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There is much excitement about the use of microcomputers in ele-
mentary schools. It is precisely now, while parents, school boards,
teachers, and students are so excited, that we should begin the long
process of thinking deeply about how to integrate microcomputers
into the elementary school curriculum. In most schools, microcom-
puters are an “add-on” to the regular instruction. There is a serious
risk that the extra burden this approach involves may turn off both
teachers and students to the potential that microcomputers have for
improving learning. To counter this risk, we must begin to integrate
microcomputers into the regular instructional program of elementary
schools.

The topics addressed in this book are, I believe, the most importan*
ones to include in any dialogue on integrating microcomputers into
instruction. At the same time, beginning computer users will find the
tepics accessible; the discussions about instructional uses of computers
are centered around learning objectives that are common to most
elementa:y schools. Microcomputers ultimately will be accepted into
schools only if learning is improved as a result of their use, so dialogue
should focus mainly on the contribution that computers can make to
learning.

The primary intended audience for this book is elementary school
teachers who have some experience with microcomputers, either
through personal use or through watching others use them. No par-
ticular expertise is assumed, however. Secondary, but very important,
audiences are curriculum and instructional coordinators, workshop
leaders, school administrators and planners, and school board mem-

ix
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x Preface

bers. Each of these groups will find information that may help them
plan appropriate uses of microcomputers in elementary schools.

In the best of all possible worlds, this book would be read in the
presence of a microcomputer with lots of instructional software. There
is no substitute for hands-on experience with a computer. The illus-
trations in the book can give only a weak impression of the dynamics
of using instructional software. Simulations and word processing soft-
ware are especially difficult to portray accurately through pictures.
However, if a computer with lots of software is not regularly available,
a few minutes of “play time” on a computer would be very beneficiai.
Even that limited exposure will help make the concepts come alive.

My bias on the use of computers in elementary schools is that
computer-assisted instruction (e.g., drill and practice programs, sim-
ulations) will for a long time be a very important application of
comguters in elementary schools. Over the next decade, use of utility
programs (e.g., word processing, data base) will probably come to
rival computer-assisted instruction in importance. Utility programs
extend our mental abilities, and let both children and adults do old
things in different and more efficient wavs as well as do new things
that would otherwise not be possible. But it will take time to learn
how best to stretch children in these directions.

Programming probably will decline in importance fcr elementary
school students in this same period, just as it will decline in importance
for adults in the “real” world. Most applications of computers are
becoming “friendlier,” with less need for the user to know the intri-
cacies of the program that drives the application.

Unlike other educational innovations, computers are in schools
partly because parents and students insist that they be. Because of
these pressures, compurers are not going tobe a fad that is here today
and gone tomorrow; they are going to remain a part of the teaching
environment from now on. Hopefully, this hook will help some teach-
ers lecrn better how to cope and how to use microcomputers effectively
to improve the learning of their students.

George W. Bright




Introduction to
Computer Education

Computer education has become one of the most frequently discussed
topics in education today. Its importarce lies in the already pervasive
and rapidly expanding role that computers play in our everyday lives.
Over the past few years pressures have been rapidly mounting from
many sources for schools to participate actively in the computerization
of society—from parents who want their children to be able to cope
with modern technology, from businesses who hire graduates into
work environments that are becoming rapidly computerized, {rom
colleges and universities who demand more and more sophisticated
skills of high school graduates, and, probably most important, from
the students themselves who have become computer- oriented almost
as a birthright.

The ways that various schools and school districts have responded
to these demands shew that there is no ciearly articulated policy about
computer use in the curriculum. Too often the response has been a
rush to acquire equipment without a concurrent careful examination
of how that equipment might best be used. On the surface this seems
to be analogous to other fads that have previously been enthusiastically
emuraced by educators. However, on second glance there 1s an im-
portant difference. The impetus for this move is primarily from out-
side the tvpical education establishment; pressures are tending to grow
rather than dimimsh, in spite of increased activity by schools to as-
similate computers into existing programs.




