¥=X+4. .

The interesting psychological question is how the problem solver thinks of
making the construction, Onesway for this to happen would be to arrive at the
goal of finding a relation between X and Y, test the features of some relation,
and find a partial match. In fact, one subject solving this problem said, “If there
were a paratlet line here, then X and Y would be equal.”

In order to solve problems requiring constructions, the problem-solving system
should be able to detect partial patterns, and should have productions for
completing patterns by adding new points and lines in the problem. Recognition
of the need for a construction is similar to the understanding of a problem--it
involves matching components in the problem with a stored problem and finding
“a gap or a partial mismatch. The idea sketched here of constructions refated to
subgoals and pattern recognition is quite similar to Gelernter’s (1963) treatment
of the problem, where constructions are developed when subgoals have failed,
and a frequent cause of fajlure has been the absence of a feature that can be put
into the problem with an available construction theorem. The present discussion
has considered only the process of recognizing that a construgtion would be
useful: actual mechanisms for making canstructions have been described by
Scandura. Durnin, and Wulteck (1974). 5

Mearungful Solution Structures

Gestalt psychologists such as Duncker (1945) and Wertheimer (1959) empha-
sized the desirability of teaching students meaningful solutions of problems,
o rather than rote, mechanical forms of solution. The concept of meaningfulness
in problem, solving has generully depended on the intuitions of authors and,
readers. Perliaps some progress can be made toward pinning the concept down
by examining the relational networks that répresent alternative solutions to
problems.
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FIG. 15 Diagram for the pro-
blem of vertical angles. '

.9~

I will discuss one/of the problems that Wertheimer (1959) cdnsidered, the
problem of vertical angles. T will present :maLyses of two solutions that Wer-
theimer presented to illustrate his distinction between meaningful and rote
solutions. These solutions will be compared, and two distinguishable criteria of
meaningfulness will be suggested. '

Figure 15 gives notation for the problem of vertical angles. Given that AB and
€'D are straight lines that intersect at 0, prove thdt X and Y are congruent.

A typical statement of the proof goes as follows: ‘

1. X+ /A40C = 180", since they form a straight angle.

2. Y +/[A0C= 180", for the sume reason as (1.

3. X +LA0C=Y +/[AOC,since they both equal 180°.

3. X=Y,since LAOC can be subtracted from both sides of 3.

*A graph $howing the relations in this proof is shown in Fig. 16.

Wertheimer criticized this proof as being rote and mechanical. His evidence
that students fail to grasp important relations included the observation that
when asked to recall the proof, students often write X + £40C = 180°, Y +
£.BOD = and then become puzzled. : [

An alternative proof that seems to fit Wertheimer’s criterion of meaningfulness
copld be stated as follows: . ’

1. LAOB and ZDOC,are congruent, since they are both straight angles.
2. X and:LAOC form £LDOC by concatenation.

o

FIG.16 Diagram of a solution
of the problem of vertical angles
primarily using algebraic relations,

- »
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3. Yand £A0C form £LA408 by concatenation.
4. X and Y are congruent, because they form congruent angles when they are
concatenated with the same third angle.

A diagram showmg this proof is shown in Fig. 17.

There are two apparent differences between Fig. 16 and Fig. 17. First, Lb 17
is slightly simpler than Fig. 16. Second, Fig. 17 uses only geometric relationsand
properties, while most of the relations in Fig. 16 are algebraic. It scems
reasonable to suppose that both of these properties relate to meaningtulness of a
solution. :

One sense of the concept of mc.dmngtulness involves coherent structure, We
would say that a student has better understanding if all components of a
problem are linked closely with many other components, rather than each
element being connected with only one or two other components. In general,
closer linking will correspond to simpler structure. In Fig. 17, the congruence of
X and Y is derived in one step from the congruence of LHDOC and LAOB,
combined with the concatenations involving X and ¥ with £Z40C. In Fig. 16, the
route to X = ¥ is slightly more circuitous, involving equality of two quantities e
because they both equal 1807, and an algebraic operation on the expressions X +
LAOC and Y +LAQC.

It should be noted that the simplicity of a certain kind of solution is well -
defined only with respect to a fixed set of productions. A simpler structure than
Fig. 16 would apply to a subject who had a production

(Y+A=M) and (Y+A=M)~> (X=Y).

It seems to agree with intuition that a student with a richer set of complex
productions would have a better understariding of problems than a student who
had to work out many sequences of small steps. On the other hand, this shows
that the question of meaningfulness. cannot be decided on grounds of simplicity

~

@ /{;mf f:;ﬁ /A()‘B @
; |

FIG. 17 Duagram ol a solution of
the problem of -vertical angles
using peometric relations,
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in favor of one kind of solution rather than another, since_either can probably
have a complex or a simple version. depending on the complexity of a person’s
knowledge. . '

The second teature distinguishing Figs. 16 and 17 is the extent to which they
use geometric relations, rather than algebraic operations. I think that this may.
have been what Wertheimet had in mind in referring to understanding structural
relations in this problem. rather than applying an algorithm in a way that often
might seem arbitrary in the sense of lacking motivation in the domain of the

. problem. _ :

The distinction can be nmade rigorous if we define two préblem spaces, one
having productions that we call geomgtric, the other having productions that we
call” algebraic. A problem in geonigdry can be solved entirely in the pri)blem,
space of geometry, if an appropriaté set of productions exists there and they are
found and applied. Alternatively, there may be a mapping of some geometric
properties and relations irto the dorhain of algebra. These could be translations
ol properties, or they could involve productions that take geometric properties
as conditions und create algebraic objects as actions. When objects are created
that can satisty the conditions of algebraic productions, then problem solving

et go on in the problem space of algebra. After an appropriate set of produg-
' tions has been applied, a translation back to geometric objects can be’ carried

out, it it is needed. (Strictly speaking, the solution in Fig. 16 issincomplete. A

final step using the proposition, “if two angles have equal measure, they are

congruent,” would finisli the job.)

The distinction between solving a problem in its own problem space and
translating into. another for® purposes of computation probably is subject to
considerable  blurring, especially if we consider the result of experience in
applying productions from one domain to solve problems in another. It seems
likely that any pair of productions of the form 4 = B, 8 - ¢, if used often
enough, would soon lead to the existence of a production 4 - C. By a similar
process of fusion. it seems likely that a student who has applied algebraic
operations many times to geometric gpantities (spatial representations of angles,
areas, and so on) would probably have what amoured to a set of productions
t'«ﬂarlmunipulating geometric quantities, without explicit translation into algebraic
operations. Clearly, the question of meaningfulness of a problem solution is
relative Lo the specific set of productions that a problem solver has available,
whether we consider meaningtiilness as solving in the problem domain or as
pruducing as a solution a well-integrated relational structure.

I have some anecdotal evidence that achievement of the apparently more
'mczmingml solution in fact depends on the student’s having a general production
for manipulating guantities of the form -

(CONCAT (4 B).X) and (CONCAT (4 () ¥~
and (CONG X ¥) -~ (CONG B ().

e —
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One’ subject w1th whom 1 have worked on this problem did not know how to
prove that vertical angles are congruent when we began. I gave the steps of a
proof statitg the two sums that equal 180°, making a single equation, and

~ obtaining the equality by subtracting the same quantity from both sides of the
equation. About two weeks later, I asked the subject whether she remembered
the proof;she did not. Then I gave some different examples involving concatena-
tion of quantities. One example involved weighing suitcases by holding them and
standing on a scale. If two suitcases produce the same weight when they are.
combined with a person, the suitcases must be of equal welght The other
example involved distances from city to cnz given on a map. Ef the distance
from Liverpool to London via Birmingham equats the distance from Birmingham
to Dover via London, then the distance from Liverpool to Birmingham must
equal the distance from London to Dover. With these items of background, the
subject generated the proof of equal vertical angles. Then she solved Wer-
theimer’s transfer problem where the angles shown are overlapping right angles,
and she remembered the proof about vertical angles on two later occasions—one
two days later and the other seven months later.

This anecdote does not provide sufficient evidénce for any definite conclusions
about exact structural relations in the problem of vertical angles. It does
illustrate a use of the theoretical analysis in identifying the cognitive component
needed to solve special problems. In this case, if my analysis is correct, the

" neéded component is a production dealing with combinations of quantity in a
general way, rather than with specific geometric concepts.

N

Canclusion

Geometry represents at least two levels of knowledge that are more complex:
than are involved in the simplé kinds of computation involved in elementary,
" fractions. The recognition network needed to identify relations between angles
involves a eoncept in the form of a procedure for processing stimulus features.
That seems no more complex than the procedures for finding equivalent frac-
tions and other similar operations in elementary arithmetic. However, the
inferences needed to solve problems require a network of p"ropositional knowl-
~ edge corresponding to productions that take properties and relations as condi-
tions and generate new relations as actions. And the system requires general
knowledge of relations between goals, to select propositions in a way that will
lead to solutions'to problems that are presented. ’
The general analysis of problem solving as recognition of partial patterns
provides a framework for analyzing the process of recognizing the need for a
~ construction in a geometric problem. The 'framework also provides a way of
comparing solutions of problems that partially clarifies the troublesome concept
of meaningfulness in problem solving.

r

O
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EXAMPLE 3: AUDITORY PSYCHOPHYSICS

The tasks to be considered in this third section require yet another increase in
the complexity of pcrtornmm.e by a student. Nearly all problems given in high
school mathematics are well-defined problems in the sense that they present a
specific goal and a specific set of premises or data to work from. In many
situations students are asked to produce paragraphs or brief essays as answers to
questions. While many questions require only simple retrieval of factual informa-
tion from memory, -others present ill-defined problems (Reitman, 1965) in
which the student must generate more than a path of operations leading to a
goal, o '

The material that T will consider in this last section is part of the content of
introductory college psychology, and the selection of content for this discussion
15 taken from the introductory text by Lindsay and Norman (1972). I do not
mntend to suggest that the kinds of complex semantic processing that 1 will
discuss “here are confined to college-age adults. The processes are required
whenever a person generates complex substantive material, as in the telling of
stories, and much of that is done by quite young children. Certainly, complex
question answering is expected of students in junior high school and high school
in many of their courses.

Semantic Networks

A structure of concepts and relations can be represented conveniently as a
network, and & majority of investigators use such a representation to chirac-
terize the knowledge required for answering questions (see especially Anderson
& Bower, 1973: Kintsch, 1974: Norman et al., 1975). The notation that 1 will
use here is similar to that of Norman et al. (1975), which also is included in
Lindsay and Norman's (1972) text and is used in Norman’s chapter in this
volume. [ have, lowever, reversed the roles of elements and relations, part}‘y'to
be comsistent with my carlier discussion and partly because some of the discus-
ston of this material is helped by having attention focussed on relations rather
than on concepts as the main components of the structure.

The content of psychophysics includes concepts from physics, biology, and
psychology. Mot of the information given by Lindsay and Norman about the
physics of sound 15 shown in Fig. 18. Most of the relations shown such as ISA,
HAS, and CAUSE have been used:frequently in many discussions of semantic
memory. ISA denotes category membership. HAS denotes a relation of property
attribution, which takes several forms not distinguished here such as having parts
(components of a complex wave) and having units (such as Hert/ for frequency).

The representation of Fig. 18 is, of course, higlly schematic. A complete
description would include many distinctions not made in the diagram, and
would require elucidation of several components. In general, the concepts and
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- \
relations correspond to schemata that can be unpacked if necessary either By a
theorist for more detailed analysis or (in a different sense) by the subject when
“necessary in considering specific aspects of a topic or question. An example is’
the concept of a function, which is a general schema involving a relation of
correspondence between membefs of two or more sets. Thus the node RE-
LATES and the presence of twq variables whose values are connected by the
function are expected as parts of the schema indicated here by the single term
“function.” This kind of conceptual embedding is discussed in more detail by
Norman. Gentner. and Stevéns in Chapter 9 of this volume,
. The dashed lines and diagranmis in Fig. 18 involve concepts whose understand-
ing apparently ihcludes production of a diagram or image. The hypothesis
involved here is similar to that used in the section on fractions, where [
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FIG. 19 Network of propositions for anatomy ot hearing.

ERIC 153

Aruitoxt provided by Eic:




7. COGNITIVE OBJECTIVES 153

presented the idea that.some processing can be mediated by use of a representa-

tion of quantity either in spatial or set-theoretic terms. The us¢ of generative
- processes involving 1magesm3r question answering has been’ noted before,

notably by Jorgenson and Kintsch (1973) and by Norman (1973). Norman’s
discussion is especially pertinent. His example involved generating a floor plan,
and subjects used rules based on general properties of rooms and bu1ldmgs even
when this led to mistakes in the specific task they
Just as many of the nodes in Fig. 18 represent oncepts that are not é’pelled
out in detail, the diagrams presented there only sketch the representation' that
we would hope students acquire regarding sound \waves.. The procedure for
generating the image of a sine wave should be conhected to the concepts of
frequency and amplitude in ways that I have not wotked out in detail, and the’
properties of the various diagrams involving concepts of vibrations, a pressure
wave, and a sinusoidal function all should be related ‘toieach other in definite
" _ways not specified here. Analysis of these cognitive structures would be a task
well within the technical capabilities available at present) although some new
understandmg would probably be achieved by developin c{etmled models here,
as with other domains.
Figure 19 showsa semantic network contdining the main cpncepts of anatomy '
_connected with hearing. This figure seems entirely straightforward; however,
“note that HAS has yet another meaning here ‘(the cochlea is charucterized by
some of its propemes and by some of its parts), and the relation CONNECT TO
refers to rather ‘different kinds of anatomical relations (the: \way in which the
malleus is connec{ed to the incus’is quite differgnt from the ' way hair cells are
‘ connected to neurons).
Figure 20 shows A network of concepts that refer to events that occur when a
sound ‘wave produce\s a neural reaction in the brain. The descriptions of proper-
" ties of neural responses of different kinds are severely abbreviated here, and
good knowledge of these would involve quite an intricate structure of interrela-
tionships.

. An important feature of Fig. 20 is its inclusion of concepts from both Fig. 18
and Fig. 19. The knowledge structure that we expect students to acquire is a
synthesis of all three of these networks. It should be noted also that the
knowledge shown in Fig. 20 should relate strongly to the student’s general
. knowledge about neural processes, as well as general toncepts of anatomy and
. physics.

-i

\

Rrocess of Answering Questions

“Many questions can be answered luy a relatively simple process of retrieving \
ﬂxctvual information that is stored int memory. For example, Fig. 19 contains the "\
answer to the question. “which bone of the middle ear is connected to the ear 1
drum?” A process for retrieving facts from memory has been developed in detail
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FI1G. 20 Network of propositions about events that occur when a sound is heard.
by Anderson and Bower (1973): it involves entering the memory structure at
components mentioned in the question (in this case, middle ear, bone, and ear -
drum) and searching for a match to a specified structure. If a match is found, the
information is retrieved in the form of a propositional structure containing the
answer required. In this example, the matching structure would contain the links
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(ISA malleus bone) (CONNECT-TO malleus cochlea), and the answer would be

“the malleus.”

The process of rumvmg, facts from memory can be seen as a kind of pattern
matchin 17 in Tact, the mechanism proposed in the preceding section for pattern
matching in problem solving was borrowed from Anderson and Bower’s (1973)
discussion of fact retrieval. Somé information resides in memory as a substruc-
ture of a person’s knowledge. A question is asked, and the question contains
components. that matclt components of the stored information. The person
retrieves the pattern, including components that were not in the question, and
the new retrieved components constitute an answer to the question.

Less specitic questions can be asked, and their answers require some selection
and judgment by the person who answers. “What is the basilar membrane?”
could be answered (from Fig. 1), “a membrane in the cochlea, connected to
hair cells,”” or (from Fig. 20). “the thing that has a travelling bulge caused by
pressure waves in the cochlea,” of a number of other possibilities; including a
u)mbnmtmn of the two mentioned above. One thing a student must do is decide
how much information is needed: “tell me about sound waves,” can call for a
brief” paragraph or a 30-page article or a book. Also, the ﬁegree of specificity
requirnd in an answer sometimes is uncertain. In some contexts, the question,

“where is the basilar membrane?” might be answered best with “in the ear,” but
in other contexts, “in the cochlea™ might be more appropriate (cf. Norman,
197.3). Clearly, there are some important prineiples of social psychology operat-
ing in the answering ot most questions, in which the answerer applies assump-
tions about the knowledge structure of the asker in deciding what kind of
information is most relevant to the question. This is understood well by students
who often spnnd some time during examinations trying to judge “what the
instructor wants™ as an answer to a question.

One class of questions used frequmt]y in examinations seems to raise a special
set of theoretical questions. These are questions requiring explanations of
phenomena or relutionships. A relatively simple example is the question;
“expluain how pressure waves in the cochlea prodrice firing of neurons.” To arrive
at an answer, a student should generate a seguence of comporients each involving
a CAUSE relation. A mechanisp like the one described for finding the measure
“of an angle in Fig. 8 would be/suitable. The process might start by setting a goal
ol finding an gvent that cauges firing of neurons, then checking whether that
matched the “pressure wavgs in the' cochlea” taken from the question, and if
not, searching back further/until a path of causal links had been established. As
in the case of problem solving, successful performance depends bdth on having
appropriate knowledge structures and having an appropriate strategy for generat-
ing gouls that drive the pattern matching and search processes needed to obtain
an apswer.

More complicated -processes are needed tor a question such as the folluwmg

“A recording is made of a performance on a pipe organ. When the recording is
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4

played at high volume, a certain pussage sounds uniform in loudness, but when
the volume is decreased. the low and high notes sound much sof'ter than the
notes i the middle range. Explain why this oceurs.” Lindsay and Norman
(1972) present the information needed to answer this question. [t involves the
fact that loudnéss is caused jointly by intensity and frequency; decreasing the
sound level makes a very large decrease in loudness of low and high frequency

e sounds, but a snaller decrease in loudness at medium frequencies.

% The first requirement placed on a student by the question about loudness and
frequency is to comprehend the question. This requires considerable knowledge
in the subject of psychophysics; and use “of that knowledge in a sophisticated
system for construeting an interpretation of the ‘information given in the
question. This is not the place to go into the theory of language understanding in
detail. but recent contributions to that theory (Simon & IHayes, this volume;
Schunk, 19720 Winograd. 1972) make it clear that a mechanism for under-
standing a messuge makes critical use of kngwledge about the meanings of
concepts contained in the message ind relations of those concepts to other
coneepts i the person’s knowledge structure., ’

But beyond comprehension, the student who answers the question must also
have a systemn for generating an answer that provides an e~ ~lanation. One of the
things students need to learn is what counts as an explanation of sorriething,, and
that is definitely nontrivial when the thing to be explained is a complex
functional refationship. We do not have a theory worked out yet to characterize
just what is involved, but it sems probable that the mechanism will involve

-principles ke those used by Abelson (1973) concerning the organization of
heliet systems and by Rumethart (1975) concerning  the organization of
stories. The studeng- must know that an ‘explanation requires certain compo-
nents. Most explinations either relate the explanandum to some general prin-
ciples or describe o mechanism that performs in the way to be explained (I am
not concermned here with the question whether these are fundamentally similar,
or whether “other kinds of answers can be cxpl:ihmiuns as well.). Thus, an
explanation is organized according to rules, and these rules constitute a schema
that must be part of the student’s knowledge.

When a schema for “explanation™ is activated along with a structural descrip-
tion of the relationship to be explained, a search can be conducted for relevant
wlormation i memory. 1 expeet that the explanation given by many people
woukl be mediated by a maph of equak-loudness contours, such as the oné
shown i Fig: 21 A student who knows about the joint dependence of loudness
on frequency and intensity could have that knowledge in the form of a program
for gererating a 2raph showing the relationship. To use the diagram, the student
would need turther procedures for interpreting the ini'ognmtion produced when
the graph was gcllcgaltenl.’ In, this. case, a uniform decrease«in sound level

-edrresponds (o a horizontal line moving from a high level on the graph down-
ward for some distance. Anexplanation ol the relative softening of low and high
frequencies would note that a decrease in sound level passes a greater number of
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contours at low and high frequencies than at medium frequencies, and this
corresponds to a greater decrease in loudness at the extremes than in the middle
range. ‘ *

' . . - v
Conclusion :

e

In this section [ have taken up issues th;(t are at the edge of available theoretical
. concepts in cognitive psychology. The theory of semantic networks is quite well
developed and serves to represent knowleilge structures of the kind we try to
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teach in many expository subjects such as psychology. We test students’ knowl-
edge by asking them questions, and to perform successfully they are réquired to
understand the (uestions and generate appropriats answers. A substantial begin-
ning has been made in the theory of language comprehension, and some
promising suggestions are available regarding generative processes in question

- answering. The availabde fheories do not taKe us as far in this area as do the
available - theories ol problem solving, but enough is understood to permit a
rough sketch of the kinds g-*j' processes that probably are involved.

a
v

o

"* GENERAL CONCLUSIONS
My goal in carrying oe( this work was to explote the applicability of current
coneepts and theories {11 cognitive psychology to topics actually taught in -
classroom instruction, Ihc results have been enconraging. 1 think we can assert
confidently that our stute of knowledge and understanding in cognitive psychol-
ogy has now developed to the point where meamngful contact can be made with
the content of instruction. ’

In this chapter, the concepts and techuiques of wgmtlve psychology have been
applied to analyses of instructional tasks. Task analysis has been a major activity -
of educational” psycholagists for some time, and Resnick’s chapter 3 in this
volume provides a review and discussion of instructional task analysis in relation
to cognitive psychology. 1

Careful attention to components of instructional tasks is potentially helpful in
at least three Wuy"s. First, it aids in the design and evaluation of curriculum _
materiuls. Secondly, it. constitutes usetul knowledge for teahers who have the
task of training students in the skills and understanding that are represented in
the theoretical analyses. Third, it pmlmbly would constitute useful information’
for students who have the task of uqumng the skills and understanding
represented in the analyses., _ .

AG important question is whether task analyses that are more strongly em-
hedded. in genetal psychological theory, as | have attempted to embed the
ilhsstrations developed in this chapter, will be of increased nsefulness in the
-practice of instruction. [t would be pleasant to have strong reasons for a positive
response to that question, but it seems to me that such an evaluation must come
from the potential users of the product not from one who profmscs to offer the
product for nse. A further impediment to enthusiasm now is the fragmentary
nature of the illustrations of detailed task analysis based on cognitive theory. A
more reasonable evaluation may-be possible when we can display a relatively
complete analysis of the” knowledge desired as the outcome of instruction in.
some  subject sueh as fractions or geometry a1 psyclophysics. Perhaps the

~conclusion’can be drawn trony the present work that it is reasonable to under-
take such an analysis using concepts that are currently available in cognitive
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psychology, OF course, we should expect that an eftort to apply current theories
will show some needs tor changing the theories. But we have apparently reached
a state of knowledpe and understanding that provides a reasonable starting basis
for develapment ot mstructional objectives based oni general psychological
theory.
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Impression Formation,
Discrepancy frorm Stereotype,
and Recognition Memory'

‘Ray Hyman

« University of Qregon
g

o

The backgrouna for the research in s chapter includes an’interest in the
“prepured mind” (Hyman, 1961, 1964a). Under what conditions, {or example,
da preconceptions and prior knowledge about a problem interfere with the
restructuring necessary to achieve a solution and under what conditions do they
help? A particular form of this question is concernsd with the role of dis-
crepancy from prototypes in guiding the course of inquiry and contributing to
the growth of knowledge (Brunswik, 1959: Gombrich, 1961: Hyman, 1964b;
Kuhn, 1962; Mischel, 1971),

“The motivation of the current research- program is to find experimental
paradigms to study the operations of schemata and discrepancies from proto-

2 types in science, art, and everyday aftairs. On the one hand, such schemata
contribute to distortions of reality, missed discoveries, resistunce to innovation,
and ogher tendencies to assimilate new input to preconceived viewpoints. On the
:other hand, they are necessary precursors to the recognition of important
problemns, tu the detection of anomalies. and to their own eventual adaptation to,
the disturbing discrepancies. « ‘

Although the experimental paradigm described here is directed primarily to
such practical issues, both the paradigm and the questions it was designed to
smswer overlap with current rescarch m psycholinguistics, verbal memory, and
cognitive psychology. This overlap might be taken as an encouraging sign of a
narrowing gap between issues of how we acquire knowledge in the real world
and-issues being studied by contemporary cognitive psychology. '

The paradigm s based on the impression-formation task used in studies of
person perception (Hastort, Schneider, & Poletka, 19707 Warr & Knupﬁer.

' The e\pcrfmz'n!ul data were collected by Janet Polt and W. Tram Neill, who .also
contributed both to the desten and the analysis of the results,
O ' ' 161
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1968). In the pmcnt version, the subject is presented with the description of a
hypothetical individual (see Table | tor examnples). The description consists of
the name of the individual. the discipline in which he is currently majoring
CAccounting, Taw. or Soctal Work), and o character shetch written around ten
adjectives vr tuiits. The subject’s task is to read the description, form a coherent
impression ot the individual descnbed, and then circle those adjectives on a
chechlist that approprately describe the individual,

After performing this task with a small number ol sketches, the subject is
unexpectedly tested tor his memory of the actual adjectives used in the descrip-
tion of each hypothetical individual. In the experiment to be reported. the test is
tor recognition memory. Using the same list of adjectives as was employed for
the impression task, the subject now indicates which onds lu. believes were IU the
sketeh of a given individual as well as his rated confidence in the judgment.®

Fhe mde puuh nt variuble in the present experiment is the degree to which the
sketch of u hypothetical individual is_discrepant from the sterotype of the
vitepory tn which he i, assigned. The degree ofa discrepancy is determined
operationally by having o normative sample of jndges rate the similarity of the
wdidual deseribed m cach sl}rlf'h to the stereotype tor cach of the majors. & -

Schemata, Pratotypes, and Stereatypes

We asstime that our subjects pnss(qs\‘('Immua tor the categories cbn%isting of
“Aceounting, Law, and Social Work students.” We view the schema for a given
category a$ a system or set of criteria by means of which the subject can either
generate or recognize mstances that are members of the category. For the
impressien formation task, we further assume that the schema also includes an
wleal, or representative instance of the category--the prototype -which is em-
ployed as a standard against which new instances are compared.

A schenu tor the category-of Law Student, for example, would consist of a
prototype of a typical iw student along with rules and criteria thatspecity the
type and range ol permissible transformations that can be performed on this

* The Hterature on memory indicates that the oftects that we want to explore within this
paradizm will most hkely show upan tree or cued recall ruther than in recagnition memory
et Rintsch, 1970 Nevertheless, we emploved only recognition memory in our initial
expenment. One reason tor this cholee was the hope that we could obtain many more
mtcresting indices of how the discrepaney from stereotype in the dnitial descriptions
cventnally showed up i later recognition, In oar subsequent stadies we plan to ase recall, or
Leombimation ot recall and recegnition,

YThe concept of “schema™ has heen wsed ina variety of wavs and has acquired a varicty
of tonnotations withim the fiebd of pacchology tlor examples see Attacave, 1957h; Bartletts
19320 Evans, 19670 Northway, 1940, Oldtiekl, 1954, Reed, 1973; Woodworth, 1938), In
this chapter only some of these varied connotations are intended. We make no assumptions,
tor example, about how the schemata orizinate nor about the \pulgu mechanisms by which
they operate.
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prototy pe. When a prototype for a given category 1s shared by members of a
subculture. as are the prototypes for the majors ysed in this experiment, then we-
call the prototype a stereorvpe,

Properties of the Impressionr Formation Task

The impression that the subject torms on the basis of a small set of traits,scems
to vorrespond closely to Bartlett's notion of a sehema (Bartlett, 1932). Bartlett’s
use ol the concept of “schema™ las been eriticized as being vague and inconsiss
tent (Northway. 1940; Oldtield & Zangwill, 1942). One problem is that what
Bartlett was pointing to, while real enough, is clusive and hard to describe.
Rather than being a clearly delincated vognitive structure, Bartlett’s schema
seems to be a diffuse, quasi-affective “organized setting” within which the
subject tries to mahe sense of material to be assimilated or to be recalled.

Appatently. the subjects readily form impressions on the basis of a few items
of information abont an individual. Because there is a great deal of inter-and
intra-subject consisteney in the impressions that are formed, social psychologists
attribute an “implicit personality theory™ to their subjects. (Hastort ef al.,
1970). These tmplicit personality theories, in the realni of interpersonal pereep-
tion, seemt to play @ role much like Schank’s (1972) system of coneeptual
dependencies. ‘

What is of interest for the purposés of the present rescarch is the fact that -
subjects fornt coherent wpressions even when given information that is inter-
nally nconsistent A major objectivg of this research program is to study the
ditferential etfects upon memory &f uchieving such colierent impressions of
information that vary in their internal consistency or compatibility. Thus, we
attempt to experimentally manipulate the degree of inconsistency while ensuring
that the suhj"cct will be able to achieve a coherent impression. -

The adjectives chosen by the subject to indicate his impression provide two
kinds of information about his “inferences”™ from the description he is given.
First, they indicate the relative influence-upon the subject’s initial impression of
the assigned major and the character sketeh. Second, they provide a baseline for
subseguent memory of the sketeh. We can evaluate the relative influence upon
meniory of those adjectives contained in the sketch and those used by the
subject in lus mitial impression. i . '

Zangwill (19727 cites some’ studies which demonstrate that what the subject
repraduces in recall depends heavily upon his initial response to the original

A atrer havine condicted thay expenment, we have discovered that suhjcct{ do not selways
torm an nterrated impression e the expermment by Gollin (1954) less than one-fourth of
the subpects attempted to mtegrate or tind o coherent. basis Tor apparently  discrepant
information thout a siven person. The remaining subjects focussed on one aspect of the
information while tenorning the discrepant aspect or inchided both aspects withoat attempt-
inz to recon.ile them.
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7

stipulus. Northway (1940) similarly ;ufgucs that what the subject reproduces in
serial reproduction tasks 1s not the original stimulus but his initial pereeption of
lh;n\ stimulus. And the Russian psychologist, Smirnov (1973) concludes that the
pergeption ot the onginal material proceeds at two levels. Oue is the level of
actual details and. the other is the level of a more abstract impression which we
achieve in our ettort to comprehend the material. This notion is much like that
ot the. schema-with-correction theme as cnmployed by Attneave (1957b) and
Posner and Keele (1968, 1970). The important point is that memory may be
ginded as much, if not more, by the general impression. formed at time of initial
exposure as by actinal content of the stithulus.

5

METHOD

Strmulus Materals

The stimulus nua rads consisted of three personality sketches, each attributed to
a hypothetical indwidual. Bach sketeh was written around a set of ten adjectives
selected on the basis of & normative-study in which 12 judges were presented

Swath a list of ] occupational majors such as Physical Education, Accounting,

Faw, Medicine, Fte. The judges were instructed to imagine the typical graduate
student who would be majoring in cach of these areas. For each such typical
major. the judges went through Anderson’s list of 555 adjectives (Anderson,
1968) and circled each one that they felt to be descriptive of that individual. On
the basis of the agreement among the judges. six nonoverlapping sets of 10
adjectives were selected for fhe construction of six separate sketches. Each
shetelt was written ta fit the stereotype of a particular occupational major. An
attempt was made to employ adjectives that were unique to a single major, that
were not strongly negative on rated likeableness, and for which a reasonable
mumber of equivalent synonyms existed on the list. The three sketches used in
the present study, each patred with the occupational major to whicli it is most
appropriate, are listed in Table 1. '

The perceived similarity of each sketch to each major was measured in a
second normative study employing 53 judges. all of whom were drawn from the
same population as the subjects in the experiment. “The judges formed an
tmpression of the individual described in each of the six sketches. Immediately
after reading each sketch, each judge described his -impression of the target
person by checking the appropriate adjectives on a 200-word checklist. This
200-word checklist Tud been constructed from Anderson’s list of SSS by
elimmating those adjectives that were never or rarely used in the first normative
study. A set 1. defined as the normative impression for a sketch, was derived for
cach sketch from these initial descriptions. Fach adjective that was circled by
6077 or more of the judges was mcluded in the impression set I for that sketch. -
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. TABLE 1
The Snimulus Materials: The Three Pecsonality
Sketches Employed in
This Experimens?

MICHALL DICKER

Michaet Decker s currently doing graduate Gork in Law. During his senior year in high
schbol. Michael Decker's school counSelor wrote the Following dCscrip(i\)n of him based
upon interviews and psy chological tests: '

Michael 1z an ambitions person who often is impulsive and darmg in his thinking and
actions. Being skeptical, he tends to be outspoken in his opinions. He tackles problems in an
aggressive manner, He s both falkative and forceful in his sociad interactions. Although
possessed of a fiery temperament, he is quite sfirewd in hes dealings with others,

ROBIRT CAYWOOD

Rabert ('uy-e,'zmd v currently doing graduate work in Accfiunting. During his senior year
u hiel school, Robert Caywond's school counselor wrote the following description of him
based uponanterviews and psy chological tests:

Robert s basically 1 cautious and thrifty person. ‘His outlook is materialistic and his
classmates probgbly revard hun as pisensizee. In tackling any assignment he is orderly and
thorough. Becanse ‘he is sertons and unassuming, he appears to be socially withdrawn. Both
politteatty and an other ways he s a conformist. :

CANDREW FLEFMING h
Andrew I'leming is curfently doing graduate work in Social Work., During his senior year
in high schoul, Andrew [leming's school counselor wrote the tollowing description of hint
based upon interviews and psychological tests:
Andrew 1s bath a warn and idealistic person. Basically a trusting individual, he is patient
and sympathetic m degling with people. His classiates describe him as generous and

considerate, He 1s genuinely tolerant of dther viewpoints and sineere in his desire to listen, -

Andrew readily agrees that his ogtlook is sentimental.

UEach sheteh i parred wath the occupational major to which it 18 most appropriate in
terms oo pudees’ ratings. The ten key adjegtives are italicized in ecach sketeli they were not
italicized i the actual stimulus materials, -

Next, the pudges directly rated the similarity of the sketch to the typical
graduate student n each ol 10 occupationat majors, The ratings were made on a
7-point scale with “17 indicating “‘very similar” and “7” indicating “very
dissintilar.”” Note that that these ratings provide us with a measure lor our basic

Cindependent vanables the “similurity-tn-st_cfcotype“ for each possible sketch-
major contbiation.

Finally. the 33 judges indicated their impressions of each of the 10 occupa-
tional majors by checking items on the 200-word checklist described above. A
set M, detined as the stércotype for o major, was constructed from those
adjectives endorsed hy nwore than 6077 of the judges for a given major.

From these normative data, the three shetches and the three occupational
majors to he used m the present study were selécted. Table 2 shows the
combinations of the majors and sketches used with each experimental condition

El{lC 1 'If")
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TABLE 2
The Major-Sketch Pairings Used
in, Each of the
Experimental Conditions? N

Sketeh Name

ey . i e e e e e e

Expenimental

condition ( AYWQOD - FLEMING DFECKER
A Ac(:uunling (2.0) Law (4.1) Sovcial )vorl'h(4.8)
> B Soctal work (6.2) Aceounting (5.6) Law (2.2)
\ S Law (3.8) Social work (1.2) Accounting (4.6)

"Ihz. columns indicate the sketeh name and the rows the experimental
condition, Fach cel]l indicates the assigned major for the condition. The
numbers in parentheses are the average ratings of similarity-to- -stercotype for
each major<ketch pairing. The ratings were made by judges on a 7- -point scale
such that “1I7 indicates “very similar®® and “7” indlmtw “very dissimilar.”

.lll)ll}, with the smnldrm to- slcrmtypc ratings for each ma]or—s]\ctch combina-
v
Aion.” : &

The Adjective Check List

The constriction and the composition of the adjective list, which is the constant
N instrument upon which all the ‘impressions and recognition judgments are

mapped, are very important. A new checklist of 91 adjectives was constructed
by selecting items from three sets the character sketeh itself, C: the generalized

impression of the sketch, 11 the stereotype of an oceupation major, M— dppropn-
ate to one of three sketches or the three majors. We attempted to get an even
distribution of adjectives among the subsets formed by the sets C, /, and M and
theie complements. The greatest set overlap is between the stercotype for Social
Worker and the impression tor Fleming (10 of 22 adjectives); the least is
between the stereatype for Law and the impression for Decker (2 of 24

Sldeally, the amrangement of sketches, assigned majors. e perimental conditions, and

Srelative sinnlariy-tostercatype would torm o Greeo-Latin square with cach of these four
Lactors orthogomal to one amother. We could not achieve such complete orthogonality with
the present set ol three sketehes and majors. In tact, out ot the total set of six sketches and
majors. that we started with, we could form only one balanced Greco-Latin sqnare with a
subset ot three. But this subset had undesirable features such as strong overlap between two

“of the sketebies and a very wide range of dmnp.lm) in one condition and practically no
e o diserepaney for another, The selechon cmplu\ul here is consequently a com-
promise. Fhere s confounding between the moderate and extreme levels of discrepancy in
that Law s never pared with the most discrepant case in any. of the three experimental .
groups while Acconnting s pared with the most discrepant case in two of the conditions.
The contrast between the least discrepant case and the other two luel\ of diserepancy,
however, w5 arthogonal to the uthu three factors.
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adjectives). The stereotypes for Law and Accounting share two adjectives out of
a total ot 25 between them. Table 3 may help to clarify what was accomplished
in the two normative studies that supplied the sketches, the majors, and the
checklist for the preseit experiment. '

The checklist was constructed so that a number of comparisons could be made
from subject’s responses. Table 4, for example, illustrates the partition of the
checklist relevant to the analysis of responses to the major-sketch pairing of
(Fleming, Social Worker). Table 4 provides such information as the following:
both Andrew Fleming and the typical major in Social Work are considered to be
kindly and pleasant; Fleming is considered to be good-humored and broad-
minded, but these traits are not part of the stercotype of the Social Worker. On
the other hand, the typical student in Social Work is'described as accessible and
dedicated, adjectives which are not part of the general impression of Fleming.
Also, even though the adjective idealistic is used in the sketch of Fleming, the
majority ol judges did not check it as part of their impression of him. Later we
will add two more cross paritions of the check list for more detailed analyses—
one. includes the list of adjectives included 'in the other two sketches and the
other includes those adjectives actually checked by a subject as descriptive of the
combination (Fleming, Social Worker).

¢

TABLE 3
The Normative Studies and Their Yields

Study 1: 12 judges

Judges describe cach of 11 occupational majors on a 555-word checklist (Anderson,
1968). )

~ Resulis:

() Six nonoverlapping sets of 10 adjectives, each set appropriate to a different one of 6
majors. A character sketeh is written around t.dLh set.
(i) A redueed list of 200 adjectives.

Study 2: 53 judges
Judges

4, Descgibe the 6 sketehes on 200-word checklist.

b. Rate cach sketch for similarity to stereotype of 10 oceupational majors on scale
trom “1" (very similar) to “77 (very dissimilar),

¢, Deseribe cach of the 10 occupational majors on the 200-word checklist,

Results:
i. normative impression set of adjeetives for each sketeh,
ii. rated similarity of each sketch to cach major,
ifl. stereotype set of adjectives tor each major.
From these results. the three sketches and the three majors were selected and the
91-word checklist was constructed. '

o

3
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TABLE 4
The Partition of the Chacklist Relevant to
Analyzing the Resuits for the Pairing
{Fleming, Sociat Work)4

.

orsr . crar I
wlealistic sentimental {emnpty) . patient
’ trusting : sincere
generous sympathetic
- tolerant
wirm
considerale
cnr v cra crar
good-humored kindly accessible accurate
satt-hearted pleasant adaptive analy tical
trustworthy sensitive dedicated  careful
broadminded suciable cautious, ete.
weertul thoughttul
congenial aveeptant
coaperative churitable
emuotional earnest
pentle friendly
hetptul

4 stands for the set of adjectives in the sketch for
Flenung: 7 stands for the set of adjectives in the normative
impression of this sketeh; and M stands for the set of adjec-
tives in the stereotype of Soctal Work. ¢, 7, M* stand for the
complements of these sets,

Subjects.  Fortysseven subjects, taking undergraduate psychology courses, were
ashed to participate in an experiment on impression formation for which they
would be paid $3.00. They were told that the experimental session would take
between 14t 2 hr. , ‘

Procedure. Each subject was given a booklet with detailed instructions. Each
subject conld go through the entire experimental session at his own pace. Total
time varied trom 30 to 90 min. The subject was told that he would be reading
three briet sketches, each describing a different person. He was to form an
mmpression of the person described and thest record which adjectives on the
accompanying lists seemed to fit his overall impression. He was to read a sketch
for as long as T felt necessary. Tle was to think about what the person was like
overall. Onee he telt he had tormed an impiession of the person. he was to turn
the page to the list of adjectives. Without looking back to the sketch, he was to

_read down the list of adjectives. Whencver he encountered a word that seemed to
fit his idea of what the’ person was like. he was to circle it. The subject did this

‘ 17
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- for each of the three sketches in turn. The instructions were repeated prior to
 each sketch.
Upon completing the checklist: for the third sketch. subject came upon the
totlowing instructions:

In the tirst part we ashed you to furm an impression ot a person on the basis of the

" descriptiofn we supplied to-you. At that tune we did not tell you that you were to
remember anything about the deseniption. But in this second part of the experiment, we
are gomy Io ash you to remember as best you can those adjectives that were actually in
the descriptions we supplied to you. We are aware that your ability to recognize that an
adjective was or was not in the sketch of @ given person cannot be done with absolute
certainty.

Detailed instructions about how to employ the 6-point rating scale followed.
For each adjective, subject was to circle *“1” if he was very confident that the
word did appear in the sketch: **2™ it he was reasonably confident that the word
did appear, 37 it he was slightly confident that it did appear; 4" if he was

_slightly confident that the word did not appear, ete. We did not allow a neutral
category on the scale because our preliminary experiments indicated that sub-
jects tend to overuse the middle category.

The subject then turned the page and encountered the list of 91 adjectives
with the rating scales beside cach one. At the very top of the page was the name
and major of the mujorsketch combination that he was trying to remember.
When he completed his ratings for one sketch, he turned the page to a repetition
of the instructions in cuse he needed to refresh his memory for them. He then
turned to the recognition task for the second sketch; Jnd then finally to the last
. sketch,

The expeiiment was conducted in a-large classroom with the subjects seated
such. that all could be monitared by three experimenters who were present
_throughout the session.

o RESULTS

The results are based upon the data trom 44 of the 47 subjects distributed as
follows: 14 in Condition A, 15 in Condition B, and 15 i Condition C (Three
stihjeets Laiked to tollow instructions).

The Impression Formation Task

"F'ignrc I summuuizes the data of how the subjects used the checklist categories
to deseribe thewr unpressions of the sketches. The categories ¢ (the sketch
adjectives), (7 (adjectives in normative impression, but not in sketch) and K
(adjeéctives in the other two sketches) and Base {dll the remaining adjectives)
_were employed because they consisted of-identical adjectives tor a given sketch i
—and all three category assignments. The data are pooled across the three . |
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sketches. The tirst value on the abscissa is the uvufugc similarity-to-major for the
3 cases in which euach sketeh was assigned to its most compatible major; the
second value s the average for the 3 eases in which each sketch was assigned to
ity next most compatible majors-the third point is the average for the 3 cases in
which each sKetch was assigned to its least compatible major, At all three levels
of similarity-to-stereotype, subjects use about 807 of the adjectives that were in
the target person’s sketches to deseribe their impressions. Almost as frequently,
they emplay adjectives that are normative associates ol the sketch (category Cl).
The “haseline” category tends to elicit somewhat more usage than do the
adjectives in the other two sketches, This is partly due to the fact that the
baschine contains adjectives in the stereatype categories and, for each sketch, the
adjectives in the closest or more appropriate stercotypic categary tend to be
employed in the impression task with almost as much frequency as are the
adpectives - the (7 category (approximately 704 as compared with approxi-
mately 7577). . ) ,

Figure | shows that subjects do tend to use the adjectives from the normative
impression in puking their own descriptions of the sketeh. It also seems to indi-
cate that the descriptrons were atfected very little by the degree of discrepancy
from stereotype. Figure 2 shows the tendency to employ adjectives during the
impression formation task that come from the three stereotype categories on

a

100
[

i

—
8ot T

inpression Task

or C ADJECTIVES IN SKETCH
] I NORMATIVE ASSOCIATES OF SKETCH
K ADJECTIVE\S iN OTHER 2 SKETCHES.

Proporton of Adjecrves Selected Duning

[ S—— VU WS L L

! 2 3 4 5 6 7
AVERAGE SIMILARITY TO STEREOTYPE

L

FIG. 1 Propoertion ot adpecnives selected from various categories of the cheeklist during the
improssion-formation task, The sumlarity-tossterengy pe along the bseissa is based on. the
averared normative };mngs for the three sketches at cach of the three evels of relative
discrepancy trom stereotype. The normative ratings are on a scale ranging trom 1, very
similr to the stereatype ot the assigned category. to 7.7 very dissimilar to the stereatype.
Fach point s based on the data from 44 subjeets,
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F1G. 2 Proportion of adjectives selected from the three stereotype categories on the
checklst during the impression formation task. The abscissa has the same mcanln;. as in Fig.
L. The arrows indicate the assigned category.

the checklist..The top line on the graph, for example, shows the tendency to use
adjectives in the most appropriate category (the stereotype which is closest to
‘the sketch) when that category is the assigned one and when it is not. Here it
looks as if the tendency to use adjectives from the appropriate stereotype is
greater when that is also the assigned stereotype. Although this is a reasonable
and expected finding, not too much reliance should be placed upon it because it
is mainly due to one sketch.

With one exception, the tendency to use adjectlves from the various stereotype
categories seems to he determined almost entirely by the similarity of the sketch
to the stercotype rather than by the assignment of the sketch to a major. The
exception is for the intermediate case. In this latter case it does. appear that
assigning a sketch to a nmjor that is moderately discrepant (rather than ex-
tremely discrepant) does result in an enhanced tendency to use adjéctives in this
category to describe the impression. Although this finding of some assimilation’
to the stereotype for the moderately deviant assignment is consistent with our
predictions, the effect is rather small and local (in the sense that it does not seem
to affect other categories of the description).®

#Subsequent analyses of individual adjectives and a replication experiment with-a much
larger sample contirms the Fact that the assignment of a major to a sketeh affects both the
impression and the recognition task. The analysis by large categories of adjectives masks this
effect because many of the adjectives do nout discriminate because they are casily rejected as
* being irrelevant to a particular sketch. ' ’
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The Recogrﬁtion Task

The dependent variable for evaluating the subject’s recognition memory for the
Jdmmex inn the shetches is simply th\u average rating for the various wtegones
of .1d|es.tms

Figure 3 summarizes the basic results on the recognition task. AS in the

* preceding two figures the results are displayed as a function of the average
| stmilarity to thc stereotype. Here too, the srelative dlsucpdm.y bctw;;:n sketch
and assigned m.m)r has little etfect.

Figure 3 displays the recognition ratings broken down by the six ategories.
formed by splitting cach of the three categories € (sketch adjectives), €7, and B
(baseline),into those adjectives used by S in his own description () and those
not used in his own description (). For both the £ and the D) categories, the
subects consistently tend to rate the adjectives that were actually in the sketch
as more likely to have been in the sketch than they do the adjectives in the
nornatve assoctates (7). In Fig. 3 this effect is larger for those adjectives in the
subjects’ descriptions than for those that are not. We do not consider this
interaction “spmficant,” however, because it is due mostly to one sketch and
Jdoesnot exast in the other two.

The normative associates. in turn, tend to be rated as more likely to have been
it the sketch than the adjectives in the base set. This effect is approximately of
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FIG, 3 Recoumition satime as a tuncton o perpe deviation from stefewty pe. The ordinate
ropresents the r.mn' scade which ranged trom 17 very confident that adjective was in the
shereh, throueh 76, very contident that ul;utm was ot the sketeh, Fach point is based
on the dati from 44\”!{\!\
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the same size for both the adjectives used by the subjects in their descriptions of
the sketches and for those not used in their descriptions. Finally, for each of the
three categories, the adjectives actually used in the subjects’ descriptions of their
sketch impressions tend to be consistently rated as more likely to have been in
the sketch than those not used by the subjects in their descriptions. .
Figure 3 suggests, then, that. the. recognition ratings can be explained or
accounted for by three approximately additive main effects. One effect is due to
the adjective actually having been in the sketch; anotfer effect is due to the

_adjective being a member of the irapression of that sketch generated by a group

of judges; the third effect is due to the adjective being one of those actually used

" by the subject in his description cf the immediate impression he formed of*the

sketch-major combination. Our analysis of variances on the three sketches

Jeonfirms this impression. The reader should compare Fig. 3 with Fig. 1 to note
“how closely the recognition data mirror the descriptions made during the

impression formation task.

v

DISCUSSION

This chapter examines one of a contemplate&! series of studies that will explore
the usefulness of the,impression-formation task as a paradigm for investigating
issues related to the restructuring ofsmemory and the acquisition of knowledge.
Two issues of concern in the present experiment are the role of the subject’s
immediate impression upon his subsequent memory for the sketch and the effect
of assigning the sketch to compatible or discrepant mujors. The data suggest that

" neither the subject’s initial impression nor the major to which the hypothetical

individual was assigned have any appreciable affect upon his fecogrition mems-ry
for which adjectives actually were included in the sketch. Instead, two approxi-
mately additive components appear to determine the subject’s tendency to judge
an adjective as having been in the sketch. One component is whether or not the

“adjective actually did occur in the sketch. And the other component is whether

©

_immediate description of the 1mpressxon ureated by the sketch naj

“the adjective belongs to the set of normative adjectives that judges have checked

- The analysis of variance indicate that the subject’s confitlence ratings can/be
accounted for by three additive main effects. One giain eftect results from [the
adjective’s having been in the sketch. The second reédlts from the adjective being
a member of the normative impression set generated by the sketch. The third
main effect is due to whether the adjective was or was not in the subject’s own
bina-

s characteristic of the individual described in the skefch. /

tion. ®

The fack of any mteractxon between the checkhst categofies and Jthe usage of
adjectives in the impression task along with the paralle] out{omes ffom both the
impression and recognition tasks suggests that we have two dent variables

Q - | . ) 17\
ERIC S0 -
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whioh Bottretfect the samw stiectn Hhe ot that one dependent sanable is
shtamed proor toothe other apparently dwcs not have any eftect on the vuteome,

P oo i me the precedmg panastaphs was not intended to
ety wnadigy, Whitle 1t mabkes sensd to view the occurrence ot an adjective in
the stimtalas shetch s Teebine™ anome tement o reeognition memory For that
adecting, n b ich fows sense to treat thernomative vitegory of adjectives
i the ShRtch aupresst et as @ caustl agent, Presunably the adjectives in the
dcth cese the sabrect to eprerate or retrieve a catepory or schema for
Jdewnbme the mndivadual 22 the sketeh. This personal category or impression then
Booemmes thes sauree or camsal agent tor inereasing the subject’s tendency to

thely recormize an adjective s baving been in the sketch. This personal
morewsten s partially conrelated with both the normative impression of the
st and with the subect’s chowee of adjectives m the impression task.

[t as peeabie that the etfect of the subjects immediate impression of the
nehes racht iew oup o recopmtion memory with a longer interval between
Stk presentdtion amd subsequent testing for retention, As mentioned in the
miteadiction G even meare Bikely that suchaan eftect will show up i recall
cether thon res e, The data on metnog for visual torme (Riley, 1962) and
vty attempts to pephaite. ol elaborate Bartlett’s work (Zangwill, 1972)
sedivate that geproduction and recall are heaily mifluenced by the subject’s
initial sesponse too g stenulas but that recognition menory may or may not be a
tarc e ot the ot reaction : 6 . .

The mod snapeatant resnlt is the fact that recognition memory seems to be
stromgdy antlueneed by swo approsiately additive components, Possibly there is

oSl ithuence o the stereoty pe of the .mlgncd major. Future studies will

vstenade b these companents fare over longer intervals of retention and in
trms of other subices of etention, From the wors on pattern recognition (Hyman
& Liont, 1973, Posner & Keele, 190%,1970) and from some of the work on
=emantic memory (Banclay, 19730 Branst wrd, Barcleyv, & Franks, 1972: Brans-
Pond & Franbs, 1971 we would expect that with increasing retention intervals
ITERNT h hevrer memory dowals the mesiory of the specitic adjectives or details of
the detohowondd bl to gero o toa nephgible tevel while the tendency to base
tie meptory upen the general impression will remain stable. The so-called
recotstiiic e’y spects of the memory will then dominate subsequent reten-
o Whether thi Latter resul s seen as a defect or a virtue of membry will
epend dpon the ted ansd the voak set by the eyperimenter, the educator, or the
St I o morestiee te node thar an the patternrecopnition studies it s

-

vaderad o ovartae torespend i terms of a peneralized impression or abstracted

ootk e ent megen s pepra b e e ammpleted aonew stady o which we
The et s show the same pastorn of results

Phoob 00 and s Doty eeite
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image, whereas in recognition—memory performance is scored in terms of ability
to discriminate the actual details from the general impression.

Qur mampulation ot discrepancy trom stereoty pe represents only one of many
possible ways to manipulate discrepancy. Our majors ©Law Student,” “Account-
ing Student,” and “Social-Work Student™ are by no means mutually exclusive.
The set ol adjectives in the stereotype for an Accounting Major include deserip-
tors such as “analytical,” “careful,” “consistent,” “methodica systematic,”
¢te, Almost all of these descriptors seem to deal with work habits and ways of
coping with problems. Not a single adjective in this stereotype list for Accoun-
tant refers to interpersonal relationships. .

The adjectives in the stcrcut) pe for Social Work lndj()r on thc other hand,
include such descriptors as “accessible,” “adaptive,” “acceptant,” “‘charitable,”
“friendly,” “‘helpful,”™ “kindly,” “sensitive,” etc. With practically no rxeeptions
these traits all deal with interpersonal relationships. Thus, there is no incom-
patibility between the stercotypes of the major in Accounting and the major in
Social Work. In thinking of an Accountant major, one does not typically
gonsider his interpersonal relat®onships and ‘vice versa. But there is'no reason
why an individual cannot simultaneously fit the stercotypes of a student in
Accounting and a student in Social Work. Ofie way to create true discrepancy is
to work with mutually exclusive categuriesor to deliberately construct sketches
which contain adjectives that are antonyms of those adjectives that describe a
given stereotype. .

Another related problem with th~ categories we have used is that they are
quite broad i their inclusiveness. ur hypotheses about relative discrepancy -

lﬂ X3

~from stereotype were based on the idea that the category of each of the majors

was bounded in the sense that descriptions of individuals who were quite
different from the stereotype would be viewed by the subjects as definitely not a
member of that category. [t was hoped that the sketches that were intermediate
in similurity to the stereotype wovld be seen as quite different from, the

~ stereotype but still within the permissible bounds of variation front it. Actually,

our categories seem to he relatively unbounded. Although the subjects do seem
to_have coherent and shared ideas of what the typical or prototypical student in
each occupational major is like, they also probably see these categories as
relatively unbounded in that any sort of student can choose to major in any of
these areas. Possibly we would have more clearly bounded categories if we
assigned sketches to the actual occupations rather than to students who are
training tor thacoceupation.

Still another reasoff why the assigned major had little effect upon the impres-

“sion and the récognition tasks might be the fact that the sketches were writien

so as to be internally coherent and coliesive. The sketches generated a consistent
impression of art individual without any help from the assigned nmjor. [t is
possible that the assignment will have a noticeable effect only when.the stimulus

ERIC | 189
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Fovague, ambigueus, of mternadly contradictory (o Branstord & Johnson, 1973
tor rehired evidence) In the stadies of labehng and memory tor visual form
(Radey, 19623 the stonnbis obiects are tpreally ambiguous,

A magor purpose ot thas chapter is toandicate the promiise of the impression-
termation tash as o parwligm tor the expenmental wvestigation of a variety of
questions related to the restnicturing of memory., the acquisition of new infor-
mation, the assinulation of new inputs to existing representations, and the
accommadation of existing representations to it the new inputs, From our
prehnmmary experiments arsl from our experience with the experiment discussed
here, we are encouraged by muny features of this paradigm. For one thing, the
subtects say that they tind the sk meammgtul and quite relevant to their daity

Cactivities. For another thing, individual behavier is surprisingly consistent and

wel predicted tfrom population norms collected on moderately sized samples.
Uany the sanee stimualis matertals and paradigm, we plan to study the effects
ot ather dices of memory such as recall and the effects of longer retention
miervals. Other extensions of this work will involve changiig the manner of
mampalating derepaney flom prototype as well as changing the stimulus
matenials. For example, we plan to make sketches internally ambiguous in the
wnwe that the adjectives” used wili: be diawn from two or more different
storeotypes. The assiznment ol the sheteh to one or the other ol potentially
refevant categortes should result e relutively more emphasis on the relevant
sihset of adpectives both in tornung the smpsssion and in subsequent memory.
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Comments on Learning
- Schemata and -
Memory Representation

Donald A. Norman
Donald R. Gentner
Albert L. Stevens

University of Cafifornia. San Diego

Consider what happens when a person learns a complex subject matter. By
complex,.we mean something that - takes a. considerable amount of time to
learn time measured in weeks ardd menths, not in hours or dgys. Complex -
topics contain a large structure of information composed of the relevant con-
cepts and processes that make up the topic. A lirge amount of time is necessary
just to dincorporate such a mass of material into a person’s memory structure.
Moreover, sheer rote acquisitton of the concepts is not enough. The material
must be structured in such a way that relevant coneepts can be related properly
to one another. The procedures must be learned well enough that they can be
pertormed when needed, and more important, so that they can be performed
when the situatton is not quite the same as when the concept was learned.

Betore we can make much progress towards the understanding of how com-
plex topics are learned. we need to know about the organization of knowledge
within human memory. We dontend that our relative lack of knowledge about
the learming process s a direct retlection of our relative lack of knowledge about
the structure of human meniory. Things are changing. however. Psychology is
now coming to understand memory structure better. In turn, we are now
Jstarting to get a better understanding of the process of learning,

In this chapter we examine swae current ideas about memory structure and
show their relevance toward the study of learning. We discuss the organization of
basic memory units around frames or schem.:ta and more especially, the way by
which a persun comes to modify these units. The overall result of this endeavor,
to us at least, is both exciting and disappointing. It is exciting because it appears

S
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b show Bow recent workon the study of coonttrve systenss can potentially be of
value to o deeper anderstanding o the problems involved in education. ¢ is
dvappetr ey, beesiee wheno we are Jone, it can be saed that all that hus been
dccompivhed s the statement of old koowdedge and understanding into a new
termmmoloey . Despite all thise we are oprimistic that the new  terminology,
coupled wirth vur nndentanding of cosmtive processes can eventually Tead to a
devper understandim of learmnin,

MPMORY RERRESENTATION

Samar tic Notvrorke

A rmber of workers in the field of fuman memory have recently been
developine il reprosentations for the Anowledge within memory. Most of
b models that we are interested’in here are described as semantic neworks.
Fodlownne the work of Quillian (1968), they are all characterized by a directed,
Libeled o wh oractare, such as those shown it Figs. 1, 2, and 3. We call our
venon of denanitie network an aetive structural network o emphasize that the
representidion is both actise vl passive: 1t can contain general procedures that
can be executed whenever tunctional knowledge must be used (This work is
reported in Nornan, Rumelhart. and the LNR? research group, 1975 from now
o we reter 1o this work as “TNR™)L Although we will base our diseussion on
this work the comments will apply to all semantic network representations.

Basteadly . the semantic network provides a meanys of representing knowledge.
It v anew ool i psyehology, Previonsty. our fornial madels have been abstract: .
1 mathematical learning model, tor example, talks of the probability or the
strength of some assoctation between two elements, but the elements are usually
part of & Lurge-homogeneous set, With semantic networks. we look at the
structure ob very particular itens, .

The Toternal Comporments ot Verbr,

Constder, tor example. how a clild might éome to learn language. In the work of
the INR research group. the meanings of verbs can be decomposed into
atederiving promtive cloments. Thos, some verbs specity only STATIVE com-
poncnty. thersare more complen, specitving CAUSE and CHANGE. When we
say that,

1) Theskier went to the top to the mountain,
there s chanae of locition of the skaer as showain gl 1.
CThe aeremvmn TNR reprosents the pesearch croup at the Taiversity of Caltfornia, San

Drowe ahion b snndred these dssucs The sroap was onwinally tormed and supervised by
Porer Prmdan  Donabd N man, and David Rumelhore hence, TNR.
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v FIG. 1 [Theshper went to the top of the mounban.
o

The figure shows the decamposition of the verh “went™ into its more basic
“underlying components. re., its network structure. Network structures are
compased of nodes and ordered, kibeled relations connecting these nodes. In
Fig. 1./ the ovals represent modes that are token mstances of propositional
structures. the cangular brackets (e.g., skier) represent nodes that are token
instances ot convepts, and the phrases enclosed in quotation marks {e.g.; “*bottom
of mountain’) represent network structures for the concepts described by the
phrases. but which we have not show in detail in the figure in order to maintain ‘
the clarity ot the Jwgram. In the INR active structural network, theve are four
ditfferent types of node structures. two of which are shown in Fig. 1. The
- numbers ot the token propositional nodes have no meaning: they are used solely

to facilitate the discussion of these nodes. v )

Figure 1 can be interpreted in ‘a straightforward manner by starting with node
*1, the oval labeted CHANGE. This indicated that some change of states has
taken place: the tehitions leavin y node *1 describe the states that are involved.
The CHANGE takes place from a stute shown by the node *2: This node says
that its_subject {a skier) was located at the “bottom of mountain™ from some
unknown time to some time not specified (but indicated by the unnamei node
shown as angular brackets)., The result of the change is the state represented by
node *3 the shier i now as locotion ¥ top of mountain.” Notice that the time he
was tocated at the top of the roountain is not specified, except to indicate that it
15 later than the time at which he was no longer at the bottom of the mountain,

A more coniplex verh is one that implies-causality: say “to give.” It we say

(2)  Susctie teak the skas trom Henry,

we mean that Suserte did something that caused the skis to change from
Henry's possession o her possession. We illustrate this sentence with the struc- -
ture shown in Fig, 2. '

Aruitoxt provided by Eic:




180 O NORMAN. I 1 MTNER, A STEVENS

£
A
PR
- < B
. ).\
S
.
ot 7 “
’ Y
hl
] L3 /,/' xh
FECAARTP AL A o WANGE
» < -
‘rg, . ”,
gt o
<&, NES
N N w
Y 4 N —
N - ~.
%7 ; 1 B
FANEITN ChOCRERCITN
N > AN N ‘\ J
A RS @ 3
ot NER ot ~ /0
2 i Bt [
te ‘\\ .
rd rd
vty \ ) Suzette
K132 -

FIG. 2 Suvsette took the skis from Henry.

Note that these structures provide frameworks for subsequent knowledge.
Fach structure 1sa memory schema: 1t allows us to organize the matmdl that we,
learn later.on. Thus, it we Tearn that

(219 She promised to return them by moruing.

»we know that there is an obligation to return ihe skis. From that we can deduce.
that she got them from Henry with his permission, and in fact, we expand the °
tramewaork for the knowledge to something like that shown in Fig. 3. Note that
we add the new knowledge directly to.the framework for the old. Not only did
we have a convenient way of modifying the structure for the previous episode
according to the framework provided by the schema for the first sentence, but

“we have now modified the structure into one that is equivalent to “borrow.”
suzette borrowed the skis. It s easy to see how other statements u)uld have
modified the structure to indicate that

Suzette stole the sKis (no permission was granted)
> * Suseste purchased or rented the skis(she paid money for them)
Suzette wol the skis by askiog Peter to pick them up for hu (expanding the
DO statement).

Developmental Studies

-

¢
The schemata provided by tlus torm of structural analysis turn out to be rather
powertul.. Dedre Gentner (1975) shows how a number of the verbs of possession _
can be analyzed in this way: More important for present purposes, she reports on
experiments which show that a person’s memory of the actual verb used ina

D]
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FIG. 3 In shuded arees: Susotte took the shis from Henry. Vot shaded: She pronsed to
qeturn them by tomaorrow. Joged soryetire Suzette horrowesd the skhis from Henry pronusing
to refurn them the naatday

sentence will vary systematically with the other information provided, much in
the manner of the illustrations we have already provided. o
Gentner has also studied the order in which these structures are learned. If we
look at Fiy. 4 we see the underlying components that she has analyzed for the
structures of the verhs “give. take, buy. sell. spend money. trade.” Gentner
shows. how one can derive an ordering tor the acquisition of the underlying
components, and therefore for the verbs themselves. In fact, she has performed
“the necessary experiments. She szated duldren in front of tables which had two
dolls (Bert and Frnie) and she asked the children to make one doll buy, sell, give
-and take toys from the other. The details are reported in her paper, but the

important aspect s that the developmental sequence of acquisition followed g
the expectations rather nicely. See Frg. 5. You might note that the structures of
o ! o
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FIG. 4 The relattonships among thc concepts underlying the verbs “'give,” “take,” “pay,”

Thuy T el apend money.” The semantic components and the states that permit full

‘understanding of the verbs are represented by the shaded ovals. Age of the acquisition of the
b provecds vertically, Vosigiest aee ab the top. (I rom Gentner, 1975.)

these verbs are reasonubly complex. The time course of the acquisition of the
sverbs follows the theoretical ordering of their complexity. It takes children
approximately 5 years to progress from the state in which they use words like
“give” and “take™ properly to the point where they use the entire set of
possession verbs shown in Fig. 4 properly. The structural network descriptions
for these verbs show why this long time period might be necessary. Children
must learn about a number of different concepts some dealing with social’

o
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FIG. 5 Probablity of correct use nt verb versus age of children. (1 rom Gentner, 1975.)

conventions, some dealing with language, and others dealing with the physical
properties of objects and locations. All these concepts must be understood, and
then. for the proper lingmstic labels to be assigned. they must be interrelated in
the manner shown by the network structures. Once the schema for the inter-

~relations is acquired, then the linguistic use can be appropriate to the situation.
Note that the schemata capture the ‘interdependence of nonlinguistic phe-
nomena. Concepts such as OBLIGATION, CAUSE, and DO are not verbal or
linguistiv -concepts: these schemata and the network presentations are not
restrtcted to linguistic concepts.

We could g0 on, but for preseint purpeses it is not necessary. Suffice it to say
that it is possible to demonstrate how similar stnrctural representations can be
tormed for visual scenes (Palmer, 1975 in the LNR volume) and for stories
(Rumethart, 197, )

SCHEMATA .

The Structure ot Schemata

-

A schema provides o framework on which to interrelate ditferent elements of .
information abuut 4 tapic into one conceptual unit. v

A schema consists of statements about the important features of the unit, the
functions af the unit, rules for selection and rules for use.

o 184
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'  Functional s;h,z.mata will often u\nmin 4 conditional statement and sets of
< events that are to be perfofmed according to tllt‘ status of the Londxtlonal
. s[dtl. .

¢ v

o8

The Selection of Schemata \ ) ' )

s\ .
y
\) . . . . . . o .
Schiemata e selected for use aceording to their similanty to the situation,

5 . .
- e

The Modification of Schemata .

=

By relaxmng the restrictions of arguménts of a schema, it is often possible to
apply it to a new situation. We give two examples of this later. A sc’hegpu nust
specity the proper set of conditibns to which it can apply. When 2 Schema is
misapplied, the relevant modification is the imposition of restrictions, so that
the schema well not be misapplied in the future. It is possible to combine a
number of schemata into 51[1;,]\. higher-level schema wlmh cgn then be apphed
Lo a more complex situation, .

In learning by analogy. the student basically selects a schema with an appro-"“
priate organization, even if it is for an inappropriate topic area. If. tlis schema is
already well lurned and easily applicable tofsituations for which it is iormally
appropriate, then it provides a usetul frame for tle undusmrrdmg of the new
topic. By proper instruction, it can be modified to apply to the present
situation. For example, we find it usetul to introduce computers and computer
programs by drawing on the student's knowledge of plays and scripts. ! We explain
that the script is replaced with the concept for a program and the performers
with the computer. This use of old schemata constitutes a powerful way' to.
introduce new miormation about a complex and untamiliar area. i

° 4

Examples ) 4 .

Here we present three examples that demonstrate different aspéets of the
process of learning and teaching., All illustrate the ways by which teacher and’
student use schemata. First, we show that one use of knowledge schemata is to
allow tor intelligent guesses, even when very little is actually known about the
specttic concept under consideration. This point is illustrated in what we call”
[he Mayonngise Problen Second , we show how the prior existehee of schemata
relevant to the topie matter that is being studied can be both ahelp and a
himlrance to the student. We call this The White Sauce Problem. Finally, we
disciss low” 0 person acquires and modifies schemata, basing successive new
smderstandings of the topre being studied on modification of the old schemata-
for that topic. We call this The Jump Problem. The first. two examples are
presented reasonably briefly. for they act more as enjoyable, light examples than
as profound statements of major theoretical substance. The last example, the
Jump Problem is presented in more detail, for although the work presented here

ERIC 189, n
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~mayonnaise is not at all an obvious one. First, no heat is applied. Second, the

.mayonnaise to be made of. They are forced to use the closest schema that they
‘have: one that has some properties in common with mayonnaise. Their responses -
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represents unly the beginning steps in our studies, it does raise issues on*which
we wish to concentrate our attention in future research. !

Example: The mayonnaise problem. The study of ufokinv provides a useful
example of the ditticulty of lcammg, complex subjects, especially the use of
previously acquired schemata. To a nonwok the combination’ of ingredients in

basic components do not match most people’s conceptions of what it should
take to make a smooth, white, creamy substance we know as mayonnaijse. It is .
for this reason that it is interesting to ask naive subjects just what they expect” _ -

give us some insight into how much a person can warp a schema to,a foreign
situation. We claim this use of schemata through analogy is very widespread. In " »
Table I we present protocols collected from two naive subjects who were forced

to specily how to make mayonnaise. : » .

TABLE 1
Protocols for Mayonnaise Problem

By

Protocol of the experitnenter {DANY and CN, an S-year-old feniale
DAN: lHow do you make mayofnaise? )
ON: How you make mayonnaise is you look at a cookbook.
l.)/:.\J OK, but without looking at a cookbook, tin you guess what it is that’s inside of
mayonnaise?
CN: Uh.
DAN: How you would make it? p .
UNG U Butter ultlet me think (5«sec pause) hmm (10-sec pause) whipped cream
very very very fine Iy whipped so it's smooth. That’s probably how y ou make .
it,"just with whipped CTCAIT, VETY Very Very very fine and smoolh : i
DAN: Anything else? - P
CON: Youmight add a little taste to it ’ 7 .
DAN: Taste of what? )
N {H0-sew paused Sort of a vanilla faste.
DAN: Suppose l said that mayonnaise is. ni nlc !mm epss yolk and oil. What would
vou say? . . A
CN: T would say it’s very vuy wrong. . P ’
AN Why" ]
CN - Your can’t just make mavonnatse ont ol egg volks and water | mean and oil.
DAN. Why not?
CN: Because of taste and smoothness and stuft like that,

«

Protocol of the experimenter (DAN) .md( B, an adult male psychnlns:y pm-
< lessor - )

DAN. How would you make something like mayonnaise?
GB: Mayonnaise? tHow dw you make mayonnaise? You can’t make niyonnaise, it ¥
has to be bought in jars. Mayonnaise. Um. You mix whipped cream with, umm
sotne musfird. - S .

3

3
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The nunvoumarse protocols dlustrate that previowsly developed schemata can be
applied to new problems, not aecessarily in approprizte fashion. of conrse. The
determmants of which schemata get applied are the teatures which cémeofrom

_— what s known: n this case. the features of the end result. The problem is that
the refevant properties ot g and ail and their interactions (that they can form a
wihite creamy substance are not part of any stored schema, so the' correct
answer cannot be denved "As the examples illustrate, mayonnaise las properties

_which make 1t Jook more like certain dairy products than the result of mixing
the yolks of epgs witlr o1l -

The point o this exercise 15 simple {perhaps too simple for the space it has
occupied). We believe that this use of old schemata thru analogy is all pervasive
and powerful. Although the sauces derived by our two subjects are not at all
mavonnatse, they are intellipent creations. and they, aré not bad sauces for some
prrposes. Normally . tlis creative use of wn old schema for a novel pur{mse isan
swential ase of the creagive process of discovery,

' Later we return to s issue, We believe that the mayonnaise problem is an
example of “tundteual "‘""Q.‘.”'g"' Here is what we believe is involved:
Lo No knowledge of the components of muyonnaise existed.. ¢
2. 1t is known that mayonnaise Is smootls, creamy ., off-white in color. lts tastc
s known (and it is somewlhat $eftic).
3. General schema,
Blends ot tuods blend their properties. . :
Texture. sour cream or whipped cream yields a color that is too white
and g taste that is not pght,
Correction add yefowsspicy  acidic mustard.
S we lave:
Selection of schen by analugy,
Maodification towards voal,
s s reasonmy by aualogy . T tunctonal teasoning we claim there must be oné
more step. the schema has varabled ity amd any concepts that fultill appro-
priate range restrictions on those variables md) be used in the solution of a-
problen,
5 : S .
Example The winte squee problem.  One important component of the
»oprocess of learnmg andd teachig is that of communication. The teacher has the
6]

T ke s o e puty P oope wdk In g mining bowl with one teispoon of

EH . .
s B demen pees Seeonmes o besdded Gley mustard, salt, white peppery. Then,
while beatre spworanty with aowies winp, ol e addedy drop by diop, unti! the misture is

tuck and creamy Cihout fycup ot Gl More eil s then added moastow steady stream (all
the white hnmu;r srorombon Whan EoU L caps of o fuse been added, mix in a second
Loaspoon obartic e gr v loman pane. - P
.
o : i
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task ot canveying a particular knowledge structure to the student. The learrier
has the taskeot deducing just what structure is intended by the teacher. as well as
the addifional, task ot addiny the new information to his previous knowledge n
such a way that at can be reterred to and used at u fater time. Many of the
problems of learning und teaching can be understood as problems in this
commuication process. Learnmg, however, is unlihe most simple communica-
tions in that the structures to be acquired can be complex, and it is not always
clear pust how they are to tit togethier, Moreover. the differences i the knowl-
edge shared anrong the participants in a learning situation are often considerably
greater than in simple discourse,

In many ways, this aspect of the feammg pmu.xs is actually a'problem. llrst
there 15 the pmbhm ot identitying the appropriate referent- of determining just
what topre s nnder consideration. Second, there is the problem of so specifying
the miomution bemng acquired and incorporating it within the memory struL-
ture that 1t can he recovered when later it is needed.

Social conventions sovern the torm ot the interactions between a teacher and a

stirdent, with certmn well-formed conventions about the nature of the inter-
actions and questions that normally take places A private tutorial allows for
more mteraction than does a seminar In tarn, lectares allow few opportunities
for the communicativé aspect of the learning process to take place.”

One aspect of this communicatory process is that the same teacher may use

quite difterent procedures to teach the same material to two different students.
I our stidies of the tutorial dialogues betweéen beginning students and tutors
andeadvanced students and tutors, the difterence is expository style is clear: the
tutor temds to lecture the beginner: with an advanced student, things dre more
ke a relaxed conversational interchange of information. Books reflect this
dittference. tor the style of the book depends upon the level of the student which
it is addressing. One example readily available comes from a comparison of the
recipes i an-elementary cookbuook with-the recipes of an advanced cookbook.
Thus, one tecipe Tor mayonnaise in a-hook intended for advanced cooks takes
exactly sivosentences (67 wordsy and a hst ol ingredienty: Essentially the very
S reeipe tor a begimuing cook s around 13 times longer; three pages of text
or about 900 \wrda and a Hist ot Im.rcdlum ’

P stk albee oo ncon ot conre s althioneloi some setive the ase of brandune,
»!a-‘n\'hm' moachies fents o simple csoputer assisted anstructions sequences do recover some
ppects ot the vommgniaeion. The recent work by Carbonett (1970, 19711 and Collins,
W. mami‘ Al and \hH' r {975 and Brown, Burton, and Zdybel 11973y e l\mnmuum.l-
fom e oot nded it tron s providine the um;nuu syatem with denlantic netw ork
o Kttern Jndesemgbet the ot meerer arnd adlosame it toointeriet ina tutorial tashion with the
student

The advanced cumpie comes from UMasterpiedes o 1rench Cutane™ by Amunatequi
197 amd the e cdas e svample oo Mastenne the Artod Drench Conking™ by Child,
Bertholle, ird Ke S il96 0 . N ' ’

B °

FRIC . 192

‘ 7




188  D.NORMAN, [2. GENTNER, A. STEVENS

One technique we have used to explore the processes of learning and teaching
is that of tutorial instruction, For these tutorial studies we picked the topic of
French cooking  to be exact, the subset of techniques involved in the making of
the family of white sauces. This topic is well suited for our purposes: complex
enough that it constitutes a challenge for the learner; sufficigntly self contained
that one can hope to learn a considerable amount within a reasonable amount of
time. Morcover. it is casy to find well motivated students and teachers. (We
coneentrated the sessions on the coverage provided by Cluld Bt.rtlu)llc. & Becek,
1961, pp. 5493

Suppose you set out to teach someone the family of Irc.m.h white sauces. How
should you present it? How does one get across the entire netwdrk of inter-
related coneepts?

When an advanced cook tutors a beginner. there is a tendency to lecture at
tirst, descnbing the overall family of sauces. Then. when the overview descrip-
tion has been completed, the beginner’s lack of understanding often surfaces,
causing a fumbling, exploratory interaction in which cach tries to understand
what the other is thinking.

Table 2 shows a smull excerpt from such a tutorial. The advanced tutor (T) has
tinished a twenty minute lecture on tlu. white sauces. He concludes by saying;
“and [ think that’s all there is to say.” The sludcnt (S) nas been following,
making appropriate comments along the way But now, unexpectedly, the
student asks a question which indicates that she does not understand the overall
| pattern of sauces. The tutor is disturbed, and there follows a period in which the
tutor tries to straighten out the concepts. This is a portion of that conversation.
|
|
|
|
\
|
\

It slarls with the student altcmptmb to summarize her understanding of the
mlUu.ﬁ

The tutorial shown in lhc table illustrates a problem with reference. If the
student finds a partially correct referent, erross may go undetected. In this ease,
it seems that the student originally had a concept for white sauce (the standard
American white sauce): heat together butter and flour and then add milk. This
fits easily with the new use of the term “white sauce.” But French white sauces
can also be made from tish or chicken stocks without milk or cream. This new
proceduré does not fit the student’s existing memory structures, and a good deal
of confusion ensued until the tutor was able to straighten it out. It was only
when the discrepancy between her previous coneeption of white sauce and the
French coneeption was explicitly mentioned that she began to make sense out of
her lesson. The interesting thing about this tutorial session was that for the first
20 minutes. neither tutor nor student realized that there were any problems., It
came as-somewhat of a shiock to both participants to realize that there were vast
conlusions. and the-entire session fasted for 45 miiutes beyond the point whére

“We thank 1. D usties S, Schane, and T, Widhtman for serding as tutors and tutees,
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Begmmng Student and Advanced Cook Tutondl“

ot white sauces. The tutor again re-
vm\ul the concepts involved in the

. sources. The student tricd tu erm\ )

stodk ins

S: We start out with two ditferent white take. a-smee made with
sirees, v te and Bechamel and stead of milk and cream, and add vgg
: Bechamel is with milk Jdid vou \ny'.‘ “yolks I+ is that ever done?
T Rizht. T+ fThat’s a Parisienne. '
§: | Veloue is with epe ‘"”‘ and cream S: The Parisienne doesn’t have to start .
R $0 1U's richer. } ‘ i - with the veloute.
I: *Uh-'no. Bechamel is with milk, £/ The veloute is- -
velonte-1s with stock. ‘That™s thc basic i ) o
S: Has - cream or milk. .
o difterence . . ) .
s Oh that’s right. We made the veloute T No-no - the Vclu‘u(c is the roux and
it Parisienne., . the stock. .
T Fither the Bechanwel . ., 5 I keep- 1 keep mixing that up. The
g UK. vejoute is stock-and then creani--
.I or the veloute van be a Parisicnne. T: Thie  Bechamel -is  the, milk- base.
S: What American cooks mean when (pause) And from both of those you
they say & White sauce is- Bechamel. can get to Parisienne by adding egg
They mean aroux \uth . _ yolksand cream. o
T Milk. S OK.
S: Mk, i} [,
(At tlm pmnt thc mtur ruvmud the
" (The prohlen here is that the student concepts. The student summarized
contysed frer knowledge of Amerisan thc problnm )
white sance with the related bt dif- T T e
ferent concept of the Frencht 1y S I'm confued because Bechamel is

what 1 originally learned as a white )
saee and o white sauce’is a large
class with all these different kinds of

sauces,
That's right.

S: tlong pause) OK. (long puuxc) Fyou T:

aRoux:, A mixture of flour and butter that serves as a tluckcnlng~ agent. Lightly cooked
(for white sauces), browned to make brown roux.
Stock: Clear or brown hquid, usually made from chicken or fish (white stocks) dr meat
brown stocks).
Bechamel: A basic white sauce mude with roux and milk.
" Veloute: A basic white sanee made with roux and white stogk.
Enrichment: The addition of butter, cream, or egg yolks.
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the tutor llud inte wled to end the session by sayving,
is to say.
This section shows one aspect of the communication between teacher and
“student: the difference between the student’s prior conception of the topic and
the actual one to be learned. This prior couception guides the student into some
erroneous assuniptions, hindering the final acquisition of the concepts. '

v

Example: The jump problem. This last example is the most serious of the
thiee we wish to deseribe. What we want to discuss is -how a student acquires a
schema tor a concept, discovers places where it does not operate in an appro- -
priate fashion, aud then modities the schema. We feel that the most important
cognitive structures that we should study are those that allow the discovery of
the inappropriate uspects and change them. We will say more about this later. -
Alias, we will not be able to say it well or precisely. ‘

I our studies, we took students at the University of California, San Diego who
had no” previous experience with computers and put them in tront of a visual

" (television) display and a typewriter keyboard. They were given a series of
examples in programming in the language FLOW, starting off with some basic
principles. At times, the students were gsked to type a particular program into
the computer and then to predict the result of that program. After the student
had predicted the result of the sumple program, he could have the computer
perfornn the program and observe the result displayed on the sereen in front of
him. At times. we asked the students to write new pr;);rums that would
auompllsh some goal.
~ The computer., kinguage is very simple. For the aspects 1llustr.md in this
chapter, only two principles need to be understood:

“and | think that's all there

All programs consist of” an ordered set ot"mnnnunds (in the examples here,
most programs are only 2 or 3 hines long).
Each line of the program is numbered for easy reterence.

In this section we illustrate some of the problems in duv»lopmb an accurate
schenmu for one of the commands of the fanguage FLOW. We tollow the course
ot one student who is learning to use the-conumand “J_ump to . ...” She has just
previously learned to use the command “Print™ in several different programs,
but no program was tonger than two lines and most contained only a’single use
of the “Print™ command. In this section, we are brimurily concerned with the
examination of -the interagtion between the student’s understanding of the
u)nupts as represented by the schemata that she has developed and’the program
that she is creating. We trace the development of the schema for “Jump to”
through successive stages of experience with different pmgmms that result from
the schema. _ “ ; ’

We start watching the student at the point where she has been asked to type
the following progrant, Program 1, onto the display terminal.

v
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Program 1: 010 Print “Rochelle”
020 Jumpto 010

Experimenter: This program will make the computer repeat the printing of
the word *“Rochelle.” What do you think the output will
look like?

Student:  The computer will print the word “Rochelle” twice.

The answer is consistent with the urdinary sense of the word “repeat.” It is also
consistent with the student’s prior experience, for in previous programs where
there were no Jump statements and where at' most there were two print

. statements, any program that repeated the same printout printed the same word
twice. If we could characterize this student’s schema for the purpose of the
“Jump to” instruction, it probably would loak something like this:

Schema 1: If the instruction is “Jump to #,” then the computer does
instruction number 2.

Now the student was instructed to run Program 1. When she did so, the output
that appeared looked like this:

. RoéhcllcRochcllcRochellcRochelleRochclleRochelleRochelleRochclleRo -

Student: I guess it keeps repeating until someone tells it to stop.

By her comment, the student has clearly learned something miore about the
“Jump” statement. To test what she had learned, we aksed her to enter a new _
program into the computer and to predict its outcome.

Programy 2: 010 Print “Hi” - |
020 Print *Roclielle™
030 Jump to 010

¢ .Experimenter:  What do you think this program :\vill do?
Student: lts first instruction is to print “Hi’ so it will do “Hi,” then
it will (pause) there’s no [space, so it will just go
“HiRochelle™ for the second instruction. And then it will
g0 back- to the first instructiof which was Print “Hi,” so it
will just write “*Hi” until we t¢ll it to stop.

We see from this example that the student has modified Schema | into a new
form, something.like this: .

Schema 20 Do each instruction in order unless the instruction is a2 JUMP-
TO. If the instruction is JUMP-TO #, then continue doing
instruction # until told to stop.

P
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Note that this schema, even though incorrect, is perfectly consistent with
everything the student has seen up to this point. She has derived her notion of
sequential order of execution from earlier programs and has used it here to
predict the first two elements of the output. From Program 1 she has seen that
thie Jump-to in that program caused the instruction to be n.pc.m.d Hence, she
developed Schema 2. : :

~ The test of the student’s schema came when she was asked to run Program 2.
Here is wlmt happened: ‘

‘HiRocheleHiRochelleHiRochelleHiRochelleHiRochelleHiRochelle .

Once again the result was not what was expected. Once ag,am the schema for
“Jump” had to be modified.

. Student: When you say jump to the first instruction, it will go to that and
then I guess it goes to the second one and if there isn’t a second
one it will just keep repeating the first one. Otherwise it will

. repeat both. o

This is a rather complicated and highly conditionalized notion, but it is perfectly
consistent with all examples she has seen. When she was asked to describe how
the computer actually performed Program 2, she provided a correct line by'line
description. Her schema now might be characterized like this:

Schema 3: Do each instruction in order unless the instruction is “Jump to.”
If the instruction is “Jump-to n,” then begin doing instruc-
tions at number £, :

It there are no more 1nstrlu.tlons stop.

Agam we tested her knowledge by asking her to type a specified program and to
predict the result:, :

Program 3: 010 Jump-to-030
' 020 Print “IL”
030 Print “Rochelle”

Student: The computer will go to the third instruction and print
“Rochelle” then to the second and print “Hi”-and then to the
third again and print “Rochelle.”

The actual result is this:
Rochelle

Only the one word is printed, and then the program halts. Why did the student
predict what she did, when according to Schema 3, she should have been uble to
- predict the result properly? Evidently she has other schemata about the opera-
tion of the computer. Many students seem to believe that every statement must

ERIC
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]

be executed at least once, and this schema could apply here. If so, this causes a
conflict with Schema 3, which might possibly be resolved by a reversion to one
of the earlier schemata for “Jump.” Whatever the reason, it was a simple matter
for the student to modify her schema for “Jump.” When she saw that the output
was the single word “Rochelle,” she was readily able to determine why: '

Student: The first instruction tells it to go on to the third and then there is
no instruction to tell it what to do so it stops.

Now, finally, she seems to have a complete and correct schema for the “Jump”
instruction, When given two niore tests, she predicted the results correctly:

Program 4: 010 Print “Hi”
020 Print “Rochelle”
030 Jump-to 020

_The predicted and correct result is:
HiRochelleRochelleRochelleRochelleRochelleRochelleRochelleRochelle . . .

This shows that the student doesn’t believe that each repetition needs to be the
same. ’ o

Program 5: 010 Print “Hi”
820 Jump-to 010
030 Print “Rochelle”

The predicted and correct result is
HiHiH'LHiHiHiHiHiHiHiHiHiHiHiHiH_iHiHiHiHiHiHiHiHiHiHiHiHiHi -
This program shows that she understands that not every line need be followed.
These examples point out the ways in which a student formulates hypotheses *
about the concepts which are being taught, applies those hypotheses, and
modifies them when necessary. Learning appears to be organized aro.und'small,
simple schemata that can be applied to situations wherever deemed appropriate.
Part of the task we must face is to determine how a‘person comes to acquire,
apply, and modify these schemata.

Learning 'by Modification of Existing Schemata

To transform the examples of the use of schemata that we have presented here
into a viablel useful theory of learning, we need to specify with more precision -
just what it is that takes place when a schema is selected, used, and then
~modified. We arc not ready to report much information here, ‘but we can tell
you of some related work that seems relevant.
First, consider what kinds of structure a person needs in order to be able to
modify his schemata. The student needs to be able to compare the results
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. predicted by a given schema with the results that actually occur. Then he needs

to determine the points of mismatch, and then correct that mismatch. Thus, he -
needs a process with some access to the procedures which it is examining and
maoditying. This is no simple feat.

The problem of learning through errors is, of course, a well known one.
Seymour Puapert and his educational group at the Artificial Intelligence Labora-
tories at MIT-have made u big issue of this torm of learning. Debugging, is what
Papert calls it—the process of eliminating the errors or bugs in one’s own
knowledge. The skills of debugging are clearly important ones. Papert believes it
is perhaps even more important to teach a child how to debug his own
knowledge than to teach him the knowledge itself. The implication is that if a
cliild knows how to learn, then he can get the knowledge by himself. We find
that this philosophy strikes a sympathetic chord: Why do we not attempt to
teach some basic cognitive skills such as how to organize one’s knowledge, how

to learn, how‘to solve problems, how to cosrect errors in understanding: these
_ strike us as basic components which ought to be taught along .with the content

matter.

There has been some ‘work in the Massachusetts Institute of Technology
Artificial Intelligence Laboratories on the mechanisms necessary for transform-
ing schemata that were in error into better ones. One of the best known
examples of this work was performed by Winston (1973). Winston showed his
system figures of block structures. The system would develop network represen-
tations for the structures (very similar in form to the structural networks of the
LNR representation). Winston’s system corrects schemata by comparing the
representations for the various objects and noting the differences. The network
gets modified according to' the nature of these differences. In. fact, Winston
shows how the most important aspect of the training sequence is “the near miss:
the appropriate form of deviation from the schema.

Now without exception, everyone we have, ever talked to who iscither in the

- tield of education or in learning gets very angry when we tell them of Winston's

work, “That's nothing very remarkable,” they sputter, “why if" you go look at
any elementary edneation text. or the work of'. . ™" ete. We agree, but disagree.
Winston’s work s not important for the concept of the near miss. What is
important is that he has managed to develop a.formal procedure for representing
certain kinds of knowledge and then {or changing that representation when it is
found not to be appropriate. It is one of the most snplmtlunud examples of a .
fearning program of which we are aware. °

More recently at The Massachusetts Institute of Technology,-Sussman (1972)
and Goldstein (1973) have taken another step closer to the development of
learning procedures. They have managed to develop systems that ¢an correct
programs, find the errors, and modity them appropriately. . ‘

We are still not at the point ‘where psychological models can be developed
around these: formualizations of schemala, and ‘the suggested mechanisms for
moditication, but we believe that we are close.
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SOME GENERAL COMMENTS

Learning involves the- acquisition of new cognitive structures built upon old,

previously acquired structures. Such a statement, by itself, says little that has
‘not been said muny times before. What we believe might be new is some

understanding of the underlying representation of these structures.

The overall structure for a concept matter is not yet known. In this chapter we
have discussed some extremely simple knowledge frameworks: for verbs, for
simple- recipes, and at the level of verbal description, (8r a programming lan-
guage. At this point we wish to speculate upon two or thiree issues relevant to
the acquisition and use of these schemata. First, some comments upon theory.

Second, some comments on what should (or could) be taught. Third, some brief

comments on the problem of communicating thc relevent structures to the
student,

On theory What has been shown here is very incomplete. It certainly is a far

distance away from what we claimed to be interested in: the learning of comples -

topics. We need to specity how we interrelate all the information. We still need a
lot -of work on this problem. We think the important principle is that the

- material is organized around schiemata. There does not seem to be a homoge-

neous network structure. Rather there scems to be well structured means for
organizing the information, and for functional procedural definitions. Moreover,

‘the schemata provide means for applying the structures to new and to unusual

situations.

On what might one teach Two general principles seem upplicublcvi

Introduce the general framework for the material that is to be learned.
Build upon the general knowledge that previously existed.

One different torm of knowledge that we believe to be important is to teach

Tearning skills:

" The student should know how to evaluate and modify his schemata.

“In the examples shiown above, it has been important that existing schemata

could be modified. This is true whenever a schema is inappropriate either
because one simply doesn’t know enough or because one is reasomng by

analogy.