2 Introduction to Computer Education

This book is an attempt to discuss the most important applications
of computers in elementary schools so that both preservice and in-
service teachers are prepared to discuss the important issues of com-
puter education. It is critical that teachers have substantial input to
whatever dacisions schools make about the use of computers in
schools, for it is the teachers who must ultimately implement any
plan of actior.. Teachers must be at the same tirue enthusiastic and
skeptical about the use of computers. Computer disciples would have
us believe that computers alone can solve most of the problems of
modern education, while computer skeptics decry computerization
as merely another fad that will in time pass. Neither view is accurate;
but until leachers have adequate information about the possibilities
inherent in computers, they will be unable either to counter these
positions or to provide thoughtful alternatives.

UNDERSTANDING THE
COMPUTER AGE

At the outset it is important to have both conceptual and functional
understandings of a computer. Conceptually a computer is an eiec-
tronic device (e.g., a “black box”) that can accept, manipulate, and
communicate information. One analogy is that of a learner; a learner
accepts information through reading or listening or watching, ma-
nipulates that information by relating it to other information s/he
knows anc. storing it in long-term memory, and then communicates
that information through exams or discussions or behavior. One major
flaw in this analogy, however, is that we know very little about the
process of manipulation of information in the learner’s mind. In a
computer the manipulation is through a computer program that can
be studied in detail by anyone who wants to find out how the ma-
nipulation is being done.

A computer might also be viewed as a fancy calculator, for a
calculator performs all of the same functions. Again, however, the
analogy tends to break down because a computer has capabilities that
a calculator cannot encompass. The information that is given to a
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Why Are Computers Important? 3

computer can be in the form of numbers or text or in electronic puises
from game paddles, light pens, or a variety of other fancy devices. It
is expected that soon many computers will even be able to accept
voice input; the user will only have to talk to the machine. The output
of information from a computer can also take almost all of these
forms. The same computers that recognize voice input will almost
certainly also have voice production capatilities, so the machine will
be able to talk to the user as well as display information on a monitor
screen.

The types of manipulations inside a computer are almost unlim-
ited; the imagination of the programmer is the only real restriction.
Too, the speed of manipulation is far greater than that of a calculator.
In large computers several million operations per second can be per-
formed, and even in microcomputers several thousand operations per
second are common. The memory available in a computer is also
much larger than in a calculator, oftentimes the equivalent of
hundreds of thousands of characters. Perfect recall of such vast quan-
tities of information gives computers a distinct advantage over rany
humans.

Functional understanding of a computer only comes through
hands-on use. Of course, a computer can be used for programming;
but probably equally important, it can be used as a tool to do such
things as word processing, keeping records, and searching a data base
for particular information. Obviously the printed book cannot provide
hands-on experience; the reader will have to acquire that elsewhere.
Access to a computer would be a., excellent accompaniment to reading
this book. However, this book illustrates information displays that are
generated by these kinds of uses. These illustrations will give some
feel for computer uses.

WHY ARE COMPUTERS
IMPORTANT?

Computers are important primarily because they extend the intellec-
tual capabilities of humans First, computers can perform repetitive

14



4 Intraduction to Computer Education

tasks (e.g., print form letters or payroll checks by the thousands) moie
accurately and with much less expense, both monetarily and in per-
sonal exhaustion, than humans. This capability extends humans’ abil-
ities to deal with the world; indeed, the existence of large institutions,
like schools, businesses, or cities, often requires that many people get
similar, but nonetheless individualized, information. Computers can
help provide this information.

Second, computers can remember and manipulate enormous
quantities of information. This capability expands both the quantity
and the accuracy of memory in humans and potentially makes de-
cisions better. Some futurists have estimated that by the end of the
century the amount of information in the world will double about
every one and one-half years. This means that by the time an entering
first-grader leaves grade six, the amount of information in the world
will be sixteen times as great as when s/he began school, and by the
time s/he graduates from high school, the amount of knowledge in
the world will be 256 times as great as when s/he entered first grade!
There is no hope for mere humans to be able to keep up! Computers
will help by enabling people to locate information relevant to a par-
ticular question. Computers will do the “leg work” to narrow the field
of vision on a given topic.

Third, as more is learned about how people make decisions and
about how to write computer programs to model those decision-
making processes, computers will be able, and almost certainly al-
lowed, to0 1nake some decisions. This will relieve humans from some
of the tedium of their lives and will allow them to concentrate on
more important decisions. For example, in the summer of 1984 a
computer made a decision to abort a U.S. space shuttle mission; this
decision was made only four seconds prior to lift-off. The computer
actually shut down the rocket engines without even asking the human
controllers. Certainly one reason the computer was given this power
is that the computer can receive information about a malfunction,
process that information, and make a decision about how to act on
that information in only a split second—far faster than a human could.
But probably equally important is that the computer always interprets
the infornation in the same way; there is never any idiosyncratic bias.