In general, one has to l\now how to understand the.nature of this reasoning

process to be effective at doing it. We :have been impressed with Papert’s
teaching of “debugging skills”--we believe he is correct when he places heavy

emphasis on this. |

Functional reasoning Collms Warnock, Aiello, and Millbr (1975) have

demonstrated some nice cxamples of what they called “tum.monal reasoning

‘reason in which knowledge is deduced from general prmcnplcs The most mtcr- -
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esting cases oceur when the person doing the reasoning is not aware that he
knows any relevant general principles. What in fact happens, we believe, is two

things. First there is something akin to our mayonnaise example: reasoning by

analogy. Second, comes the examination of several examples and a generaliza-

tion. A general principle™can be considered to be one in which theschema has

many of its constant terms replaced with variables (the variables will have

constraints*placed upon the set of concepts which may be used to {ill them).

The process by which one takes specific knowledge about a particular instance
of a concept or of an experience and generalizes it to apply to a larger class of
experiences is one that nceds a good déal of study. One suspects that this
generalization process is at the heart of much of our evervday operations in
which new situations must be dealt with by the experience gained from old ones.
Léarning by analogy, learning by maodification of ¢xisting schemata, the use and
imterpretation of metaphor, and functional reasoning would all appear to be
related examples of this generalization of knowledge. As we gain in our under-
standing of the structures of human memory and in the ways by which the
knowledge structures are acquired, modified. and.used, we will come to enrich
our understanding of learning, of teaching. and of the human use of knowledge.
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INTRODUCTION

4
The task of developing a psychology of instruction is formidable because we
must first understand the nature of knowledge, how it is acquired, under what
conditions it might be taught, and the signs by which its attainment might be
celebrated. Of course, our task would be foredoomed if every area of knowledge
were so distinctive in its requirements on the human mind that completely
different -cognitive processes were invokéd in each case. 1f so, then the most help
educators might realistically expect from. psychologists would be a pluralism of
principles consisting of independent sets of heuristic tricks, especially tailored
for each area of pedagogical focus.

Clearly, the working hypothesis which best serves both psychology and educa-
tion ‘assumes that knowledge-gathering processes of mind are essentially the same
across all disciplines, that any differences will be in detail rather than principle.
Let us then begin by posing the central problem for a cognitive theory of

~instruction in "1 way that presupposes this working hypothesis: what .is the
nature of the gcsgeral cognitive capacity that underlics all knowledge acquisition?
It is to this questi7>n that this chapter is addressed.
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. THE ABSTRACT NATURE OF CONCEPTS
a
A basic characteristic of human intelligence is the ability to formulate abstract
comeptual knowledge about objects and events. Abstract conceptual knowledge
is exemplificd when we can deal appropriately with novel instances of a concept,

‘that is, when our knowledge goes beyond just those instances experienced.

There is abundant evidence that our knowledge of language must be abstract
given the novelty *hat must be dealt with. Indeed, the tole of novel events in
lanouagc has -long been recognized by linguists. Sentences are almost always
novel events. To verify this fact you nced only pick at random a sentence in a
book and then continue through the book until the scntence is repeated. Unless
you have picked a cliché or a thematic sentence, qt is unlikely that the sentence
will reoccur, We readily admit that most sentences are novel, but what about the
clements from which sentences are constructed? These elements must be the
same inorder for us to understand sentences. Further examination, however,
shows that words too are typically novel events. The apparen physical sameness
of words.is an illusion supporlcd by the use of printing presses. If we consider
handwriting, we find a great deal’of variation in the construction ot letters and
words. The novelty of words becomes even more clear when we think of the
same word spoken by different speakers, male and female, child and adult, or by
the same speaker when he is shouting or whispering. Words, like sentences, are
typically novel events. To say that words are novel events may be incorrect in
some instances. We have heard our friends use the same words many times, our
own names being a case in point. The importance of the argument for novelty is
to illustrate that this repetition is not necessary for onr understanding of worlls;
thus our ability to recognize wnrds is not a function of having experienced that
particular physical event befdre.,

Greenburg and Jenkins (1964) demonstrate an even more striking example of
the capacity to deal with novel instances ‘of a class. They, found that English”’
speakers could deal appropriately with novel scquencésaof English phonemes.
Scequences of Phonemes in English are subject to powertul constraints described
by rule structures for syllable and word formation. 1T we randomly sample .
strings of English phonemes we will produce three types of strings: strings which

~are actual English syllables or words: strings which violate the rules for English

syllables and word construction and therefore are not English syllables or words;
and finally, strings which are in accord with English rule structure, but are not

- found in English. Given only consonant—=vowel-consonant (CVC) strings we all

O

reeognize cat as an actual f‘ngllsh word and cah as clearly not an Englisli word.
However, what about the strings il and Iutt? Both of these CVCs are in accord
with English rules ol syllable construgtion. Nib is in fact an agtual English word.
Consequently, Greenberg and Jenkins constructed a measure of distance from
English, based upon the rudes of English syllable construction, which accurately
predicted subjects’ judgments of novel strings of phonemes. The subjects’ judg-
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10. ABSTRACT CONCEPTUAL KNOWLEDGE 199

ments about novel strings of phone".cs were consistent and predxct'lble on the
- basis of lmgulstxc rules for syllable construction in Englxsh _
~ This research clearly demonstrates that the knowledge, on the basis of which
English speakers recognize and construct English syllables and words, is abstract
in the sense that it is not knowledge of -particular physical events, but rather
knowledge about systems of abstract relationships. One’s ability to recognize
sequences of phonemes not experienced before as acceptable or unacceptable
English strings demonstrates kiiowledge of rules of sequencing of phonemes, that
is,- abstract conceptual knowle(lge wluch allows us to recognize and produce
novel events.

But phonemes too are abstract classes bf events which cannot be specified in
-terms of common physical elements. Rescarch in the perceptlon of speech has
shown that the same phonemes are specified by different physical events-in
different contexts and that the same physmal event can specify different pho-
nemes in-different contexts (Fant, 1964; Liberman, Cooper, Shankweiler, &
Studdert-Kennedy, ]967) So, with phonemes too, the basis of recognition is
knowledge of a code or system of relationships, not knowledge of particular
physical elements. As we have scen, breaking language events into smaller and o
smaller elements does not result in a level of analysis based upon partlcular
physical elements. Rather, at cach level we find still another system of abstract
relations which is necessary to specify the nature ‘or me'mmg of particular
physical events.

Similarly, we arc abie to re_cognize a melody played on a piano even though
previously we have only experienced instances of that. melody played on other
instruments, or by an orchestra, or even hummed. To do so, therefore, we must
have an abstract concept of the melody that specifies the isomorphism: cxnisting
among the various instances. Offen we are able to recognize that a painting is
executed in the style of impressionism or by a particular artist, say Cezanne,
even though we have never seen that particular work before. To do so we must |
have an"abstract. concept that specifies the style of the school or artist such that
the instarices, novel ones included, are seen as similar. Thus, therc scems to be
ample reason to conclude that concepts are not necessarily sbased upon knowl-
edge of particular physical events, nor upon physical units, elenicnts or features, .,
_ since instances of many concepts are only abstractly related. :

GENERATIVE CONCEPTS
Due tq their generality, abstract concepts apply to a potentially infinite equiva-
lence class of instances. However, this fact poses a serious problem for a
cognitive theory bent upon explaining how they aresacquired. Since one’s
experience is with but a sample of the entire set of instances to which such
concepts refer, several puzzling questions arise: First, how can experierice with a
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subset ot objects or events lead o knowledge of the whole set to which it
bebongs? There is a problem of explaining how some part of a structure can be
el to the whole structure. Indeed, the claim “that some can, under certain,
circumstanees, be equivilent to all seems to involve a logical contradiction. That
1t does not, fortunately for cognitive theory, can be amply illustrated in many
different areas of conceptual knowledge. In a moment, we will illustrate this fact
from examples drawn trom three distinet tields mathematies, linguistics, and
perceptual psychology.

A seeond erucial question that must be gnswered, given a precise answer to the
fist, concerns the nature of thesubset that can provide the knowledge necessary
to deal with the entire set. Will just any subset of instances do, or must the
subset be a certain size or quality? In other words, how do instanees of a
voteept quahfy as exemplary cases of the coincept? A precise answer to this last
question i quite obvious implications for the selection of effective instruc-
tronal matersal tor teaching concepts. : ‘

Generative concepts in mathematics.  In mathematics the concept of an inti-
nite set provides a structure for whidh it is true that a proper subset,s equal to’
the total set. Cantor proposed this detinition of the infinite when he discovered
that a subset 6f all natural numbers, such as the even'integess, can be placed into
a one-to-one relationship with the total set of integers. But a more relevant case
For our purposes is the pmbTem of pmwdmg a precise description for an infinite

class of objects. By u precise dcscnptmn is meant a {inite-specification ofevery
instance ot the infinite class.

A moment’s reflection suttices to conclude that so- L.lmd nomipal concepts are
Quite madequate tor this purpuse since it is impossible to mtumvdv define an
nifinte class, say by ‘pointing te each clement. Henee the label * mtmlty could
wat he copsistently applied sinte finite enwmeration will not diserimate between
chasses justa little farger than the ostensive count and ones infinitely larger.

For similar reasons so-called artributive concepts of infinite classes are not
possible since the attempt t9 abstract common features from all members of
suvch chisses fails. IF not every member of an infinite class is surveyed by a
process of finite abstraction, then a pofentially intinite nitmber of cases may
exist which fail to exibit the attribute conmumon to the finite -subset actually

“expetienced. Thus, the leaming of concepts that wfer to_classes with a poten-
tally mtimite number of members sueh as trees, people, red stars, cannot be
adequately explamed by a cognitive process involving finite whstraction. The
process of abstraction postulated to explain the acquisition of abstract concepts
nuist work o some other wav, As i mill for abstract knowledge, it must take o
titige set o exemplars as grist for prothucing coneepts of infinite extension.

[Tus probiem has perplexed philosisphers tor many centuries, leading some
crivpanieists amd nominalists to propose that i fuct no concept of an infinite class
s really possible. Their argument was h'xxul upon the belict that since finite
(b \?Vldhm is the meuns by ‘which all u)nupts are formed, then the coneept of
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the infinite must be a negative concept referring only to our ignorance regarding
the exact size of a very large class which had been indeterminately surveyed by
the senses. This belief constitutes a refusal to recognize the creative capacity of
human intellignece and led the empiricists to a theory of knowledge founded
upon associative principles--principles which define knowledge as nothing more
than the association of memoranda of past sense impressions—what Dewey
(1939) rightfully called “dead” ideas because they carnot grow.

Infinite structures can only be represented by finite means if the finite means
are creative, in the sense that a schema exists by which the totality of the
structure can be specified by some appropriate finite part of the structure. Such
a schema by which the whole can be generalized from an appropriate part can be
called a generative principle, while the appropriate part can be called a generat-
ing substructure or just generator for short. That a structural totality can be
specified by a generator plus a set of generative principles can usually be verified
by the principle of mathematical induction.

Consider the problem of how one comes to know the concept of natural
numbers. Two stages seem to be involved: one must first learn the set of
numerals Q; 1, 2,...,9 aswell as asystem of syntactic rules by which they may
be concatenated to form successively ordered pairs (e.g., 10, 11,...,99), triples
(e.g., 100, 101,... 999), etc. The number of numerical strings is, of course,
potentially infinite. Hence the numeral set 0, 1, 2,..., 9 constitutes the
generator which potentially yields all possible well-ordéered numerical. strings
when the appropriate generative rules of the grammar are.applied.

‘The second stage in acquiring the concept of natural numbers entails inter alia,
not only knowledge of the grammar for numerical labels, but knowledge of the
closyre of arithmetic operations by which (@) any number can be shown to be a
logical product of an arithmetic operation applied to a pdir of numberse.g., 1 +
0=1,1+1=2,1+2=3,...,and (b)_ any Ioglcal product of numbers always
yields numbers. ‘

Indeed, it does not-take children long to relize that any combination or
permutation of the members of the generator set (0, 1, 2,...,9) yields avalid
number. For example, is 9701 an instance of the concept of natural number? Of
course, you will recognize it as a valid instance. But how do you know? Have

you ever seen this number before? Does it matter? Unless it is part of an old

_ phone number, address, or some serial number that you have frequently dealt
with, then ou probably have no idea whether it is a familiar or novel instance of
the concept of natural number. Nevertheless, one knows immediately tHat it is
an instance, presumably because ‘one’s knowledge of strings of numerals is as
abstract as that for English sentences.

Generative linguistic knowledge. A similar line of drfvuml:nf can be developed
with respect to the best way to characterize a speaker’s knowledge of his native
language. The problem is: “how do we acquire.the linguistic competence. to
comprehend sentences that have never before been experienced?” For instance,
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it v unlikely that vou have ever experienced the tollowing sentence: the impish
monhey climbed upen the crvstal chandelier, gingerly pecled the crepes from the
cetling, and threw them at the furious chet. This fact, however, in no way
dimunishes your ability o recognize it as a grammatical, it novel, sentence.

Whatever the precise details, it seems clear that the ¢hild acquires generative
knowledge of his language tfrom limited experience with a part of the whole
corpus that is potentrally avatlable. Furthermore, on the basis of this limited
expenience, e is able to extrapolate knowledge about sentences never before
experienced by him. as w@ll.as knowledge about those never before experienced
by anypne.

Presunably . the child's immediate linguistic environnient consisting ot his or
her tamuly and local aspects ot his culture, provides him with a generator set of
exemplary structures from which he educes the gerierative principles by which
all other sentences are known. Cliomshy (1965) has argued that a transforma-
tional grammar provades the operations defining the mapping of the generator
sel of clear case utterances onto the corpus of all utterances: otligr theorists
disagiee. However, no one disputes the fact that the acquisition of language
requares cognitive schemata that are truly generative in nature.

It s also worth noting that during :ml_'uisi(inn specific memory for sentences

experienced seems to play.no necessary role in the process. Several lines of

rescarch support this contention. Sachs (1967} demonstrated that subjects were
unable to recognize syntactic changes in sentences that did not change their
meamng as readily as they were able to detect changes in meaning. This suggests
that people often do not remember the prhu( form of sentences experienced.

Other rescarchiers {e.g.. Blumenthal, 1967; Mehler, 1903; Miller, 1962; Rohrman;.

1968) argue that rather” than the surfuce structure of sentences being remem-
bered. it is the deep structural relations specified by current transtosmational
grammirs  that characterize the abstract conceptual knowledge retained in
memory., )

()“L unportant mxwh( that Lmu"c\ from a study of such cases is that for
senerative coneepts there are no truly novel instances, There are only those
instancey' that wne actual, because they beloug to a generator set, and those that
are potential, because they lie dormant among the remaining totality of in-

stances. Consequently, the only difference between actual. rersus potential |

instances s whether the instance has been made manifest by application of the
generative principle. Once done so, a newborn instance bears no marks of its
recent birth to denate that itis new rather tan old,

It the above reasoning is valid, we are able to formulate our first cmpmml
hy pothess: & people obtain abstract concepts then they will not necessarily be
able to recognize novel instances of the concept as being novel: that is, instances
i the generator set of a concept (i.e., clear-case exemplars) will not always be
distinguishable frum those instances never beforé expericnced.
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In the next section we review some of the rcscuuh ruentlv completed th the
University of Minnesota which lends plausibility to the hypothesis that genera-
tive systems theory provides a precise description of the function of the-
cogtiitive clpacity by wlich we obtain abstract coneepts,

EXPERIMENTé ON GENERATIVE CONCEPTUAL SYSTEMS

- The probletn of how people learn abstract conceptual systems is by no means
new to psychology. Sir Fredric Bartlett (1932), in his classic book Remember-
ing, realized that what people learn must be some kind of an abstraét system or
schema rather than a discursive list of simple instances, Clearly concepts can be
learned from a small set of very special instances, what might be called proto-
types ar exemplars of the concept. Considerable research has shown this to be
the case. However, in doing so some curious results were uncovered. Further-
more, the attempt to characterize precisely the nature of prototypic instances
sufticient for the learning ol a given concept proved more elusive than expected..

Attneave (19570 demonstrated that experience with a prototype facilitated
paired-associate learning involving other instances of the concept. In related
rescarch Posner and Keele (1%8) found that subjcuc were able to classify
correctly novel dot patterns as a result of experience -with classes to patterns
which were abstractly related to the novel instances, d.e., related by statistical
rules rather than by -feature similarity, Later,- Posncrémd Keele (1970) isolated
the following properties of the conceptual svst;ms&vhlch enabled subjects.to
classify novel instances of the classes of dot p‘ltterng. (1) this conceptual system
was abstracted during initial experience with thesclasses of patterns, and (2)
although derived trom experience with patterns, it was not. baséd upon stored
copies of the patterns. One week after the original experience witlr the patterns,
the subjects’ ability to classify the patterns.actually seen earlier had decreased,
while their ability to classify “new” prototypic patterns surprisingly had not.
This result supports Bartlett’s view by strongly suggesting that these “new”
instances were clusitied in terms of a highly integrated system of abstract
relations {a conceptual. system) rather than being mediated at the time of
classification by memory of individual patterns. '

The question then is: “how can a subset of instances of a le% be used to
generate the entire class?™ One avenue that we are investigating is to see what
insight the coneept ot émup gcncrdtnr may give into the generative nature of

conceptual systems: . o

The notion of & group generator can be understood intuitively by caretully
studying the illustrations of the generator and nongenerator sets of stimuli used
in the experiment reported below, page 207. One should notice that the
generator set consists of cards whose relations define the displacements ligures
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undergo when orbiting around the center of the card. that is, when the ordered
sequence of cards spectfies orbiting. On the other hand, the nongenerator set of
stimuli consists of cards that are physically similar to those in the generator set,
diffuring, however, in that nosequence of these cards is sufficient to specify
the orbiting concept. At most they specity a displacement of four figures over
the diagonal gath running from the upper lett to the lower right hand comers of
the card.

In the next section a more formalized account of the group generator notion is
presented. '

The Cbncept of Group Generator

Many examples of the generative property of matliematical groups exist. For
mstance, for each integer a, it is possible to construct a group having exactly n
elements (a group of order 1) by considering 1, e, 4%, 2%, ... .a” = ', 4", where
® =d" =1 and the operation is ordinary algebraic multiplication. Such a group
is called cvelic because the initial element (¢°) is identical to the terminal *
clement (¢"): the symbol « is called a generator of the group, sinée every group
clement is a power ot g, thatis,a X a=a®,aX a®> =a®, ..., aX ad" ' =a" =4°.

The Cinteger) representation of the concept of a group with a generator is but
one application of this abstract system. As another example, consider the
rotatioral (cyclical) symmetry of a square. Let each vertex of the square be
labeled (1. 2, 3, 4)) and represented as the bottom row of a matrix. Then let
each position initially occupied by these vertices be similarly labeled and
represettted in the top row of the same matrix:

positions () (1 2 3 &
. vertices (1) (r 23 4

I

We now define a 907 clockwise rotation of the square as follows:

234y 90 1234
INERY 1123

_ : . . S . T o
The 360 rotation of the square can be similarly represented as four. 90° .

rotations:;
. . -
| o lt _ v : !
L2 3 4\007/1 203 4\IN0 /1 2 3 4\270°/1 2 3 4\360°/1 2 3 4\
(1 :3'4> ’(4 2 3><’<3 4 :)a <: 34 1)4 (1':3 4>;
O
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The configurations [-1V are the group elements representing all the possible
" configurations of.a square that can be generated by a product of 90° rotations.
This can be summarized in tabular form as follows:

X |1 1o
T
IR (VA
oMMV o1
Wl u o

o

From inspection of the table it is clear that I-is the identity element and that
every element has ar inverse, e.g., [l X IV = L III X HI =1, etc. To illustrate the
group operation, (X), by which these products of rotations in the table above
were computed, consider the way in which one proves that the element 1V is the
inverse of element II since their product 11 X 1V yields the identity element [ (a
0° or 360° rotation).

=

I1 v [ '

<‘\2 34\ 23 4>.: 123 4)
41°23)"% <2 34 1 °<1-2 3 4

In general, to multiply one array by another do the following: Replace the value
of the vertex in a given position in the first array with the value of the vertex
found under the position with the corresponding value in the second array. For
instance, in the above -example, Il X IV =1, the products are computed as
follows: V4 in Py of 11 is replaced by ¥V, in P4 of [V; V| in P, of Il is geplaced
by V, m Py of 1V, etc., where . V, and P denote’ the approprlate vertex and
position.

More importantly (for our purposes), the group of rotations for the square has
two generators, namely 1I'and IV. Either of thesg, if multiplied iteratively by
itself, yields all elements of the group. Thus, II? =11, 1% = [V, [I* =1, 115 =1I
and similarly, IV" yields III, II, I, IV, respectively. This generative. property is -
not trivial since neither'I nor I11 are generators of the group; I” =1 since it is the
identity and I11" alternates between I and IIl, never producing Il or IV because
Il is its own inverse. Many other groups have nontrivial generators. A most-
important group is that™of perspectives of solid objects. The fact that, for many
objects, a few perspectives provide sufficient information to specify their total
shape suggests a way in which perceptual systems, like conceptual ones, may be
generative-(Shaw, McIntyre. & Mace, 1974)

O
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The basic strategy for testing the applicability of the group-generator descrip-
tion in explaining generative conceptual systems is to construct acquisition sets
which either are or are not generators specifying the total class ol instances
referred to by the concept. Tlis suggests the tollowing hypothesis:

If the information specified i the group generator acquisition set is
sufficient to allow subjeets to gencrate the entire class, subjects should
then treat novel instanees of the class in a fashion similar to the way they
treat experienced instances of the class. In contrast, the subjects who are
givm.a non-generator acquisition set should treat experienced and new
instances of the class differently.

A Generative Concept Experiment

To investigate the above hypothesis Wilson, Wellman, and Shaw constructed a
~system consisting o four, simple geometric figures (a cross, a heart, a circle, and
a square) orbiting alone through the four corner positions of a square card. This
allows for the construction of sixteen distinet stimuli (i.c., four figures X four
positions = 16 cards). These sixteen cardsprovide the underlying set over which
the concept of orbiting can be defined by an appropriate ordering of the carde.
Morcover, the svstem of” relationships among the cards determined by the
diserete orbiting of the figures, logically specify a group of transformations
(displacements) that is isomorphic with the geometric group of 90° rotations of
the squuare disaissed carlier. By definition twa specific gronps (e.g., the orbiting
and rotation groups denoted above) are abstractly equivalent it some third group
can be found to represent cach. The mumerie arrays, 1=V with the operation X,
constitute such a group. ' ' .
_ The sixteen cavrds which provide the nndulym" set tur the “orbiting™ group
- can be represented by the numeric arrays -1V as follows: fet the top row of the
. array specity ‘the corner positions on a stimulus card while thé bottom row
W speedties the fignres that oceni in those positions. In this fashion, the cohimns of
©2 the arrays TV, reading from lett to right, denote all sixteen cards in the set
undertying the concept of orbiting. I the rotation case, cach mlali(mship,
between dd].lunl arrays specifies the new pmmons assumed by the vertices of
the square as it rotates discretely through 90”1 by contrast, in the orbiting casc,
the “felationship between adjacent arrays now. provic s a stimmary of the new
positions assumed, by cach of the arbiting figures from card to card. In other
words, the vrbiting of a figire can be thonght of as a rotation aronnd an axis -
point ougside ‘the fignre, Hence they have the same gronp multiplication table -
and are abstractly equivalent, ¢ '
The sequence of cards specifying a enerator for the Fo-card set used in the

acquisition phase of the experiment for one gronp of snbuulns shown in Fig. 1.
Notice that the first four cards constitute the columas of array 1 while the
second lmlr cards constitute the columns of array 11.:To sce that these cight
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1 e
a b: ‘
. ‘ ! c .d
FIG. 1 Group generator acquisition set.
' a d

cards qualify as a generator for the total set of cards one need only multiply
them together in the iterative fashion as discussed earlier. By consulting the
- group multiplication table one immediately verifiés that multiplying array I (or
(1V) by itsell a sufficient number of times yields all the arrays, 1-1V, and
therefore, is a generator for the, total set of cards. Also by consulting the table,
one can verify that iterative multiplication of array 111 by itself yields only I and
[H and, therefore, does not qualily as a generator for the group of sixteen cards.

There is a sense, however, in which fisa generator that specifies an abstract
concept; namcly, since the geometric figures occur in all four positions across
cards, il they are treated equivalently; then they do specify the entire set. In
‘order to ‘minimize the degree of abstraction (i.c., generality) of the nongenerator
dcquisition set, eight cards were selected in which the figures occurred in only
two positions, rather than four positions specified by L. This selection guaran-
teed that the nongenerator acquisition set tould not specify the entire concept
‘(set) at any level of abstraction. (Although it does contain the generator for a
system of diagonal relationships.) The cards in this new nongencrator ucquisition
set used in the experiment are shown in Fig. 2.

During recognition both groups were shown the erght cards they had experi- -
enced during acquisition plus the remaining eight novel instances of the system.
Addltxonally, both gioups were shown nine cards which did not f{it the system,
that is, noncasess The noncases were constructed by using mappropnately
colored geometric forms, {orms occurring in the center of -the card, and forms
which were ariented differently on the card than those in the system, for
example, a 45” rotation from the perpendicular. The recognition set, therefore,
consisted of 25 cards, 8 “old” cards, 8 “new” but appropriate cards and 9
“noncases.” Subjects were shown each of the 25 cards one at a time and, asked

5%

FI1G. 2 Nonpenerator acquisition set.,

‘
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[y

to rate each card as “old™ or “new,” ‘that is, as one they had seen during
acquisition.

“As might be expected both groups consistently rated the old items as old and
identified the noncases as new cards, The generator acquisition set subjects rated
old cards as old on 804 of the cases and the noncases as new on 99% of the
cases. . S

The two groups were strikingly different, however, in their judgments of the
new but “appropriate within-the-system™ cards, The ‘“‘nongroup generator”
subjects correctly identitied these new instances as new on more than 90% of the
cases. In marked contrast, the “group generator” subjects rated the new cards as
being old 50% of thé time. That is, their judgments of the new but appropriate
instances were at a chunce level. On 50% of their judgmients, subjects identified
the novel instances of the system as cards which they had experienced during
acquisition, This group could clearly discriminate system from nonsystem cards,
as shown by their rejection of the noncases; but they could not consistently
discriminate experienced instances of the system from novel ones.

Two conclusions can be drawn from these results:

I. During acquisition subjects are acquiring information about the abstract
relations existing between the items in the acquisition set. That is, they are
gaining more information than can be characterized by copies of the individual
cards they experienced.

. The information specified by the group generator is suff"uent to allow/
SlleCLtS to generate the’ entire system, This supports the claim that these
subjects’ knowledge of the system of orbiting cards is indeed generative, /

.
The fact that subjects in the generator group could not cor?sistently dis-
criminate between previously experienced and novel instances of the system,
" strongly suggests that-subjects are acquiring an abstract relational concept which
defines. a class_of events, not simply information about the specific instances
they had experienced. Furthermore, this.result also suggests that these subjects
acquired a knowledge of an event (the orbiting of cards) that is truly generative.
{More about this type of event conception will be said in the next section.)
Assuming that subjects are acquiring abstract relational systems from experi-
ence with the generator acquisition set rather than specific memory of experi-
enced instances$, the question arises as to the effect of more experience with the
acquisition set. Conceptions o memory based upon the abstraction of statlc
features, or copies of the experience events. would predict that more prurlence
with the acquisition set would facilitate subjects’ recognition of new instances of
the system as auuall) new, that is, as not before uxpcncnced If, instead of
storing copies of the z.xpencnud instances or abstracting the common attributes
of the instances, subjects are acquiring information about the abstract relations
among "these instances in the system, more experience with the acquisition set
would not necesarily result in an increased ability to recognize new instances of

/

/

the. system as be g novel. As subjects better acquire the:abstract relational |

=
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system they would be more able to discriminate instances of the system as being
novel. As subjects better acquire the abstract relational system they would be
more able to discriminate instances of the concept from noncases. However, the
novel instances of the system may be more difficult to discriminate as new
" precisely because they are instances of an abstract relational system
* To investigate this possibility, four additional groups were run, two with each
of the two types of acquisition sets: One group experienced the generator
acquisition set twice, and a second group three times, Similarly, a third experi-
enced the nong,enerator acquisition set twice and the fourth group experienced it
three times. Following the acqmsxtlon phase, all groups were tested for recogni-
tion. ’
In the nongener_ator groups, the greater amount of experience’ with the
acquisition set resulted i an increased ability to recognize the new instances of
the system as new. The subjects who experienced the acquisition set three times
were able to recagnize the new instances as new on 100% of the cases. The
nongenerator subjects were able to consistently identify new instances of the
‘concept ds new ar. - one pfesentation of the acquisition set, and the subjects
glVen more experlence with the nongenerator acqmsmon were even more accu-
rate in this discrimination, However, the results obtained with subjects who
experienced the group-generator acquisition set were quite different, Not only
were thesc subjects unable to identify novel instances of the system as new, but
additional experience with the acquisition set decreased the subjects’ ability to
recognize new instances as being new. As stated earlier, the subjects who
experienced the acquisition once accepted the new instances as old 50% of the
time. Subjects who experienced the acquisition set twice before recognition -
.identified the new instances as old on 75% of their judgments, and the subjects
who expericnced the generator acquisition set three times identified the new tut
abpropriute instances of the system as old on over 80% of their judgments. All of
 these subjects continued. to correctly recognize the old mstances as old and
reject the noncases as not before experienced.
These results provide strong evidence that subjects are acquiring information
about an abstract system of relations and not simply information about the
static properties or attributes of the experienced instances. If subjects’ judg-
ments were based solely upon the attributes or static features of the experienced
instances, the subjects would be able to recognize new but appropriate instances
as. being riew and increase experience should enhance this recognition. As we
-have seen the results were not obtained. On the other hand. if subjects are
-acquiring a c'enemuve conceptual system, then, instances which are appropriate
to the system would be rcwgmzcd as familiar. As the abstract conceptual system -
is better learned the subjects’ would be more Jikely to recognize novel instances
- of the systemas belonging to the system and, therefore, identify them as old. 2
It should be noted that these data provide strong support for our hypothesis,
namely, that knowledge of a subset of the instances,of a concept was in fact
tantamount to knowledge of all instances ‘of the concept. When the system was
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* well learned, subjects could not distinguish old from novel instances. Clearly,

. etc.), while the structural.invariaint must be perceptually specified if the subject

"ﬂuwer Brows, Mary smiles, etc.).! A set of instances of an event is not an
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expesience with the group-generator acquisition set was in this case tantamount
to experience with the entire system. i

Finally, it should be noted that in these experiments subjects were not
instructed to find relations between the individual instances, nor were they told
that they would be tested for recognition. Rather, subjects were instructed that
we were studying short-term memory of geometric forms. Their task was to
reproduce, by drawing each card in the appropriate acquisition set after per-
forming an interfering task. In this case, the abstraction of the systematic
relations between instances of the system appears to be automatic in the sense |
that it was not intentional. :

EVENT CONCEPTS AS GENERATIVE KNOWLEDGE

In this su.tlon we present evidence in support of the contention that event
concepts are ‘ahstract in nature and therefore generative.

Shaw, Mdntyrc, and Mace (1974) argue that perceiving the nature of events
involved the .detection of sufficient information to specify their affordance
structure. The term “‘affordance™ is borrowed from James Gibson (1966) and
refers to the invariant perceptual information made available by objectsand events
that specifies how animals and humans might adapt to their environments.

The atfordance structure of events consists of two necessary components: the
transformation over which the event is defined (the transformational invariant)
and the structures which undergo the change wrought by the application of the
transformation (the structural invariant). The transformational invariant must be
perceptually specified in the acquisition set if the dynamic aspects of the event’
are to be identified (e.g., thgt the event is of x running, rolling, growing, smiling,

_of the event is to be identified (e.g., what x'is: John tuns, the ball rolls, the .

‘Pcrhaps a huttu way to danty the difference between ﬁtruutuml and transformatxonal
invariairts is as follows: given that John runs, John walks, John smiles, John loves, the
subJeLt of ali these evemts is John; the subject’s structurc is what is common or invariant
and, hence, is the structural invariant of all the events denoted. On the other hand, rg_ivcn the
following cvents: John runs, Bill runs, Mary runs, Jill runs, then there is no common subject.
All we know is that some object with a minimal structure to support the operation fo run is
involved. The opcration on the minimal structure x is the transformational invariant. But
notc that even here to define "that transformation.presupposes some minimal structural
invariant as its necessary support. A similar argument for the’ necessity of postulating
minimal transformational invariants in order to define structures can also be given. For
these reasons the atfordance structure of events, inclusive of actions and objects, necessarily
requires both structural and transformational invariants for its definition. Since in ecological
science .hereare only affordance structures, that is, animal-environment, or subject—object
relations, the affordance concept is a universal scmantic pnmntwc that deserves carcful study
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exemplary set and, theretore, does not constitute a generator set for the event, if .
it fails to provide perceptual information sufficient to specify both the transfor-
mational and structural invariants. To summarize this hypothesis:

All necessary conditions being satisfied, a person will acquire the concept
of an event when presented with an acquisition’ set of exemplary in-
stances (a generator set) because such a set provides the minimal .per-
ceptual information sufficient to specify the affordance structure of the
wvent.

an

In the experiment discussed in the pr'_cvi'o'iis section we showed how a certain
subset of object configurations qualifiefd" both formally and psychologically as  *
the gencrator set for an event concept, that of an “orbiting™ event defined over ‘
geometric forms. Thus, the group generator description does seem to offer a oo
© viable means of muking explicit the manner in which abstract conceptual
systml\ may be creative.
The ubstract- concept derived from peru.wmg the orbiting of the stimulus \
figures can be analyzed as follows: The géngrator set in the acquisition phase of
the experiment consisted of stimulus C(‘nﬁgurations sufficient to specify a
subgroup of the displacement group, namely; the orbiting group. This set of
stimuli constituted the structural invariant of the event while the group operi-
tion (orbiting) constituted the transformdtional invariant of the event. The
subjects succeeded in obtaining theé.concep( of this event by detecting these two
invariants whieli taken together constitute t‘le affordance structure of the event.”
The orbiting group itself provides a description of the relevant aspects of the
abstract concept aof the event. Thus construed, the perceived meuning of the  «
event is the orbiling group interpreted over the stimulus structures presented.
Consequently, we see no way or reason to avoid the conclusicn that in all event
perception situations the existence of an abstract concept is entailed. Under this
view, the generator for the abstract evesit concept is that set of instances which
conveys sufficient perceptual information to specify both the transformational
and structural invariants defining the event. The meaning of this invariant
* iftformation for the human or animal perceiver is the affordance structure of the
_event, :
" In our opinion, this analysis-argues in favor-of the hypothesis that perception
is a direct apprehension of the meaning of events insofar as £lleir affordance
structure isconcerned. Since abstruct concepts are generatively specified by (i.c., .
abstractly equivalent to) theéir exemplary instances (generator set), their acquisi-
‘tion can also be considered direct, u.qmrmg o augmentation by voluntary
inferential processes. Snmll(lr'y no constructive cognitive process need be pos-
tulated to explain how abstract concepts are built up out of elémentary
constltuents as argued by the British Empiricists since stich elementary con-
'stxtuents play no necessary role in the definition of the concept.
Have we made too much of the apparent success of the generalive systems -
approach in a single_line of experiments? [t is impertant to ask whetler the same

EKTC. - 21.6‘;* B

Aruitoxt provided by Eic:




212  ROBERT E. SHAW AND BUFORD E. WILSON

analysis can be applied to a variety of L‘(erlmLHl‘l] phenomena. We explore llus

“possibility.in the.next section.

Perceiving the Affordance Structure of Elaborate Events

Su fur- we have presented an example involving an »vent whose affordance:
structure ‘can be tormally described by very simple group structures, i.c., orbit-
ing. We would now like to discuss -two complex cvents whose affordance
structures, although more &aborate, still seem amenable to generative systems
theory. A .

The shape of nonrigid obfects. Theories of object perception usually attempt
to explain the perception of objects und patterns which do not change their
shape over time. However, a truly adequate theory must al§o explain the origin

“of concepts of events where object configurations or the shape of objects

undLrgo dynamic change. Shaw and Pittenger (in press) have conducted a series
of experiments designed to ¢xplore this problem The assumption behind the:
tescarch is this:

Shape is considered to be an event-dependent concept rather than an absolute
property of static objects. This is contrary to the traditional view that identifies
shape with the metric-Euclidean property of geometric rigidity under transfor-
mation, that is, the fact that under certain transformations (e.g., displacements)
the distances between points on an object do not change. Unfortunately, this
definition is tow narrow since it tails to apply to a.manifold of natural objects
which remain identifiable in spite of being remodeled to some extent by varlous
‘ nmmund lmnstnrnmlmns (e.g., growth, crosion, pldslu. deformation under.
pressure). ¢

. Biomorphic forms, such as faces, plants. bodies of Jmmals cells, leaves, noses,
incvitably undergo structural remodeling us they grow, although their transforms
retain sutticient structural similarity to be identified. Such forms, like geological
structures under plastic deformation or archacological artifacts under erosion,
are relatively nonrigid under their respective remodeling transformations. Since
the property of geometric rigidity is not preserved by any of these, it cannot
provide the invariant ifformation for their identification. Clearly, then, a new
and more abstract definition of shape must be found upon which to develop a
theory of object perception that is broad enough in scope to encompass all
obsjects- rigid as well as nonrigid ones. Consequently, the following definition
was decided upon: “Shape, as an event-perception concept, is to be formally

‘construed to mean the swm total of ivariant structural properties by wihich an

abject might be identified under a specified set of transformations.

This definition should sound familiar since it is but a restricted version of the
definition of the affordance structure of objects given earlier. But notice, that by
this definition: the geometric rigidity of an object under displacement is but one
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of the many kinds of structural invariants possible. By a careful study of the
perceptual ‘information used to identify human faces at different stages of
grawth-(i.e., age levcls), it was hoped that the gencrallty and fruitfylness of the
event-perception hypothesis might be further tested,

Percejving the shape of fabes as a growth event. Faces, no less than squares or
other shapes arc dynamic events since their atfordance structure (e.g., shape) is
derived from a growth process (the transformattonal invariant) which preserves '

. sufficient structure (structural invariant) to specify the identity of the. face of
the person undergoing the aging transformation (growth), In a similar fashion, .
different people at the same stage of growth, can be perceived as being at the
same age level because growth produces similar effects over different structures
(Pittenger & Shaw, 1975). These common effects constitute the information

_specifying the transformational invariant of the growth process.. Thus, each
‘transformation can be identified by the style of change wrought over various
objects to which it is applied. o g

In addition to empirically discovering the invariant information specifying the

“identity of the structurcs over which an cvent is defined, a problem of equal
‘weight for the event perception hypothcsis is to isolale the invariant information
specifying the transformation by which the dynamic aspect of an event is
defined, Both of these informational invariants must be found in every event
perception experiment if the affordance structure of the eventbeing studied i is,
to be expenmcntally defined. Pittenger and Shaw conducted the fullowing
experiments in an attempt to discover the affordance structure of the growth
event defined over human faces. The biological htemture suggests two classes of
transformations for the specification of the transformation of skuH growth:
strain and shear. A strain is a geometric transformation which, when applied to a
. two-dimensional coordinate space, chdnges the length of the units along one axis
as a tmnsformdtlon of the units along the other axis. For instance,-a strain
transformation can take a square into a rectangle or vice versa. On the other
hdnd, a shear is a geometric transformation” which transforms the -angle of

%m tersection of the coordinate axis, say from a right-angle to something less or
more than a right angle, Such a transformation might take a square into a
rhombus. Consequently, Pittenger and Shaw constructed a set of stimuls by
having a. computer apply different degrees of these two transformations to a
human facial profile, and thensby photographing the computer pletted trans-
forms of the given profile. Three expgriments were run to test the Iypothesis
that the perception of age level is derived from information made avallable by
growth events,

To illustrate the apphcatmn of these l ansformations to faces, we will descrlbe
the production of stimuli for the first experiment. The stimuli were produced by

-applying combmatlons of these transformfations globally to a’'two- dimensional’
Cartesian space in which the proﬂle of a 10-year-old boy had‘been-placed so that

o

.ERIC

Aruitoxt provided by Eic:

N
’

‘P.‘
U




214 HOBERT £, SHAW AND BUFORD F WILSON

| the origin was at the car hole and the v axis was perpendicular to the Frankfyrt
horizontal (a line drawn tangent to the top orb of the ear hole and the bottom
urh ot the eve socket),

The .ormula used for the shear lruns‘llirm'ltinn ‘in producing the stimuli
expressed in rectangular umrdm wes was V= v, x' = x 0+ tan O, where the tan 0
is the angle of shear and x', 3" are new mordm.ltcs The formula for the strain
transtorm.ltmn used, expressed for convenience in polar coordinates, was 0’ =0,

<= r(l  k sin 0). where r is the radial vector and 0 is the dng,le,‘speufymg
dncctinn from the origin. Here & is a constant determining the parameter value
ot the strain. Thus in producing the stimuli tan # and & ate the values to be
munipulated for varying the amount of shear and strain, respectively. (For a
detaded discussion of this' approach see Shaw & Pittenger, in press.) The
caleulations were performied by computer and the profiles drawn by a computer-
drven platter. ‘

The initral outline profile was transformed by all 35 combinations of seven
levels of stramn (k = -0.25, -0.10, 0, +0.10, +0.25, +0.35, +0.55) and five levels
shear (4 = -15, 57,07, +57, +15%). These transformations are not commuta-
tive. Shear was Jppllcd tirst. The rcsultuu, profiles are shown in Fig. 3.

These shape changes approximate those produced by growth. We liypothesize
that the changes are relevant to perception in two ways; they are a sufficient
strmulus for the'perception of age while at the same time leaving information for

. thie identity ot the face invariant. The reader will note, however, that profiles on
. the extrene ?ﬂ’tm\lnr cach variable are quite distorted. These values were

Shear Luvel ~-Strain Level (k) -~

~ KRNI

25 10 0 10 .25 .35 55

FI1G. 3 [ristormation of a facial profile by shear and strain. B

.
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chosen to test the supernormal stimuli hypothiesis. Supernormal stimuli are
produced by exaggerating some relevant aspects of a stimulus, E thologists claim
that sucl stimuli lead to ex dgg&.l’.ltt.d respogses (Tinbergen, 1951).

Experiment 1

%

To test the effects ot the shape changes induced by: shear and strain the pmfllc
shown in Fig. 1 were presented by slide projector to the subjects in a task
requiring magnitude estimates of age. The subjects were instructed to rate the

_ages of thg profiles by choosing an arbitrary number to represent the age of the

first profile and .mn;,mn; multiples of this numper to represent the age of
succeeding profiles reliitive to the age of the first. Twenty subjects were asked to -
rate the 35 slides resulting from the transformations described above. The results
were straightforward. Using a Monte Carlo technique Pittenger and Shaw found
that 917 of the judgments made by the Subjects agreed with the hypotheses that
the strain transformation produced monotonic- perceived age changes in the
standard profile. On the other hand, using the shear transformation to predict
judgments produced only 067 agreement. Since strain was by far the strongest
variable of age change. we decided to test the sensitivity of subjects to very small
changes in profiles due to this transformation.

Experiment 2

Sensitivity to the shape changes produced by the strain transformation was
assessed in the second experiment by presenting pairs ot profiles produced by
different. levels of the transformation and requiritg subjects to choose the older
profile in cach pair. A series of profiles was produced by applying strain
transformations ranging from & = ~0.25 to +0.55 to a single profile, where & is
the coefficient of strain used m the equation controlling the computer plots.
Eighteen puairs of profiles were chosen; three for each of six levels of difference
in degree of strain. The pairs were presented twice to four groups of ten subjects,
Different random orders were used for cacl presentation and cach group.
Subjects were informed tlmt the study concerned the ability to make fine
discriminations of age and that for each pair they were to chovse the profile
whicly appeared to be older. During the experiment they were not informed
whether or not their responses were correct. By correct response we mean the
choice of the profile with the larger degree of strain as the older. -

Several results were found. An analysis of variance on percentage of errors as a
function of difference in strainshowed a typical psychophysical result- a decline
in accuracy with smaller physical difterences and an increase in sensitivity with
experienice in dhe task. However, two other aspects of the results are more
important for- the question at hand. First, subjects do not mercly discriminate
the pairs consistently but choose the profile with the larger strain as the older
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pietile with greater than chance trequency: in the first presentation the larger
strain was $elected on 83.27% of the trials and the second, on 89.2% of the trials.
In cach presentatien. cach ot the 40 subjects selected: the profile with the larger
k as older on more than 5077 of the trals. In other words, the predicted effect
was obtained m every subject. A sign test showed the change probability of this

last result to be far less than .00 1. Thus, the conclusion of the first experiment is .

confirnted in"a ditterent cxpmmcnt.l! tash. Second, \:l]slthlt\ to the variable
prn\ul to be surprisingly fine.

Experiment 3

A third experiment was designed to determine if a structural invariant existed by
- which individual identity might be perceived as follows, We have all had the
expetience of recognizing someone we know as a child years later when they
Tave grown to maturity. As a preliminary test of preservation of identity under
the strain transtormation. profile views of the external poitions of the bram
“eases of six difterent skulls wers traced from x-ray plmtoumphs and subjected to”
five levels of strun. Five pairs of transformed profiles were selected from each
individual sequence: the degree of strain for members of three pairs differed by
.30 and those of the other two pairs by 45 values of k. A profile of a different

skull was assigned to each of the above pairs which had the same deﬂree of strain |
a one ot the members ot the pair. .Slndus were constructed of the profile triples
such that the two profiles from distinet skulls wlhich had the same level of strain-

appeared in random positions at the bottom. Thirty subjects were presented the
slides and asked to select which of the two profiles at the bottom of the slide
that appeared most similar to the profile at the top. The overall percentage of
errors was low: for the 30 sets of stimuli presented to 30 subjects, the mean
error was less than 17:7, with no subjeet making more than 334 errors. Since no
subject made 5077 or more errors, a sign test on the hypothesis of chance
responding (binomial distribution) hy cach subject yields a probability of far less
than 0.001. Indeed, in anothei set of studies. Pittenger and Shaw also found that
people are uite able to rank order by age photographs of people taken: over
nearly a decade of growth from pre- to post-puberty years. ;

The results ot these three studies provide support for two important hypoths
eses the stnn transtformation due presumably to growth, not only provides the

major source of the relevant perceptual information tor age level, but also leaves
mvariant sulticient perceptual information for the speeification of the individual
identity of the person by the shape of the head alone. :

These experiments also sipport the contention that the pereeived shape of an
object is norsimply the shape of a static, rigid object, but is rather a higher order
striuctiral invariant which remains relatively unchanged by the events (i.c.,
trunst'nxrnmtinnal\‘ invariants) into which such objects may enter. Further dramat-
ic suppurt for this claim is provided by the fact that the idéntity of human faces
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is preserved under elastic transformations as distinctive from growth as artistic

.characterization. The success of political caricaturists rests on their ability to
satirize a political figure by exaggerating distinctive body or facial features

without obscuring the rdentrty of the famous or infamous personage depicted.
Indeed, there is evidence thal such an artistic redition of complex structures
facilitates their indentification (Ryan and Schwartz, 1956). But will the event
perception hypothesis apply equally well to still more elaborate events in which
complex transformatrons are defined over a variety of structures?

Perception of a tea-maklng event. -Recently, at the Center for Research in

Human Learning, Jerry Wald and James Jenkins have been investigating the

generative nature of an claborate event: the act of preparing tea. To study this”’

event 24 photographs were taken depicting the various steps involved in the
preparation of tea. These stimuli were presented to subjects following the same
experimental design used in the “orbiting” event experiment discussed earlier.
Sixteen of these 24 pictures were used as an acquisition set portraying the
tea-making event to subjects. Later, these 16 pictures, plus the remaining 8 from
the original set, were shown to the subjects, who were asked to indicate whether
the picture was new or one which occurred during acquisition. The subjects were
unable to distinguish the new but appropriate pictures of the event from the
pictures they had actually experienced during acquisition. Once again we see
that a partial subset of the possrble instances of an event can specify the entire
event. o

The general results found in this experiment were essentially the same as those
found in the case of the “orbiting”-event experiment reported earfier. Namely, 1t

was again found that subjects were very good at recognizing as new pictures
which were physically similar to those in the acquisition set but inappropriate as
elements in the event. For example, if' a type of movement or direction of
movement inappropriate to,the event portrayed during acquisition was depicted,
subjects classified the picture as new. Clearly, the knowledge which subjects
gained during acquisition was knowledge of an abstract system of relations, that
is, an event, not_knowledge of exact copies of the exemplars specifying the
event. Additional support for the contention that subjects are acquiring a
generative system of relations is provided by the. finding that subjects who were
provided more experience with the acquisition pictures were even more likely to
mistake the novel but appropriate instances for those actually seen.

GENERAL CONCLUSIONS, AND
IMPLICATIONS FOR INSTRUCTION
Eaclt of the event perception e‘(perilnerrtfs discussed is not only amenable to a
generative systems explanation but seems to require it. The range of cvents
surveyed, from srmple everts such as orbiting objects, to more elaborate events
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involving growth of human faces and the preparation of tea, suggests that the’
abitity to formulate abstract coneepts is a basic cognitive capacity underlying
knowledge acquisition. This characterization of knowledge acquisition has sever-
al important implications for a theory of mstruction,

The “most genieral implication concerns liow we should conceptualize the
nature of those situations in which we acerue useful knowledge about our
natural, cultural, social, and professional environments. It the majority of our
experieniees i these areas involve encounters with either novel istances of old
events or fresh instances of new events, then the goals on instruction must go
bevond concern for how particulars may be learned. Rather, the primary goal
should be to train people to exploit more efficiently their cognitive capacity to
assimilate knowledge that is abstract and, therefore, generative. -

Moreover, if adaptive responding to even ordinary events, such as recognizing
faces or nuking tea, entails generative knowledge of abstract relationships, then
this is all the more true for dealing with higher forms of knowledge in such fields
as science, philosoply, mathematics, art, history, or law. Acquisition of knowl-
edge in al' areas is a result of abstraction over well chosen instances of events,
the excmplars which instantiate the generator sets for the concepts involved.
Accepting these conclusions, what potential impact might such a cognitive
theory of knowledge have upon current educational practices? . '

-1 Programs of instruction should primarily consist of lessons in which stu-
dents are furnished with direct experience with those core uonupts of the field.
As we saw i the case of the experiments reported, the abstraction of generative
systems requires tirst-hand experiences with those excmplary instances of a

- coneept that constitute its generator set. However, our educational institutions
typicatly. and sometimes exclusively, use the “lecture™ technique by which
students'ure made passive recipients of the conclusions or implications drawn
from another person’s“experience. where in actuality some version of the
experience itselt would be @ much better form of instruction. Instruction, which
tukes the form of learning facts or principles about some concept X, is not a
substitute (although it may be a useful supplement) for acquiring direct experi-
ence about concept x, even it presented in some analogical or simpler proto-
typical form. This is why some courses of study wisely rely lmvnly upon
laboratory or field experience. lndeed, every classroom’should be a “laboratory™
tor first-hand. 1ather than second-hand experiences.

There is little new in the above observations regarding the preference of active
participation in the learning process over passive reception of matérial to be
learned. What is new, however, is the insight that the generative capacity to
formutate abstract coneepts may be naturally engaged when the student experi-
ences 1 very special subset of exemplars, numely, the generator. Therefore, the
selection of the exemplars of a concept to be taught is a very different affair,
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requiring the joint efforts of cognitive psychologists and instructional experts.

2. Another, related implication of the generative characterization of con-
ceptual knowlz.dﬂe is to offér a new theory of the transfer of training effects so
desirable throughout the educational progress of a student. How do old concepts
facilitate the learning of new ones; and how does new lnformauon become
integrated with existing information?

Since the generative nature of knowledge has not been scen as implying a core
cognitive capacity, both specific and general transfer have been seen as a second-
ary, spin-oft effect of learning specific reactions to specific objects or events. We
have attempted to show throughout this chapter avhy this chatacterization of
learning is backwards. The generative cognitive capacity that is responsible for

transfer is not derivative from or based upon knowledge of exact replicas or_

copies of experiences. It is the abstractness of concepts that accounts for the
generality pr transfer of conceptual knowledge gained in one situation to new
situations. Transfer, therefore, is inherent in the acquisition of abstract concepts.

3. A final implication of this theory for instruction related to the selection of

. criteria for evaluating performance as an indicant of the state of conceptual
knowledge attained by the student.. This has proven to be a most difficult and,
somewhat surprlsmgly, 4 most -controversial issue. The proposed theory suggests
why this‘is 0.

A major source of difficulty in the evaluation of the knowledge a student has

acquired is to know what types of performance count. There are several
performance levels students may attain due to either their sophistication in an
area, their motivation, or the nature of the concepts to be learned. First, and
casiest to evaluate, is the ability to verbalize, or articulate in some other overtly
demonstrable form, exactly what they know about a topic.. Unfortunately, this
level of performance is exhibited inadequately by most people and tends to be
rare except for simplistic cases where a rote memorization of particulars is
appropriate. Such knowledge, however, is not necessarily generative in nature
and, thus, its successful evaluation poses no guidelines for an adequate evalua-
tion of students’ abilities to use abstract conceptual knowlcdgc
A second and more frequently exhibited performance level is that the student
has attained useful knowledge of a topic but is unable to articulate what he or
- she knows. Clearly, a very important goal of education is to bring a novice in
some subject matter area up to the level of an expert. Indeed, often we would be
very happy if our pedagogical attempts had even more limited success in thai the
" student somehow learned to make sound judgments although rcmammg unable
to articulate the basis for the judgments. -
This state of affairs, rather than being rare- among experts, is actually very
common. ch experts can specily, in algorithmic clarity, the re'lsomng process
they go through in order to arrive at a sound judgment with respect to a problem

in their area of expcrtlse, although they may present a learned rationalization *
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afterwatds. Many art connoisseirs are able to distinguish styles of artists, cate-

porize according to era, culture or school, various artifacts presented to them
without Dbeing able to say betorchand the criteria they use. Simildrly, chess |
masters intuit outcomes of gariwes and strategies of opponents without being able ‘
to specity a prion criteria for doing so. Indeed, in all areas of knowledge, to be
an expert is synonywous with the ability to reivder objectively sound judgments
without necessarily heing able 1o specify every step in the ratiocinitive process
involved. It it were not so difficult to do so0, educating novices to the level of
experts would only require rote memworization of algorithmic judgmental pro-
cedures applied to rotely memorized banks of data.

The intuitive judgments of experts do, of course, promulgate from a knowl-
edge basis, but one that is usually more tacit than.explicit. In short, expert
judgments are a by-product of generative systems of~knowledge rather than of
inert data banks of factual information. Consequently, in our effort to evatuate
how much eloser to an expert xjmlynentdl ability education has moved novices,
we want 10 assess primarily the degree of generative, tacit knowledge they have
obtained and ner just their explicit knowledge of itemized facts. Based on the
“current theory and findings, we suggest that the following questions should be
answered by any knowledge evaluation procedure:

a. Can the student identify the same set of cleat-cases of the concept that a
majoriiy of experts agree upon? This includes also the ability to dlstmgmsh '
non-cases (rom true cases. : '

b.. Will the student, onee tutored i the concept area, select a prototypical
Cimstance of II]L coneept from a recognition set of msldnu,s as being most llkely
an instance previpusly studied, even though it was, in fact, never seen?

. ¢. Can the student deal with novel instances of the concept with the same
’ facility shown with familiar oncs? And corollary to both (b) and (c):

d. Does the repeatedly tutared student display an inability to recall whether
he or she has seen relevant particulars about the concept area before, while at
the same exhibiting considerable contidence that irrelevant particulars were not
seen hefore? This is a very important criterion for determining il the student has
indecd built up tacit knowledge structures that are not accessible to conscious
articulation, n fact, the proportion of falsp positives in recognition tests may
provide thé only way to détermine whether an inarticulate student has neverthe-
less gained sutticient knowledge for making sound intuitive judgments (on the
assumption, of course, that a comparison of the students’ Judg:mt,nts with that,of
experts is not directly feasible).

:

w

Obviously. there 1s still much work to be accomplished before drawing any
tinal conclusions about the proposed theory. It already exhibits, however, in our
opinion, sufficient promise in both theoretical and practical arcas to merit
further development by both cognitive and educational psychologists.
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‘"Toward a Theory

of Instructional Growth

S. Farnham-ljiggory

Uni ve)'sity of Texas at Dallas

* From 1967 -to 1971, when 1 was writing Cognitive Processes in Education

(Farnham-Diggory, 1972), I was-largely alone in attempting,to relate informa-
tion-processing  psychology to education. That has now changed, and the
chapters in this volume represent important new contributions to the area. The.
chapters also reveal awareness by this group of distinguished scientists of what a
big job they have undertaken. Realty understanding educational problems, really
analyzing the psychological processes involved, really distilling and applying
psychological principles, are enormously complex tasks—only recently under-
takent by theorists capable of coping with them. Prior to the last decade, the best
theoretical minds in the business were working on problems derived -from
relatively simple learning theories of the day. Such theories were not adequate
for the proper study of instructional behavmr, although they were challenging in
other ways. Finally, there emerged a theoretical framework—the information- -
processing Iramework-- complex enough to fit the real wortd of education. As a
result of this development, and of the caliber of scientific though it is fostering,
the next 10 or 15 years of psychological research should pmducc major new
insights into instructional issues.

For this to happen, however, our theories must push well beyond the dcscrlp-
tive levet- which s to say, they must generate testable predictions that a smart
educator, flying by the seat of his pants, would not be likely to make. As Carroll
(Chapter 1, this volume) has noted, most educational theory today has the form
of cultural tradition passed on by word of mouth. Educatars trust this tradition
because it provides them with hand-holds. But we know it will not get them
where a-good theory will get them. The relation between intuitive practice and
good theory is analogous to crossing a stream by following a personal map.from

- rock to rack, and crossing by means of a properly engineered bridge. Unfortu-

”
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nately, much of psychology purportmg to build the bridge, may be merely using
a different language to describe the process of getting from-rock to rock. We can

see this by attending to the descriptions nfg,oud educators who are not familiar

with psychological jargon.

An especially useful and humbling book iu this regard is one written by a man
named Charles Allen (1919), described on the, flyleat of his book as “Sometime
Agent for Industrial Training of Boys and Men, Massachusetts ‘l_iourcl of Educa-
tion, and Superintendent of Instructor Training, U. S.°S. B. {United States
Shipping Board] Emergency Fleet Corporation.” Mr. Allen was born in 862,
and this Book, which was obviously a culmination of 30 or 40 years of
experience, was published in 1919, Althouglr some of the PaviovianT Watsonian,
and Gestalt psychological principles were around at that time, Allen was inno-
cent of them. He told it like it was. without benefit of any such newfangled ~
nonsertie. The title of his book sets the straightforward tone. 1t was called “The
Instructor, the Man. and the Job.” Let me give you some examples of Alfen’s,
instructional wisdom: \

Whatever the instriictor Intends to put over to the leapner must be given to him in
some orler; it cannot he gven to him afl at ouce. this bings up the question as

to. .. whether there 18 not a hest instructional order . ., and; it so, how it can ‘be
determined. ’
An eftective order of instruction ., . presents certitin characteristics among the more

impaortant of which are:

I The difterent teaching jobs . .. are so arranged that . . % each suceceeding job extends
the tearner's knowledge and skill, but does not call for a different sort ot'knmvlcdge and
sklll ' . v

Jobs that require the ILdl'nl.l' to think of the least pumbcr of dllfl.l'l.nt things it
onee come {igst and jobs that require the fearner to think of the’ most different things
come last.

3, The jobs are arranged according to the dllmu[ty ol learning how to do them rather
than according to, the order in which they would be done in getting out @ finished

Tproduct ., That sy the order is an instruction order. not a produdtion order.

. An lllustrition of a course of instruction which does not meet these conditions
would be the following procedure, . ., Where two rivet holes do not vonmte together *fafr’,
they must be reamed to a common size. This is ususlly done with a pneumatic or

selectric drive .. A group of men after having been vautiofied as to the contral of the
m.uhmc were pl teed in compartihents of the ship to ream out all holes that ‘required
reaming. These holes were, ot course, all sizes, fair and unfair . . . Some vould be reamed

i easy- positions and some qum\rLd difficult positions, Undu these conditions the
learner was immediately put up against jobs ot all sorts of difficulty, since he took the
holes as they dame. He worked in this way untif he had learned to ream, Under these
conditions the learner had tof learn too many things at once, reducing the probability
that he would thoroughly g.ma».‘p any one thing, causing a state of mental confusion and
slowing up ¢he learning operation ., . Under a properly arranged order of instruction the
work would have been so hind ou® tlm( Noles of different degrees of fuirness would have
heen marked so that the learner first learned to ream the llurusE hole, then the next
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fairest hole, and so on up to the most unfair hole that hc would ever have to work on.
Moreover it is very unlikely that ane compartment would afford enough samples of
holes of alt degrées of fairness, so that instead of keeping him in one compartment till all
holes were reamed, he should have been carried from one compartnient to another as
the demands of the training required . . . Keeping the gang that is under instruction in
one compartment till it is all réamcd up gives good production (.ondluons, such an
arrangement is an example of bad instructional conditions.

_ As between the two methods. of training given above, the latter would train a reamer
much faster, make a better workman of him. keep him i in a much better frame of mind
while he was under training and turn- him out with a much better attitude towzu'ds his
job [Allen, 1919, pp 7880, italics his].

We can st many pwcholobu.al principles contained in Allen’s specifications.
From 1918, four decades of discrimination learning theory would have been
applicable. But would it have dofe any more for Allen than he could have done
for himsell- even experimentally? Without_ benefit of stimulus—response jargon,
Allen could have, and probably did, run a crew through the ordered procedure
that he recommended, run dn\other crew through the unordered procedme and
measure resulting work skills “and attitudes—sufficiently well to make money-
saving decisions about training procedures. Traditional discrimination learning
theory would not ‘have expedited such an cempirical program very much. It
would not have built a bridge, but would merely have renamed some of the
-empirical procedures. Can modern information-processing psychology do any
better? Can it provide new information, new guidance which a smart instructor
would not be able .to get for himselt? Or are we also just renaming some
phenoména?

Let me give you another cmmplc Allen outlined in detail the. neccssary steps
for performing what we would call a task analysis. For any given block of skills..
(for example, those of house carpentry), the instructor was to decide what the

progression factors were (Allen’s term). What had to be increased? What had to”

be decreased? For.example, fear of working at a height had-to be decreased in
hou‘se carpenters. Accuracy of measurement and placement hiad to be increased.
The number of opemlu)ns to be remembered and performed had to be increased.
“dVng.. dcsng,natud these progression factors, the instructor was then to allocate
* jobs wln\.h matched the levels of progression. For example, the very first job
should kLLp the man on the ground, require easy, gross measurements, and only -
~a few opelations. Paper work met those specifications— the man stands on the
. ground, hangs up creosoted paper. cuts it off at the bottom, and nailsiton. Atan
intermediate level, Allen got the man up on a stage or scatfoldmg, and"had him
do clapboarding--which required more precisc measurement and a larger number
of opemtmm At an txdvam.ed level, the man was plnced on the roof, nailing
down shingles. .

The instructor was to work this out by putting all the carpentry jobs on file

cards, and fitting them into a diagram like that shown in Fig. 1. The Os\refer to
checkpoints, or tests. which the man must pass before e moves on to the more
advanced lcvels
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HOUSE CARPENTRY
CLOS!NG IN BLOCEK
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FIG. 1 Task analysis ‘chart used by Allen in designating steps in the training of house
carpenters (Allen, 1919, p. 90).

The question again is: do our. modern methods of task analysis really add
anything to this? Or have we merely restated in fancier and more detailed jargon
what good instructors already know? That is, are we helping these 1nsftructors in
any way" ‘

Two brief final examples, more cognitive in nature. Allen talks about the need
to teach special technical terms and skills on the job, rather than in some
preliminary classwork—which is what he says most lazy, inexpert instructors

. would rather do. Allen calls this knowledgq a_uxtlmry material, and says:

. If [auxiliary material} is given him in advance of the job he has nothing to ‘tie’ it
to lt makes but little impression. If'it’is given him'af'ter the job he has not been glven it
when he has a chance to apply it. In cither case, what ‘tying’ he can do will be to such a
general idea of the situation as he may get from such general knowledge of the job as he
may have picked up somchow ... a.pretty weak thing to tie to. .. In order that he shall
think of the thing in question when he should, he must have gotten it in ponnection '
with some operation, so that, whenever he performs that operation the ‘thing,‘saym““
‘shooting the tool,” will come up in his mind in connection with that part of the job. It
is the failure to recognize this fact that makes so much ‘preliminary work in, the
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fundamentals’ of so h;tle value; geneml talks on safety first are given and then, when the *
men on the job d» exdctly what the instructor ‘warned them not to do, ke wonders what
is the matter and cails them stupid. He puts up lessons on fractions, and then finds that |
his men do not know how 1o use fractions on the job; he teaches trade terms in advance
of their use and, when they coumi= up on the job, the men do not know their terms. In all
these cases, the trouble is that the instructor,; who has plenty of trade experience to tie
to, forgets that the learner has little or 1.one; it is another case of the instructor thinking*

of the problem with his own brain and not puttmg himself in the place of the learner
{Allen, 1919, p. 103].

Allen calls this correct method of instruction the tying up method, and
provides specifications for exactly how the instructor is to carry this out, how he
should decide what the auxiliary material is, how he should time its introduction
or the job, and so forth. N

A final example has to do with the very mtex‘estmg perceptual problem of how
you know a rivet is kot enough. Before introducing this problem Allen dis-
courses on what we would now term the Socratic method of questioning. Allen

. might not have known that term, but he did know his man had to be taught to

think, and that the only way to do that was to get his mind going.
~ ©
In explination it may be stated that in rlvetmg, the rivets-are driven hot. They are
heated in a small portable furnace or forge A part of the job of the ‘heater boy’ is to
pick out rivets at the right heat for driving. If too hot they are ‘burned’ and should not
be driven. If too cold they will not, drive properly ... The heater boy is paid for
i knowing how to pick out a rivet at the right heat. :

- In planning a lesson the instyuctor has three qucstlons to answer. Flrst what are
tllc ideas to be put over-in the teaching unit? Second, what is the teaching base or
‘jumping-off point’ (J.O.P.) that is proposed to be used? Third, what ideas already in the
learner’s mind does the instructor intend to utilize in carrying the learner up to the
J.O.R.2 ... A few general rules can oe given. o

Work from the qualitative or generdl notion to the quantitative or exact ‘notion,
always ask ‘how’ or ‘what’ before asking ‘how much’. .. General ideas should be
presented before specific ideas. For example, the idea that thc rivet must be at a certain
heat to be right will be put up before the idea that the right color is just under a white
heat.

- In-order to put over these ideas, the learner must be made to have in his mind a
certain group of ideas or a picture to serve as a foundation for the building on of the
new idea contained in the teaching unit. In this particular lesson, a good J.0O.P. is to have
the learner thinking of the problem of knowi ing when a ivet is hot enough.

{To build up the J.O.P., the instructor is to ask SuLh questions as the following:]

First Idea. (A rivet)

1. Have you cver seen a rivet?
© 2. Can you tell a rivet from a bolt?

" Second Idea. (A hot rivet) .
1. Could you pick up a rivet that you found lying around the yard?
2. Could you tell a very hot rivet from & cold rivet without touching it?

Third Idea. (A rivet heated enough)

- 1. Can a rivet be heated to different heats? ]
2. Would it make any differenct what heat a rivet has, provided it is hot?
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3. Hasn't the heater bay got to know somehow when the rivet is at the right heat?
3. O. P. How does he know when a rivet is just hot enough?

[TmmmL then includes such experiences as: |
(Place rivets in fire.) Have each boy pick out correctly heated nvcts meantime asking
such questions as are sug;,utcd below, of the other boys.
Bill; Pick oat a correctly heated uvct .
" Sam; Did he do it?
Jack; How do you know he did it?
' * Tom; You pick out arivet.
Jack; You watch hini,
Sam; Pick out another one.
Bill; That wasn’t right, was it?
Jack; Pick out a burnt rivet.
Carry on work of this kind .until samtud each boy knows a propx.rly heated rivet
[Alen, 1919, pp. 184-195].

[he question is: can we, 50 ycars later,. improve tlml&instructionul program
through ofir knowledge of the psychological principles involved? The answer, T
think, is yes. Whiw2 it is true that psychelogists do not pay enough attention to
the work of uood educators, it is also true that edycators have not been able to
solve many of their own problems, or even to récognize when some of the
solutions were at hand in. their own éxperience. The fact™that we recognize the
importance of Allen’s umghts is a sign that our own theories are mature,enough
to match up to good instruction, and move it furtlier along. . o
¢ Let us consider some of the principles this volume has effered. ' '

DYNAMIC THEORETIGAL MODELS’
¢ ’ : |
All four of the chapters under discussion here stem from dynamic theoretical
positions. They are concerned with changing conceptual ficlds. Shaw and Wilson
(Chapter [0, this volume) have attempted to account for the well-known human -,
capacity to generate unlimiied new instanees of a concept. Whv.rc does the
criterial rule come from? How is it learned? Shaw and Wilson argue that it is -
_discovered inductively as a result of expericnce with a critical set of conceptual
exemplars—the generator set. They present data showing that subjects will learn
an abstract system of relations, not merely ‘a list of static properties, if they -
practice on the generator set. Although Allert (1919) undoubtedly recognized
this principle, he was far from formulating prcise predictions regarding its
nature. [nstructionally, the implication is straightforward and important: if you
can teach only one ease of @ complex concept, which one will you choose? The
research carried out by Shaw and Wilson, atong with that of the other prototype
theorists, Rosch {1973a,b), Reed (1073) and Lockhecad (1970, 1972) points
toward the” day when that question can be answered sucnuhcally rather than
intuitively. . .

0o
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The Hymuan study (Chapter 8, this volume) begins, in etfect, where the Shaw
and Wilson study ended: with a fully formed concept, that of a professional role.
Hyman was concerned with the power of such a -stereotype to distort recog-
nition memory for trait adjectives. This, again, is a dynamic theoretical con-
ception. Hyman’s data show that concepts actively intluence recognition
memory. In Allen’s world, that could mean false recognition of a heated rivet
whenever a trainee held a strong preconception of appropriate rivet character-
istics. True, Allen was prepared for false recognitions, and he structured the
instructional situation accordingly. But l-iyman’s ‘research points the way to-
ward exact scaling of characteristics that a s;udent must learn to notice, and
exact predictions about the extent to which prior learning will affect detection
. skills, :

The LNR network, as deseribed by Norman, Gentner, and Stevens in this volume
(Chapter 9) and elsewhere (e.g., Norman, 1973; Lindsay & Norman, 1972) is a
tully dynamic theory ot how memory is modified by the new.demands that are
- made upon it. In the LNR network (as in the networks of Collins & Quillian,

1972; Schank, 1972, and Anderson & Bower, 1973) concepts can be represented

as object-relation-attribute constellations. These constellations are not fixed, but
-can be formed and re-formed as the occasion demands. Norman, Gentner, and

Stevens provide several examples of the mental restructuring that takes place

during tutorials. The interaction between the experimenter and the student in

the Jump Problem (pp. 192-193, this volume) ,would probably have been’
especially appealing to Allen. One_imagines that he would have admired the
systematic protocol analysis, the step-by-step printout of changes in the stu-
dent’s programming rule. Such detailed analysis is the theoretical groundwork
necessary to the discovery and bracketing of critical teaching moments. Even-
tually., we should be able to define Allen’s J.O.P. (“jumping off point™) as

rigorously as we can define the critical heat of a rivet. .

Greeno (Chapter 7, this volume) illustrates an application of LNR theoretical
prinetples to u lesson in psychophysies. Again, we see how knowledge can be
represented as a set of dynamic interrelationships, Greeno also asks, in this
section ot his chapter, what higher-order goals and constraints affect student
performances. Essentially, we can say that there are rules affecting entry into,
and use of, the conceptual network (Lindsay &-Norman, 1972). Before answer-
g ¢ question about the facts of psychophysics, one must answer the question:
What kind of an answer does .the instructor want? Nowhere are such meta-
strategies considered by Allen.

Additional facets of Greeno’s chapter will be discussed in a later section.

In summuary, we can say that our modern technological and theoretical capacity
to represent changing conceptual states is“a major “advance in instructional
theory. By virtue of this capacity, we can work toward the precise specification
of (a) key instructional concepts that will have maximal viability and generality;
{b) the rate at which new information will be assimilated to, or distorted by, old
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information; (¢) eritical teaching moments; and (d) rules Eovmnng, the way in
which organized knowledge is accessed.
Now we turn from consideration of dvnamics to consideration of structures.

-~

THE SCHEMATIC FRAME

Each of the chapters under discussion here has evidenced concern with mental
organizations described as schemata. 1t is clearly the case that all cognitive
theories of instrction will postulate higher-order schemes governing both the-
learner’s potential and the teacher’s strategies.

Shaw and Wilson have diseussed the relational sehemata underlying judgments of
aging. As infant tuces were geometrically transformed, certain teature relation-
ships remained ivanant. This invarianee could be called the identity schema; the
transtormational invarants themselves compriscd the aging schema.

Hyman has suggested that sehemata function as intervening stages m a recogni-
tion task. The perception of a trait, or a trait name, evokes a broad personality
stereotype. This stereotype, in turn, increases the probability that other traits
associated with it will be noticed, and even falsely recognized. Norman, Gentner,
and Stevens consider schemata to be the basic units of memory. For learning to
have occurred, relevant schemata- that is, schemata simitar to those activated by
the learning situation- must have been modified or recombined, Their “Mayon-
naise Problem™ illustrates how subjects summon schematic analogs to cope
with task demands. Mayonnaise must be made of something that fooks white and
tastes spicy, hence it must be made of whipped cream and mustard. Greeno’s
ligher-order issues are actually: schematic issues. Selecting the right form for an
answer to a question is selecting a schema: deciding how specific to be, is
decidmg about the potential application of a schema; learning “what counts as
an explanation of something [p. 156]" is learning that “an explanation is
oryanized according to rules, and these rules constitute a schema that must be
part of the student’s knowledge [p. 156].7 '

Formulations of this type, and the experiments delineating them, have moved
modern instructional science well beyond Allen’s “tying up method.” However,
because we try to educate masses of students simultancously, there remain
nuassive discrepancies between the available schemata of learners, and informa-
tion presented by teachers. That is one aspect of what J. McV. Hunt (1961) Tas

called “the problem of the match,”

There are many different ways in wludl the term schema is now being used’
throu"lmut psychology. Although this must troubl¢ theoretical purists, it'has an
important implication: it indicates widespread scientific attention to the fact.
that our heads contain higher-order units and capacitics. Almost everyone, it
seemis, has left his little S=R links by the wayside.

But thereds one aspect of behaviorism that cognitians have not left behind: the

+ distinetion between competence (or knowledge, or learning) and performance.
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PERFORMANCE PROGRAMS

With deceptive ease and fluency, Greeno (Chapter 7, this volure) has provided
us with a fteast of performance models tor lessons in fractions and geometry.
Flow charts, or production systems- choose the one that is most appropriate for
-‘your theory of a task, and of what happens when that task is taught. For
cognitive psychologists, this is a powertul and exciting hypothesis-generating
exercise. For educators in search of a ready-made bridge, it is often dismaying.
-What is the usc, they ask, of all this hypothetical formalism?

There are two answers to that. First, there is no other way of representing a
complex instructional situation. Believing that it can be represented more simply
is an illusion. True, we have not yet developéd a complete instructional science,
but we are never going to develop one until we raise our heads from the sands of
oversimplification. Like the molecule, the gene, and the galaxy, the human mind
is very complicated. We will never fully understand it or devise appropriate ways
of educating it until we have a theory that is detailed enough to model it. The
fact that we have trouble understanding such theories does not alter the fact that
we need them, and that they represent a proper use of hypothetical formalism.

The second answer to a “whit’s the use . . . 7 question concerns the ability of
human beings to construct response programis (Newell, 1972a). We need com-

plex models of the type Greeno describes to account for the fact that no two
people ever respond to the same situation in the same way, as well as for the fact
that no one can exactly duplicate his own responses. We are endlessly construc-
tive and inventive. Modeling our capacitics in this respect is an extremely
complicated issue. 4

Consider the subject in Shaw and Wilson's “orbiting™ card experiment. The
mathematical system described on pages 204-205 represents an abstract logical
structure. But clearly it does not represent what the subject is doing méntally as he

- performs the experimental task. How might we represent those mental processes?
The reader is invited to select a modeling schema from Greeno’s menu and apply it
to the Shaw and Wilson experiment -the point of the exercise being to discover
that subjects exposed to the generator set must have built a different representa-
tion of the stimulus, because they saw different stimuli. Subjects shown the
nongenerator set saw hearts, crosses, circles, and squares in only two positionson
the cards. Subjects shown the generator set saw. the same stimuli in all four
positions., To understand the subsequent confusion manifested by subjects shown
the generator set, we must understand how they represented, or failed to represent,
the information--compared to subjects in the other condition. Mathematical group
theory does not predict the construction of differing mental representations. For
that, we need psychologival theories (e.g., EPAM, Simon & Feigenbaum, 1964.;
Gregg & Simon, [967). ' ' :
In the case of Hyman’s experiment, what were the subjects actually doing?
They were remembering words in a recognition paradigm. How was the proto-
type--the Social Worker or the Lawyer--supposed to be activated during the task
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itselt? This iy not speeitied, nor was the experiment designed to test such
" specifications- e.g., to test the possibility that a trait label which was never seen,
but which was génerated entirely by the stereotype, might take longer to
recognize (siznifying a longer sequence of mental operations). In the absence of
a perfornunce theory ol this type, we are compelled to wonder it Hyman’s
Cresults are not-simply another manifestation of a fact reported i 1960 by
Wishner: that trut clusters display intercorrelations that are independent of
personality constructs. The subjeet’s fulse recognition of trait names may reflect
the associative structure ot the language, rather than the psychological structure
of Tus mund. ‘ ,
The problem with the petformance ot subjects in the studies reported by
Norman, Gentner, and Stevens plagues all the “networkers.”How do we account
for the fact that the network was not infinitely activated? Since every concept is
potentully related to every other concept, what prevents those relationships
from fumg? Somewhere, i a model of the subject’s performance, there must be
4 task objective. tules governing the recruitment ot skills and concepts, and tests
ol their appheability and value.
As away of organizing the issues, consider Fig. 2. .
Any subject, performmg any experimental task, is an “assembler’ of his own
knowledge. vrienting skills, mental operations (such as comparing or inferring)
and seltmanagement tactics. To respond to a task, he must detect teatures of
the situation. or summon feature memories of some kind. He will (if he is over
the age of 2 or 3) probably also use words und syntactic rules. He must cull up
well-practiced motor skills, such as writing or talking, The way he puts all these
tosether hus rules amd strategies tor doing so- constitute his performance pro-
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FIG. 2 The stractaral components of complex behavior.
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gram, one which may or may not match up to the experimenter’s theory of what
such a performance program should entail.

With reference to the question: why three systems, feature, verbal, and action?
The answer is simply that we seem to be constructed that way. Our perceptual
skills, our feature-noticing skills, are not the same as our linguistic skills. We
cannot-substitute percept for word. Nor can we substitute percept or word for
action and related physiological phcnomem This design for humans has some
theoretical advantages which may or may not have had evolutionary significance.
.For example, the fact that a motor skill can run itself off automatically means
that perception is freed for other monitoring operations. The fact that words are
separable from percepts can produce discrepancies that are important discrimina-
tion cues: how else can we learn that all “green leafy vegetables” are not lettuce?
Bruner (Bruner, Olver, & Greenfield, 1966) has reviewed much additional evj-
dence- although his own theoretical integration of it has been somewhat differ-
ent {rom the model shown in Fig, 2

u addition to these three systems, we have a stock of special”programming
operations—problem-solving heuristics, classification abilities, operations in the,
. Piagetian sense, sermhzmg, capacities, and so forth. These are not conscious
strategies, but are fast,-habitual, management routines.
~ Figure 2 is essentially a scheme for organizing and comparing complex behav-
ior, rather ‘than a theor) It is especially useful in the analysis of pedagogical
situations. For example, consider the “White Sauce Problem’ in Chapter 7 by
Norman, Gentner, and Stevens. What program was the student expected to .
assemble” Answers to questions about French-sauces. What sort of language was
involved? Labels like Bechamel, Veloute, roux, as well as familiar words like
sauce, white, and milk. What features—actual perceptual experiences—were in-
volved? None, in this lesson, (That was, Allen would no doubt have suggested,
“one of the problenis.) Similarly, the involvement of the motor systems=stirring,
disintegrating lumps, gradual pouring--was missing froin the lesson. Although the
authors found the tutee’s verbal confusions theoretically interesting, one won-
wders il they represented anything more ‘significant than the fact that differences
in consistency. coloring, and flavoring among members’ of the French sauce
family were not discriminated, because thc necessary nonverbal cues were never
experienced. ’

CONCLUSIONS

Overall then, what do we know that would really have been new to Allen? Qur
best theorizing right now- and it is very good indeed, as the chapters in this
volume reveaP-is with reference to models of competence, of knowledge-
structures. Because they are dynamic models, they represent the human poten-
tial for the combination and recombination of ideas, rather that the static
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| architecture of lexicon., But we are still not devoting enough theoretical effort to
the development of models of performance. Whether we ure addressing tasks of -
learning, recalling, recognizing, generalizing, or evaluating--we are not yet ade-
quately modeling what subjects do. Allen was concerned with performance. We
are much better than he was in specitying the characteristics of a well-stocked
‘head. But he was still ahead of us in specifying the characteristics of learning and
teaching as active processcs. )

ACKNOWLEDGMENTS

~3 /
/

The brcp.uutmn of this paper was supported in part by Public Health Service Grant No.
MH-07722 from the National Institute of Mental Health.

ERIC

Aruitoxt provided by Eic:




12

It’s the Thought that Counts:
New Approaches |
to Educational Theory

Y J. R. Hayes

- Carnegie Mellon Unijversity

= The chapters in this section are very closely related. All of them are concerned

- with the application of ideas of cognitive psychology--ideas still in the state of
rapid development—to the problems of instruction. For example, all are con-
cerned, at least in part, with the processes by which new information is stored
on long-term memory and with the implications of these processes for instruc-
tion. In pursuing this concern, the authors draw on what is now one of cognitive ™
psychology’s most active areas, the modeling of semantic memory. The area
includes work by such authors as Quillian (1969), Schank (1972), Anderson and
Bower (1973), Kintsch (1972), and, of course, the Norman, Rumelhart, and
LNR group (1972), represented in this volume by Norman, Gentner, and
Stevens. Further, Greeno makes use of goal structures embodied in a production
system reprcsenmtmn in & manner similar to recent work of Newell and Simon
(1972). .

There is necessarily as air of tentativeness about much that is said in these

chapters because the authors are attempting to point out new directions rather
than simply- giving better specification to the old.

COGNITIVE OBJECTIVES  °
I find Greeno’s proposals especially exciting. He has taken of the difficult task of
defining cognitive objectives in education--objectives intended to replace the

more traditional behavioral objectives. To specify a behavior objective for
- instruction, we state a patticular set of behaviors we want the students to be able
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to perform after instruction, ¢.g. to solve a specified class of arithmetic prob-
lems, or to answer questions about a chapter in a hisiory text. To specify a
cognitive ubjective. we state a set of changes we want the instruction to bring
about in the students’ cognitive processes, d.g. acquisition of a particular algo-
rithm tor dviston or the assimilation of a body of historical fact to intormation
alrcady in long-term memory.

Since Greeno dogs not discuss the relative merits of cognitive and behavioral
objectives at any length, it seems appropriate to do so here, One of the most
important advantages of cognitive objectives is that they tend to focus our
attention on the underlying cognitive processes to a greater extent than do
behavioral objectives. An example from my own tcuching experience will ilfus-
trate the point,

Several years ago, | was 1nvnlvcd in the teaching of clcmcntary caleulus to a
group ol college students who rated themselves “poor™ in mathematics ability.
Some of these students had a peculiar sort Yof ditficulty in solving algebra
problems. In problems where the task was to “exptess X in terms of ¥ given a
set of tour or tive relations, e.g. R = Z2, X =R+ 3, ete’, a student might combine
relations and draw inferences without apparent pattern. Student performance
improved considerably when they were taught some clementary planning pro-
cedures for wdentitying what relations were useful in a given problem and in what
order they should be considered. The ditference, of course, lay not in the answer
that the student produced but rather in the processes hie used to search for the
answer. ' .

1 do not know with any certainty why the students had failed to learn the
vpl;ummu procedure for solving such problems prior to college, but the following
gecount is at least plausible. For very simple problems involving just two or three
rclalmnx the trial andzerror procedure may work quite will in the sense that the
problem requires no more thin two or three trials before a successful solution is
achieved. If, 1n learning algebra, the students sulved only short problems, it
might by very hard for the teadher to determine whether the students were using
trial-and-error o1 sopie more efticient’procedure. It would not be surprising then
if at least some students never progressed beyond trial and error. Now, it is not ~
impossible in principle to deal with this problem using behavioral sbjectives.
What one would need to do is to be sure that the students could soive problems
which resemble i all important aspects the, problems they will eventually be
required to solve. The difficulty lies in knowing what the important aspects are.
It is exactly at this point that knm‘ilcdgc of the underlying cognitive processes is -
important and that the superiority of cognitive objectives becomes mast appar-
ent, Without an understanding of the cognitive processes it is often.very difficult
to judge just what sort ot behavior we ought to require of our students.

I encountered another example illustrating the same point when | was idoing
research on the use of visual imagery in elementary mathematics (Hayes, 1973).
One of my subjects reported that he thought of each of the digits as having a set
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of points that he used as “counting points.” For example, the digit “3” had
three counting points each located at one of the leftward projections ot the
digit,/fthc digit 4" had four counting points also located at well specified

~positions on the digit, etc. When the subject added a pair of*numbers such as “5”

+

and 7. he ‘woulid say “Five,” and then looking at each of the counting points-
on the digit 7" in turn, say “six, seven, eight, . .. " until at the last counting
point, he arrived at the answer “twelve.” When I asked the_subject how he had

Jearned this method of adding, he told me that he used (o count on the digits

with his pencil until Tus teacher forbade him' to do it. He then switched to
performing the same processes with eye fixations. Clearly, ‘the teacher had
achieved her behavioral objectives but she had failed to have any important
influence on the underlying cognitive processes. . /;’

The scope of the task that Greeno is tackling s apparent in the set of three
examples he used as ithistrations, The first example ¢oncerns the understanding
of fractions by primary school students: the second, understanding of psy¢ho-
physies at the college level: For each example, Greeno provides a model of what
he believes to be the underlying cognitive processes, drawing as necessary on
modern analysis of good structures, perceptual processes, and semantic memory.
The details of these models, of course, may need to' be modified as more
knowledge accumulates, but the general direction in which Greeno is heading
scems just right, ' :

ASSIMILATION OF NEW INFORMATION

As we noted above, all four of the authors are concerned. from various points of
view, with the assimilation of new information into memory. Shaw and Wilson
focus on the togical.structure of the information being stored while the others
focus on the integration of new knowledge with information already in memory.

Shaw und Wilson propose an inEcresting hypothesis for concept learning. As |
understand it, they propose that a set of instances will be sufficient to allow a
subject to infer the whole concept if the differences between instances imply a
set of operators which is a generator set for the whole concept. Actually, Shaw
and Wilson-are not fully explicit about the process by which operators are
inferred from instances. 1 have assumed that differences between instances must
be unportant for that process. An operator is a gencrator for the whole concept .
if, by -applying it repeatedly to an instance of the concept, it will generate atl of

»the instances of the concept. For example, stippose that the cpneept is the set of

four 90" rotations of a scuare: The pair of instances
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is sufficient to allow the subject to infer the whole concept because the
difference implies a 90° rotation operator and this operation is a generator of
the set-of four rotations. However, the pair of instances

et el

is not ‘sqfﬁcient because the difference between the two instances inplies a.180°
rotation operator which is not a generator of the set. '

The cxperimental results which Shaw and Wilson report are consistent with
their hypothesis, but they d6 not as yet provide a convincing demonstration of
its correctness. '

While Hynnn’s experimental observations are confined to the area of person
perception, it is clear that his theorectical focus and that of Norman et al. are
quite similar. Both are primarily interested in the way in which a person’s
acquisition of new knowledge is ctmdmoned by the current structure of his or
her memory. In particular, both mvcstngators are concerned with the way in
which new information is aSSImIIdth to schemata or organized bodies of
knowledge in memory. :

Hyman’s chapter provides an interesting illustration of the problem of assimi-
lating information to scientific schemas. His experiment is intelligently designed
and well carried out. One expects, before reading the results, that it will

- demonstrate the influence of schemas in memory. But it doesn’t—the experi- |
“ment fails. Hyman isn’t discouraged, nor do we feel he should be. We believe as
" he does that if one persists, it will be possible to find many experiments which
_illustrate the point about schemas. This incident, though, reminds us that the

point is a vague one. It isn’t that schemas always influence memory in measur-
able ways under specified circumstances—it is enly that schemas.sometimes
influence memory under circumstances which we cannot as yet specify. Clearly
we need what Norman, Gentner. and Stevens are trying to provxdc—a good
process mode! for schemas.

DIRECT TRAINING OF COGNITIVE SKILLS

In considering the apphumon of psychology to instruction, it seems most
natural to think about what the teacher or the designer of instructional materials
should - know about the student. However, in this volume, Greeno, Norman, :
Gentner, and Stevens, and Resnick have all independently suggested that we
should consider the importance of what the student knows about his own
cognitive processes and the extent to which we can change these cognitive
pr()(.esscs by direct training. Greeno says that knowledge of cognitive processes
.. probably would constitute useful information for students {p. 158]

®
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Norman says, “. . . if a child knows how to learn, then he can get the knowledge
by himself...” and he asks, “Why do we not attempt to teach some basic
cognitive skills such as how to organize one’s knowledge, how to learn, how to
solve-problems, how to correct errors in understanding [p. 000] .”

Resnick savs ... it seems likely that ways can be found to-make individuals
~more corscious of the role of environmental cues in problem solving, and to
teach strategies of feature scanning and analysis [pp. 79-80].” Such instructions
would enhance the likelihood of their noticing cues that prompt effective action.
Similar ideas are being championed by Papert at the Massachusetts Institute of

Technology. g

This topic is dear to my own heart, since Steven Rosenberg and I recently

designed and taught a course which was intended to teach problem-solving skills

to college students. Our objective was to provide a course that would help

students to increase their problem-solving skills by direct training. In designing

the course, we made liberal usc of the work of others—notably of Polya (1957)

- and Wickelgren (1974) on the teaching of problem solving and of Newetl and
Simon (1972) on the analysis of problem- solving skills.

The students who elected the course were distributed through the four colleges

- pf the University. There were 6 students from Fine .Arts 12 from engmeermg,

12 from science, and. 12 from humanities and social science. While this mix

created difficulty in finding common ground on which to discuss some topics, it

was in.general perceived as beneficial both by us, as instructors and by the

students because -of the diversity of points- of view which it brought to class
discussions.

The course consisted of three sections: a Dmgnostlc section, lastlng about
three wecks, a. Theory—Practice section of cight weeks, and a Transfer section of
two weeks. .

The Diagnostic section was designed to serve two functions. First, it was
designed to provide the student with information about the current state of his

problem-solving skills. Second, it was designed to teach him procedures for -

cxamining his own problem-solving processes. In all, five techniques were used to
accomplish these objectives. First, a self-report form was used to obtain the
students’ own inventory of his strengths and weakness in problem solving.
Second, a problem-solving test including a very wide variety of problems (logical
- problems, imagery problems, writing problems, etc.) wis administered and each
_student was given feedback about his own performaﬂce as compared tovother

students in the class. Third, each student was required to record time usage data °

over one-week period as a means of assessing work habits. ¥ean values for
number of hours spent in study and in various other activities were reported so

that students could assess their own performance against the group mean. -

Fourth; students were asked to keep problem-solving diaries in which ‘they
* recorded step by step accounts of their own problem-solving behavior on
homework assignments for later analysis. Fifth, séme of the-techniques of
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protocol analysis were demonstrated in class and practiced in small group
sessions. , ' :

The theory practice section consisted of two major activities which ran
concurrently- a series of lectures on the theory of, problem solving and the~.
students’ skill improvement project.

The skill improvement project was the %um important single aspcct of the
course. On the basis of information gained during the didgnostic section, the
student was expected to wdentity a skifl that he wanted to improve and to design
a project which would improve it. Thus, the student had to devise a way for
measuring his initial state of skill, gcncratc a plan for improving the skill which
drew on materials discussed in the course, and measure his final state of skill.
Arcas chosen included skills in logical problem solving, time mdndguncnt c,hess
imagery, memory. and many others.

A sccond part of the Theory—Practice section was a teaching experience. We
felt that by teaching a skill that he understood well, the student would be
required to doeoa caretul analysis of that skill in order to commu*ncatc it to
others. Student feedback would provide him with: information about the ade-
quicy of lis analysis. In general, we found that the teaching task worked quite
well as a pedagogical device. Students reported-thiat they clul come to understand
their own skills better.