Why Are Computers Important? 5

Different humans mught interpret the importance of a malfunction
differently because they were tired or angry or depressed. When lives
are at stake, such as in a space mission, it is comforting to know that
important decisions can at least partially be regulated by unbiased
and consistent decision processes.

There is a belief that comput-rs are suddenly appearing all around
us in new applications. That is not true. What is true is that with the
increase in miniaturization of computer technology people are sud-
denly aware of the many uses of computers. Computers are already
part of automobiles and most major appliances that are now man-
ufactured. With advances in voice recognition and synthesization, peo-
ple will be able to talk to these machines and get answers from them.
For example, when a car is started, it will be able to perform diag-
nostics on its systems and tell the driver when one of the major
systems, like the brakes, needs to be fixed.

The trend toward the infusion of computers into more aspects of
our lives is not likely to enc soon. Simply coping with the world—for
example, the information explosion—will require an ever expanding
role for computers. As a consequence, it may become less important
for students to learn specific content than to learn how to .’=al with
information. That means that exposure to computer capabilities and
limitations is vital for every educated citizen. The schools must play
a primary role in providing this exposure, and this means ‘n turn that
teachers must acquire that knowledge as soon as possible. This book
will help some begin that journey.

Birnbaum (1985) notes that computer use is in the third of four evo-
lutionary stages for technologies: (a) experimental rarity, (b) exotic tool or
toy, (c) quantity manufac.uring, but used by only a small part of the pop-
ulation, and (d) absence more noticeable than presence. Further, more
and more people are now focusing on the development of human re-
sources through computers rather than on the cost of obtaining the
needed computer power. This signals the entry to the fourth stage. Con-
currently, software will need to be created that extends people’s capabili-
ties instead of trying to make people fit software’s limitations. Building
computer use into the schools i wave that are consistent with the fourth
stage is the biggest educational challenge today.




6 Introduction to Computer Education

WHY ARE COMPUTERS
IMPORTANT IN THE
CLASSROOM?

As with most innovations in ecucation, there has been much specu-
lation about whether computers will soon take over the jobs of teach-
ers. Certainly they will not, though the roles that teachers play will
change somewhat.

During the late 1960s, when computer-assisted instruction was
first being implemented on large mainframe computer systems, it
was predicted that teachers would become an endangered species.
Claims were made that computers could perform most of the teachers’
functions better and ultimately for less cost. That prediction was far
off the mark; in fact, neither part of it has proven to be the case.
Some low-level, repetitive tasks like drill and practice can certainly
be performed better and cheaper by computers, but the overall job
of a teacher cannot. Now most educators have recognized that the
appropriate concern is to identify the parts of teaching that can best
be performed by computers.

Mitzel (1981) focused on one of these roles: computers can and
should help educators adapt instruction to each learner. Five ways he
listed to do this are to provide instruction (a) at a self-determined
pace, (b) at times convenient to the learner, (c) at a point when
prerequisites are in place, (d) by first diagnosing and then remediating
the learner’s difficulties, anu (e) with multiple media (pp. 94-95).
Each of these ways can be incorporated into computer-delivered in-
struction, but only with intentional effort.

A second role is to teach new concepts with computer technology
that could not be taught without it. One such concept is computer
programming; no one can adequately learn to program without
hands-on experience with a computer. Another such concept is data-
base searching; the time required to search multiple data bases by
hand is becoming prohibitive.

Probably equally important is identifying changes in the standard
curriculum that will be required as computers are incorporated into
the teaching of everything from art to zoology. Some reorganization
of traditional curriculum practices is inevitable in order to take ad-
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Computer Literacy 7

vantage of the capabilities of the new technology. For example, in
social studies the concepts that are likely to survive computerization
are those that help people organize and interpret information. Iden-
tifying historical precedents is likely to be far more useful to people
than remembering details about historical events. Such general con

cepts have always been important, of course, but in many ways their
application depended or remembering information that could be used
as the raw material for generating a statement of historical precedent.
Now the computer can be used as the memory device for this infor-
mation, and people can focus on asking the right questions of the
machine to get the relevant information out of that memory.