The third part of the Theory=Practice section was the course of lectures which
ran concurrently with the skill improvement p'rojcct. Here we attempted to
provide breadth rather than depth on the theory that the interested student
could explore any topic of specialinterest to him in greater depth.

for example, the lecture topies ineluded the following:

I. An overview of problem-solving techniques including trial and error,
learning, heuristic search, pl.mnms_ pattern recognition, and a numbcr of
otlier methods,

20 A diseussion of the 'importancc of representations in problem ‘solving,

ithistrations of how changes in representation can turn a difficult problem

it an easy one, and discussion of the procedures for constructing
representation, : :

The managenient of* short-term memory including demonstration of the

constraints imposed on problem solving by the limitations of stort-term

memory, and the demonstration of techniques for avoiding these limita- -

-

nons,
4. The importance of long-term memory {for example, of factual world"
knowledge) for problem solving and techniques for storing information.
Fhe nature of rule mduction and some techniques for indueing rules.
6. The nature and use of hypothetical reasoning.
7. Techniques for decision making and the limitations of the human as a

decision maker.
oo
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+ 8. The nature ofplannmg and its 1mp05tance in problem solving.
9. Percepfual processes and imagery in tasks ‘such as chess and mental
arithmetic.
10. The function of mathematical notatlon in problem solving.

ln the final section of the course, the students were asked to identify. what, if

‘ anythmg, they had learned in the course that was applicable to their own area of

special interest, and to report that learning in forin of concrete instances. It was -
here that we hoped that both we and the students would learn in what respects
the course was of practical use and in what respects if failed in its objectives. In
general, the results were quite encouraging, as we will see below.

EVALUATION OF COURSE EFFECTIVENESS

To evaluate the effectiveness of a course of this sort is rather difficult since the
students were working in a number of diverse dlrer‘tlons Nevertheless, by
examining the student improvement projects and transfer reports, we can iden-
tify three general areas in which students report definite improvements in
problem -solving skills.

lmprovements due to increased awarcness of own cognitive processes.
. Improvements due to increased diagnostic skills.
Improvements in generalize problem solving skills.

_wm—-

‘One of the most influential aspects of increased awareness of own cognitive
processes appeared to be the distinction between trial and error and other types
of solution procedure. Four of the students commented independently that the
distinctiop had clarified their thinking about problem solving. One, an electrical

- engineer said *“...my self improvement project taught me that although it is

not esthdtically pleasing to' me, trial and error solutions are sometimes more
efficient. 1 have used this knowledge to more effectively solve problems in my

“fiance and marketing courses.” Another electrical engineer commented * . . .1

have- always used hypo,thetical reasoning to some extent but never realizedf
exactly what it was.’
Three of the psyuhology students applied diagnostic skills they had learned in

- class to the process of .mal_‘{/z.lng case studies. Reading through a case study line

by line, they recorded their current judgement as to what was important and
what was not important as they proceded. Then, they read the case study again
and recorded their importance judgements a second time. They used the differ-
ence between the first and seunhd judgements as a clue to the detcrmmants of -
their clinical judgements. e .
Improvemenh in problem solving due to generalized problem-solving skills
appear in a number of forms. A psychology major used imagery techniques to
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richer for it.
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iinprove her ability to memorize. Applying her skill to the game of concentra-
tion, she became good enough so that lier friends refused to play with her. More
practically she applied the teclinique to remembering Jppomlmcnls shopping
lists, learning the Greek alphabet.

Several students reported gains due to improvements in planning and organiza-

work problems in physics, not because they are the same types of problems
which thgy are not, but because of the orderly methods 1 have developed as a
result.”™ A psychology student reported, “The first skill 1 was able to transfer was
being able to clearly identity the problem. Later the same student said, “In both.
tasks. 1 sct up the problem, pointed out what it was | was going to solve, and
then in an organized manner found out the details that were essential to solve
the problem.”™ A math -student reported, “Outside of math, I found planning
good tn writing papers for a history class. It was lhc first time | had ever been
able to stecessfully use an outline to write a paper.”

A chemistry student reported, “There were other ways of.improving my ldbS
through time management. For example, there was one U.V. spectrophotometer -
available for thie third experiment and everyone had to use jt. By doing the third
uxpcrilmnl first, I was the only one on the machine and didn't have to wait in
line.” ** .. In this way, | finished up, my set of experiments a week and ahalf
ahead nt everyone else,” :

Six students reported applications of knowledge about perceptual prowsses
and imagery. A music major analyzed the structure of musical notation in
relation to pottern recognition processes in readipg music. A physics major
nnpmved his ability to visualize complex molecules in biochemistry. Several
electrical engineers noted the close anglogy between the recognition of patterns
in chess and the recognition of patterns in analysis of circuit diagrams.

Three students reported that they had used decision making procedures
discussed in class in practieal application- one to choose an apartment, one to
choose a graduate school, and one to identify the winner in a Miss America
contest. )

While results such as these are mmplux artd incomplete, dll(l probably contami-
nated by the taet that students often like to say encouraging things to their’
teachers. we are, nonetheless, encouraged that our course really did help . the
nwjonty of our students both by increasing their knowledge of their problem
sulving-processes and by providing them with new problem solving skills. -

In  summary, the major themes in the chapters we have  reviewed—
establishment Ui cognitive vbjectives for instruction—direct training in cognitive ’
skals- study of the assimilation of miornmllon to memory schemes--constitute’
important directions tor the interaction of cognitive psyclmlow with instruc-
tion. Clearly it will be many years before the Jetails are.worked out. When they
are. liowever, both cognitive psychology and the science of instruction will be,
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FUN‘D‘AMEN,TA\L PROCESSES

: - IN COMPREHENDING
AND UNDERSTANDING
INSTRUCTIONS

N\

I must confess that a man, is guilty of “»

unpardonable arrogance who concludes, be— |
. cause an argument has escaped his own in- |

vestigation, that therefore it does not really

cxist. T must also confess that, though all

the learned, for several ages, should have |

employed  themselves in fruitless. search |

upon any subject, it may still, perhaps, be |

rash to conelude positively that the subject ‘

must therefore pasy wll human comprehen-

sion. Even though we examine all the-. ‘

\

sources of our knowledge and conclude
them.unfit for such a subject, thgre may stilt
remain a suspicion that the enumeration is
nat complete or the examination not aceu-
rate [Hume, 1748/1955}.
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Verbal Comprehension
in Instructional Situations

Marcel Adam Just
Patricia A. Carpenter

Carnegie-Mellon University

The main medium for the acquisition of knowledge is probably verbal compre-
hension. The central importance of comprehension skill is recognized by our
educational institutions, and therefore comprehension is often used as a criterion
skill for measuring achievement and aptitude. In this chapter, we will report on
our investigation of one aspect of verbal comprehension, namely, the mental
processes that underlie sentence comprehension. Our research focuses on the
information a person extracts from a sentence, on the internal representation of
that information, and on the mental operations that are applied to the
representation. Our aim is to specify the parameters of the information-
processing system in simple comprehension tasks. We will validate our theoreti-
cal proposals by accounting for response latencies in a task where people decide
whether u sentence is true or false. Then we will examine verbal comprehension
in a number of other tasks, showing how the same fundamental processes are
common to these various situations.

This chapter consists of three sections. First, we will outline an information-
processing model that accounts for response latencies in verifying simple and
embedded attirmative and negative sentences in which the negative sentences
contain the explicit negative, not. Second, we will show that the same model
explains how people interpret simple instructions that contain implicitly nega-
tive lexical items like eXcepe, different, and forget. Third, we will examine two
tasks that occur in"educational tests of verbal comprehension—sentence comple-
tion und reading comprehension- in order to show how performance in these
tasks can be analyzed within the same theoretical framework.,

ot
“
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AN INFORMATION-PROCESSING MODEL
. OF SENTENCE VERIFICATION

The Internal Representation

Understanding a sentence mvolves internally representing the intormation that
the sentence contains. Ttas tikely that the tormat of the mternai representation is
proposttronal, @ relational structure consisting of a predieate and one or more
arguments. We will use the conventional notation, (PREDICATE, ARGUMENT),
to denote a propusition, In this notation part of the representation of a simple
declarative sentence like The dots are red is (RED, DOTS), meaning redness is
predivated ot the dots. Since predicutions can be affirmed or negated, the entire
representation of this aftirmative sentence is (AFF, (RED, DOTS)). A negative
wentenee tike The dors aren’t red is represented us (VEG, (RED, DOTS)). AFF
aml NIG are embedding markers that denote the affirmative or negative
polarity ol the predication, This form ol representation allows us to combine

“simple propositions 1o represent more complex: sentences. For example,-1t is

fortunate that the dots are red can be represented as (FORTUNATE, P). where P
1 the stnple proposition (AFF, (RED, DOTS)).

[he internal representation of a sentence is not necessarily tinguistic in nature.
The verbal symbols i these representations, for example, DOTS, are used to
denote more abstract entities. In fact, research on sentence-picture verification
siggests that there nay: be a fevel of representation that is neither linguistic nor’
pictorial in nature but can represent nformation from either domain (Chase &
Clark, 1972, Clark & Chase, 1972). For example a picture of red dots may be
reprosented (RED, DOTS).

[ie detailed torni of the representation of various kmds of sentences has-not
yet been emipirteally verified. For example, the rescarch on the linguistic factors
thut determine the psychological pudnwlo-dr"umcnt structure has only begun
(of. Halliday, 1967; Hornby, 1972). Moreover, ‘there are cases where various
representations are formally equivalent and the selection ol one particular form

is reaily arbitrary. Nevertheless, this conventional notation is sufficient for the

current model and promises to be tlexible enough to accommodate a variety of
linguistic structures (ef. Kintsch, 1972).

[he samie sentence may be represented ditferently in different situations. This
follows from the assumption that the tepresentation contains the information
that a person extracts from a sentence. What information is extracted depends
on the preceding sentences. the sittration in which the sentenee is embedded, and
the listengr’s previons knowledge. The role that context plays in how a sentence
i represented supgests an unportant distinction between  the psychological
notion of an uternal represerttation and the traditional linguistic notion of deep
structure.
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The Task .

We have recently proposed a model to account for the mental processes under-
lying the verification of affirmative and negative sentences {(Carpenter & Just,
1975). The situation that originally gave rise to the model is a simple task in
which a person must decide whether a sentence is true or false of a picture. For
example, Just and Carpenter ( 1971) presented sentences like The dots are red or
The dots aren’t red, as well as pictures of red dots or of black dots. Thus, the

sentences could be affirmative or negative, and trué or false. A person was first

shown the picture, and then timed as he or she read thé sentence and decided

~ whether it was true or false. The results of this study showed that it took longer

to verify negative septences than affirmative sentences by. a certain amount of
time, called negation time. In this particular study, the negation time was a little
more than two-fifths of a second, The study also showed that affirmative
sentenges were verified faster when they were true than when they were false,
while negative sentences were verified faster when they were false. The differ-
ence in verification time between the true and false sentence was oppuosite in sign
but equal in magnitude for affirmative and negative sentences. This time, called
Salsification time, was a- l;&le more than one fifth of a second in this study.
These two results, the latuu.y advantage of affirmative sentences, as well as the
interaction between affirmative-negative and truc—false, ‘were also found in a
number of previous studies (Chase & Clark, 1972: Clark & Chase, 1972; Gough,
1965, 1966; McMahon, 1963 Trabasso, Rollins, & Shaughnessy, 1971; Wason &
Jones, 1963). ’

.The Mental Operations

In this section we will outline a model that accurately predicts the verification
times for these simple affirmative and negative sentences. We will show that it
also accounts for the verification of embedded sentences. Morcover, the main
features of tie model will serve as a basis for our examination of comprehension
processes in instructional situations. ‘

The. main focus of the model is on the operations that compare the sentence
and picture representations. The model postulatgs that the corresponding con-
stituents from the two representations are retrieved and compared, pair by pair.
Moreover, the number of these retrieve and compare operations is assumed to be
the primary determinant of the pattern of verification times. Figure | shows a
flow chart for the proposed process. The propositional structure of the represen-
tations provides an- ordering relation on the constituents. ﬂlis ordering deter-
mines the sequence in which constituents are compared. Inner proposxtlons are
compared before polarity markers. An AFF marker in a sentence rcprescntatmn
is assumed to match the absence of a marker in the picture repr(isuntatmn, since

3 200 .
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N Set Response Index to True
[N Represent Sentence
Represent Picture

Et the Constituent
Counter. n = |

//“"?Tnd and Compare
the n'h Constituents
Do they match? _

No{Tag Mismatch
Change Index

Increment Counter
n=n +1

Consmuents
been Compared?

FIG. 1 A tlow chart of the constituent coniparison model.

pictures are generally encoded affirmatively. The “find and compare” process is
a serial, iterative operation that can be applied to representations with multiple
embeddings. This iterative operation will allow the model to be generalized
without additional assumptions. :

The central assumption is that whenever two correspondmg constituents from
the sentence and picture representations mismatch, then the entire comparison
process is reinitiated. To prevent the process from looping forever on mismatch-
ing constituents, we assume that the first time a-mismatch is discovered, the two
constituents involved are tagged, so that on subsequent recomparisons the two
will be treated as a match,

Sincée mismatches cause the comparison process to be reinitiated, the total

number of comparison operations, and consequently the total latency, increases
with the number of mismatches. Moreover, a mismatch that occurs later in the
comparison process results in more recomparisons than a mismatch on earlier
constituents. Thus, the total latency is a function of both the number of
mismatches and their locus in their respective representations. ,

A response index records the matches and mismatches between constituents.
The index has two possible states, true and false. At the beginning of each trial,
its ‘nitial state is true, and each mismatch causes it to change its state. The time
spent in changing the response index (and tagging mismatching constituents) is
assumed to be negligible relative to the time to perfornt the Fn(l and compare
operation.

Tt
et
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TABLE 1
Representations and Predictions for the
Four Information Conditions?

True affirmative False affirmative
Sentence: The dots are red. The dots are red.
Picture: Red dots Black dots
Sentence representation: (AT'F, (RED, DOTS) )  (AFF, (RED, DOTS))
Picture representation: . (RED, DOTS) (BLACK, DOTS)
+ + — ‘index = false
A response = true + +
° k comparisons response = false

k + 1 comparisons

False Negative True Negative
Sentence: The dots aren’t red. The dots aren’t red. ;
Picture: g Red dots ‘Black dots )
Sentence representation:  (NLG, (RED, DOTS) ) (NEG, (RED, DOTS))
Picture representation: (RFD, DOTS) (BLACK, DOTS)
- + index = false — index = false
+ + . - + index = true
response = false + + '
k + 2 comparisons response = true

- -

9Phus and minus signs denote matches and mismatches of the corresponding
constituents. FFach horizantal 'line of plus and minus signs indicates a reinitia-
tion of the comparison process.

When the model s applied to the proposed sentence and picture represen-
tations in the Just and Carpenter experiment, it can account for the latencies in
the four conditions. In the simplest case, .the true affirmative, there are no

' mismatches between the sentence and picture npr’escntations‘.';m shown in Table
[. Fhe first comparison, between the inner propositions, results in a match. The
second comparison, between polarity markers. also results in a match (Recall
that AFF marker in the sentence representation is presumed to match the
absence of any polarity marker in the picture representation). Thus after . total
of two constitient comparisons, the truth index is still set to true, :nd this
response is . executed. Tllc number of constituent comparisons in the true
affirmative case serves as the base line for the other conditions, ar d will be
referred to as k. Here & cqudls

In the talse affitmative condition, the inner propositions of the sentence and

- ~picture mismatch. The mismateh will remitiate the comparison process, causing
ane extra comparison above the base number. Table 2 shows the consequences
of this mismatch in detail. The mismatching constituents are tagged and the

. Q 059
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4

- TABLE?2
A Trace of the Operations in Verifying a False Affirmative

Y
AN

. Stimulus sentence: The dots are red.
Stimulus picture: A sef of black dots

Operations

Initialize response index to true

Represent sentence . (AFE, (RED, DOTS) )
Represent picture (BLACK, DOTS)
1. Compare tirst constituents

Tag sentence Qunstilucm (AFE, (. M )

Tap picture constituent ( M)

Change index to false
Reinitialize comparison proces

2. Compare first constituents +
3. Compare sevond constituents +
Respond with vontent of index, False
Number of comparisons k + 1, where k& =2

response index is set to faise. After the reinitiation, the tugged inner constituents

&
~are compared, and they match. -The next comparison, between the polarity

markers, also results in a match. So./the response false is cxecuted after a total of
k + 1 constituent comparisons.

In the false negative condition, there will be a total of k + 2 comparisons, duc
to the mismatch on the secand constituent, the polarity markers. This mismatch
will cause the response false to he executed. For the true negative condition,
both the first and the second constituents mismatch, so that the response true
will be executed after u total of & + 3 coustituent mmpansom Both of these

cases are summarized in the bottom halt of Table 1. =

The medel postulates that venification latencies should be a direct function of
the number of constituent comparisons. The number of comparisons. and hence
the lutency, should increase tinearly from true affirmative (k), to false affirma-
tives (A + 1), to tulse negatives (A + 2), to true negatives (k + 3).

The results o the experiment, as well as the best fitting straight line, are
shown in Fig. 2. The predictions of the model fit the data quite well. The model
accounts for 98.07 of the variance amosg the four means. The slope is 215 msec
per comstituent comparison.

Ooly one parameter. the tine to find and compare a pair of constituents, is
neeessary to characterize the processing in these four conditions. Elsewhere

“(Carpenter & Just, 1975), we have tested the detailed predictions of the model

and shown that it ¢an also account for the fatencies in many other similar

ERIC 233
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[T e iy

|Slope 215 msec/Comparison,
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| S U S S
K K+1 K+2 K+3
(TA) (FA) (FN) (TN)

NUMBER OF-CONSTITUENT COMPARISONS

7

\ . . .
FIG.2 The tit of the constituent comparisan model for the four information conditions.
(Datafrom Just & Carpenter, 1971, Exp. ).

experiments (ie., Clark & Chase, Expts. 1, 11, & T, 1972: Gough, 1965, 1966,
Expt. II: McMahon, 1963, Trabasso et al, Expt. X, 1971). Thus, the ctirrent
model provides a parsimonious explanation of performance in these tasks.
Althougl parsimony is desirable, the model should be evaluated on the basis of
its ability to offer a rigorous formulation that is both a pl'ms1ble mental process
and ‘can incorporate a wide variely of empirical results. This ability will be
demonstrated in cach of the following sections. The nature of the propositional
representation, particularly the embedding feature, should allow the model to be
generalized o more complex sentences without additional modifications. This
~property of the model was tested by Lummmg Llandde affirmative and
'negame sentencees.

A Test of the Model -

To further test the model, the scope of the negative was systematically varied.
Other factors, like the sentence length and the picture, were kept constant. The
scope of a negative s defined as the range of constituents to which it applies
(Jackendofl, 1969; Klima, 1904), The affirmative sentences used in the experi-
~ ment included the superordinate elause It is true that . . . (c.g..Itis true that the
dots are red) and could be negated in two ways. With one type of negation, the
negative las a small seope, namely the inner brediultinn' It is true that the dots
~aren’t red. This will be called predicate negation. The second type of negation
has a larger scope since the negative is in the superordinate clause where it
applies to the entire inner proposition: Jt isn’t true that the dots are red. This
type of negation will be called denial. Denials should take longer to process than
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predicate negatives because the nusmateh will oceur on a constituent that is
compared later. The exact predictions can be derived by examining the hypothe- E
sized representations fur these sumnu types and their interaction with the
COMPArISOI Process.

The representation of an atbirmacave sentum like It's true that the dots are
red may be the same as fnr the simple sentence The dots are red, namely, (AFF,
(RED, DOTS). The rationale is that the embedding clause [ts true . .. does not
change the truth value and so it can be ignored. To demonstrate this point,
consider 1 concatenation of this type of clause, e.g.. It's true that it’s true that
it’s tre . . . the dots are red. The number of such embedding clauses is irrelevant
to the truth value of the proposition. Simularly. the embedding affirmative
proposition may be deleted from the representation of a predicate negative
sentence hike It true that the dots aren’t red, so that the representation would
be (VEG, (RED, DOTS)). However, the representation of a denial like [t isn’t
triee that the dots are red, nst include the negative embedded clause. Here the
embedding cliuse does affect the truth vatue of the sentence. Thus, denial
senitences might be represented like (VEG, (AFF, (RED, DOTS))), The pictures
would be represented s simple propositions like (RED, DOTS) or (BLACK,
DOTS). Table 3 shows examples of the representations in the six conditions. .

The experiment was verification task 1 which the person was. timed while he
read 1 sentenee, looked at a picture, and then decided whether the sentence was
true or false ot the picture. There were 24 subjects.

The predicitions of the model can be derived by examining the fow chart
model i Fig. | and the representations in Table 3. The predicted number of
operations necessary to verity a true attirmative is Ay tor a false affirmative it is k.
+ 1 for a false predicate negatwve it is & + 2:for a true predicate negative it is & +
32 tor a labse denial it is & + 41 and tor a true denial it is & + 5. The verification
fatencies should increase tinearty with the proposed number of operations. A
tinear increase in latencies among these six conditions will constitute strong
support for th constituent wmp.nrlsnn model and  the notivn of a -single
underlyving itertive operation.

The results showed that. as predicted, the mean lzllcncics increased linearly
with the number of - hypothesized constituent comparisons. More precisely,
fatencies tnercased an average of 200 msec for cach additional constituent
comparison (Standard Error = 23 msec). Figure 3 shows this result, along with
the hest titting straght line. The model accouuts for 97.7% of the variance
among the six means, F(E 11S) = 17117, p > .01 The residual 2.37% is not
sniticant, £14, 11S) = 101 The root mean squared deviation (RMSD) of 52
misec s anatd nlmvc to the 200 msec parameter. This analysis confirms the
mijor hy pothesis that venitication time siereases fincarly with the number of
constituent COMPATISLNS. .

The error rates for the six conditions wete correlated with the fatencies (r =
9%), as is shown in Fig. 3. This correlation indicates that the probability of error

o o -
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TABLE 3

Reprasentations and Predictions for the Six Information Conditions?

True affirmative

False affirmative

Sentence.
Picture:
Sentence representation:

Picture representation:

Sentence:
Picture:
Sentence representation:

Picture representation:

.

It’s true that the dots are red.
Red dots
(ALF, (RED, DOTS) )
(RED, DOTS)
+ +
& .
response = true

k comparisons

It’s true that the dots are red.
Black dots ‘
(AIEF, (RED, DOTS))
(BLACK, DOTS)
. = index = false
+ .
response = falée

k + 1 comparisons

False predicate negative |

True predicate negative

It’s true that the dots aren’t red.

Red dots
(NEG, (RED, DOTS))
(RFD, DOTS)
- + index = false
+ +
response = false

A + 2 comparison -

- [

- 1t’s true that the dots aren’t red.

Black dots
(NEG, (RED; DOTS))
(BLACK, DOTS)
— index = false
- + index = true
+ +
response = true

k + comparisons

False denial

True denial

Sentence:
° Picture:
Sentence representatian:

Picture representation:

Itisn’t true that the dots are red.

Red dots
(NEG, (AFF, (RED, DOTS) ))
(RED, DOTS)

- + + index = false

o+ + o+

response = false

k +4 comparisons

[t isn’t true that the dots are red.‘

Black dots
(NEG, (AFF, (RED, DOTS)) .
(BLACK, DOTS)
- index = false
+ -+ index = true
+ + 4+
response =, true

k + 5 compurisons

9Plus and minus signs denote matches and mismatches of the corresponding constituents, Each
horizontal line of plus and minus sizns indicates a reinitjation of the comparison process.
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SENTENCE AND PICTURE
SIMULTANEOQUS

S}Dpe = 200 Msec/Corr;pcrlson
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K Kl K#2 K+3 K+d K+5
(TA) (FA) (FR) (TP) (FD) (TD)

NUMEER OF CONSTITUENT COMPARISONS

FIG.3 The fit of the constituent comparison model for the six information conditions,

increases with the number of hypothesized operations. This suggests that the
probabilities of error in the comparisons are additive..

The model is able to predict the processing time for these six conditions on the
basis of a single parameter: the time tofind and compare a pair of constituents.
These results strongly support the hypothesis that a single iterative operation
accounts for the processing of affirmative and negative sentences. The embedded
representation, combined with the iterative comparison operation, allow the
model to account for the two scopes of negation without additional assump-
tions, ' Lo ¢

A turther control st ly showed that the representation and processing of the
sentence is determuned by ity semantics, rather than by its surface structure. To
show this, we compared the processing of sentences that had the same con-
stituent structure but different surface structures. In this control study, the
inner proposttions of the sentences. were embedded in two ways: the same way
as the previous experiment (e.g., /t's true that the dots aren’t red) and with the
embedding clause at the end ol the sentence {e.g.. That the dots aren't red is

- true). Both of these kinds of sentences are postulated to have the same con-

. ‘_'":'1 3
‘Z.,);

stituent structure. However, the position of the negative in the surface structure.
has been changed. I the results of the basic experinient can be replicated with
the new sentences. then the results cannot be due to position of the negative
morpheme in the surface structure. The new stimulus sentences were: Affirma-
tive: That the dots are red is true; Predicate negative-- That the dots aren't red is
true; and Denial That the dots are red isn't true. ’
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- This control study showed the two types of surface structures were processed
similarly. Both types of sentences showed a linear increase in latency as. the
number of compurisons increased. Regardless of whether the negative morpheme
occurred near the beginning or end of the sentence, denials took about 500 risec
longer to verity than predicate negatives, This result shows that the underlying
constituent structure rather than order ot negatives in the surface structure
determines processing time. and constitutes further support for the proposed
representations for the two kinds ot negative sentences. ‘

The mental processes described by this model are not specific to the sentence-
verification - paradignt, but occur in a large. number of situations that involve
verbal comprehension, These more general processes involve relating the infor-
mation from a sentence to information from a second source, such as the
listener’s previous knowledge of the world. For example, in order to agree or
disugree with o statement, it is necessary to compare the statement to a
reprosentaaon ot one’s own belief. In order to answer a Wh question (e.g. Who
pamted the fence), the information provided in the question (e.g.. that someone
painted the fence) must he compared to previous knowledge betore the interro-
. gated constituent can he retrieved. In order to acquire new information through a
verhal medium, the old information in the communication will serve as a basis to
which the new information is added. i'he determination of which information is
old can only be made it the sentence representation is ¢ompared to previous
knowledge. In the next section of this chapter; we will show that these compari- -
son operations also oceur when we follow simple instruction. Thus, the basic
kinds of operations deseribed by the model are part of a large eluss of compari-
son operations that ocenr very commonly when we comprehend linguistic
material. | : : .

The mental operations described by the model are not spécific to the process-
ing of explicitly negative sentences, but rather they occur in the processing of a
varicty of semantic structures, Elsewhere, we have shown how the model
accounts for semantic structures such as negative quantifiers like few, particular
and universal quantifiers like some and all (Just, 1974), counterfactual clauses
like Mary would have left ... (Carpenter, 1973), and active and passive sen-
tences like The car hit the truck and The trick was hit by the car (cf. Carpenter
& Just, 1975). Next we will show how the model also accounts for the
processing of mstructions that contain implicitly negative-predicates.

COMPREHENDING IMPLICITLY NEGATIVE INSTRUCTIONS

A number of predicates hike forget, thoughtless, disagree, and absent dre consid-
ered tmplicitly negative (ct. Clark, in press: Just & Carpenter, 1971 Klima,
1964). For example. we may define forgot as didn't remenmber or we may think
of absent as not present, ane so on. By contrast, we do not generally think of
remembered as didn't forget. This suggests that there may“be an asymmetry in

ERIC - 293

Aruitoxt provided by Eic:




256 M.A. JUST AND P A.CARPENTER

how we internally reprgsent pd1r> of lexical items like remember and forget; an
implicitly negative item like farge’t may be internally represented as a negation
ot remember. This hypothesis can be tested by examing the data from a number
of comprehension studies that have used such implicitly negative predicates.
Two types of studies provide relevant data. The first type involves sentence
verification tasks where the stimuli contained implicitly negative predicates. In
the second type of study, the implicit negatives were in the instructions given to
the subject. It predicates like forger are represented as negatives, then their
processing should conform to the constituent comparison model.

Remember--Forget

The implicitly negative predicate forget to presents an interesting opportunity
for examining the comprehension of negation. Not only is this predicate nega-
tive. but the proposition cmbedded in it is also negative. For example, the
sentence John forgot to let the dog out directly implies that John did not let the
dog out (Karttunen, 1971). Thus one can study how people extract information
from the implications of implicitly negative predicates. In a study by Just and
Clark (1973, Expt. II), subjects were .presented with an affirmative sentence
(Juhn remembered to let the dog out) or an implicitly negative one (John forgot
to let the dog out) and-then were timed as they verified the probe sentence (e.g.,
The dog is in) as trie or false of the implication of the parent sentence. The
relevant information from a sentence like John forgot to let the dog out is that
the dog is not out. This may have been represented as (VEG, (QUT, DOGY). The
infornation from a seutence with remerbered to would be represented as (AFF,
(OUT, DOG) ). This sentence representation would be conipared to a répresenta-
tion of the probe, like The dog is in, represented (4FF, (IN, DOG) ). The model
prcdicté that verilication latencies should increase linearly from true-
remembered, to talse —remembered, to false -forgot, to true—forgot. The data
conform very nicely o predictions of the model: which accounts tor 94.6% of
the variance among the four conditions, as shown in Table 4. This result shows
that the implications in implicit negatives are processed similarly to-explicitly
negative sentences. . '

Present- Absent . T

A similar kind of verification task provides cvidence that indicates absent is
internally represented as a negation of present. Sentences like The star is present
or The star is absent were verified against pictures that cither contained astar (*)
or da plus (+), Clark (in press). 1 ebsent is internally represented as a negative,
therr. o sentence like The star is absent might be represented as (NEG,
{ PRI S‘I VT, STAR)). This representation would be compared to the representa-
tion of the picture, cither [PRESENT, STAR) &r (PRESENT, PLUS), in this
experiment. These representations can be used to gencrate the predictions of the
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neadot The Latenctes should anerease hnearly from tue present, o Lalse-
provees vatadae ahsent, teottae gbsent As Table 4 sbows, the maodel acconnts
for OFs o the vnence muong the four means, with an estimated 169 msee
prroeomsittpent compainon, hus, the wesalts support the hivpothesis thot i this
taskabsent s omterpreted asoan anplict negative. Moteover, thie quantitative
relations among the G latenewes support the ndea that there is a serial retrieval
amd comparsen o corstituetts trom llu mternd rcplncnl ttions ol llu sentence
aind protaie.

Tha next weveral expenmments are tashs in which the instructions cohtained
i nemtves. Weowill show that the comparison progess postulated by the
nrosdel tor serdence ventication wso expluns ow people nnderstand and exeeute
un;* LN THIREN

Same Difforent

O expenment  that used negative instructions involved comparing a word
ether the wivd carele ot square) to o picture (of cither o cirele or a square)
{Sovmour, 9o, Oue eroup of sihjects was given an aftirmative instruction;
they were whed to respoind ves™ ol the word and the picture had the same

meanmg and to gespotd Tro™ otherwise, Another group of subjects was given a

mevative imstruction: respord Uves™ it the word and picture are ditferent, and
“not otherwise. T ustraction myvolving the predicate different may have been
reprasented with o pegative: respond “ves™ il the picture is 2ot the sameas the
word TN IS Y 0 where the svmbol X takes the valie denoted by the word.
P example, when the word was errely, it wotild be coded into the instruction
A NFGS, CIRCEE S Then, tlus representation wonld be compared to the
prote representation. It the pictire was a squure, the comparison between the
reprosentation ot the mstiction Am«l the representation of the picture, (75,
SOUARE L would result ina “yes™ response. 1f the instruction were compared
tooa pretnre of acireley the campanson would result in o “no™ response, Each
frrate an nntimetion with ditferent s executed, the subject is essentially process-
e negative constoetion. Thetetore, the model predicets that latencies should
prorease hmearlv trom UvesTs same, to no®s same, o Cno - different, to
o ditterent. As Table 4 shows, the model accounts for 98.8% of the
worianve amana the fom means, with a slope of 82 misec per constituent
comparset. Thissapports the hypothesss the different is internally represented
4 anomphett negative. Moreover, the tesults show that the mental processes
prvolved moexecuting instructions can be explained by the model tor sentence
Voo aton,

Aqrml C(mflu t

\ VOrY ~.umiar \pulmmt by Trabasso et al. (Fxpt, X  1971) can be dnalyzed to
tent whetler the predicate conflice s utternally uprw:ntcd as a negative. The

201
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tash was to compare a word (either orange or green) to a picture that was
coloresdh either oranse or wreen. One group of subjects was given an attirmative
mstinction prdee whether o ot the word and the picture agree. Another group
was wven ananplicithy neave wstroction: padge whiether or not the word and
pretire conthet. The astiiction wvolvine conflict mught be represented as

CINEG, (IS, X i where the svmbol Vowould take the value of the color wond
presented diting the tial. 1o exaaple, suppose “the word orunge were pre-
sented; 1t wonld be coded mto the nstruction as (VEG, (1S, ORANGE ) and
then comparesd to the picture. 11 the preture were eolored green, the compirison
hetween the representation ot the mstraction and the representation of the
preture. IS, GREFN L woubd resall inaresponse of “ves.™ of the instruction
were compaied toan oranee peture ot would tesult in i response of no. " These
representations fead to the prediction that the latencies should inerease linearly
from “ves amree, to oo™ agree, to tno™ canfliet, o Uves™- conflict. As
Fable 4 Shiowe, the model acconnts for 994 of the variance among the four

Smeans, withean estirate of 109 misee per constituent comparison. This supports
the hyvpothests thar the processes mvolved in following simple instructions with
ugree and conther e !h«. sperations ol representing. retrieving, and comparing
COvL ety

Synonymans Unrelated

The toxacal o wrrclazed may also be represented as an implient negative. To
test this by pothieas, Havden and Clrk asked people to judge the semantic
rebition between tweo words that il the same memning (e.g., large and big) or
difterent meangs (o, aree and fidv) treported by Clark, in press). One group
of subjects was viven an attirmative mstruction: judge whether or not the two
wonds are s monyvmons. Another eroup was given an implicitly negative tnstruc-
tion: judee whether or not the two words are unrelated. The instruetion with
wirelared mas bave been represented hke the mmplian negsatives different and
conthict NGOV AINS, Vi where Y olakes on the value of one of the two b
words presentodon atmals Bar éxample. suppose the pair flarge tidy) were
presented, The tirst word nuglt be coded into the vstruction, INEG, (MEANS,
LARGE Hrc secotud word would he coded ws AFFANS, TIDY } and then
compared to the representation of the ustruction. In this ease, the response
worthd Be Uy e T the eeond word were big, the tesponse would have been

"o The mede! predicts thate Litencies shonld ascrease fnearly trons yes™

SPHONVIONS, to o™ svaoemons, to oo™ unrelated, to tves™ unrelated.
As Table b abows, the model seommts for 995 7 ol the varanee amony the
means, with an estiniite of LH msec per constitient comparison. This supports
the hiypothess that werelated is represented and executed as a negative instrue-
“tion. As in the cases of ditterens and eonftlict, the negative item unreluted takes
longer to execute and causes the “yes™ response to take longer than the “no™
TESPONe,
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Excapt

Inowoven ditteent himd of tisk, Jones (19604, b, 190%) examined how people
asecitte g stoctons ot contan the imphently nerative word exeept. In these
sk, prophy would read an attmative sstraction ke “Cross out the numbers
L3, 6, 70 oranerative wstruchion fke Cross out all the numbers except 2,
SO Then they were goven o sheet that was tilled wath digits 1 to 8 in random
order ard timed while they pertormed the task. The two instruetions require. the
st overt responses: but i eveept is a negative, the two instructions will cause
very ditterent mental operations. We hypothesized that the instruction with
exeept 1 represented as P VEG 718, 2 or S or 8. Fach digit encounte ed on the
paze would be represented 775, X/, where X takes the value of the digit. The
digit will be crossed out it there are two mismatches between the wo representa-
tions. Ths would happen if X took the value 7, for exampi». 3y contrast, the
athimative istructi mowould be represented £AFE, (1S, [ or Zordor 6 or 7)),
Fach dhgit enconntered on the page would be represented as (18, X/ so the digit,
wonld be crossed vutf there were no mismatches. The negative instruction took -
a sigmificant 13 w2 longer to exeeute, and resulted’in signiticantly more false
posttive errors (crossing ont digits that weren’t supposed to be crossed out).

I a secomd experiment, Jones equated the number of digits to be represented
m an mstruction, The positive instruction was “eross out the digits 3, 4, 7, 8.
The negatve instruchioa-was to *cross out all members exeept 1, 2,5, 6.7 Again,
the nepative instruction took much longer to execute (by 100 sec) and resulted
m more fabse posiive errors. This, executing a negative instruction, even in a
very ditterent kind ol task, takes significantly longer than executing the equiva-
lent athimitive one. This is consistent with the hypothesis that mismatches

hetween the mternal representation of an instruction and the representation of

some second source of mformation, will fead to longer latencies.

The preceding analysis makes 1t clear that certain single words are internally
represented by ctwo components an affinnative core as well as a negative
comnponent. While we cannot specity a priori whether or not a word is internalty
representnd dy a4 nesative, our model does provide a procedure to diserimunate
negative fexical items from affirmative items. If the verification latencies for a
suspect word are shorter for false than tor true, then we inter that word is being
represenited and processed as 1 negative in that sstuation. Thus, the results cited
Ao show that foreet, different, unrelated, conflict, and exeept are represen ted
4o necatives. The same kind of analbvsis can also exonerate suspect words. For
example, small i not procesed as a negation of farge; it is represe ented as an
atinmative (Carpenter & Just, 19720 Just & Carpenter, 1971,

Other Instructional Examplvs

Comprehending an instruction can be a llld]()r sotree of dllm.ulty in perform~
ing an evervday task, We sometimes encounter complex instructions where
there i+ no conceny. ihle pupose tor their complexity. The following notice from

AR
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the Internal Revenue Service (Form 4918) provides an example (italics added):
ANY QUESTIONS ABOUT THIS NOTICE?

In the event we paled to pve you credit for a4 Federal tax depostt or any other
payment you made, please aceept our apology and be guided by the tollowing:
. :

oI the pavmient nof credited was made withind the last four weeks or so, we will
credit it soon You need not wiite us. Just subtract the payment we Agven’t included.

+2. 11 the payment not credited was made more thin four weeks ago, subtract it from
the balance due . . .

301t vou have paid the entire balice due within Ui last four weeks, please disregard
this notice. '

> Please send us an explanation o the batance v ircorrect tor any reasons othes than
payments we faven’t credited

Explanation of Penalty or Interest Charges

~Your return was 1ot filed and yvour tax was nos paid by the due date. The combined
penalty 15 S percent ot the tax not timely paid for cach month of part of a month the
return was late, but not more than 25 percent.

[his notwe s noz the result of an .uuln ol your return, When we seleet a return for
audit, we notity the taxpayer

Presumably the IRS 15 not interested in testing our comprehension skills.

[n other situations, the purpose of a complex instruetion is precisely to assess
comprehension skills, as itlustrated by the following item (Personnel Test, Form
). b Wonderlie, 1922) '

Count each Z in ths series that is folowed by an [ next to it if the IY is not followed
by an S next to it Tell how muny Z°s you count.
ZEZSEYZESYLZVISYSZE L ZESYZYRZEY
This s an extremely easy task it one u)mprchmdi the instruction, which could
have beet simplitied as follows: Count the nccurrences of the sequence (17, [F/,
oS Fin this series.
There are other situations where the purpose of complex instructions is not

clear. The tollowing example is taken trom an aptitude test for prospective-

students of management science (Graduate Study in M&nagement A Guide for
Pm\pcmw Students, ‘J"-l)

Directions 1ach ot the dita sutticiency problems below consists of a question and two
Statements, labeled €1y and ( 2y, 10 which certain data are given. You have to decide
whether the data gven an the statements are sutficient for answering the questions, You
are to blicken space
Ao af statement (1) ATOND 1y saftioient, hat statement €2) alone is not sufticient to
arswer the guestion asked,
Booaf statemen? (2) ALONL i~ tticient, but statement (1) alone is not sutficient to
answer the questton asked:
C. it BOTH statements (1) and (2) TOGETHER are suffictent to answer the question
asked, but NFITHI R staterient ALONE is sulficient;

D EACH statement ALONE w sutticient to answer the gnestion asked; .
Q o '
ERIC S
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E, af statements (1) and (2) TOGETHER are NOT sufficient to answer the question
. asked, and additional data specific to the problem i needed,

P
Example: In A POR, what is the value of x? : 5
- A PY=PR :
(2)y vy=40
Answer: C - o R

This kind of instruction seems to be testing both the ability to comprehend
instructions, as well as l\nnwledgc of geometry and logic. Incorrect answers
could be caused by any of these three sources. The relative contribution of
comprchension difticultivs can be assessed by rewriting these instructions in a
simplified format.

Revised Directions - Answer YES or NO to cach of the following questions.
In A PDR, can you deternine the value of x it all you know is that:
(1) PQ = PR? (Answer is VO)
(2)  v= 407 tAnswer is VO)
(3) PQ = PR and 3 407 (Answer is YES)

These examples illustrate how suecessful performance in a test may depend on
comprehension skills in decoding the instruction, as well as the content skills
that the test ostensibly taps. Thus, both components may enter into the test
scores that can often predict future academic perforimance. 1t may turn out that
the predictive ability of the test is partially due to the comprehension skills it
taps, ratlier than the content skills. 1f the test is being used only for actuarial .
purpuses, the relative loadings of the two factors are irrelevant. However, if the
testing is for gdiagnostic purposes, then it it necessary to assess the relative
contribution of comprehension skills before remedial action can be taken (cf.
Hunt, Frost, & Lunneborg, 1973). This may prove to be a fruitful approach to
test construction. :

In many situations, the primary purposc of an instruction is to inform, to help
people perform correctly and efficiently. For example, instructions on income-
tax forms or in repait manuals should be constructed to minimize comprehen-
sion difticulties. A theory of sentence comprehension such as we have outlined’
suggests the kinds of problems that may arise in representing and executing
varions kinds or” instructions. The theoretical approach also suggests ways of

Cfnakang every day mstrictions easier to comprehend.

EDUCATIONAL TESTS OF VERBAL COMPREHENSION

Sentence-Completion Tasks

Another domain in which we can apply our intormation processing analysis is
the sentence-completion task, which often appears in tests of academic achieve-
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ment or abifity. This task involves choosing one of several alternatives that
“best”™ completes a sentence frame. Consider the following example:

Beauty is only \ku'mivcp‘ but | poes all the way to the bone.

a. disease b. blood e ouglimess  d. fright e, liniment

fAnswer: ©)

Although performance in thrs task depends to some extent upon an adequate
vocabulary, much of the. processing can be explained in terms of the processes
described by the comprehension maodel.

Many™ of the items in a senttence-completion test have structures that are

basically like the example above. These items consist of two parallel clauses of -

the sume syntactic type, although there may be a negative lurking in one of
them. The missing item is a constituent of one ol the clauses. The connective
between the two clauses is cither affirmative (e.g., and) or negative (e.g., but).
The polanty of the coniective, as well as the presence of a negative in one of the
clauses, deternuries whether the missing item should be an antonym or synonym
of the corresponding comtituent in other clause. In the example above, the
negative connective bt is acue that the answer is an antonym of beauty.

A number of examples will give the tlavor of the kinds of sentence completion
items that involve negative congectives, like yet, but, unlike, ‘whereas, and
although (taken from a booklet, Preparation for college board examinations by
Henry Regnery Co., 1972, pp. 107-120):

Unlike iy sousm The artist, who was colortul, whimsical, and crratic, the teacher was
| __presiic, oand consistent,
cacmtalible bocommonplace coobjective . disorsanized el subtle ‘

Though he was romantic and sensuat 1 is outlook, his life was one ol

a. protligacy bl naivete CLUNETI Y doovirtuowsity e maturity

These conditions are not the nature of wonen but have grown up in spite of it.

dounmsk o boparnnount mo cocompelline 7 dLimmutable in el extrinsic in

Larly in the 19th centurs, in the South, it had become the fashion to raise valy ong
staple crop, Whereas in the North the crops were
a dwversitied  bounstable o tallow dLuniform e wild

In this game he Wasvan amateur, notan expert, and thus, for the first time, became atn)
mstead ot nan o aetion,

aoeonnosseur  bospectator oo lawyer . prapmuatist . authority

Linguistic analyses of the clansal conjunction but show that it involves incon-
gruence between the two causes. For example. bur may be used if there is a
lexeal contrast hetween the two clauses, ¢ oo Marv likes school but John hates
it. A second use of hut involves a contrast between what is stated and what the

speaker believes to be the usual connection between the two clauses, e.g., Bill is’
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“a politician but he'’s honest ot Dick is a veterinarian but he doesn’t like dogs

(el Lakott, 1971 Gleitman. 1969: Dik, 1968). Other connectives like instead,
although, in spite of, howerer, .md vet conjoin similar Kinds of contrasting
clatises,

tu an experimental mwvestigation of the completion task, Osgood and Richards
{1973y asked subjects to complete entences like X s bewntifid ___ dumb or X is
oleld __slow, with and or b, The two adjectives in the sentence either had the
saime o opposite affectve polanity, which was determined a priori withe the
sentantie ditferential. As the linguistic analysis wauld predict, incongruence
between the two lexical items was 4 more I".Wnr:‘ﬁ)lc environment for but,
whiereas congruence was 1 more tavorable eavivonment for and.

The comparison model suggests the proeesses that might undertie performance
i this completion task, Fiist the sentence is parsed into two parallel clauses.
Fhen the constituents of the clanses, inchiding the coordinate conjunction and
polanity markers, are checked serially for their polarity. The number of negatives
determines whether it is asynonym or antonym ot the provided constituent that

Is output a4y a response,

O

Fhis model of processing can be tested with data collected during the sentence
completion tush. Hoosain (1973) measured latencies while people completed
sentences like those 1 the Osgood and Richard’s task, and he also varied the
number of expleit negatives in the sentence. For example, a sentence could
wrolve adjectives of similar attective polarity (e.e., £vé was mild___nice) or
apposite attective polarity {e.g., Curl was troubled ___happy ). and could contain
etthier o negatives at all. one negative (e.g.. Eve was mild __uot nice) or two
nesatives (e., Fre was noe mild ot nice).

As nught be expected. latencies increased as the nimber of nLLdthLS in the

seritence meredsed trom zero to one to two. Furthermore, latencies were shorter
when the two adjectives were congraent in atfective polarity. This difference was
not dftected by other factors, such as the number of extra operations caused by
the presence of additional negatives. The resalts are completely consistent with a
process that wrully chiecks the constituents of the sentence. The presence ol a
negative resudts inoa mesmateh between the sentence representation and the
atfirmative frame with whiel 1t 15 compared. Such mismatches cause extra
u;n.‘r.m‘ﬂm, whaose durations are additive. Thus. the basic processes involved in
thiy sentence - completton tank are quite similae to the ones involved in compre-
Betding and verstyving sentences, althongh the control structures may be differ-
ent tor the two tusks: Processes in both tasks involve serially examining the
nn,'mums ob tepresentations, encountéring mismatches, and consequently
perfornung additional mental operations, This analysis has attempted to show
that performance on a common item from a test of verbal skills can be an-
alyzed i terms of underlying mental operations found in other comprehension
tasks.
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Potential Applications: The Reading Comprehension Test

In this section, we will try to outline the kinds of representations, retrieval and

_comparison operations i anothier task involving verbal comprehension: the

reading comprehension test. This task is much more complex than the other
ones that we have analyzed. The reading comprehension test involves reading a
passage, usually 150-500 words long, and then answering 8 to 12 multiple-choice
questions about the passage. The instructions are to first skim the passage then
read the questions and return to the passagé for information when it is neces-
sary, The time allotted to read the passage and answer all the questions is usually
5 to 15 minutes. We studied this task by having three subjects express their
strategics and thoughts aloud while they performed several reading comprehen-
sion tests. Thus, this section represents a potential extension of the general
approach, rather than an empirically contirmed model.

During the initial reading of the paragraph, the theme or central proposition of
the passage is gerferally extracted and represented. Our subjects indicated they
had represented the thematic information by their ability to answer the ques-
tions about the theme without looking back at the passage. In other studies, it
has been shown that if subjects are kept from knowing the theme, both
comprehension and memory for the passage suffers (Bransford & Johnson, 1973;
Dooling & Lachman, 1971). Also, when recognition memory for individual
sentences in a passage is tested, there is a much higher falsé-alarm rate for
distractor sentences that contain the theme (Singer & Rosegberg, 1973). (See
also Hyman, Chapter 8, this volume). These results indicate that the thematic
information plays a central role in the representation of the passage.

The initial representation "of the passage. also contains information about
higher-order relations that exist between the thematic proposition and subsidiary
propositions. These are relations such as causality and temporal order of events,
which are sometimes cued by words like because, consequently, after, before,
and so on. The representation of individual propositions linked by higher-order
relations can be accommodated by a number of representational schemes (cf.
Crothets, 1972: Kintsch, 1972; Rumelhart, Lindsay & Norman, 1972; Schank,
1972). Subjects often stored the occurrence of such higher-order relations’
without storing the content of the subsidiary proposition. For example, after the
initial reading a subject might remember that the consequences of a certain event
were listed, but-he unable to rccall the specific instances. :

The third kind of information extracted during the initial reading is a represen-
tation of the information development in the passage. Subjects seemed to store
information that could act as a pointer to.a particular part of the passage when a
question required specific information. In a sense, the printed passage was used
as an external memory, and the internal representation served as an indexing
system for that external memory. Our subjects often knew where to look in the
passage for specitic information. For example, if a question alluded to a specific
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tact. the subject would say “I remember something about that just before the

endd”™ or ** ... that appeared in the middle.”” Then. he would proceed to search

through the appropriate part of the passage. Of course, some of these strategies

are probably due to the task conditions, which emphasize speed, but permit

subjects to took back. In summary. it appears that after the initial reading, our

~— subjects had a record ot the location of certain information in the passage, as
well as the main thente and a list of some relations between the theme and
subsudiary propositions.

Our approach to the reading coniprehension test is to focus vn representing,

= indexing. retrieving, and comparing intormation. Althouglh our approach de-
emphasizes the obvious tactor of vocabulary, i.e, previous knowledge of the
words in the passage. experimental evidence suggests that such de-emphasis may
be justificd. Tuinman and Brady (1973) showed that thorough pretraining on
vocabulary ttems from the reading passage did not raise the comprehension
scores ol ¢hildren 1 grades four to six. While some minimal knowledge of the
vocubulary is clearly a necessary condition for successful performance, it is not
sufficient to improve performance beyond a given level. This study suggests that
the tmportant skilt in reading comprehension is the ability to represent and
manipulate the information presented in the passage and questions.

The advantage of analyzing the reading .omprehension task in terms of
intormation processing theory 1s that it defines the relevant empirical questions
to be answered. One process to be explored is the mechanism that abstracts the
theme. For example, it is possible that the thematic proposition is the one that
oceurs most trequently in the passage, as suggested by the simulation model of
Rosenberg (1974). Another issue to ¢ explored is the precise representation of
the indexing system that records where facts were mentioned in the paragraph.
Yet another is the determinination of how particular questions tap into this

_index. This analysis provides an outline of how a complex task like the reading
— womprehension test can be approached in terms of the basic components of the
comprehension process the representation, retrieval. and comparisci of infor-
matton, .

CONCLUSIONS

Q

What Makes a Sentence Hard to Process?

3
The comprehenston model nukes the claim that a sentence is difticult to process
when 1t doesn’t match the representation of some second source of information.
Thus. the critical variable that determines progcessing difficulty is the number of
mutehes or mismatches between two representations: the critical factor is not
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affirmation or negation, per se. According to the model, negatives are harder to
process only when they mismatch with the affirmative representation of other
information. For example, pictures are generally represented affirmatively, so
sentences that refer to pictures are generally easier to process if they are
affirmative. Similarly, the information stored in semantic memory is usually
stored in some affirmative form, so the comprehension of the sentence referring
to semantic memory is usually easier if the sentence is affirmative. However, the
implication of the model is clear—negatives are not necessarily harder to process
* than affirmatives; mismatches, rather than negation per se, determine the ease of
comprchendmg lmgulstu. 1nfornmuon

Wheﬁ Negatives Are Easier

The model predicts that a negative sentence should be easier than an affirmative
if the information from the other source were represented negatively. Then, the
negative sentence would. match the representation of the second source of
information and the comparison would be fastet. By contrast, the affirmative
sentence would mismatch and processing would take longer? In fact, our analysis
of an unusual reasoning task supports this prediction. Johnson-Laird and Tridgell
(1972), presented subjects with a disjunctive premise (p v ¢) and a probe (~q),
and asked the subjects to draw a conclusion (p). The premise contained two
clauses like [Ither John is mtelllgent or John is rich. The probe sentence always
had 4 different truth value than one of the two clauses i in the premise, for
example, John is not rich, so the conclusion was the remaining clause, i.e., John
IS intelligent.

The task required that the subject ask himself whether a clause in the premise
contlicts with the probe. This self-instruction may have caused the same kind of
internal representation that we postulated for instructions involving conflict,
different, and disagree. The relevant clause in the premise may have been
encoded into negative instruction and then compared to the probe. For the
example Fither John is intelligent or John is rich, the second clause may have
been coded iuto the instruction: (VEG, (X)), so that it resulted in the represen-
tation (NVEG, (RICH, JOHN ) This was then compared to the probe, John is not
rich, represented (NECG, (RICH, JOHN}[ The model predicts that such a
negative probe would be processed faster than an affirmative probe like John is
-poor, epresented as (ALFF, (POOR, JOHN] ). As predicted. the response latency
to negative probes was shorter (by 1.6 sec) than the latency for the affirmative
probe. The model correctly makes the nonintuitive prediction that the negative
probes are proeessed faster in this situation. This supports the argument that
mismatches, rather than negatives per se, consume processing time. Thus, it is
the relationship between two representations that determines the speed of
comparison processes. »
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Procussing Instructions in an Everyday Situation

It was recently shown that in a highly realistic situation, people remember
Athrmative instructions much better than their negative counterparts. The situa-
tiort was an arrport, where eiglity waiting airline passengers were asked to read or
Isten to a 200 word passage describing in-Hight emergency procedures, based on
actual airline protocol (File & Jew, 1973). The individual instructions were
either attirmative (e.g., Fxanguish cigarcttes. Remove shoes.) or the cY)rresponq-
mg vegative set (g.g., Mo naot leave cigarettes lighted. Do not keep shoes on.). The
results showed that the passengers recalled about 2097 more information from
aftirmative instructions than {rom negative instructions, The better recall of
aftirmative instructions may have beers the consequence of tewer mental opera-
tions during comprehension, Because the attfirmatives are comprehended faster,
© subpects may have had more time to transfer information into long-term
memaery. Fhe sientijcance nl"_thAiS study is clear: laboratory-based theories of
comprehension & apply to real situations involving critically important instruc-
tons. '

We have examined several tashs that involve verbal comprehension in instruc-
tional settings. The focus has been how the information in a sentence is
represented and manipulated. We have proposed a general model to account for

~ comprehension in a variety of situations, such as verifying or completing sen-
tences, and execnting instructions. The kinds of tasks surveyed and the analysis
have both practical and theoretical importance. On the practical side, this kind
of analysis may help to localize the difficulties that an individual has in verbal
comprehension, Moreover, this approach could fead to a set of rules for writing
casily  comprehensible instructions, The analysis of these tasks in terms of
tundamental processes helps to unravel the, Gordian Not of verbal comprehen-
SIOT,
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Understanding Complex

Task Instructions

Hérbert A. Simon
John R. Havyes

Carnegie-Mellon Universi ty

In the ninth Carnegie Symposium on Cognition, we described the processes used
by human subjects to understand the instructions in a problem-solving task
(Hayes & Simon, 1974). The aim of this chapter is to build upon the theory of
the understanding process (and the UNDERSTAND computer program) devel-
oped in that previous paper, and to draw out the implications of the theory for
educational processes and practices. The discussion will be organized under three

“main topics: the UNDERSTAND theory and some directions in which it needs

to be extended, the role of prior knowledge in understanding; and the pedagogi-
cal implications of a theory of understanding. It will focus upon a strategy for
analyzing tasks with a view to dxscovermg what is involved in understandmg
them

our society. A functional illiterate is someone who cannot perform’the reading
tasks with which his job and his daily life confront him. The illiterate cannot

“read and understand the directions on the medicine bottle, the do-it-yourself kit,
-or the soup can. He cannot understand the fine print on the traffic ticket or read

his personal mail. He cannot read the instruction manual for a piece of equip-
ment used in his job. Although only a modest amount of research has been'done
on the causes of functional.illiteracy, the data“that are available suggest two
generalizations about it.

1. Functional illiteracy is primarily an understanding problem, rather than a
reading problem. That is to say, most functional illiterates in our society possess
the basic decoding skills for reading the printed word. What they lack is
adequate vocabulary, knowledge, and skill to interpret the communications that
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- are directed to them, regardless of whether those communications are written or

spoken. This has beeir demonstrated very convincingly by Sticht (1972), who
has shown that it a person can understand an oral communication. he can almost
always understand the same commupization presented to him in wrmng, and
vipe versa. Hence any major attack on adult functional illiteracy must be
diyected at improving language understamding skifls, and not simply at improving_
the decoding skills ot heginning reading.

|
2. Much of the ditficult langnage that an mdmdlml encounters in daily life is

) hmnd in the instructions he receives about what to do or how to do it.

-ql . N 3 . ISTE] .
II}n‘wlun\ any major attack on adult functional illiteragy needs to place special
cn‘lphasxs on the improvement of the skills of understanding instruetions.

'H anderstanding instructions is an important component of lumtmnal lltemcy
for wdults in their everyday and workaday lives, it is an even more erucial skill
tor chibdien, adolescents, and young adults who spend their days in school.
Schools fureliding universities) are the most persistently evaluating institutions
m our society, They are continually testing their students, and the heart of
testing 18 determinig whether someone can carry out successfully a set of task
mstructions. Someone who cannot understand instructions cannot pass tests.
Hence, understanding instructions is one of- the prineipal skills we test in the
schoals.

But the understanding of instructions enters school tasks by still another
roate, Schools teach, or attempt to teach, their students to solve problemsin a
wide tange of domans, The first step in solving a problem is to understand
1t that is, to make a meaningful description of the problemn situation (This view,
that to understand is to mahe d description of the situation, is elaborated in the
pent sechiont But a description of a-problem situation is nothing more nor less
than aninstruction that detines a tsk and requests that it he pertormed. Hence,
a significant component of problem solving skill in any domain is the skill of
understanding the instractions tor problemsin that domain,

THE NATURE OF UNDERSTANDING

Oune understamds task instructions if he can program himsel! to attempt the
tash Thas does not necessarily ‘mean that he can perform the task successfully.
Must peaple can readily smderstand the Four Color Theorem: Any plane map
can be colored with pot more than tour colors in such a way that no tetritories
with 1 common border have the same color. If a person knows what a proof is,
e can program humsel to respond to the instruction: “Prove the Four Color
Fheorem.™ His chanees of siccess, however, are miniscule: in spite ot the efforts
of numerous first-rate mathenuticians, no one has sueceeded in hndmg a proof
of the Four Color Theorem  or, for that matter, a disproof.

. o
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2

What, more precisely, does it mean for a person to understand a task that he
may or may not be able to perform? At a minimum, it means that he can test
"the adequacy of a purported performance or solution. But ordinarily, we expect
something more than this minimum of understanding. A person appfoaches a
new set of task instructions equipped with certain snmewhat general problem-
solving capabilities. Somehow, he enlists these problem-solving capabilities in the-
task which the new instructions present to him. The process of understandmg
the mstructlons is precisely this enlistment process

°

A Specific Theory of Understanding

In our previous paper we repa’)rtsrjd on the UNDFRSTAND program, a Lomputer
simulation of the understanding process. The UNDERSTAND program einbodies
the following theory of the pmces“ Before any specific problem can be
attacked, it must be described in ternis of a problem space—a space ofsnuanons
that may be visited in a search for a solution—and a set of operators 6r “moves”
-for changing one situation into another in the course of the search )
Consider the problem of choosing a move in the g"lme of tic-tac-toe. The
problem space here might be the space of possible game situations, of arrange-
ments of crosses and circles on the 3 X 3 array. The move operator adds a new
ctoss or circle to the array. Given « way of répresenting the various possible
game situations, and a way of moving from one to another-of these, a problem-
solving program like the General Problem Solver, GPS (Ernst and Newell, 1967)
could go to work on the task of finding a good move in tic-tac-toe. (Actually,
GPS. would need a few other ““givens” beyond those mentioned above, but the
problem space and the, move operator are the central requisites for it.) To ask

_how the UNDERSTAND program goes about understanding written problem
“instructions is to ask how it transforms those instructions into a problem space and

a move operator. As we showed in our previous paper, this is accomplished by the

 UNDERSTAND pmg,mm and .by human subjects as well, along the followmg

N

lines:

1. The input instructions are analyzed syntactically by means of a parsing’
pmgmm

. A searchds made through the analyzed text for sets ()f“ \bjects” that need

to be represented in the problem ﬂn'u.e and sets of re dthnS among these

- objects.

3. A structure is created that permits objects and their relations (and thereby
situations) to be represented. The representation is used to store information

extracted {rom the problem instructions atout the initial and goal situations. -

4. A search is made through the analyzed text for operators that change the
relations among objects.

o 274
ERIC |

v ‘o
.




P I

.

Sevientio ey iy oardhed tor o pecabbe semuanic iterpretations of the
Lo cperat e Yasoctated wath the miterpretations mosenmantic memory e

cor o tadl e the cormerending changes inomenory structures.
s e repe e entation creatnd westep 03 s deserthed, to provide the informa-
o v e theamterpretad Change operators, The e opetators have the task
o nnall arrvane o the prees tony e satiaton tooanother by making the
appreprate chane s the tepresented situation

Fora e whiat cach step means i tenms of £ sumple, congrete example, Table
Poress theamtiaettons tor U Mogister Problem.” The tiest step inounderstand-
e thee peerders s Qi ewer the strtace stiactiees of the component sen-

frogs, ot net prencans and other cackwand reterences, and to carry out
hother avntactic tashe o thas hind that wonld be pertonned by a parsing
S / 5

P coomd ep o e udentinv e the syatactically analyzed sentences, the
A touneohve o the probleme in this case monsters and globes, Similarly, a
soernber of rebateae s be wdentified: monsiers are ordered by size, as are
clobwthere an e seldions of “holhing™ and of “teleporting™ or “giving.”

o the thied stepo o way moet be fonnd tor representing situations in which
sertendar monsters hobd particalar globes, Ina memory capable of storing list
steactiares, sdiche o representation soreadily constructed as tollows: A node s

* seateb i ernony Libeled SCureent- Situation.” An attribute, “Monster-List.™ is
oo tated with that node, having as its value o list of the ngonsters: “Monster.1,”
“Monster 27 and "Monster. 377 Wath cachh monster node is associated an attrib-
ey USiee bavir s ovalue USmall™ *Medium or “Large.” A second attribute
Aewnated with ach monder iy UGlobes-Teld” The value of “Globes-eld” is
st st ot the e of the wdobes carrently held by the monster in question,

TARLE 1 .
A Moanares Protidem

fne o cededd el monsters were hobdinge three Crvatal elobes, Because of
oo paten e hamnel peogbaneties o thorr nehborheod, both o monsters and globes

e et chree seees owpth ne others permuatted. snolls meedium, and large. The

sl s enster wa hoddiee the smadb elobe) the smadl monster was holding the large -

‘ b b toee o nerer oo b e e medimiaered clobe, Smoe this situation

b b denebaped e of svmmeesy, they froceeded to teleport globes from
- et bt e b e o onld have 1 tobe proparteamate to s own size,

) ‘.J catn gt omplioated the b e e problem sinee 1t requires:

Ui et chibe i b rrepnnted oy e, N

3 oot e ey bbb e B Be n transtat onby the Lireer of the two,
oo :

b e e be repvaantted e nnseder whe s Bobline g Lareer elobe.
. - ] s

Lo g ot tebeperiateon L the nonsters hove solved ths problem?

NG
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o
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TABLE 2
A Reprpsentation of the st Situanion for the Monster Problem

Current Situitton
Monater Lot

Monster ]
Stre Medin -
trhobre Tist
Globe, |
Stz Small

"Mt ?
Gr Small
Gl be st
Globe 2
Swer Large

Monster 3
Size Lanpe
Gloshe 1yt
(v!“lh‘ ;
Size Medmm

Each globe is described by its size in the same way as the monsters are. The
cenitire represent. »n tor the initial problem sitvation is shown in Table 2,

As fourth ane 1l steps, the move operator must he identitied, and it must
receive i semantic mterpretation, In this problem, the move operitor may he

represented us’ )
GIVES(Globe X Monsrer . Y, Monster 2.

which may be read as: “Monster ¥ gn\cx(;luhe X to Monster Z,7 Notice that this
operstor mvolves one object belonging to one class {globes), and two objects
belonging to another class (monsters). This charactenistic allows GIVIES to be
interpreted as an mstance ol the MOVE operater which is already stored in
long-term memory, along with programs that, when provided with appropriate
informution about the representation, can actually carry out the move:

MOVE (LI B 1B

The operation of moving 1.1 tront B.1 to A.2 consists in deleting the relation in
the repfesentation of the situation that holds between 1.1 and B.1, and then
establishing the corresponding relation between A1.1 and B.2. How this is to be
done depends one the wav m o whieh the relation between the s and the B is
actually represented tn memory. . '

The sixth step. then. 1s to provide the MOVE operator with the information 1t
necds in order to act upon ‘the representation of the situation. This is accom-
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piohed by constiicting descaptons of e vepresentation G tormualized version
o the b !:','_H;h~f.m;tl.tgi‘ descuption we proasded o tew paragraphs earlier), Using
PMOVT Gperaton s nowmterpret “Monster Yogives Globe

Vot Moanter 27 0 meanne that Globe Vs to be deleted from the value list of
the gergiore Globee PR Mo ten Y and s 1o be added to the value list of
the artnbars Geode HLE o Maree Z0 18 the situation had been represented

e Loy optin

I

ditterently by stonmg thie It ot slobes, say . and wssoctating with each the name
ot the monster holding st then the”actual operation of making a move would
hase eenabtered aecordingly . Ie that case, the move would have been made by
debrtear the Jonating monster’s assocation with the transterred glove, and
sectati the redenving monster with that globe. Inceach mstance the, processes
ot the MOVE oper, nnr would be wntrnllul by the dnsmptmn of the particular’
representation i use,

I immany, the UNDERSTAND theory asserts that a person understands a
problem dike the Monster Problem 1t lie has construeted a representation for
problem wtgtons (possible distributions of globes among monsters), and if he
ettt consider hanees mthe problem situation corresponding to legal moves and
actally carrs aar those chunees one the stored representation. The reason for
separedind thus as onderstanding o that, eqpupped with this interpretation of a
probleni a problem selver can attack it by applying means-ends analysis to it. He
carg eletermine mowhat gespects the goal situation (all morters holding globes
preportionats t their ow v sizes) ditters from the initial situation, and how these
dittersnees maght be remove by applving the MOVE operator. We repeat our

carlier cantion tosay that the § roblem has been understood does not imply that
1t can be solved etther eastly, ot at all,

Oral versus Written nstraction

<Al of the steps 1 the undenstanding process that have been described are

essential, regndless of whether the task anstiuctions are received orally or in

wattinr. We cited earlior somw empirical evidence (Sticht, 1972) that for adults

the Qutionlty of amlenstanding instructions is largely independent of instruction

modality. However, there are some differences between oral and written com-
sttt that can attect understanding substantially

Tl most amportnt distmction s that oral instructions may exceed the

peate imits of Shorttenm memaory. For example, it would be extremely

Jittigulr e nderstgad the Monster Problem i Table 1 particularly the legal

ey on o stficl orad presentation. Subjects who are given the problem in

Chete e e ENDER G D prosram s ot these steps are provided in our
proeis paper HHe w0 Simong 1T I cthat paper. we abso discnss bow the nule
coddinne e Tespratnons apon whoomavy snee alobes 1 whomy are nterpreted. The
merh Ly e prethod S tnorpretng e ;e operator
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writing handle the STM capacity limitation simply by rereading the more
complex sentences as otten us they need to. The sentences stating the limitations
on transfers of globes and the sentence describing the initial situation are almost
always read a number ot times by our subjects. The other sentences are usually
read - and apparently understond -in a single pass. The UNDERSTAND program
makes a number of successive passes over the problem text, and is allowed as
much short-term memory us it requires, Henee, it approximates more closely the
conditions of reading than of listening.

Another difterence between vral and written instructions is that the former
contain stress and intonational cues, while the latter contain punctuation.
Although these ditferences could have important effects upon understandability,
we believe that in tact, the effects are usuafly small. The UNDERSTAND
program, ds it now stands, makes use of punctuation as a cue to meaning, but
not italics, nor stress and intonational cues.

Environmental Feedbick

Knowledge of results 15 crucial to any learning process, and the understandin;
process should bhe no exception. What knowledge of results does the UNDER-
STAND program obtain in the course of acquiring an understanding of the
Monster Problem” How does the program know when it has understood?

The program can detect whether it has succeeded in formulating some prob-
lem, but it cannot guarantee that the formulation is the one intended by the

.problem statement. The program’s test that it-lias performed its task amounts'to

detecting that it has constructed a representation of the problem situation, that
it has detined a move operator, and that it has interpreted the move operator in
terms of the representation. _

In some reallife understanding situations. and in many scnool situations,
feedback is correspondingly limited. In many instruction-understanding situa-
tions, however, the problem solver can seek cues to help him or her interpret the

" problem situation. Subjects solving the Monster Problem ask the experimenter

such questions as. >Can a4 monster hold more than one globe?” Does the
problem have a unique solution?” *“May a monster pass a globe to any other
monster, or only to the monster standing nearest to him?” Answers to these
questions narrow down the possible range of interpretations of the problem.

[n many other cases of real-world problem solving, the task posed by the
problem instructions is to carry ouf some external physical actions that have
observable physival effects. These observable eftects become another source of
feedback that can be used to aid problem interpretation, When someone tries to
follow the instructions of a do-it-yourself kit, the success ot failure of his actions
soon becomes apparent, and this gives him critical information as to the

‘adequacy of his understanding- of the instructions. If the instructions refer to a

particular component, and he cannot identify that component from.the parts

o 273
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Iy teent o hun, i ko that be does not anderstand the mstroctions, I
e mistinctions rgire two parts to he assemibled that he cannot tit together, he
Rttt B Leecnn andereand the fnstiuchons, :

I the Bty e there are nooserbal instructions at all ondy o situation to
beugderstoood amd dealt withe Adeakine Paneet 1s anomstraction, v me.” This
ity e eepinds s thae, i many e ealdile signations, mtormation for
urplerstunding what v 1o be done wodiawn e from exphert istructions than
rrom dioect pereeption ot the situation (1 1s drawn also, of course, from
foneeteray memory,a peant that we shall discuss Tater.), »

I somie Creess eapliar metrnetions are accompanied by worked-out examples.
Thio o done commonhy e mathematios textbooks, computer programming
puniads, sund astructions tor subects meopsychological experiments. In these
sttaateons the examples may supply suttictent information about the task and its
et cments oo mabe the explivit task instructions superfluous. This possibility
s been demonstanad by Donald Willamis (1972), who constructed an artificial
intethpence syt that programs itselt to take various Kinds ot intelligence test
hatteres feafeter enes completion, number analogy) on the basis of worked-
ot esamples, et withont cxpheit verbal mstructions.,

Perbaps the mont puereatine cases e those in which a subject receives
trendhack trean the comsequence. of i attempts to formulate and solve the
problent. For esample, a subject (deseribed by Hayes & Simon, 1974) read-a line
ot test st comebuded that the problent involved two participants. Thie next line,
Boseser, wnphed that there were three participants. At this point, the subject
el eexamiesd cach of the sentenees to resolve the contlict between them
Betere procesdine with b solation attemipt, This example illustrates a simple
Pt poweertud earstie tor redacine loeal ambiguity that is not incorporated in
the preent UNDERSTAND provrame inferences drawn from one part of the
problem b it be mude consistent with inferences drawn from other parts of
the et : .

Ariether cvample ot the ase of this benrstie by the same subject involved
aerprenne statenent of e toum, A does a task for B one part of the
tent b sabiest mrerpretedd this statement to mean that “A does a task to
Poront B whid moanother, he iderpreted it to mean that "A - does a task
metewd af B The sabtect’s recognition and resolution of this contlict played an
anpor Dt part m b accesstl formaslation ot the problem.,

The oneaatones e 1, not the only one that subjects use in deriving
tecedback feom ther attempts to aodve aoproblems We liave also observed a
Cabvaalin T hearse g employed. Brietly, it worked as follows: the subject
By peothesizetan operator for a problem. Then he discovered that the problem
Conldn b wslend with this spenator. e then concluded that the operator was
tapeprop ety amd beperthesized anew one. '

I sy, the tish o understandimg instructions when there is environ-
mentet tecdback 1overy ditterent tromn the uderdandsy task m the absence of
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such feedback. Feedback may result from ability to question the instruction-
giver, access to the actual problem environment, access to worked-out examples,
or the use ol consistency and solvability heuristics. In limiting cases, the
information available from these sources of feedback may be so complete as to
permit the task to be understood without any explicit instructions at all. Before
it can be regarded as a comprehensive theory of the understanding processes, the
UNDERSTAND program will have to be augmented to handle these possibilities
tor teedback.

KNOWLEDGE AND UNDERSTANDING

- What does the problem solver have to know already in order to understand o set
of problem wstructions” The description above of the processes used to under-
stand the Monster Problens imply that the kiiowledge requirements for under-
standing are relatively linited. This kind of puzzle may be atypical, however, in
the slight demands 1t takes upon stored information.

IH-Struc tured Problems

‘In the literature of problem solving, a distinction is often made between
well-structured problems, on the vne hand, and ill-structured problems, on the
other. (Newell. 1969: Reitman, 1964, 1965; Simon. 1973) Not all authors have
defined the distinction in exactly the same way, but a common theme running
through all ot the definitions is. that problems are ill structured to the extent
that the problem solver himselt must contribute toward their definition. Specif-
ically, we propose that a problem be regarded as ill structured to the extent that
the subject must buikl the representation he uses to solve it from information
generated during: his unsuccessful attempts at solution.

The distinction between well-structured and ill-structured problems desmbus a
continuum and not & dichotomy. Moreover, the illstructuredness of 4 problem
may take a vanety of forms. The problem instructions. may be couched in
technical language that can be understood only by one “skilled in the art.” Here
is an example, ftom a chemical engineering textbook, of a problem that appears
ill stenctured primarily because ot its technical vocabulary:

A throttling cilorimeter is attached to it line containing steam at 15 psig with a quality
of 98 7. What dogs the thermometer in the calorimeter read?

A problem may also he 1l structured because the instructions do not contain
enough information to permit a usable problem representation to be inferred
from them. As a matter of fact, the chemical engineering example illustrates this
potentiality for ill-structuredness also. There isnothing in the problem statement
that indicates how the témperature of stéam can be calculated from its pressure
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andd quality o definitions of “move operators” are supplied. They must come
fromn the veader’s hnowledge, TY thus knowladge is readily available to the reader,
the problear wil appear well structured to himeaf aceessing the knowledge itself
calls tor extensive problenmsolving ettorns, the problem will appear ill structured
to him. (See Nonman, Gentner, & Stevers, Chapter 9 of this volume.)

As one of his prneipal examples ot anillstractured problam, Reitman (1965,
Chapter /) examined the task of wnting a fugue. Here the instructions are
stmphiaity atselfs “compese a fugue.™ Directed to a protessional composer, the
wtractions detine @ goall for he can recognize o fugue when he hears one, and
can apply a vartety of tests to evalnate its qualtty as music. The instructions also
suggest to the composer o method of proceeding, tor they evoke from his
lona-term memuor, @ whole orgamzed system ot compositionat techniques. 1f the
Cemposer Joes ot set his quality criterion too higl, composing a Tugue. may
even hethier routing activity. From his standpeint, the problem does not
readly appeay to e db stractured aeall,

Understandieg Bz b

The example cited dbove show that dlstracturedness is, ina certain sense, in

the eyve ot the beholder Perhaps the best way to put it is to say that a problem is
db stenctarad to the extent that it puts demands on the knowledge and repertory
ot problemasolviny skills of the ~olver. In these ternms, we would say that the task
ot compostg a0 tagae s quite far alone toward the il structured end of the
contiminn, net hecanse the protessional composer would not know how to
provesd, but becaase, in proceeding, e woukd have to draw upon g large
repertory ot knoWwledge aand skall stored inhis long-term memory, and much of
thes night hecome accessthle only on the course of his solution efforts. For the
verson anshdledom coniposition. the problem would be ill structured in the more
radical sense that he would simply lack the knowledge that would permit him
e b bormndate thee problem, much fess to solve it,

Lot the matter ot stncturedness in ths helit, we can ask how well-
stroctared the Moty Peoblem o tor the UNDERSTAND prograim, What stored
Rrowledae dees the program draw npon,in order to understand the problem?
The UNDERSTAND progrim depends primarily upon a knowledge of the:
Footesh Laneenee, and woondartdy apon a knowledyge of the senantics of a few
Biac opdrators Gnothe Jase at hand the MOVE opeator), In addition to this
erodledie s hase conenahs taskeindependent, Capability for constructing repre-
etation romets ot objecte and relgtions, and for interpreting its basic
et ton e furin of thewe pepresentations, Fxcept tor funetion words (e.g.,
prep et cenrenone peaiiie s chech senve s cnes 1o jdennity the
sontete steectue the UNDERSTAND program does not nieed to kFnow the'
tnetnnze of Brodnd o woerdssbut anly the parts of speech to which they belong.
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“Monster” could as well be “Jabberwock™ or “thingamajig” or “blurb” without
making the slightest ditference to the program’s operation. As we have seen
earlier, giving a globe to another monster {“outgrabing a tove to a blurb”) has to
be recognized as an action that can be matched to the MOVE operator. Beyond
this, the meaning of *“giving™ or “outgrabing” is also irrelevant.

It is rather remarkable that this small amount of machinery and knowledge
enables the program to understand the instructions of the Monster Problem. We

generally call tasks of this kind “puzzles.” It is perhaps their independence of
specific intormation not contained in the problem statement that best charac-

_terizes them. However much they are couched in image-inducing language, they
are. in fact, highly abstract; and the processes for understanding them are
processes for identitying and further purifying the abstraction. Monsters become
objects of a certain abstract class; globes, objects of another class; “holding” a
relation between objects of the first class and objects of the second, and so on.
Semuntic meaning of these terms is a “cover,” to be stripped offin the process
of understanding the tusk.

The protocols ol subiects, attempting to understand the Monster Problem
reveal tht role of abstraction in the understanding process. Some subjects, and
especially those who proved mwost proficient at the task, were quite explicit in
casting out semantic trrelevancies. One subject reads, *‘because of the quantum-
‘mechanical pecularities of their neighborhood,” and comments at once, “Forget
that garbage.”™ Another subject, after repding the whole text once says:

Now ‘there wei% only three glubcs altogether. That’s not rhetorical. They were five-
handed monsters .. . that doesn’t have muach to do with jt, T take it, They could have
been two-handed monsters tor all 1 care,

Two subjects. on the other hand, who imported into the problem knowledge
*associated with the meanings of terms failed to understand it. One of these
subjects became preoccupied with the physics of the situation..He made such
comments as: "“You can’t have two energy states at the same time, according to
quantum physics; vou're either at one energy level or another,” and “the
medium wants to drop 1t's energy level to small negative and positive-ahlh.-
“energy levels.” _

The otlier subject who failed to understand the problem perhaps stimulated
by the mention ol “monster etiquette,” inttoduced a social dimension into the
situation.. He made such remarks as. *“You know, it seems to me if they all
agreed on an arbitrary standard [of size]. [ don’t see that there would be a
problem.” The subject saw that such collusion among the monsteri would
weaken the conditions on allowable moves.

Precisely becanse the Monster Problem was intended as a puzzle. the strategy
of making use ot the semantics of its terms only caused difficulty and impeded
understanding ot the problem. In other kinds of problem situations, the same
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strategs mitght be helptul, or even essential. [n the puzsle envitonment, however,
the siuvcesstul sabjects were those who applied abstraction techniques like the
Sanvorporgted in the UNDERSTAND progran.

Ilu distinetion betwesn puzzles and problems, like that between mm.tured
and dlstructed problems, describes 1 continuam rather than o dichotomy.
Some przzie problems require the use both of semantic knowled+: and abstrac-
ton, The Jubberwocky problem discussed by Newell and Simon (1972) is just
suchoa problen In this pusse a familiar river-crossing problem is coded in
nomense words, Thus, “a heavy father and two young sons have to cross a swift
mver 7 s eoded as Taslithy tove and two mimsy borogroves have to
outevittle g tenmions bandersnateh,” Subjeets attempting to solve the problem
fraquently mterpret the string “to out-wittle a bandersnatell™ to mean that the
participants have to cateh or kil some creature. This terpretation suggests an
cperation that tocompleted when any one of the participants accomplishes it,
vither than when all three do so Tras clear then that the semantics of groups
oy pveramportant for the correct formulation of the problem.

Sermanties an Algebira Word Prablems

Werd problems or sty problems malgebra provide an example of a problem
Joman where semantic informsition may be used, even though the problems can
he understood with rather hittle reliance upon semantics. Several years ago,
Bobiow (196X constiucted an artificial intelligence program for solving such
problems that rehied pnmarily upon sy atactic cues. The program operated in two
st brst o transhated the story dnto algepraie equations; then it solved the
Sidaftons

Bobi w s prosoan needed to be able to interpret a small number of mathe-
matreal teems tor example, “equals™ and its synonvins, “four times as great as,”
“less that,” Utwice s many,” the names of the numerals, and so on. tt also had
v specnd weman e capabifites o Handline aee, tae, and distanee problems.
Bovorst theo o depended entreely apon synt‘unu means for its trimslations,
Honee, it senantios was not mach more ¢labwrate than the semantics currently
meorporated in the UNDEFRSTAND program.

S‘;xm,-qu:ml& Paige and Simon (1960) examined the protocols of human
sbpey boweon ke alrebra word probfems to see whether the processes they used
voemhis b thow eorporated e Babrow™s program They constructed & number
o problenys that represented physically impossible sitwations. For cxan iple:

Phy b o gudters o man Bas s weven tees the pumber ot dlnk‘\'hc'h'.l\. The v:llne_. '
ot e e bt salie o the quuar s by e Jollars and ittty cents, How many

Bt o g b ey

Subgecrs sesponded e three distpett ways, Some subjects made a literal (syn-
tactied tramslition ot the problems i the cxauuple quoted above, they arrived at
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the equation
f9x =250 +25(7x).

Other subjects, apparently noting that the value of the quarters must be greater
than the value of the dimes, simply assigned the extra two and a half dollars to
the other side of the equation. Their solution made sense' of the original
problem, but did not represent an accurate translation of the problem statement,
A third group of subjects objected that they found the problem contradictory.
They could not reconcile their (accurate) tlanslation of,the problem statement
with their interpretation of the physical reality of the situation.
This experiment demonstrated a considerable variation among human subjects
in their relative reliance upornt syntactic and semantic cues in doing algebra word
-problems. It also shows that, when the subject’s semantic knowledge is taken
into account, many problems have considerable redundancy. Different under-
standing processes may accomplish their task by making use of different parts of
the redundant information, lence, from the fact of understanding, one cannot
infer a unique program that brought about that understanding.

St;lés in'Understanding

In the complex tasks handled by professionals, only a small part of the task
information comes from explicit instructions. The vast bulk of this information
is retrieved from the professional’s long-term memory, where training and
‘experience have placed it. A few studies have begun to disclose the nature of this )
professional knowledge, and how it is used in problem solving, Clarkson (1963) !
- simulated the professional decision making of a bank trust officer, while the
decision making of chess .masters has been studied by de Groot (1965, 1966), /
Newell and Simon (1972) and Chase and Simon (19734, b). We will need many
‘more such studies, over a whole range of professions,.to explore and characterize
the variety of understanding processes.used by professionals. { :
Parallel to" the differences among problem domains are differences in the . ‘
strategies. or styles, that problem solvers may employ in seeking to understanid
mstruumns The success of a particular style may depend on its appropriatene
to the problem domains to which it is applied. For purposes of discussion, w
may consider a style that emphasizes abstraction processes, one that emphasizps re- - ¢
trieval from semantic memory. and one that emphasizes metaphor and Jnalogy. S
In the previous section. the first two of these styles have already received some
attention. We saw that success in understanding a puzzle-like problem depends
on skill in abstracting and i disregarding irrelevant semantic interpretations of
the problem vnuHular). On the other hand, we saw that mgre complex prob-
lems are generally inscrutable without semantic interpretation: The third style
that employing analogy and metaphor needs some additional discussion.
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Several subjects, contronted with the Monster Problem, said, "This reminds me
of the Tower of Hanen puezle.”™ The Tower of Hanot is a puzzle involving three
pees and G onimber ot deske o ditferent sizes that can be placed in pyramids on
the pegs. Disks can be mgved, one at a time, with the constraint that a larger
disk may mever be placed npon a smaller one, The Tower of Hanoi is. indeed,
somarphite: with the Monster Problew. Any legal move inn the former cor-
responds to g legal mlove w the latter, where pegs are mterpreted as monsters,
amd ks as globes (with “larger™ and “smaller™ interehunged). In principle, a
sbject whe was familiar with the Tower of Hanoi could, when he noticed its
resenthiatoe tothe Monsier Problem, “ondeistand™ the latter by mapping it in
onv-tosone bshion on the former. In tact, none o the subjects who noticed the
anabogy succeeded i carmyving out the mapping. They all tound it casier to
constrnct a new representation ol the \Innstcr Problem, distey garding what they
had soteed aboutahie simlanity,

This v not to s that there are not other situations in which Jn.llt)") could be
msed tounderstund a problem, or that there are not other subjects who could
carry it such o+ mapping. Nor can we vet explain why recognizing the similarity
was not helptud i andernstandmg the Monster Problem,

Fhere exists at least one atificial antelligence program that makes use of
analogy 1o sobve problems, Kling (1971) has construeted a theorem-proving
program that, contronted with 2 new problem, searches its memory for theorems
proviowsly proved that resemble the oue betore it. 1 1t finds such a theorem, it
retneves the proot. and tries to construct a prool ot the new theorem along the
lines of the old proo.

Fhe central capability required of an analogy-using program is to be able to
form the analogy . This means there must be some way to mateh elements of the
one situation onto elements of the other o determine whether there is an
tomorphism, or at least & one-many mapping. Matehing programs that will do
this over some interesting range of sitnations have proved difticult to construet,
althoukh some progress has been made in his direction (Moore & Newell, 1974;
Stnoni, 1972)0 Analogizmg, 1 probably an important human teehnigue for
nnderstuiding problem instractions, but we know relatively little about it from
etther a psychologieal or an artificial intelligence standpoint. It is completely
absent trom the UNDERSTAND program,

These rathes shetvhy rennarks may serve to suggest some of the parameters of
syl mounderstanding, There s evidence. some of which we cited in an earlier
section, that there are large vanations st_\lc among individuals, and that
iudividials do not always employ the understanding style that 1s most effective
tar the situation betore them The theory embodied in the presemt UNDER-
STAND prograra does ot take these style ditferences into aecount: the style of

“the present proviam very much emphastzes abstraction processes. makes only a

Bl neeof hnowledor mosenmantie memon . aind s completely mnocent “of

metapher ang anabosy cu
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UNDERSTANDING INSTRUCTIONS
AND INSTRUCTION FOR UNDERSTANDING

The remainder of this chapter is concerned with the educational implications of
what we have learned about understanding instructions. These implications point

'in two difterent directions. In the first place, 'we should be able to use a theory

of the understanding process to improve the art of writing instructions. One way
to teduce functional illiteracy is to reduce the complexity of the instructions
which the illiterate meets in his daily life. A good theory of the understanding
process should tell us what we have to do in order to accomplish this..

“In the second place, we should be able to use a theory of the understanding .
process to design educational programs aimed at enhancing students’ abilities to

~ upderstand complex instructions. Iff we cannot move the mduntain, we may be

able to move Mahomet. Let us look at each of these strategies in turn.

Simplifying and Clarifying Instructions’ - *

This is hardly a new topic. A large part of the effort devoted in schools to
improving students’ communication skills is directed at helping them to write
more clearly and simply. There exists, theretore, a large body of lore, based on
extensive practical experience, as to what constitutes clear writing. Is there
anything that a theory. of the understanding promss can add to this well-
established educational practice? v

To answer that question calls for a subshmtml research and development
effort. One part of that effort might well be devoted to understanding and
rationalizing what is now taught in courses an writing. If the theory we have

‘been dutlining here has any validity, then it should explain why one form of
“expression is clearer and simpler than another: Since the research remains to be
. done, we can only hint here at the form the explanation might take.

It one includes in instructions information that is pot useful for interpreting
the instructions, then the reader may be misled into unproductive or misleading
analogies. We have seen that a vital part of the understanding process is to strip

‘away the inessentials from the problem statement, and abstract out the elements

from which the problem representation will be formed. Reducing the number of
inessentials to be stripped should simplify the process.

The theory wiarns us that irrelevance ot information is not to be confused with
red(md:mcy. While irrelevant -information in problem instructions may make it
harder to discover what is relevant, redundant information—or at least informa-
tion that appears redundant to the writer--may actually help the reader to
resolve ambiguities. Where a particular phrase or clause can -be interpreted in
more than one way, the consistency heuristic discussed earlier may be used to
find another passage where some of the same language is used, and to seek a

- common, consistent interpretation of both passages. Application of this strategy

L3
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requires that there be some redundancy between the two passages. In extolling
the values ot brevity, manuals on good writing do not generally make explicit
the distinction between eliminating irrelevaney and elintinating redundancy..

The theory alerts us to the semaatic information that is needed to
mterpret nstractions suecessfully, and suggests an approach toward systematic
wentitication of that information by analysis of the problem structure. The
instructions can then be tested tor completeness o see whiether they contain
the semuantic information that the reader cannot be assumed to have already
available. For example, Bobfow’s program for algebra word problems could not,
if it were deprived of the tormula, 1) = R X T, solve rate problems. Constructing
an artificial mhllwcnw prograin {o perform the task would provide an iventory
of the semantic mtormation required for performance. Similarly, submitting a
set of task instructions to the UNDERSTAND program would reveal the seman-
tic mtormation needed for understanding those instructions.

Ihus. not only nught theory illuminate the nature of clarity in writing, and
wiys of attaimng it, but artificial intelligence programs, through their further
development, could he wsed to analyse the structure of particular classes of
problem environments, and to “debug” instructions by identifying points of
difficulty in them. '

Teaching the Skills of Understanding

It s unrealistic to think that we can make more than a dent in the problem of
furctiongl illireracy by simplilying and otherwise improving the quality of oral
anid written mstructions, At the sume time we seek to improve the performance
ol the speaker or writer, we must seek to increase the ability of the listener or
reader to comprehend complex prose. On the basis of the theory of understand-
ing set forth here, we can sketeh out some piausible, but untested, ideas as to
how th# job tight be tackled.

To the evtent that umlcrsldmling problem instructions involves semantic
knowledge about o problem domam, there is no substitite for having the
requistte knowledge. A person cannot interpret algebra word problems unless he
knows what such phrases as “twice as many” mean. Training in understanding
problem instructions \m’r‘nnt teach him this: training in arithmetic or algebra
might -

Where semantic information 1s involved, leaming, to understand problem in-
structions cannot he separated from learning the subject matter of the problems.

To the extent that functional illiteracy stems from lack of such knowledge, no

ERIC-. 23

amount of training in how to read or listen will remaove it.

But there is 1o reason to suppose that all inadequacies in interpreting problem
mstructions stem from deficiencies m subject-matter knowledge. In the example
ot the Monster Problem, we saw that some subjects failed to arrive at a suitable
problem representation, not hecause they lacked information, but because they
dragged mrrelevantinformation instead of abstracting out the essential problem
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elements. Their difficuities might have been reduced by appropriate training in
the skills ot interpreting instructions.

A st topie of instruction: might be styles of interpretation. An awuareness
could be developed of the need to select u style of attack appFopriate to the
problem domain, and practice could be givén in changing style in response to
cues imbedded in the problem instructions,

A second tople ol instruction nm_hl be the abstractive style itself. The
UNDERSTAND program provides a framework for .llldl.l\lllg, instructions by
abstraction. Practice feould be wiven in identifying important sets of objects
mentioned in the pfoblem instructions, identifying relations, constructing a
representation of the sitfation, dentifying the operatoss and conditions.