COMPUTER LITERACY

One of the reasons that computers are being introduced in so many
elementary school classrooms is so that the schools can begin to pro-
vide the conceptual and functional understanding of computers to
students. This typically goes under the rubric of computer literacy,
though that term can have many different definitions. It is often
impossible for schools to adopt a definition that will satisfy all of the
external pressure groups, and indeed it is often because of outside
pressure that a computer literacy curriculum is developed. Parents,
business persons, or indeed the students themselves may believe that
without such a curriculum a school is automatically deficient.

Although computer literacy is an important topic for schools to
consider, one of the goals of this book is to put that topic into an
overall perspective on computer education. Computer literacy is not
the only important thing that computers can be used for in schools;
it should share with other priorities the often-scarce computer facil-
ities that are available. It is also likely to be important for only a
relatively brief time, say a few years, until most teachers become
equipped to deal with computers in the context of teaching other
content.

Computer literacy is important for students primarily because of
their need to deal with computerization in everyday life. So many
aspects of life will involve the use of computers that it will scon become
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impossible to understand fully whot is going on without some fa-
miliarity with computers. Schools, while they should not be expected
to make experts out of their students, should be expected to provide
exposure to the relevant concepts.

TYPES OF COMPUTER-
ASSISTED INSTRUCTION

One of the first encounters that many people have with computers is
through commercially prepared software. Instructional software of
this kind is referred to as computer-assisted instruction (CAI), and it
may be of several types.

Drill and practice CAI is the computer analogy to worksheets.
Exercises of one type are provided repeatedlv so that the learner can
gain adequate practice to overlearn the content. Usually after each
response the learner is given feedback on the correctness of that re-
sponse. This type of CAL is relatively easy to write, and consequently
most of the early commercial packages were in this mode. The primary
advantage over noncomputer worksheets is that feedback is provided
after each response, so a student does not repeatedly practice an
incorrect procedure before learning that it is incorrect. Dril and prac-
tice CAI, however, does not take advantage of many of the unique
capabilities of the computer.

Tutorial CAI is analogous to teacher presentation of material,
either for a whole class or a small group. Tutorials are usually difficult
to program, since they must account for a wide variety of student
responses to every question. Early in the learning of new content,
students often seem to have acquired bizarre variations of what was
intended to be taught. Tutorial CAI must seem to be as intelligent as
a teacher in responding to and correcting those incorrect first
impressions.

Simulation CAI models simplified versions of real-world events.
Their primary use is to allow students to make decisions about those
events without having to live with the perhaps disastrous consequences
of those decisions. These are roughly analogous to role-playing in
noncomputer settings; students can pretend to be heads of corpora-
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tions, leaders of nations, managers of wildlife reserves, or even ele-
ments in a chemical reaction.

CAI games overlap all of these categories, for any of them could
be cast in the context of a game. The most common type of instruc-
tional CAI game is drill and practice game; this is like regular drill
and practice, except that feedback is typically not explicitly provided
for each respcase that the student makes. Rather, success at winning
the game becomes the criterion of understanding of the content. Tu-
torials or simulations can also be cast as games, though it sometimes
becomes difficult to know how well winaing actually reflects under-
standing of the content rather than understanding of how to win.
Sometimes the strategies for winning such a game are not well
grounded in the content intended to be the taught.

All types of CAI have analogies in noncomputer classroom in-
struction. Transfer of a particular instructional technique to computer
format, however, does not carry with it a guarantee that the computer
version will be equally effective. There are many unanswered (uestions
about the ways that students interact both with computers and with
the information presented on a monitor screen. Until careful research
is completed to begin to answer these questions, teachers should be
skeptical about claims of the effectiveness of CAI, especially when
those claims are based on the noncomputer versions of similar
techniques.