A third topic of inytruction might be training in the style that maximizes the
5 and analogy. At the moment, we have lltllu o suggest
about the specities o) domg this.

A tourth topie of instruction might be the skills of obtaiding hcdhdck from
the mstiuction gver o1 trom the task environment. Practice could be given in
t.ldnlym;~ task instrictions by, asking questions, by making solution attempts to
identify ambiguities, by searcling Tor and exploiting redundancies in the insfruc-
tions thenselves. The tield of computer programming might be a useful and
appropriate domawn within which 1o practice such skills. Programming problems
can be proposed at any desired level of ditficulty and clarity. Programming
manuals are anexluustible sources of uncledar (and oceasionally clear) problem
instructions. The computer itself provides a real-world environment in which
understanding can be tested and feedback obtained. The idea of using computer,
programming as 4 donuin for teaching the skills of understanding instructions is
not wnrelated to the proposal and experiments of Papert and Minsky (sec Papeét.
1971), who nse programuming as dnn'f:n.n for teaching general problem-solving
skills. {See also Norman, Gentner, & Stevens. Chapter 9, this volume).

No doubt these are only a fraction of the possibilities for specific instructional
plans for raising the skills of understanding instructions. As we acquire more
adequate thesifies of the understanding process, our abilities to construct etfec-
fve tramme procedines should inerease. In this chapter we have tried only to
suggest some generdd hpes of attack on the problem: we are under no illusion that
we have solved it, Ttis well worth solving, because it is deeply nnphcutcd in the
extent and sev -m. ot fime tional illiteracy in our society.
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Education and Understanding

Allan Collins
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' Education has typically dealt with the problem of understanding only in terms of -
“the mechanics of reading, that is in terms of learning which words go with which

printed strings of letters. The two chapters by Just arid Carpenter, Chapter 13, and
by Simon and Hayes, Chapter 14, deal with the problem of understanding in
two quite differert ways, both distinct from the mechanics of reading. If Simon
and Hayes are correct that the difficulties adults have in reading are deeper than

‘the mechanical level, then surely it would be worthwhile to teach people

understariding ‘skills as well as reading skills. So if it is possible to analyze
understanding in deeper terms than the mechanics of reading, the 1mphcat10ns
for education should be important.

Just and Carpenter deal with the problem of understanding principally at the
level of the individual sentence. The data they present to sipport their model of
sentence processing is very convincing. Underlying their model is a comparison
or matching process, which they treat as a simple, unitary step that can be
repeated different numbers of times. I suspect their comparison model is -
basically correct and I have argued elsewhere (Collins & Quillian, 1972) that
such a comparison process pervades all of human language processing.

In the tasks Just and Carpenter have used, the comparison process would be
quite simple, and assigning if a fixed duration as they do makes sense. But the
reader should not be misled into thinking that it is always a simple process or
that it has a fixed duration in general. This could be shown evgn in the kinds of
tasks Just and Carpenter have been using. For example, consider the task where
a sentence such as “The dots are red” is compared against a picture of red dots.
One manipulation that should affect the duration of the comparison process is
the perceptual similarity of the color‘in the sentence and.in the picture. If the
dots are red,for example, sentences such as “The dots are purple” or “The dots
are pink” should take longer to reject than “The dots are yellow ” This kind of
example can be extended into the semantic domain. If a picture has red dots;
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veritying a sentence like “The circles are red” or “The squares are rud " involves
deciding whether dots can be circles or squares. Similarly if the questlon is
whether “The dots are crimson,” *“The dots are maroon,” or “The dots are
colored,” this involves degiding whether crimson, or maroon,-or colored can be
the same as red, The point is simply that the comparison process itself can be
complex, involving subprocesses of different durations. Just and Carpenter’s
fine-grain anualysis of processing may be-extendable to analysis of the t.omparlson
process itself. -

There is one other question I might address with respect to,Just and Car-
penter’s chapter: that is, are they dealing with the real problems of under-
standing? The answer is, I think, that thiey are dealing with some of them. But
there are other even more difficult problems that they have avoided. The
assumptions of their verification studies is that the relevant knowledge is directly
stored as a single-entity. In their studies this is so, because they’ve made it so,
but in real lifc it is usually not the case. Often answers must be inferred from
several pieces of knowledge scattered about in memory. Even when Just and
Carpenter analyze reading comprehension tests, they have not tried to deal with
how the reader relates the information in a paragraph to his various kinds of
knowledge about the world. These are probelms that are probably beyond the -
scope of the fine-grained analysis which Just and Carpenter @¢ using. But they
are susceptible to the kind of analysis that Simon and }queg are attempting in
their chapter. Simon and Hayes analyze what it means to understand the
statement of a problem. Their discussion of ill- stru(,tured and well-structured
problems directly addresses the issue of how muc,h Knowledge aeader brings to
bear in understanding a problgm. It is perhgpsOne-of the most important points
in the chapter. As Simon and Hayes point out, a problem is ill structured to the
degree a person needs to use knowledge beyond that which is in the stz*ement of
the problem, either to understand or solve it. The distinguishing teature of
problems like the monster problem they have been working with is that relatively
little special knowledge is needed to understand the problcm It is a well-
structured problem. .

Is life like a monster problem? Ag.,am I want to be wishy-washy and say yes
and no. [ think people spend much of their time problem solving, often at a
subconscious level. For example, problem solving turns up when people try to
answer,_questions to which .they do not have prestored answers (Collins, War-
nock, Aiello, & Miller, 1975). Therefore, one of the aims of edueation sHould be -

- to teach people how to understand and solve problems as effectively as possible.
This attitude reflects the views of Simon and Hayes and Papert (1972) of
education. But there is a difference between the two views. Papert tends to
discount the teaching of factual knowledge as a legitimate goal of education,
whereas Sinion and Hayes’ view stresses the importance of knowledge for dealing
with ill-structured problems. It turns out that most of life’s problems are ill
structured. and so acquiring and using factual knowledge is crucial to under-

’
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standing most problems. It is because of this that life is not like a monster
problem, ]

Consider the kinds of real-world difficulties in understanding that Simon and
Hayes cite at the beginning of their chapter. People cannot understand instruc-
tions on soup cans because they do not have enough knowledge about cooking
of the kind qQne acquires from practice, or knowledge about the basic terms in

" cooking like “simmer” or “colander,” or knowledge about the structure of

recipe instructions that one acquires from reading recipes. Alternatively, con- .
sider the problem of understanding traffic tickets.” There the difficulty. in
understanding may derive from the use of legal language and concepts. In such
cases understanding may involve knowing what to ignore, as Simon and Hayes
point out can be important in monster problems. But knowing what to 1gnore
here requires a prlmmve knowledge of law

These examples émphasize the fact that monster problems probably are a good
place to approach the problem of understanding, because the semantic knowl-
edge nceded to understand them is relatively limited. But the difficulties in
understanding soup-can instructions and traffic tickets will not be solved by a .
deep. analysis of monster problems, because ‘the difficulties arise in having
enough knowledge about the world and using it appropriately to ﬁll in the
information that the text assumes. .

The important conclusion from all this is that there is no easy way to educate
people to understand Because life is full of ill-structured problems of the kind
that soup cans and traffic tickets present, we need to have a huge amount of
world knowledge, together with' the kind of understanding and problem-solving.
skills that Simon and Hayes or Papert advocate. Papert’s viewpoint should
probably be stressed, because school teachers heave only tried to impart world .
knowledge and not these other skills. By deemphasizing the teaching of world
knowledge, educators may be induced to strike a more even balance. But in the
end there is no way to teach people to understand soup-can instructions without

. teaching them a lot of things about cooking.
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Instruction in Difficult Contexts:
‘Comments on |

‘Just and Carpehter ‘
-and Simon and Hayes

Robert Shaw ' _ .

University of Minnesota

" Iam in essential agreement with Collins-(Chapter 15, this volume) that Chapter
13 by Just and Carpenter is a fine piece of work on a very difficult problem.
Therefore, having np major criticism to make, I address my comments to the
broader question of the relevance of research such as theirs to other problem
areas -of psycholo y. 1 would like to describe some of my applied research
experience in aphagia and art instruction in order tq demonstrate how a consis-

~ tent underlying fheoretical orientation has lead us to applied instructional
programs in two Widely diverse areas.

i TREATMENT OF APHASIA

——

. The most impr¢ssive aspect of the Just and Carpenter work is the fact that a very
simple model deems to account for processing latencies in a variety of linguistic
situations. I must admit that | smarted a little upon first reading their contribu-
tion because 1 saw that they had succeeded in finding a reasonably simple
linguistic processing model for various sentential transforms where attempts at
Minnesota had met with much less success (Clifton, Kurcz. & Jenkins, 1965;
Clifton & Odom, 1966; Walls, 1968).

- In 1966, Terry Halwes and I developed a partial transformational grammar for

~ English that produced the structural descriptions for elliptiml sentences. In a°

sense. our system constituted an early attempt to develop a “question—answer”
model that leht ultimately be used as part of natural hnguage or conversa-
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tional computer program. An explanation is in order since the experimentation
motivated to test this nfodel was not unlike that done by Just and Carpenter. My
primary purpose is to suggest some ways in which basic psycholinguistic research
in general may be fruitfully applied to the study and treatment of communica-
tion, such disorders as aphasia, in which normal lang,uage prouesses have some-
how become dysfunctional.

Even "though our success in applying psycliolinguistic techniques to the study
ot aphasia may have been slight, it may encourage such other researchers as Just
“and Carpenter to apply their more adequate techniques to the study of such .
langudge disorders. My nwin point is that the treatment of such disorders
_ necessarily involves assumption regarding the nature of instruction, or, more
precisely, Zeinstruction. Speech therapy is a form of reinstruction of people with
“pespect to g skill once possessed but now lost, and as such is indeed a problem
for instructional psychologists. For only to the extent that instruction is under-
s steod can ‘techniques for reinstruction realistically hope to improve. This, the

topic examined in this volume, cognition and instruction, is vitally important to
nearly all forms of clinical therapy in which restoration of a lost skill is the goal.

As is so often the case in basic research, Terry Halwes and [ did not even
consider the potential relevance of our work to instruction or reinstruction when
we were developing our grammar of elliptical sentences. Perhaps we should have,
but we did not. By relating our experience [ hope that other researchiers may be
made more circumspect regarding the relevance of their work to serious applied
problems. I believe that volumes such as this one surely help us all take a much
needed step in that direction,

Halwes and 1 borrowed from the transformational grammars that were then
under development by Chomsky (1965) and Lees (1960). Quf grammar differed
from theirs, however, in that it reputed to capture the relationship of a
declarative sentence to all the WH questions that might be asked about the
content of the sentence as well as all the elliptical answers that might be given.
For instance, consider the sentence, The little zebra nimbly jumped over the
stream. Restricting ourselves to just the WH questmns, some of the questions
that might be asked by someone who failed to process the sentence successfully
when first presbntcd for whatever reasons (distracted. partially deaf, retarded, a,
nonnative speaker, etc.), may ask: Waar did? Did what? Which Zebra? Jumped
where? Over what? How? ete. The corresponding elliptical responses to these
“ellipsizing™ questions might be offered: The zebra. Jumped. The little one. Over
the stream Nimbly. Our grammar showed that the same transformations used to
derive a whole %Sentence could tag scertain sentential constituents in such a
manner that either of two kinds of transformations might be applied to the deep
structure forms, an ellipsizing question or a correct elliptical answer to that
question. In other words, an “erasure” transformation applied in a compli-
mentary fashion to a given sentence to produce either a desired question or a
desired answer. Our theory established what we called the transformational
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relationship of grammatical complimentarity between ellipsizing questions and- -

the elliptical answers they evoked. All this was achieved with a minimal modifi-
cation to Chomsky’s (1965) version of the transtormational grammar of: English
and without destroying any of the desirable properties that such a grammar must
have if it is to contribute to a theory of language comprehension.

To initially test our grammar we showed that it could generate over 98% of all
the elliptical sentences given by a large number of adult normal subjects when

. asked the total set of possible ellipsizing questions about a wide variety of

sentences of various lengths and degrees of syntactic complexity. Later, given

the success of this initial test of our model, we attempted to determine-if a-~ =~

similar technique might not shed light on the problem of how linguistic knowl-
edge is represented. More specifically, we wanted to determine the extent to

- which our knowledge of sentences was represented in a form possessing some

degree of abstract similarity to their transformational description. By using the
ellipsizing question as a probe, we hoped to show that the latency of producing
an appropriate elliptical answer was proportional to the number of operations

used in its derivation by the grammar. If this proved to be the case then,

following a line of argument made populdr by Chomsky, our modified transfor-
mational gramniar (mostly Chomsky’s and Lee’s, that is) would be shown tp be a
valid model of how linguistic knowledge is represented. -

To this end, with Virginia Walls (1968) we developed what we-called the
ellipsis production task (EPT), which is carried out in.the following way. A

‘subject is given a deck of cards with a single sentence’on each card. The subject
" memorizes the sentence on a given card turned up in front of her, The subject -

theni turns the card face down and the experimenter asks an ellipsizing question

“about the sentence just memorized which she is to answer immediately. A voice

key is tripped by the offset of the experimenter’s voiced question and again by
the onset of the subject’s vocal response. Hence, a measurement is taken ofthe
time required for the subject to process the question.

Our primary assumption was that questions probing more complex answers
embedded deepest in the sentence would require the most time to process. In
contrast, elliptical answers’ whose derivations were simpler should take less
processing time to retrieve. Roughly, our hypotheses were borne out according
to a simple count of the number of rules needed to derive the elliptical respense
as predicted by our transformational grammar.for elliptical sentences. Unfor-
tunately, the derivational “distance” metric selected predicted less and less well,
the more complicated the predicted derivation. It is here that the Just-Carpenter
model seems superior to our earlier attempt to measure’ linguistic processmg
times.

Later, while working at the Aphasia Clinic dt the Mlnneapolls Veteran’s

Administration Hospital with the great aphaswlogxst Hildred Schuell, Wllllam'
- Brewer and [ attempted with some success to apply the EPT and other psycho- -

linguistic techmques to the study of-the aphasic communication disorder.
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However, owing to the untimely death of Hildred Schuell, the re$earch project
was never fully completed. Some tentative results, however, can be culled from
these efforts. .

As is" well known, it is very difficult to get reliable measures of linguistic
processing latencies from aphasic patients because the time it takes them to
produce any given utterince at any given time is highly erratic. thus giving an error -
term that renders any statistic virtually useless. However, their pattern of errors
on linguistic performance does seem quite reliable over tasks. Roughly, we found
that the errors produced by adult aphasic patients in either producing senténces
from given words, repeating sentences presented visually or orally, or in answer-
ing questions about sentences available in front of them (a modified version of
the EPT) were correlated with the syntactic complexity’ of the sentence or the
deriviational relationships among sentences—questions—answers. This suggests
that a correlation should exist between the latency measures exhibited by
normal native spc‘ll\crs in processing sentences and the error measures exhibited

" by aphasic patients on similar tasks (Schuell, Shaw, & Brewer, 1969 Sefer &
Shaw, 1972).

The. attempt to apply psycholinguistic and cognitive principles to the study,
diagnosis, prognosis, and treatment of aphasic patients forced us to rethink
seriously what we believe to be the nature of normal cognition and the role it
plays in nofmal communication. In Schuell’s Aphasia in Adults (Jenkins,
Jiminez-Pabon, Shaw, & Sefer, 1975), we present a functional schema for
cognition that organizes the contribution of all the various psychological com--
ponents we believe necessary to normal communication. Our theory of aphasia
and other communication disorders prov1dcs a characterization of each type of
communication disorder in terms of the dysfunctional relationships or inter-
actions among these necessary components as a result of trauma to the system.
In other words, in this book we have made a serious effort to define the norm
from which aphasia and other disorders deviate and to precisely characterize that
deviation. Furthermore. it is with respect to this cognitive approach to com-
munication and communication disorders that 1 feel the Just~Carpenter model,
as well us the models in the chapters by Simon and Hayes and by Shaw and
Wilson have particular relevance. In isolation oné may indeed question their

- relevance to current instructional problems in either the clinical or classroom -
-setting. However, when taken together, their potential relevance to the realiza-
tioir ‘ot a general cognitive model for communication-something. that is obvi-
ously indispensuble to the development of a true science of instructional design—
becomes obvious to even the most applied psychologist. ’

The potential relevance of basic research in cognitive psychology to applied
problems is illustrated in the cuse of the generative approach to conceptual
knovledge and the techniques of stimudative’ therapy developed by Schuell.
Therapy can be considered a form of instruction when the latter concept is as
broadly construed as I feel it should*be. The stimulative method of construction
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~whether applied in a classroom program to teach or improve language facility of
normal speakers, or in a clinical program to treat aphasics, is based upon a sound
_ pedagogical principle, namely, the principle that, in general, one should stimu-
late rather than correct. The idea Schuell repeatedly proved .in her clinic is that
defective responses tend to disappear automatically as language functions in-
crease. Thus, the time of the clinician, like that of the teacher, is better spent in
~ stimulating the proper use of all language modalities rather than in trying to

force patients to modify erroneous responses made sporadically along the ‘way.

The success of the stimulative approach depends upon the existence of what.
Wilson and I have termed the “generative cognitive capacity” for the following
reasons. Language is learned originally in childhood from experience with a set
of linguistic structures that is much smaller and less systematic than the dynamic
whole finally achieved by adulthood. The clinician, no less than the teacher,.
must discover what language functions (vocabulary, syntactic forms, sound _
patterns, etc.) the patient or student has, and use these as the material by which .
to stimulate or restimulate, as the case may. be, the cognitive processes and
physiological synergisms required for normal language processing. For instance,

*. the residual language remaining for most adult aphasic patients will be from that
area of knowledge- most closely related to the patient’s job and home environ-
ments. The words, concepts, and sentential structures that are most salient in
those subcultural contexts will probably contribute the greatest amount to the —-** .
patient’s residual language. If the patient is a farmer, then his residual language is
most likely to be about farming; if a doctor, it is about the practice of medicine;
if a lawyer, it is about the practice of law, and so forth. ,

Given both the logical necessity and the empirical evidence for the existence of

a generative cognitive capacity as discussed earlier (Shaw & Wilson, Chapter 10
“of this volume), what could be more natural than stimulative therapy? Here
simple exemplary sentences constructed from the patient’s residual vocabulary
‘are given to him for practice. The materials should not be so easy as to require
no effort nor so difficult as'to be frustrating. Rather they should be so suited to
the patient at a given time as to allow. for a moderate degree of success. Thus, in
this way the patient is allowed to build from success to success at gradually
increasing levels of linguistic complexity. Obviously, then what is sorely needed,
if such therapy is to be successful, is as precise a metric as possible for measuring
" the difficulty of the material. It is here that the demand for techniques for -
" measuring linguistic processing latencies and linguistic processing errors converge
with the need for a téchnique to select the set of exemplars to be practiced.

The senténces constructed from the residual vocabulary of an aphasic patient
and given to him for practice must be selected to be both exemplary and of
adequate difficulty, if they are to stimulate the traumatically deranged cognitive .

‘system to reequilibrate along the same lines as the functional organization
existing before the trauma. Since language is itself a generative system built up
originally from practice with perceiving and producing exemplars, restimulation
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during the course of therapy presuntably succeeds only if the cognitive system
retains sufficient generative capacity to become functionally restructured by
generalizing from the exemplars experienced.”

Thus, the generative model for concept learning alsgprovides an explanation
for why stimulative therapy should work at all. Moreover, this model provides a
new, more dynamic theory to supplant the traditional, essentially static theory
offered by stimulus—response psycghology for both positive transfer and so-called
“stimulus generalization.”™ The wedding of this generative model with stimulative
tlmrup& is testimony to the proposition that a symbiotic relationship can exist
between pure and applied psychology. ’

2

‘THE ROLE OF PERCEPTION °
IN GENERATIVE INSTRUCTION
I believe perception is the epigenetic fount of all knowledge gathering activities.,
By this-I'mgan that all concepts ultimately have their developmental origins in
the process of perceptual abstraction of invariant information from events—what
J. J. Gibson has called the pickup of invariant information over time. But since
this view probably runs counter 1o the more constructivistic account of knowl-
edge championed by most contributors to this volume, perhaps | should explain
what Wilson and |, following a Gibsonian line of argument, believe to be the .
nature of" the epigenctic process by which abstract concepts are specified by
perceptual experiences.” After doing so, | will relate this view to some of those
discussed in this volume. :
Our basic assumption. what nizht be called the event pereeption hypothesis, is
that all conceptual knowledge ultimately has it origins in the affordance
structure of events. By the affordance structure of events {Shaw, McIntyre, &
Mace, 1974) we mean the detectable invariant information determined by events
‘that specifies the true properties of its event source that may contribute to an
animal’s or person’s adaptative behavior. [low this may be will be explored ina
mometnt. L :
This hypothesis suggests that al] concepts, even the most abstract ones,
ultimately refer to events when the concept of event is broadly construed.-For
instance. theeconcepts of runging.: smiling, or ‘cating may be excinplified by
events tnvolving running, smiling, and cating. But what of more abstract con-
cepts such as love, justice, of truth? We also assume that these concepts
ultimately derive from the perceived affordance structure of events, namely, that
the coneept of lore is derived from perceived instances of loving, justice from
perceived instances where justice has been properly administered, and #ruth from
perceived instances where something believed to be the case was in fact shown to
be\ the case. This is not to argue, however, that cach concept understood by a
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.particular individual must be leamed by that indlividual from expen’enée with .

.actual events; for surely we often learn vicariously from verbal descriptions or

surrogate forms (movies, pictures, etc.), of other people’s experience, as well as

from ‘descriptions or representations of fictitious or mferred entmes {eg.,

stories, plays, models or proofs).
. In short, much’ of our conceptual knowledge of the world is socially derived
from 1nstmct10n by others or instructional materials. A word of caution: The

" event perception hypothesis should not be confused with the view of radical

“empiricism which asserts that perception is based on elementaristic structures

-

such as sense impressions, sensations or simple sense data. Under this view
abstract concepts are built up by a proceéss of association. By contrast, the view

_ we are offering does not assume a single simple level of analysis is sufficient to

characterize the relevant information liberated by events, nor does it assume dn
associative mechanism for compounding complex concepts out of simpler ones.
The cognitive capacity we believe to be at work is generative, rather than
associative, possessing considerably more structure (probably resembling that of
a mathematical group) than that offered by associative principles. Indeed, the
only premise our generative thieory of event conceptualization has in common
with radical empiricism is affirmation of the postulate of critical realism,
namely, that there exists a real objective world about which ‘we may have
veridical knowledge. In addition, our theory of the knowing agent is an active
one where that of the empiricist’s is quite passive. Now let me relate our
generative theory'of conceptual knowledge to some of the other views présented
in this volume.

Norman, Gentner, and Stevens (Chapter 9, tlus volume) suggest a network
description of the concepts, not necessarily linguistic, involved in money chang-

‘ing, say as in the case of making purchases in a grocery store. Here objects,

bearing specific relations to one another, are being transformed; that is, nioney
and goods are being exchanged in accordance with certain economic principles
apd. customs. governing behavior in the market place. Chlldren, according to
Norman, eventually learn this process by experiencing those events in which
grownups egdmnge. money for goods (sce Gentner, 1975). He begins his-
network analysis. of this knowledge by assuming that certain nodes and relations
exist among”them, but his model does not yet account for how such-primitive
nodes and relations are derived from experience.” The generative mecdel offered
by Wilson and me seems to supply the missing cognitive component by which
such nodes and relations are originally specified by events.

Such a generative perceptual component is no less necessary to round out
Greeno’s (Chapter 7, this volume) network approach. Moreover, Hyman’s (Chap-
ter 8, this volume) impression formation task seems to me to imply the existence
of such a generativé cognitive capacity as does our own experimentation.
Moreover, it seems to me that the monster-globe-passing problem addressed by

~ : 0
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* the Simon—Hayes (Chapter 14, this volume) problem-solving model with the
“change” operator can be construed as an attempt to study the affordance -
structure of a “monster-globe-passing” event.’

a

KNOWLEDGE ORIGINS VERSUS
KNOWLEDGE REPRESENTATIO'\!S

‘Before closing, I would like tc emphaswe the dlstmctlon between the representa- -
tion of knowledge and the origin of knowledge. The two are not the same. The
origin or epigenesis of knowledge has to do with the primitives that go into the
representation, the nodes and relations, the schemata. My suggestion is that thé
principles revealed by the study of how event concepts arise from the perceptual
information specifying, the events may provide an inroad into the fundamental
problem of how knowledge should be represented. For if we attempt to
represent knowledge in terms of networks or other models by merely selecting a
priori labels for our concept nodes and relations, then we may end up with_a
logically possible but arbitrary schematic representation of knowledge that has
little to do with how the concepts actually arose. Our knowledge of the world is
intecfaced by direct perceptual experiences of events and, therefore, the percep-
tual processes involved can only be ignored at our peril. For this reason the role
of perception seems to me to have been greatly underemphasized at this
conference. There geems to be a tendency toward too much theoretlcal depen-
dence on secondary processes such as language.

Let us recognize the fact that much of our knowledge is e1ther tacit or purely
nonverbal, neither being able -to assume a linguistic form. For instance, try to
give an adequhte verbal description of nearly any object (¢'g., the face of a friend
ot relative), any act (e.g., tying your shoelace, riding a' bicycle) or any other
nontrivial everit. We are never able to verbalize more than a small tip of the
u.ebero of what we’ can recognize or recall about a familiar object, act or event.
Instruction, therefore, should be aimed at this nonverbal aspect of knowledge
gathering activities as well. Le'zrmng to read is of -course an indispensable socml
skill but so is leammg to “see” in the broadest sense of the term.

AN APPLICATION TO ART INSTRUCTION

As argued earlier, this view that perception is itself a mode of cognifion is in
no way antagonistic to the purposes of this conference, nor is it as irrelevant as it
may at first seem. Let me describe a project, on which I have been a consultant,
that uses perceptuai principles ‘as an integral part of its instructiona! design.

In 1973 the Minneapolis Institute, of Art requested help from the Center for -
Research in Human Learnmg at anesota P. Salapatek, A. Jonas H.Pick, and
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I, as-perceptual psychologists, were asked tq help in the.development of an art
exhibit for children to celebrate the opening of the new art educational center
attached to the museum. Our task, in cooperation with artists and art historians,
was to develop a sequence of modular displays aimed at the explanation of how
paintirigs incorporate perceptual information ‘that specifies spatial layout, shape
- of objects, color contrast, and so forth. Consequeritly, we have developed a set
_of portable modular displays in which each is designed to present schematic but’
working models of situations demonstrating various salient forms of perceptual
information. For instance, one display allows children to see what happens to
the apparent size of an object *vien moved across a texture gradient toward a
simulated horizon of vanishing points. By this display we hope to let the"
children learn about the laws of linear perspective through dynamic manipula-
tions which provide exemplars for the relevant conceijts -

Next to the dxsplay is a large print of a painting in the museum that clearly '
utilizes the same perceptual principles. In addition, between the pictufe and the
display is a schematic drawing presenting in outline just-those portions of the
pamtmg relevant to the principles demonstrated in the display itself. In other
words, the relationship between the painting and the display is clarified by a
simpler, intermediate step that omits confusing or irrelevant detail. In another

_ display module we illustrate in a similar fashion how shading on objects or their
" cast shadows provide ‘information for their shape or distance from other sur-
faces, respectively. Again the abstract principles are illustrated in a high-fidelity
copy of an actual painting in the museum interfaced conceptually to the vxsual
display by a schematic diagram outlining the relevant parts of the picture. .
"After studying the dozen or so visual displays, the children are guided through’
the museum proper to rooms where the pictures used in the dxsplays are actually
hung. Our ultimate -goal is to determine the time that the children spend looking
at the pictures represented in the displays and, more imp rtantly, the time spent,
looking at other pictures not seen before that clearly portray the same type of
perceptual information presented in the display modules. We hope that such
_ measures indicate thnt children show more interest in those paintings expressing
the same information studied in the displays than in those comparable paintings
not relevant to principles demonstrated in the visual displays. .

In summary, it is our intention to interest children in the perceptual problems
solved by great painters in their works, to provide them with a kind of problem
solving orientation to the museum rather than to just turn them loose in the
galleries to be arbitrarily bombarded by a confusing welter of information. By

- giving them the knowledge of the appropriate perceptual concepts beforehand, it
is our belief that sthey will be encouraged to see the paintings rather than just
look at them. It is interesting to speculate on how a really well-controlled
experinient of this type might provide challenging data relevant to the evaluation
of many of the cognitive rodels presented in this volume. :
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GENERAL COMMENTS

N You have just spoken in praise of me,”
< : T B siid Socrates, *“and now it is my turn to
- speak in praise of miy right-hand neighbor. If
Agathon sits nex to you, it will fall to him
to speak in praise of me all over agdin,
instead of my speaking in praise of him. Let
it be as 1 propose; my good friend, and
don’t grudge the lad his tribute of praise
~ from me, especially as [ have strong desire
. ) to eulogize him. . ..

- : Agathon got up, intending to move to the
place on the othe~ side of Soerates. But at
that moment a crowd of revellers caine to
the door, and finding it left open by some-
body who had just gone out, made their
way “into the dining-room and installed,

{ ) ‘ ’ themselves there. There was a general up-
roar, all order was abolished, and deep
drinking became the rule {Plato: The Sym-
posium). - ) -
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Cognltlve Psychology
and Instructional Design

Robert Glaser ,
Uni versity of Pittshburgh v

In redcting to this volume, I shall address three points: the application of theory
to practice; the nature of a prescriptive science of instruction and jts compo-
nents; and, in the context of these components, specific rem'lrks based on some
of the chapters that have been presented.

" THE APPLICATION OF THEORY TO PRACTICE

Strong apphcmons of science to practice generally are characterized by some
linking body of knowledge and procedure—some sort of a linking science
between a descriptive explanatory science and application by professionals.
There is rarely a direct relationship between descriptive science and professional
_ work, Attempts at direct application without building aflinking science either
_tend to fade away or are subject to sporadic flashes of interest by particular
scientists who happen to become interested in some applied problems at the -
-moment. In either case, no substantial structure is built up into which rules or °
hypotheses for professional application can be placed. In psychology, an
example is the field of programmed instruction where professional societies were
establisbed which were uninhabited, for the most part, by people who main-
tained a sclentific interest in learning theory, and who could nurture the .
development efforts and new attempts in programmed instruction. The field
spunt off by itself with its own body of rules and declined in impact-because it
was not yet ready to-stand by itself. The danger is that a body of practice is
“picked up, is deintellectualized in the sense of becommg separated from the
theory that generated it, and is cartied, out in a rote, by-the-numbers fashion.
Some of the ¢hapters in this volume make me wonder about such a danger. We'
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may need to guard against encouraging patential practitioners from immediately
establishing a Society for Cognitive Research on the Advancement of Pedagogy
(SCRAP)' that is not nurtured by the active involvement of people like those
rzpresented here. Establishment of SCRAP should not happen for some time to
come. For the present, what is required are sustained attempts at instruction,
cnnstuntly working between science and practical problems. This interaction by -
soineone who has both -aims in mind. who is both a trained scientist and who
tukes seriously a practical problem, is the way in which a linking science
generally is developed. Only after the linking scierice evglves in some. form is it
possible for a professional field to grow and for people to work only in the .
linking sciencesitself. The game for us’at this time is {o takce an honest interest in
mstructional problems, to continue our interestin a scivnce of cognitive psychol-
ogy. and to play between the two until this linking structure develops. Simply
turing exciting tindings over to someone with an applied bent or turning some
interesting procedures over to teachers to use will not do the trick. .

It is of interest to note that in 1899, in a presidential address before the
American’ oy chological - Association. John Dewey (1900) expressed concern
about duclnpmﬂ a tinking science between psychological theory and practical
work: -

“Doowe not kay a special linking svienee everywhere else between the theory and
practical work? We have engineering between physies and the practical workingmen in
the mills; we have o scientitic medicine between the natural scicnee and the physician.”
The sentenves suggest, inan almost startling way, that the real essence of the problem is
tound fhv an organic connection between the two extreme ferms hut\»ecn the theorist
and the pracheal worker through the medium of the linking Science. The decisive
matter s thu extent to which the ideas of the theorist actually project themselves,
through the kimd otfices of the middleman, into the consciousness of the practitioner. It
is the participation by the practival man in the theory, through the agency of the tinking ,
seienee, that determines at onee the etfectiveness of the work done, and the moral
treedom and personal (lcvulnpmcm of the one engaged in it.

) [ not the teacher is compelled| to resort to purcly arbitrary measures., to fall back *
u;mn mere routine traditions of schoot teaching, or to {1y to the lutest fad of pedagogi-
 tal theornts e latest panacea peddicd out in school journals or tachers’ institutes -
st as the old ph_\xumn refied apon his magie formula [pp. 110 lU].

A lmkmq science is essentially a science of design. It is a prescriptive, norma- *
tive science, and not the kind of enterprise -that most of the people in .this
anumc who have been working in explanatory descriptive science, have been up |

. The characteristics. b a science of design have been carefully discussed by
Herbut Simon (1969), and I'need not get into those details here. Thc distinction
hetween a preseriptive scienee of demgn and an explanatory dCSLrlpthC science is
made clearly by Simon, and work in a prescriptive science mode has been

- exemplitied in the special limited case of stochastic models of lcarning in

v
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Atkinson’s Chapter 4. In general, a prescriptive science provides a schema for the
professional in a field and for developers of applications who, provide the
professional with tools, techniques, and instrumentation for professional work.
Concepts and ideas are not directly dumped onto the teacher or the college of
education. A design science leads to the development of instrumentation for the
teacher and also for the student insofar as the student becomes his or her own
teacher. Talk about direct application by descriptive scientists can be a lot of
hand waving unless serious development of a prescriptive linking science takes
place. It is a very difficult task at the moment because most cognitive psychol-
ogists are descriptive scientists by training, and very few of them have the
temperament to work at a prescriptive science while they do their “‘real” science.

1

“

COMPONENTS OF A PSYCHOLOGY
OF INSTRUCTION

. Consider now some possible components of a 'prescriptive science of instruc-
tional psychology, but first let me describe in very general terms the kind of
individual cognitive competence to which these components refer.

The Development of Competence

The process ‘of instruction, as distinguished from education in general is, to @
_large extent, concerned with the development of competence in a learner and
~ with the behaviors and cognitive structures tiiat differentiate the novice from the

competent performer in a particular subject matter. In attaining subject-matter

knowledge and skill, the learner proceeds through a novitiate and then develops
relative expertise; he or she learns to be a good reader, a competent mathema-
tician, a -deep thmker, a quick learner, a creative person, an inquiring indivi-
dual, and so on. These activities are learned according to criteria of expertise
established by the school and the community; more specifically; by subject-
matter requiremeénts, peer-group expectations, and the general gocial and profes-
sional criteria for what determines low, average, and high levels of competence.

The educational and socml community adjusts its expectations to the compe-
tence level of the learner so that.initially awkward and partially correct per-

formances are acceptable, whereas later they are not:a young child or a novice is

‘frequently rewarded for rather uninteresting behavior, but as competence grows;
= his performance is attended to only if it occurs in the presence of an appropnate
: audlence orinan approprlate context. ‘

" The gross changes that take place as an individual progresses from ignorance to
1ncreasmg competence are of the following kinds: -

1. Vanable awkward, and crude performance changes to-performance that is
- consistent, relatwe]y fast, and precise.. Umt'ary acts change into larger response
integrations and over[tt]l strategles g
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2. The contexts of performance changes from simple stimulus patterns with a
great deal of clarity to complex patterns in which relevant information must be
abstracted from a context of évents that are not all relevant.

3. Performance becomes increasingly symbolic and covert. The learner re-
sponds increasingly to internal representations of an event, to internalized

~ standards, and to internalized strategics for thinking and problem solving.

4. The behavior of the competent individual becomes increasingly self-
sustaining in - terms of his skillful employment of the rules when they are
applicable and his subtle bending of the rules in appropriate situations. Increas-
ing reliance is placed on one’s own ability to generate the events by which one
learns and the criteria by which one’s performance is judged and valued.

It is the understanding. and facilitation of this process of change from
. ignorgnee to competence, from novice to expert, that is a major focus of the
framework that I shall now describe,

. Description and Analysis of Competent Performance

" Tirst, description and analysis of competent performance —the state of knowl-
edgg and skill to be achieved. Since attention to the instructional problem means
facing the necessity of studying behavior in tasks considerably more complex .
than those typically studied in the psychological laboratory, the development of |
new ways of analyzing tasks and specifying the content of learning is required.
Tasks in the laboratory have been sélected, for the most part, according to what
is convenient and manageable for experimental and theoretical analysis. Concen-
tration on tasks artificially constructed for experimental purposes has meant
that Tew psychologists have, until recently, confronted the problem of analyzing
complex tasks in terms that allow access to psychological theory and data, and
vet still preserve some fidelity to the real- llfe character of the tasks themselves.

Tor the ps)dmlomst concerned with msmu.tmnal processes. however, <the'
problem of task analysis. is a central one. Analytic description of what is to be
learned facilitates instruction by attempting to define clearly what it is that an
Cexpert m a subject-matter domain has learned: tor example, what it is that
‘distinguishes o skilled from an unskilled readers When this analyms 1dent1ﬁes
classés of behaviors whose properties as learning tasks are known or can be
systematically studied, then inferences concerning optimal instructional pro-
ersses can be formulated and tested. - v

Procedures have been developing for the analysis of tasks—analysis of the
content of what i§ learned- and the properties and processes involved in compe-
tent performance - and task analysis is characterized by the descr'ipti()n of
performance in- terms of the demands placed on basic psychological processes

5, Stch gs attention, perceptmn, and linguistic processing, and on knowlédge and-

skills assumed to be in’the learner’s repertoire, Further, since an individual’s

capacities change over time, task analysis retlects currenit knowledge and assump-
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tions conoeming the processes available at different stages of learning or develop-
~ ment (see Resnick, Chapter 3; Klahr & Wallace, 1976).
- As this volume reflects, a major activity in this regard is being carried out

through modeling and simulating (computer simulation or otherwise) processes

that can reproduce complex performances like playing chess, solving algebra
word problems, series completion problems, certain problem-solving skills, and
understanding complex instructions. The processes chosen represent a combina-
" tion of what is observed in the performing subject and of theory concerning the
characteristics of the conceptual processes, memory processes involved, and the
semantic information structures that are built up. The simulation of complex
performance represents a formal technique for establishing the logical sufficien-
cy .and necessity of certain processes and the way they ‘are assembled for
producing particular performances. However, for the purposes of instructional
design, the next moves required in cognitive simulation work have not been
" made, and we need to investigate further. It is possible that the information
_ obtained from this kind of analysis of human competence can allow us to do
several things with regard to the optimizing of instruction:

1. Specification of the processes by which highly competent individuals might
be performing a task puts us in a position to try to teach these processes to
individual learners;*for example, knowing that a large “perceptual vocabulary”
of the configuration of pieces on a chess board is a characteristic of an efficient
chess player might encourage us to attempt to teach this kind of { performance in-
order to develop good chess playerts. o

2. Knowing that a task is performed more efﬁcnently in one way rather than
another and knowing the procedures involved in the more efficient way may put
us in a position to design instruction so that it approxumtes the most efficient
,method '

o

The very interesting question at the moment is the teachability of, the
processes that are identified through simulation. If we teach these processes,
then is. acquisition of the performance influenced, and will more individuals
obtain competence than have“in the past? Or, is it likely that if we teach these
processes, we will put the learner in the position of the centipede who analyzed
*_the processes by which he moved his hurdred legs, and became incapable of
walking at all? At any rate, in my own laboratory (Holzman, 1975) we are

currently investigating the teachability of- processes that have been derived by -

procedures of cognitive simulation. As a start, the particular task we have chosen
is the.series completion problem as analyzed by Simon and Kotovsky (1963).

A look at the eurrent literature in experimental psychology shows an increas-
ing number of studies devoted to the analysis of complex cognitive performance
in contrast to the study of Iearmng While this trend is contributing to the
description of competence in intellectual tasks, many of the studiex can be
faulted, from the present point of view, for their lack of explicit instructional
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orientation. The explicit requirements necessary for the analysis of tasks relevant
to the development of an instructional psychology are the following: (1) that -
complex real-life tasks be investigated and not tasks designed for laboratory
convenience; (2} that these realistic tasks be analyzed in terms of current
theoretical concepts in cognitive psychology: (3) that the processes-identified be
considered with respect to their instructability and the conditions that influence
their acquisition; and (4) that they be related to the cognitive capacities or the
developmental status of the child and to the background capabilities of adults. -

Description and Diagnosis of the Initial State

The second component of instructional.design is description and diagnosis of the
initial state with which an individual begins a course of learning. There is an
“immediate” and a “long-term™ approach to this aspect. The immediate
approach is to take seriously the fact that effective instruction requires careful
assessment of the initial state of the learner. For individual learners, we need to
know their strengths, weaknesses, styles, and background interests and talents.
_ What are the details of what a child knows and does not know at particqlar
“points in his or her learning? What are the details of the skills that he”or she is
developing? What needs to be improved? What strengths can be capitalized on?
What do various developmental levels and various cultural backgrounds mean for
~what should bestaught and how it should be taught? Educational practices need
to be designed so that answers to these kinds of questions are possible for all
- individuals attending school. Teachers and learners need to be in a position to
obtain and utilize this information; with it, teachers can prescribe the instruction
required and students can assess their own abilities and select appropriate .
instruutlon '
The development and use of prowdures Yor provulmg this mformdtlon is
necessary, but I do not mean at all to imply that learning and schooling should
be one big series of formal tests and assessments. [ would suggest informal
observation as well as infrequent {ormal assessment, and adoption of an attitude -
that the information obtained is information for improving instruction and not
for constant evaluation. My colleagues and 1, in our own work in schools, have
found it desirable to provide primary-grade teachers with hierarchies of increas:
ing competence in various school subjects. These take the form of “structured
mups” ito which a teacher can place a child and thereby direct attention to
prerequisite skills that.might need to be learned or advanced skills that the child |
might explore. The hierarchical map is only a guide upon which both the teacher
and the child can impose their own judgment. Procedures for assessing the’
current competence and talents of the learner in a way that provides a basis for
. instruction are geiierally not available in cursgnt educational methods at a level
of detail necessary for the effective guidance of individual learners. I call the .
~ implementation of these procedures the “immediate™ approach because, to a

O
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large extent, it is secondarily a matter of research and primarily a matter of
administrative change and the design of appropriate materials.

The long-term approach relates to the fact that while a prevalent method for
assessing initial state is the assessment of aptitudes that correlate, to some
extent, with end-of-school achievement, aptitudes so assessed do not provide’

information about instructional processes (see Glaser, 1972; Hunt, Frost, &

Lunneborg, 1973). They are measures used for purposes of selection and do not
provide a basis for deciding upon instructional alternatives. Aptitude informa-
tion does not tell how an individual should .be instructed to improve his
performance, nor how instruction might be designed to make the attainment of -
successful performance more probable. The significant research requirement in
this regard is to describe the initial state of the learner in terms of processes
involved in achieving competent performance. This would then allow us to
influence learning in two ways—to de51gn instructional alternatives that adapt to
these processes, and to attempt to improve an individual’s competence in these
processes so that he or she is more likely to profit from the instructional
procedures available.

Conditions that Foster Learning
and the Acquisition of Competence

The third component of instructional design comprises the conditions that foster

* learning and the acquisition of competence—essentially, the procedures by which

one learns and the nature of the environment in-which learning occurs. There are
at least two directions.in this regard that need to be taken for the development

- of an instructional psychology.

The first is to recognize that we do know a little about learmng For example
we know some things about the effects of reinforcement—the contingéncies
consequent to performance; abpuit the conditions under which discriminations,

generalization, and concept formation take place; and about conditions of - .

practice, interference with memory, the naturé of attention, the  effects of
pumshmemt and how observational learning and modeling can influence new

learning. We know these Lthings in terms of descriptive science, but little investi-
. gation has been made from the point of view required for the utilization of this
+ information for designing the conditions of instruction. Exceptions to this are

the, work on behavior nodification and the work on optimization models
desmbed in the chapter by Atkinson. However, neither of these enterprxses has
considered complex cognitive performance in any systematic way. ‘
What is required is research on what we know about learmng cast into the
mold of a design science which attempts to maximize the outcomes.of learning
for different individuals. A new form of experimentation would be called for
where the tactic is not to develop models of learning and performance, but to
test existing models by using them for maximizing the effects of learning under
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: dcvelopment of tests of rcading comprehension. The new development is that as

performance and that can be influenced through . instruction.’ “This kind of

310 ROBERT GLASER

various -conditions. For this purpose, we necd a theory of the acquisition of A
competence. Such a theory would be concernéd with how an individual acquires
increasingly complex performances by assembling the present components of his
repertoire, manipulating the surrounding conditions and events, and employing
his knowledge of how he leamns. ) :

Effects of Instructional Implementation
in the Short and in the Long Run : R

©

The fourth component of instructional design is concerned with the effects of
instructional implementation in the short and‘in the long run—effects that occur |
immediately .in the context of instruction and supply relatively imnmediate
feedback, and effects that persist in terms of long-term transfer, generalized
patterns of behavior, ability for further learning, and so on. One requirement for
this purpose is to break away from the tradition of normi-referenced measure-
ment to measurement more concerned with identifying the nature of criterion
performance (see- Glaser, 1963; Glaser & Nitko, 1971). For effective instruc-
tiofial design, tests will have to be criterion referenced in addition to being norm

that can be matched to available educational options in'more detalled ways than
can be carried out with currently used testing and assessment procedures. This
will be an important part of the development of a psychology of instruction. It
is mandatory that- tcstmg not stand out as an extrinsic and external ddjunct of
instruction. Tests nced to be interpreted in terms of performance criteria so that
the learner and the _teachcr are informed about an individual’s progress relative
to developing competence. In this way, information is provided for deciding
upon appropriate courses of action for assisting instruction. ' -
The processes measured by tests designed to facilatate instruction need to be
related to processes identified as components of competence. For this purpose,
some interesting endeavors caribe envisioned. A good example in this volume is
the work going on in analyzing the processes involved in the comprchsnslon of
written language. Stimulated by the work in psycholinguistics and cognitive
psychology, there is a great deal of excitement about the nature of language |
comprehension. proccéses at this time. This excitement should be juxtaposed -
with_the fact that theére has, over years, been a great deal of work” on the

e begin to analyze camprehension tasks and relate them to theories of semantic
memory, imagery. and so forth, we can begin to develop tests that provide us
with diagnostic information about component processes that contribute to

activity should change the nature of assessment procedures and prov1de the kind
ot information required for maximizing instructional outcomes.
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ADDITIONAL COMMENTS?
I would like now to comment on spemf"c chapters in' this volume i in relation to
the components that [ have just described.

Analysis of Competénce

Component one, the analysis of competent perfortnance, comprises most of this
volume. Of the components that 1 listed, this volume rates high on the explica-
tion of performance theory and the analysis of states of competence. Several
themes were elaborated on: description of competence in terms of cognitive
structure, sequential task analysis to show changes brought about by instruction,
and processes as objectives of instruction. Greeno and Norman stressed cognitive
objectives; they would like to display a student’s cggnitive structure and state
instructional objectives in this way. This is an interesting idea; it makes contact
with their theoretical notions, but they leave us with mere technological prob-
lems. Carroll brought up this point when he asked how one *~aches toward these
unobserved ¢ompetenice maps. Greeno implies that analyses of cognitive struc-
ture can-be’ given directly to teachers and students in order to facilitate the
acqmsmon of competence. It is hard to envision just how this is to be done, but
it does present the notion of progressive, increasingly complex theories of

that a competent expert employs. Teaching procedures based on cognitive
structures of developing competence might make use of these schemata as
pedagoglcal frameworks that must be developed to more and- more closely
‘approximate the theories that dn expert carries around in his head as sophisti-
cated codifications of a body of ‘knowledge. Tt is also possible -that these
~developing structures of subject-matter knowledge might suggést ways of demgn-
ing new kinds of textbooks.’
A mgmflcant problem in the spe01Fcat10n of cognitive objectives for instruc-
tion s level of description, a problem also raised by Carroll. How daes one
describe these structures? Are they described in the same terms that the details
of cqgnitive processing and cognitive theories are written in? There is no answer
to thlS question forthcommg from this volume. It may be useful, however, to
point out that when Atkinson built his instructional programs in reading and
computer science, he began with standard subject-matter units. He looked at the
"“subjec.:t matter and brdke it up into what seemed to be reasonable units, as.any
instructor would do. On these units of analysis, he impqsf:d his instructional

Editor’s note: In this section there are several references to the material inttodq‘égt{znt
the Workshops presented during the symposium by Collins, Fletcher, Hayes, Siegler, and
Wallace. For a very brief summary of these Workshops see the Preface to this book.

v
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technology. In the case of learning foreign language vocabulary, he analyzed the -
ssubject matter in more cognitive terms. This was part of his implicit description
of the building up of memory structures that underly the competence he sought
to teach. As a general answer to the level-of- analysis problen, it seems that there
should be a difference between science and practice. A petroleum chemist cah
think about atoms and forces in molecular structures, but he also can thirk
about gross quantities ot gases and tesidue$ in the fractionating tower. His
theory can work back and -forth between the two systems of description. The
“linking science™ 1 mentioned earlier should enable this to oceur it at all
possible, )

In optimization procedureS such as those carried out by Atkinson, task
analysis proceeds as learning occurs, Continuous assessment is made of the
difficulty and structure of the task. This technique of ongoing task analysis
might be u useful way to study the acquisition of competence. For example, in
the BASIC Instructional Program, the program stores the student’s evaluation of
liis own skills and compares his solution attempts to stored models. [n this way,
information can be obtained about the changing structure of developing compe- .
tence that might not be uncovered by more static techniques. ‘

A recurrent theme of the volume is that a target of instruction is competence
in process, tor emmpln, the constituent comparison-exercises to improve reading
comprehension suggested by Just and Carpenter. Shaw’s generative system might
be thought of as a special process skill that is a teachable entity, and not only a
thepretical description of what occurs. Simon and Hayes suggest giving students’
a wide repertoire of problem-solving styles and detection cues for matching
styles to‘_sitlfutipns. '

Diagnosis of Initial State

. In contrast to the analysis of attained competence, this volume had less to say
about this second component, the diagnosis of the initial state. There were
several themes: notions about some kind of ps_ychorﬁctn’rcs of process for initial -
state assessment, consideration ol devefopmental growth changes, and the notion
of schema discrepancy between initial state and competence state, Calfee in
Chapter 2 emphasized techniques for the assessment and diagnosis of' Processes,
i initial state competence. Wallice referred to “process profiles” prior to’
instruction and the design. of custom-built training as a function -of these
profiles. Siegler talked of the developmental aspects of the facility of older
children to use ‘malogy information as compared fo younger children, and he
“brought to our attention the,necessity for taking developmental growth phe-
nomena into ‘u_munv in assessing initial states, Hyman's notion of discrepancy
from scheéma, the extent to which old information influences new information,
strongly suggests initial competence analysis prior to a cqurse of instruction.

ERIC © 8.1 |
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" Acquisition

The third component involves a theory of acqursrtron-of transformation from
an initial state to competent performance. This component was not explrortly
addressed in most chapters. There was some concern about the properties of
performance that are involved when someone proceeds from novice to expert:
the growth of the cognitive net, increasing 'symbiotic manipulation, concept’
generation from specific events, decreasing dependence of performance on
external cues, bigger chunking underlying performance, and so on. The charac-

. teristics of the changes ih competence as one moves from novice to expert are

primary data required for a theory of acquisition. and earlier, I described some
gross features of these changes. Willace discussed changes in the acquisition of
competence when he desribed the shift in “attentional grain” from global

o attention to dimensional attention. Resnick presented her work with Groen that

described the change in-. children’ from one method of addition to a more
efficient one. :

In general, however, whi]e the contributors had some interesting ideas abeout
processes of developing competence, when they talked about teaching these
processes, they fell back on standard “behavioristic” training procedures. Wallace
mentioned “failure theory” by which he meant that he obtained information on
process deficiencies and then taught to these deficiencies: The procedure he used
was a form of the successive approxir ~tions procedure popularized by Skinner.
elayes talked about teaching prob]em solving and employed good common-sense
teachmg procedyres. In talking about generator sets, Shaw emphasized the

.importance of good exemplars in the dcyslopment o: concepts, which is a

familiar technique developed in behavioral studies of concept formation; this is

" an important pedagogical matter because the experience one gets in school may

not be very well designed to provide rich exemplars of concepts, and Shaw
‘emphasized this again-at a deeper process level. Collins, after his careful analysis,

used Socratic dialogue as his brnstructronal procedure. Norman, il the acquisition

ofknowledge, stressed the importance of continuous médification of a knowl-

. edge schema, and then when pressed about teaching technique, he suggested

practice with feedback. The point is, as'Carroll indicated, that behavioral theory
is sutcessful because it. focusés on observation of the development of ‘behavioral

_components; cognitive theory .at this time is difficult to express in simple

observable terms, and it certainly needs such expression to decide upon appro-

priate instructional transformations. When this is done, how will teaching pro-

cedures change? »

Norman made a good point in cdlling attention to time spans in attaining
competence. He said that it takes five to ten years to become a good cook, and
an interesting question'in going from ignorance to competence is why different
areas of knowledge and skill require fonger and shorter times for cornpetence to
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/ be attained: Instruction Xlus to be thought of in such terms; learning to play the
/‘ violin well takes a long time, whereas learning to do calculus well does not take

very long. There are difﬂ\arential rates of acquisition for certain reasons, and
these reasons are of great interest in developing a theory of jcouisition. ’
The human éngineerin“g‘a?\pect of instruction was brought out in the work of
Simon and Hayes, Greeno) and Just and Carpenter. Their findings suggest
possibilities for the redesign &f instructional material and of the environment in
which instruction occurs. Such redesign may be as important or more important -
. than tacfics of instruction, i '
As [have already. said, Atkinson addresses the acquisition of competence by a

¢ procedure of continuous decision making--decisions for prescribing the condi-
tions of learning that need to be presented as a function of the data obtdined on
student performance. The question that comes to.mind is whether the kind of
optimization procedure he employs is a good direction for a’scienge of instruc-
tion. The procedure’ réquirks mathematical statement of a learning function; this
is now possible, as Atkinson indicates, only for_very simple and quite trivial
kinds of behavior. The question is the following: If one thinks of using these
optimization procedures with the more complex theories of cognitive structures
presented in this volume, then how are they expressed in a form that might be
used with the ‘optimization procedures available? Even if mathematical expres-
sion is possible, feasibility of computation may get out of hand. -

)

@

Effects of Implementation.

~ The fourth component of a psychology of instruction is measurement of the
effects of the conditions provided for acquisition. In-this regard, let'me make the’
point that the kind of feedback Skinner emphusized in operant conditioning was
essen tially infnrmutj(m on the topography of a response. In Skinner-like pro-
grammed instruction, it appears that it is the topography of the response that is"
the property of pertormance that is being shaped--successive approximation, a
gradual, spatjal, getting closer and closer to terminal competence; it is the effect

“ ol instructional conditions on this response aspect for which information is
required to further conduct the instructional procedure. Atkinson uses as feed---
back the difficulty of items in a list; lie employs response history and update of
item difficulty parameters to obtain measurements of the effects of instructional

- conditions. Greeno and Norman talk about getting information on the stricture
of the cognitive niap of knowledge, and as I said before, they leave us with a -
large technical problem. How do we measure “it” to assess instruction and to -
provide. the feedback required to-student and teacher? Can'a representation be
provided to a teacher or to astudent, and can they be taught instructional skills

" by which they can change- this representation? Fletcher reminded us that if we

~use a computer for storing models of individual students to represent their state
of learning, we would seriously tax computer memory. e :
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I mentioned the notion of a psychometrics of process r;easurement, and this
. brings up a point about the analysis of SAT competence in the work of Just and
€arpenter. When they analyze ¢he SAT-type examinations, they may be getting
something out of their analysis that is not what they are looking for. The SAT
tests are designed, in the usual psychometric way, to yield a spread of scores. A
dlspersmn of item difficulty is built into the test in order to maximize test-score
variance so that the correlation with criterion variables is maximized. The tests
are selected both for the stimulus situation they provide and for certain psycho-
metric properties. When Just and Carpenter analyze the performance processgs
involved in the SAT tests, they may -be analyzing also the properties of psycho-
metric item difficulty. The extra considerations builf into the. requirements for
obtaining correlational validity may introduge extraneous processes that would
not be present in a test designed to measure criterion performance more directly.
-As a final remark, I must gtate as strongly as possible that we cannot think in
terms of standard classrooms as we begin to think about the application of the
concepts of this volume to the design of instruction. Even if we clair to know a
good deal about the processes involved in word decoding and beginning reading,
the engineering problem of classroom material and environmental design is ever
present. If we continue to think in terms of the standard classroom rather than
“in terms of how schooling can be restructured; then our efforts will be seriously
“attentuated and Kept down by the weight of traditional educational modes.
Finally, 1 agtee with and must reemphasize a general sentiment of this volume
that work on instructional and educitional problems will be a major test of our
theories of human cognitive pertormance.

}
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Implications for™
Instructional Research'

i

Courtney B. Cazden' .
Harvatd University -

These comments come from a background of elementary school teaching and
.developmental psychology. Recently, I have been concentrating on how children
learn (or acquire or develop) their native lunguage, and on the environmental

| ievents which may affect that tearning in and out of school (Brown, Cazden &’

~ Bellugi, 1969; Cazden, 1972). I was an elementary school teacher in the late
- 1940s and .1950s. Now I'm going back to teach children for one year in a
primary classroom in an inner-city public school. ‘
In thinking about these plans, I realized that the three toplcs which Hugh.
Mehdn director of the teacher training program at. the University of Cahforma,
San Diego, and Iproposed to investigate in my classroom can.all be reformulated
in terms of topics discussed here. (A validation of the sophistication of our plans
or the real-life relevance of these discussions?) First, what is a “relevant curricu-
lum™ In Norman’s sense, what do children know that’s relevant to what we
want to teach relevant either because it can help or because it may interfere? N
" Second, how do children understand or fail to understand instructions, primarily
“oralinstructions because the children will be young and on the edge of literacy. 1
mean particularly the kind of instructions that teachers seem to give frequently
(Mehdn 1972) and that are ill structured in Simon and Hayes’ sense because
they put * ‘demands on the knowledge and repertory of problem-solving skills of

~ the solver”™ (page 279)? Can we help children cope with such questions by

recognizing their incompleteness and asking for more information? Third, in
what subtle ways do teacher expectations. get produced on the one hand, and

"Fditor's note, In this chapter there are several references to material introduced at the
Workshuops presented during the symposium by Bamberger and Collins. Fora brief summary_
of these Workshops, see the Preface to.this book. Bamberger's work is also described in
-Bamberger (1972), and Collins’ in Collins, Warnock, Aiello, and Miller (1975).
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.
have their effects on the other hand? As one example of Hyman's concern with
how people make sense out of their world, how does a teacher in a very complex
environment make sense out of her children? [1'1 refrain from “preparing my
mind™ (to adopt Hymaa’s phrase) and do not look at the children’s cumulative
records, can we track how cues from the children are used in making decisions

* before or during instruction, and how the categorizations of the children that-

will inevitably be built up affect my interactions with them?
In spelling out these reformulations,of my plans for next year, [ don't mtend

to imply that the deliberations of this conference should be judged by their.

usefulness next September. On the contrary, the more appropriate question is
about the implications for research on instruction during the next five. years.

. From that perspective, the comnients below fall under four headings: “the
concept of instruction, wgmtwe objectives, task analyses, and means of instruc-
tion.

.

: THE CONGEPT OF INSTRUCTION

I am impressed by the broad concept of instruction explicit in some of the

- - chapters, and implicit throughout this volume. In its catchiest version (Olson,
_ this volume), instruction includes muddling by the learner as ‘well as modeling
‘and meddling by the teacher. In Resnick’s (Chapter 3) more precise definition,
instruction means ‘*any. set of environmental conditions that are deliberately

arranged to foster increases in competence. Instruction thus includes demon--

s ‘ strating, telling, and explaining, but it cqually includes.physical arrangements, .

structure of presented material, sequences of task demands, and responsesto the
learner’s actions {page S1].” In Carroll’s application to language skills, instruc-
tion is “defined broadly as any external influences on the development of
fanguage skills, as represented both hy formal .teaching uactiohs and by more
intormal social intergttions [page 5].” '

There have undoubtedly been many influences on ‘this broudened definition.
For me, two of the most important Rave been the writings of more persuasive
proponents of “open’ or “learner-controlled™ education, and the research on

+ - language leaining which (‘arrnll has summuarized. There is a noncoincidental
rnl.ntmnslnp between these two influences, because the ease with which children
“learn their native language without instruction more narrdwly conceived has

education. Resnick’s definition extends. this broadened concept to all learning,
not just language, and to all settings, not just the one formally designated place
we call a classroom  So. for example, the design of museum displays mentioned
by Shaw (pages 208-299) iy leudcd, and becomes one among many additional
settings tnr research. : o

RIC s i
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18. IMPLICATIONS FOR INSTRUCTIONAL RESEARCH - 319

T . COGNITIVE OBJECTIVES

<

Like the concept of instruction, the concept of cognitive objectives is a signifi-+
cant contribution of this conference. In all discussions, Log,nmve objectives
comprise both mmeptual and procedural knowledge, or *“semantic networks
and problem-solving algorithms™ (Greeno, Chapter 7). But the distinction be-

tween these cognitive objectives gnd the older formulatiens ot hehavioral objec-
tives needs to be sm.nbthcncd turther if it is not to collapse under the pressures

of ey .xlualmn Evaluation” requires judgment about some behavior, How can the
evalnator be sure that a particular behavior indicates underlying knowle(lgc
rather than rote and limited procedure? In Werthejmer's terms (Resnick. pages
58-39), how can we tell the difterence between undcrstamlmg and “insight™

¥S. ugly” problem solving selutions? In the terms now used in the language
domuin (detined by Carroll, Chapier 1), how can we infer underlying compe-
tence Trom any particular performance?

Greeno (Chapter 7) suggests two criteria for meanmglulness “goodness of
structure” and® solving in the problem domain™ (pages 147~148). “Goodness of
slmdurc‘ is an acenrate name- for the criterion used in language development
research. When a child says £ don’t want mjlk, we decide whether to credit that
child with the l\nowlc«lgc of don’t as an anxiliary by determining whether, in
this child’s lunguage system. don’t is simply a single. unanalysed chunk, an
alternutive negative to ne. or whetlier it coexists with other auxiliaries, positive
as well as negative c.g.. can and will and doesn’t as well as don’t. “Goodness of
structure™ in language thus tmeans that a.particular ¢lement is a connected part ™
of a larger systen, and is recombinable in multiple patterns. More generally. this
is also Norman's concept of understanding (Norman. Gentner, and- Stevens,
Chapter 9), . . '

With regard to evaluation, Greeno says, ™ ... evaluation must come from the
potential users of the product, not from one who proposes to offer the product;
for use. ... Fvaluation may be possible when we can display a relatively
uunplctc analysis of the knowledge desired in some subject [p, 158]." Working
out the details for evaluating cognitive objectives fn all domains should become a
high priority task.

TASK ANALYSES

It we acept, as 1 think we should, Norman's description of the learning process
as one of commumnication, with all participants attempting to form new mental
“strctural representations that will account for the information which they
experience, then two Kinds of task analysis ure needed. One. usually called by
that name. is an analysis ot what the child has to learn: the other, usually called
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by some other name such as diagnoss.” s a0 deseription "of what  the
teachier has to do as he.makes decisions (or forms hypotheses) about what and®
how to teach. The first is discussed by Resnick: the second is discussed by
Atkinson in Ins explanation of how computer-assisted instruction can be indi--
vidualized and optimized. and by Allan Collins in his demonstration. of how
tutors of géography find out about, the preinstructional knowledge of- their
pupils, The task of diagnosis is different for computers and human teachers, not
only because the teacher brings to the task o more richly prepared mind which
may lielp or interfere, but also because of the magnitude of the information
processing task. O the' ten panels assembled by the National Institute of
Edueation in July, 1974 to suggest plans tor research on teaching, one, chaired
by Lee Shulman mnsldcrcd teaching as clinical information processing in this
SCHNe.

One of Restick’s tour requirements for task analyses of what children have to
learn s that they must “recognize a distinetion hetween early forms of compe-
tence and later ones- .. fund must] deseribe performance characteristics of
novices and adtempt to discover or point to key differences between novices and
experts, suggesting theieby ways of ranging experiences that will help novices
hecome experts [page 337 Certainly in language . and i the domains of
knowledge studied by Praget, and probably m othefs as well, the knowledge of
“novices is not simply an incomplete version of the knowledge of the expert or
nuature learners it is quahtatively different. While some of the differences may,
upon closer exanunation of the underlying process, be duc to the lack of some
conceptual or procedural knowledge, nllu.r differences seem more a result of
attention to difterent features of an event, “than is characteristic of adult minds
and;or embodied in culturally transmitted forms of representation.

In the course of language development, for example, children utter verbs like

- goed and unpeel, and they answer the question What are you douzg\’ in the foxm
I doing dancing. These immature forms can reasonably be considered as the lack
of knowledge of contextual restrictions on the generality of a particular pattern. |
And the t.hlldlsh question WAy [ can't go? can reasonably be considered as the
lack of a“particular operation that reverses pronoun and auxiliary. But expldna-
tions ef incompleteness do not so easily fit the categorizations of sounds
underlying young children s invented spellings (Read. 1971), nor children’s
represeiitations of musical tunes that Jeanne Bamburger described.?

Tliete are also individual différences in the course of learning, and maybe
culturally-derived group ditferences as well. These are only beginning to be,
looked at in research on language learning. It seems to be a general melhodologl-
cal principle that the search for universal patterns precedes the search for
variations on then,

" T am not suggesting (even if T knew how) to build such qualitatively diffetent
novice stages into an instructional program.as intermediate objectives. But we

L~

2See totaote on page 317
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need to take them into account, not just to value them as indicators of learning,
but also to experiment with how best to use them as the basis for continued
growth. Jeanne Bamburger's demonstration of children’s learning musical struc-
ture is a tlnc example. As she said, children’s muddhng must guide teacher’s
meddling. v
Flavell (1972) has made an important attempt to categorize the restructuring
that takes place between points in cognitive-developmental sequences as not just
addition, but also substitution, modification, inclusion, and mediation. Nor-
nan’s protocols of adults learning to cook and learning 4 computer programming
language show that the knowledge of adult learners, as well as children, must
often be modified and not just added to.
In advocating this more complex model of the course of learning, T don’t mean
to devalue examples of the best we now know how to do ih instructional
design - such.uas Resnick’s arthmetic hierarchy and Atkinson’s sequences in each
~ strand-of" his program for beginning reading. But in the longer range, I hope that
. Norman's model (morc adequately described in his text than in his too addi-
tively drawn diagrams) will puide future research.:
~In all task analyses, it is essential to remember’ that a formal analysis of the-
structure of some knowledge or skill does not necessarily, or even probably;
reflect the organization in anyone’s head, much less how it got there. I'm not
sure whether Greeno's statement that *“‘a theory spcc1fymg cognitive structures
and processcs sufficient to perform those tasks is a candidate hypothesis-about
what the instruction is trying to produce [p. 124]” clarifies or confuses. The
recent history of psycholinguistic research-reminds us of the’ importance of this
distinction, as Carroll and Just and Carpenter point out. And thére isno reason to
believe that the story will be different elsewhere. If we intend only effectlvc
_instruction, then the justifying criterion of effectivencss may be sufficient, as
Greeno and-Resnick suggest. But if a model of cognitive processes is sn,ught then
more thorough psychological validation- is required. Anyone engaged, in such
endeavors should read Holt's satire of task analysis in his dcscriptioﬂ\qf how
children would be taught, presumably less successfully, how to talk (Holt, 1967
pp. 56-57). il only td be sure where and how he is wrong. -

MEANS OF INSTRUCTION
As Resiiick demonstrates, even with a “‘good” task analysis, the mapping from
identified. components to instrictional strategies remains very much a matter of
artful trial and error,

Ncgatwcly. am concerned about the rigidity of instruction embodled in
Atkinson's second and third optimization levels {pages 93-99].-The first level,
optimizing the sequence within each strand, is less of a problem just because '
a smaller component of the total program is involved. But when all con-
trol is taken away from the leafner regardless of what and when he 1s eager

&
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to learn, adaptation to individual interests and motivation becomes 1mp0551ble

[ realize that the effectiveness of second-leval optimization is an empmcal
question, but it is not easily investigated. Not if we evaluate the effects of
instruction in long- range terms and look for side effects along this way, as Olson
urged in his comments. .

Atkinson's data on third-level optimization is extremely- interesting. In a
current controversy about ways to increase equality of educational opportunity,
Sesame Street (which reaches everyone) is pitted against Headstart (which is
limited to poor children). Atkinson’s data is the first I've seeh that specifies
exactly what has to be done to maximize the group average, or minimize the
group varidnces, or increase the average while not increasing the variance. As
research data it is very important. But, although I agree with Atkinson’s
selection of the third goal as his optimizing criterion, the question of the effect
on individual children of the rigidity entailed by 'my attempt to optimize at thxs .
level still remains.

More positively, 1 want to emphasize the importance of questions about the
torm of instruction, its timing, and the value of practice. What are the most
effective forms in which to communicate to the learner what he needs to know -
to make progress? Some learning takes place through the full participation of the
learner- from the beginning, regardless of the immature forms that the learner
uses, with subtle and little understood forms of feedback producing successively °
more matire 1ppr0x1matmns of expert behavior. Oral language is perhaps the
best example here, but it is not the only one. 1 have scen three- -year-old native
American_boys dancing with older siblings, parents and grandparents, doing an

“incredible job (by our standards of age-appropriate motoric development) of

keeping in time. It may be the case that full participation even with childish
performance is characteristic of those learnings for which special educational
settings are not required. But we could-try out extensions of this model to our
more formal educational.objectives. We could let children learn to write without
correcting "their spelling; and, as Norman suggested in one discussion, we could
let children learn to read without correcting cvery semantic crror they make.
Where this more informed model of learning does not-apply, what is the best
level on which to focus the learner’s attention? In teaching a nrotor skill such as
square dance swinging, [ have found it more helpful to use the metaphor of
making your feet go as if on a scooter than to detail the component motions. In
teaching subtraction, Resnick suggests that it is more effective not to try to
teach the muature algorithriy directly, but rather to find a more easily instructable

‘process from which the children can discover the rest themselves. Clearly, more

rescarch is needed on cffective forms of instruction for varied educational
objectives..
What is the optinfal timing for confronting the learncr with the dlscrepant

“information he needs to move on? In the kind of informul learning that proceeds

Q

from full participation in ongoing experience, that discrepant information is
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always available, and the child makes selective use of it in his own time. But in
more formal educational settings, out of the contexts where experts are perform-
ing alongside Ieamers we face t:mmg decisions that are difficult indedd.

Finally, what about the value of practice? It was only discussed 1nforma]ly
here, Yet practice is one variable whose role may vary significantly between
short-term experimental and long-term educational types of instruction. Carey
(1974) suggests that the practice of constituent skills necessary for their incorpo-
ration into more cdmplex structures—“modularizdtion in Bruner’s term—applies:
to cognitive achievements as well as to motor skills. Children engage in self-
generated practice. (see Cazden, 1972, pp. 93-97; Cazden, 1974, for language
examples). Does the effect of practice on learning vary depending on whether it

is so self-generated or designed and imposed by someone else? If practice is the

label we give to seemingly valuable behavior, than “bad habit” is thé comparable
label for repetitions of behavior that leave something to be desired, Immature

‘language forms, such as those given above, are easily replaced as development
- proceeds, no matter how often repedted they may have been. Can we specify

more. generally the categories of behavior to which the notions of practice and
bad habit do and do not dpply" These questions are admittedly imprecisely
formulated. Because of their importance for education, I hope they can be
clarified from the perspective of this volume.
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-

- What do we know about what happens to a learner during instruction? One of

the most exacting criteria for testing our knowledge about any phenomenon is

- the extent to which we can build a model that exhibits the behavior being
studied. If we can simulateit, then we have at least a sufficiency model. Of
course, there ‘may be many aspects of the model that lack plausibility, but they -
can then become the focus of further study. (Reitman, 1967, once characterized
this simulation approach to cognitive psychology as a way to “invent what you

. need to know.”) In this chapter I will raise some questions about how one might
go about building 4 model of a learner in-an instructional mode (MOLIM).

LEARNING AS PROBLEM SOLVING

* To learn is to solve a problem. [n all but the most elementary situations, learning
is under the leamer’s strategic control of attention and memory. If this view of
learning is valid, then the study of complex problem solving—and, the orientation
such study provides to cognitive psychology--has direct relevance for the design..
of a MOLIM. In this section I will mention a few features of problem-solving
theory that seem to justify the view of learning as problem solving, and that also

“have particular importance for the study of learning. Then, in the next section 1
will raise some questions about the design of a MOLIM.

Current information processing approaches to the study of human problem *
solving proceed by postulating a general system architecture, and then construct-

"ing explicit representations for the data structures and the processes that
generate the observed problem solving behavior. A problem solution consists of
an internal representation for some knowledge that the system did not have at

)
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the outset. Problem solving consists of a series of local transformations of
Knowledge that ultimately reach the desired knowledge state. In several of the
chapters in this volume (e.g., the .Greeno's Chapter 7), the “solution” to the
fearning problem is explicitly represented as 1 data structure (semantic net) and
a set of procedufes for searching that network. But note that these results—these
‘solutions to the learning problem are static with respect to the learning process
itself. That is, with ‘respect to the time grain of the instructional process, the -
results of instruction, éven though they may themselves by dynamic processes,
are structures upon with ‘the learning system must operate. We need a model of
the system’s response to instruction, that is, its functioning in circumstances in |
“which it must attend to the instructional episode and modify jts own per-
tormance structures 4nd processes.

In our mstrm.tmndl efforts, we try to provide optimal environments for the
human information processing system to learn something. As it is with the horse
ted (o water, so it is with the fearner in an instructional situation: we can’t make
it ingest what we offer. 'Fhe instructional design question is typicatly “Will the
learner learn from this instruction?”” A further question should be “Why should
he learn?” The view of learning as problem solving suggests some ways to
characterize this question. Problem-solving theory (Newell & Simon, 1972)

Lincludes two features of importance for our purpose. One is a detailed internal
representation of the task environment. The other is a characterization of how
the human information processor allocates its limited processing capacity to the
problem-solving process. A principal method for effecting this allocation is the
use of ~explicit representations for .goals. /Goals are symbolic expressions that
direct and control the course of problem solving, representing what the system
“wants” to do at any moment, and “why” it wants to do it. Thus, the answer to
whether or why the system will learn becomes, in view of leamning as problem
solving, a matter of stating the circumstances under which learning-related goals
are generated and manipulated.

SOME DESIGN QUESTIONS FOR A MOLIM
= In this section, I will raise four questions that must be answered by the designer
of a MOLIM: ‘

1. When should learning occur?

2. How will the system be changed as a result of lc‘lrnmg
3. How thoroughly assimitated is the thing to be fearned?
4. How distinct is learning from pertormance? .

These questions, and their answers, are highly interrelated, and 1t is (hfhcult to
detérmine their appropriate order of presentation. Their ordering here is arbi-
trary, and. does nnt imply any partn.uLn ditferential Jmpnrtame in my mind.

we 1 s
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1. When should learning occur? A curious prc\)blem with most of the learning
models in both cognitive psychology and artificial intellignece is that they are
tao single-minded in their task: they learn all the time. In designing a plausible
MOLIM, we must be able to account for the fact that most of the time learning ‘
,does not occur. We can do this by explicitly including in our MOLIM the precise
condmons under which an 1nstruct10nal episode causes something to be learned.
“This is where the appropriate use of goals could play. a role. Rather than
construct a system in which the tendency to learn is integrally built in to the
underlying operating mechanisms, we can design a more general problem solver
whose problem is to learn, and whose goals include explicit learning efforts.

By themselves, such goals would still be inadequate for deciding when the

‘system should learn. Additional information would be required about the .
" current state of knowledge—that is, about both the current configuration of the

external environment as well as the iternal state of the'system Thus, another
design decision concerns those variables and their critical ranges which would, in
conjunction with the learning goals, activate the:self-modification processes.

The mechanisms that determine when learning js to- occur must be capable of
representing differential responsiveness to instruction. As Resnick (Chapter 3,
this volume) has pointed out, our models must be able to represent both early
and late forms of task proﬁmency, and for a MOLIM, the task is learning itself.
Therefore a MOLIM must incorporate the capacity to represent both early and
late learning-proficiencies. Siegler (1975) has noted the importance of experi-
mental designs in which" both older and younger children are given the same
training sequences, in order to examine the possible interaction of age and
instructional effects. Since such interactions have been found (e.g., Siegler &
Licbert, 1975), we must be able to represent them in MOLIM, through the
general strategy, suggestt.d by Resnick, of building developmenta]ly tractable
. models. ¥ ) .,

2. How will the system be changed' as a result of learning? This is, perhaps, a
more useful way to say “what is-learned?”” There are several outcomes that can
result from the learning effort. One result is that nothing happens: the learning
attempt fails, and no lasting change is made in the system As noted above, this
is more the rule than the exception in real instructional situations, and we must
~ be able to build a system that can handle this fact. ‘ ,

Another possible result is that the entire system arcliitecture could change.
That is, the system’s components and their interrelationships might be altered.
However, since by “system architecture™ | mean “hardware” rather than the
*software” of the lfuman information processor, it seems unlikely that this kind
of change is really the result of instruction. Although it would be required in full
developmental theory, we need not be too concerned with it for now.

There are two kinds of software changes that the system can undergo: changes:
in processes and changes in structures. Newell (1972a) has demonstrated the
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imprecisé nature of the process-structure distinction in systel‘ns that are them-
selves undergoing change. In the case of a self modifying system, the ambiguity
hecomes even greater, since it is linked to the issue of degree of assimilation to
be described below. Although oné often makes an apparently unambiguous
distinction between instruction directed to acquisition of facts, and instruction -
directed to the tcnching of procedures (or skills), it is clear from the work of
Greeno, Hyman, and Norman (Chapters 7. 8, and 9 of this volume} that the
issues. are not so simple, One can represent factual knowledge by procedures that

ccan generate those facts, and, conversely. one can represent what could be

procedural outputs by appropriately complex static symbolie networks.
Another type of change that may result {rom instruction, and which we must
theretore be prepared to explicitly represent in our MOLIM, is change in the

- learning “properties of the system beyond the representation of the specific

nstructional material. For example, in the case of the aggregate models with
which Atkison represents the learner. there are a lew changes in the acquisition”
parameters that result trom the instruction. In more complex models of learning,
such systemic modifications would include the basic rules of self- n]Odlﬁt..lthfl
themselves.

3. How thoroughly assimilated is the thiag to be learned? In the paper cited
above, Newell (1972) distinguishes “between several levels ol general versus
specitic knowledge about a task. The more general the knowledge, the more’
transformational rules are necessary to take the system from ite -y state at
performanee time to a task-spacific state in which it can actually perform the
task at hand. Conversty. a very task-specific piece of knowledge might be
represented in “machine code™: being fully assimilated it would require no
interpretation at run time, however it would be of limited generality. .

A concrete example of this di’stilictinu is provided by the models for children’s

"“performance on seriation tasks developed by Baylor and Gascon (1974). In these.

models there are two Kinds of representations for “seriation knowledge.” One is
a base strategy. consistfug only of series of nested’ goals, that deseribe, at the
most general level a strategy for seration (e.g.. ™ find max.” or “insertion™). The
other representation is a rule set that accounts for each move made by the child
during a specific seriation task. Behavior during lengtl seriation has one rule set,
and hehavior durirg weight seriation lias another. If the system has only the base
strategy. then it also requires a set of rules that take the base strategy and
construct a task-specific variant (e.g., for weight seriation). There are vaiious
ways to conceptualize this mapping. The two simplist are a complete “compila-
tion,” in which the base strategy, plus the task-specific mappmo rules, create an
entire tash-specific system that then runs on the task. The other is a collection of

.interpretive rules that never :rc:ltc a t;is,k-s‘poclllc entity, but instead interpret

O
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the base strategy, “on the run.” in terms ol the specitic task.
In designing a MOLIM, we must decide upon the assimilatedness of the
information to be acquired. The sematic networks of Norman and Grizeno in this
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v

volume appear to'be far toward the task-specific end of the spectrum, whiile
-Shaw ai 4 Wilson appear to be focusing upon a more general “‘base strategy” in
- their representations of group generators. A similar contrast can be found in
comparing Atkinson, (Chapter 4) with Resnick {Chapter 3). Atkinson is aiming
at an instructional procedure that will create a very specific set of data structures
and processes that will enable the learner to write programs or to acquire a set of
readmg patterns. Resnick has begun to investigate the manner in which the
learner abandons the task-specific instructions and creates a more efficient and
general procedure. My strategic bet is that by representing the result of learning
s “base plus interpreter,” we may begin to get a handle on the mechanisms of |
generalization from, or beyond, the specific instructional sequence. -

. 4. How distinct is the learning system from-the performance system? In’
" almost all models of learning, be they psychologlcal models or examples of
Artificial Intelligence, there is a clear distinction between the learning processes
and the thing to be learned, that is, the performance system (see for example the
models in Feigenbaum & Feldman, 1963, or Simon & Siklossy, 1972). The
distinctions are made with respect to the over-all ‘organization of the respective
systems, the underlying representations, and even the basic system architecture.
For' example, in the letter series completion model of Simon and Kotovksy
(1963), much attention is paid to the differential, short-term memory demands
made by different representations for different serial concepts, but the demands
made during the induction of these concepts (i.e., during their learning) are not
directly addressed. Another example of this distinction can be found in Water-
man’s (1970) learning program in which the result of training was represented as
.a prouuction system, but the learning system itself was not a production system.
Although such separation has the benefit of making the modeling task more
manageable, it lacks both elegance and psychological plausibility. I would hazard .
the guess that the same mechanisms that span the gap between general base
strategy and the task-specific: system (see Question 3, above) are implicated in
the learning process itself. The more homogeneously we design the MOLIM, the
. more likely we are to be able to solve both-problems simultaneously. Such a
~ view might be nothing more than idle speculation were it not for the recent
work of my colleague, Don Waterman. He has constructed a set of adaptive
_production systems for a.range of learning tasks' (Waterman, 1974a b). These
models learn simple addition, verbal associations, and complex letter series, Each
model is written as in initial core of productions, some of which have the
capacity to add additional productions to the initial core. The final “learned”
system ‘operates under the same control structure and system architecture as the
* initial system and the learning rules are représented in precisely the same way as.
the new rules that are learned, that is, as productions.
The instructiondl. “Znvironments in which Waterman’s system do their self-
modification are relatlvely simple, but I believe that the basic approach is very
'sound, and extendable to richer instructional problems. In a less precise but
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-much mare general statement, Wallace and 1 (Klahr & Wallace, 1976) have
proposed a broad view of cognitive development in erms of a self-modifying,
productlon system : : o .

! : -
‘ [ S
CONCLUSION '
1

.The chapters-in this volume represent diverse but converging answers to the

question of the relevance 'of some current research in cognitive psychology to
*instructional desigri. I have not attempted to synthesize, evaluate, or review the
 previous chapters because several efforts have already, been ‘made in the discus-
sion chapters by Gregg, Olson, Farnham- Dié‘éow, Hayes, Collins, Shaw, Glaser,
and Cazden. Instead, my intent_his been to provide an orientation that might
help the reader to form his own evaluatlon of the research reported here.

By confining attention to learning in intentionally instructional situations, I
have attempted to reduce the task to manageable proportions. Instead of
concocting a general learning system, I have considered the design of more
limited models of the effects of specxfc ,mstruc,‘uonal situations.-Such models
will mmally tend to be largely determmed by ‘the task environment, that is, by
the aterial and its forin o’f‘presentatlon«However there are some fundamental
questions that are worth- askmg, questions which may apply to.a wide range of -
instruction, even though their answers may be task-specific.

Having pmed the design i.sues, we' might ask ‘a féw questions about the -
enterprise, per se. Why bother with such-an effort? There scem to be a few-good
reasons. First, if we could actually build a senmble model, we could directly
simulate the results of proposed instructional procedures. The potential value of -
such instructional “pilot plants” is that they could replace the extensive field
testmg of instructional variations that we are presently forced to use. But except
‘in the most simple situations, we are not yet able to build such models, and the
worth of the enterprise lies in its propaedeutic nature: it may give us an
introduction to the kinds of thmgs we still need to know. Several of the
cemments by other discussants in this volume have raised the disquieting.
possxblhty that we may have little here that is really new or useful. I think that
such a’view is unjustified, but the issue cannot-really be addressed in the
abstract: :we need concrete examp]es of what we are talking about. Thus, the
second reason for-attempting to raise some design issues is that the.exercise of
constructing a model of learning from instruction wilk prov1de us with, such
concrete examples.

Another general question that we can ask dbout the. deSIgn of a MOLIM is
“Who cares?” Who might benefit from such an exercise? It seems to me to be
premature to claim that either instructors or learners (at least as traditionally
conceived) could benefit much from thinking about - the design of learning.
models. The payoff at presen.t ‘appears to be for the people who fall mto the -
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intersection of the categories of instructiunal designer and cognitive psychol-
ogists. The contributors to this volume -were selected because of just such a
blend of interests and skills. Their answers to some of the questions I have raised
are implicit in the work they have presented in previous chapters. Perhaps other
“learning engineers” can, in reaching their own answers, begin to apply and
direct the kinds of basic research that are;required to furthei our knowledge of
both cognition and instru. tion.
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of serial patterns, 118
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"Meaningfulness, 145149, 319

Learning (contd.)
strategies in, 114115
when should it oceur, 327
Learning hierarchies, 55~58
Learning to learn, 78-80, 194, 287
Linking science between psychology and
instruction, 303--305

M -

Matching to determine isomorphism, 282
Mathematics
arithmetic, task analysis, 54-58; 65-70
fractions, 125-135
generative concepts, 200-201
geometry, task analysis, 58-59, 135-150
task analysis, 51-80 ) '
Maximal rate contours, 90
Mayonnaise problem, 185-186

Mcasurement, 76, see also Matlgmatics
Meddling, 119 ’
Memory -~
external, 265
recognition, 161-176
reconstructive aspects, 174
representation in, 177-194
restructuring of in impression formation,
173-176
see also Represcntation, Semantic
memory, STM .
Mental computation, 127
Mental processes in sentence
comprehension, 245-268
Metaphor, 281-282, 322 .
Modeling, 119 ' : ,
MOLIM (model of a lcarner in an
instructional mode), 325-331
Monster problems, 272-275, 278-279,
288--289, 297
Motivation in language acquisition, 9, 16
Motor skill, 322 - |
Move operator, 273274
Muddling, 119

&
1

N

Negatives
applied to quantifiers, 255
denial, 251-252
implicit, 255-260
relative difficulty, 267
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Negation
representation of, 246
scope of, 251
in sentence completiony 263264
" time to process, 247
. Nominal concepts, see Concepts
Novice-expert distinctions, see
| * . Expétt-novice distinctipns
g &
- Optimal control theory, 91-
Optimization of learning, 81107, 312,
321-322
. for class performance, 96~98
) _in German vocabulary Iéarning, 100~106
" for individual students, 93-96
Optimal sequencing, see Optimization of
learning
Oral communication, 270, 322

P

‘Pattern recognition, 137--139, 144-145
Per(.uvmg. affordance structure, 212-217
Person perception, 161162, 238
- PLANNER, 142144 e
/Pl.mmng. 236
Practice; 323
in language acquisition, 11, 17, 99102
as teans of strengthening S-R bonds, 54
Predication, 246
- Praxis, 119
~ Problem solving, 319, 326
course in, 239-242 .
. evaluation of effectiveness, 239242
knowledge required, 136-149
well-structured versus ill-structured, -
s 277-~278. 280, 288-289, 317
Problchbsolving skills, 88
Problem space, 271
Process-structure distinction, 327--328
Production systems, 22, 142, 144, 329
for performance grammars, 7
Productive thinking, 58-61
Professionals, sce xpert performance
Propositional networks, 139 -144, see also
Relational networks
Propositional errLsentatmn of sentences,
245
Prototypes, 203, 228 Sec also Stereotypes.
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" Psycholinguistics, 3~22, 245268, 321
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Psychology of instruction, 305-311
Puzzles, 278-280

Q

Question answering, 153-158°

R

Rational task analysis, see Task analysis

tests of individual differences, 31-33 .
tests of process independence, 30-31 -
Reading comprehension, se¢ Comprehen-
sion, Verbal comprehension tests
Reading comprehension tests, 265—266

~ Recognition of relations, 137-139

Reinforcement, 309 .
in language acquisition, 11, 13,17
Relarional networks, 145-149, see also
Propositional networks, Semantic
inemory
Relevance of curriculum, 317
Representation, 272-273, 278, 314
of concepts as procedures 125135
description of, in UNDERSTAND, 274
of fractional quantity, 126-135
of information extracted from sentences,
246251
via schemata in memory, 177-194
of thematic information, 265-266
for verbs, 178--183
Rewards, see Reinforcement
Rote'lcarning, 177 c. |
Rote proofs, 146
Russian, computer assisted 1nstrmt10n in,
100

Reading
computer assisted mstrucuon in, 89-99
|
|
|
|

S

Schemata, 161176, 203, 230, 238 _
and mermory representation, 177194
modification of, 184 i
selection, 184
structure, 183-184
Science of design, 304-305 T
Seope of a negative, see Negation /

* Second-language learning, see Language /
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Self-modification, 326, 328-329
Semantic knowledge, 278-280 ?
Semantic memory, 111,125,272
Semantic networks, 150153, 178-182,
229,319, 326, 328
‘Semantics in algebra word problems,
280--281
Sentence completion tasks, 262-265
Sentence—picture comparison, 247-—249.
287--288
Sentence representation
affirmatives and negatives, 246
embedded clauses, 251--252
Sentence veritication, 246--255
Sequential processes, 112
Serial pattern learning, 115 °
Set theoretic representation of fractional
quantity, 130--135
Similarity to stéreotype, 164--174
Simulation, 3.5
Skill, 5-8
‘Spatial representation of tr.utumal
quantity, 126135
Stages of competence, 53
Stereoty pes
" assimilation to, 170, 229
..as schemata in memory, 161-176
Sternberg’s additive-factor paradigm -
description, 24-26
generalization of, 26--36
Stimulative therapy in aphasia, 294295
STM (Short-Term Memory), 274275, 329
Strategies, 328 -329
irflearning, 114--115 ;
in understanding, 281-282, 285
~ Structural networks, see Active structural
networks, Semantic networks i
Styles of interpretation, 288
Subject matter
addition, 71-72
algebra, 280 .
arithmetic, 54 58, 65-72
art apprediation, 298 299
calculus, 236
computer programming, 82-89, 190-192,
285
* cooking, 185 -190
foreign languages, 3-8, 99- 106
¥ fractions, 125--135, 237
geography, 320
geometry, 58-59, 135-150
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Subject matter (contd.)
Gerinan, 99-106
problem solving, 238-242
psychophysics, 150-157
reading, 3034, 89-99

: riviting, 224-228
Russian, 100 ’ -
second language voubu]‘u’y, 99-106
subtraction, 69--71 ‘ .
writing, 283

Subtraction problems, 6971, see also

mathematics -
Syntactic analysis of instructions, 271

T

Task analysis, 311312, 319321
definition, 51-53
in additive factor paradigm, 24-25
empirical analysis, 68—72 .
Gangne’s contribution, 55—58 «
history, 5363 oo
and individualization, 113-114
information processing approaches,
53-80, 125-159 ) .
in instructional design, 51-80, 109— 115
in mathematics, 5180, 125-149
Piaget’s contribution, 59-61
rational task analysis, 65—~68
instructional relevance, 52-53, 61
satire nf 321
and subject strategies, 114—115
Thorndike’s contribution, 53-55 -
Wertheinter's contribution, 58-59
Fdsk sequences, 55-58 )
Teachability, see lnstruc_mbility
Teaching
routines for, 72--78
of understanding, 284~285
see also Instruction
Testing, see Lvaluation
Time spans in attaining competence 31 3
Transformations, perception of
~ shape of nonrigid objects, 212-213
shapéof faces; 213-217

- tea-making event, 217

Transition matrix, 103
Tutorial dialogues, 187190, 320
Tutorial method . o
in u)mputcr il%lslcd instruction, 87—89
Socratic, 227 .
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‘U ‘ Understanding task instructions, 269-285,
: "317
UNDERSTAND computer program, v :
269-284 . o .
. Understanding, 58-59, 118119, 269-285, v . .
287-289, 319 - . L
criterion of, 271 . Verbal comprehension tests, 247, 263—265_
different styles of, 281-282 : '
nature of, 270-277 W
puzzles, 278-280 ! :
theory ot, 271 -274 ) * The wl;ilc-saucc problem, 186~190
i, © ~
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