TEACHING PROGRAMMING IN
ELEMENTARY SCHOOL

As mentioned earlier, one of the obvious things that can be taught
with computers is programming. But just because it can be taught
does not mean it should be, especially in elementary school. As a
school begins to develop a definition for computer literacy, it is almost
automatic that programming be discussed; and indeed, understand-
ing adequately the capabilities and limitations of computers seems
to be easier after some experience in programming. Consequently, it
is probably important and appropriate for all students and teachers
to have a chance to learn some programming skills. But determining
the amount of exposure to programming is difficult.
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Programming can be taught as a foreign language (after all, it
has a grammar and syntax all its own), and experience has shown
that young students learn a foreign language easier than older stu-
dents. Thus, initial exposure to programming might best come during
the elementary school years. However, the goals for such instruction
should be relatively limited. Certainly, there should be no expectatior.
of making students into sophisticated programmers.

The choice of programming <nvironment is also probably critical
for the success of such instruction. One very desirable goal is to help
students develop an understanding of algorithms and of problem
solving through breaking a big problem into smaller chunks. A lan-
8uage such as Logo is designed to facilitate this process as much as
possible, while a language such as BASIC is not so easily bent to this
goal. As with any instruction, the technique must match the goal in
order for the instruction to be effective.

OTHER USES OF COMPUTERS

There are many other ways that teachers can use computers to im-
prove teaching effectiveness. Computers can keep records, print out
worksheets and tests, help write reports through spreadsheet pro-
grams and word-processing programs, and manage students in con-
tinuous progress programs. These functions are related to, but are
distinct from, the CAI uses discussed ec}rlﬁ:. Those who are putting
pressure on educators to bring computers into the schools might not
see the importance of these applications, for they often seem not to
have immediate consequences for instruction in the classroom. How-
ever, they may prove to be some of the most important educational
applications; it is through these that teachers will develop a sensitivity
for computerization in the world around us. Passing on this sensitivity
to students may be the best public service that teachers can perform.

Before schools or parents rush into purchase of microcomputers
for use by elementary school students, they should consider the con-
cerns and recommendations of Chaffee (1982).

1. One computer in a school generally does not produce a
significant experience for students.
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2. Without adequate training of teachers in computer use,
students will not learn the potential of computers.

3. Students who have access to computers at home generally
become more expert than teachers who have no computer
experience.

4. Determining both immediate and future goals for com-
puter use in a school may rake as long as a year. In all
cases, it takes longer than expected.

5. Many questions need to be considered:

a.
b.
. Who will identify software to be *1sed? How will current

What are the purposes of computer use in the school?
Who will monitor the instruction on computer use?

information on software be acquired and maintained?

. How will evaluation of software and of the effectiveness

of software be done?

How will teacher education be supported?

Who will be in charge of equipment?

Where will equipment be housed? What kind of security
will be used?

. Who will schedule use of equipment and resolve conflicts

in its use?

Is the electrical system of the school capable of sup-
porting computer equipment throughout the building?
How will repairs be handled? (pp. 17, 76)

11

Focusing on these concerns will increase the likelihood of a si:ccessful
implementation of computer use in any school. Laying the proper
foundation for computer use is vital to avoid unrealistic expectations
by teachers, parents, and students.

AS YOU READ ON

Please keep in mind that this book was written to provide a context
for computer education. None of the topics is covered to exhaustion,
and many questions will be left unanswered. Indeed many questions
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12 Introduction to Computer Education

are at this time unanswerable. It is primarily through our collective
experience with the use of computers in the schools that we will begin
even to imagine what the answers might be. Hopefully, however, this
book will provide a sound foundation for further learning.

2
<o




Drill and
Practice Programs

Historically many of th. objectives of instruction in elementary school
have centered on skill and concept learning which requires drill and
practice for mastery. Although there is a trend toward expansion of
those objectives to include goals like problem solving, there will cer-
tainly continue to be a need for students t> engage in drill and practice
activities. Virtually all such activities can be adapted to computer-
assisted instruction (CAI) as one of the primary modes of presentation.

WHAT IS DRILL AND
PRACTICE CAX?

The term “drill and practice” refers to any situation in which the same
kind of exercise or problem is presented repeatedly and for which
students are typically expected to provide a single correct response.
For example, students might be asked to write the plural of each word
in a list of nouns, to match musical pitches, or to estimate the product
of two two-digit numbers. In the last example, there may be a range
of answers that can be considered correct, but usually there is only
one correct answer for each exercise.

One of the standard ways to provide drill and practice is through

13
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14 Drill and Practice Programs

worksheets, which might be prepared by the teacher for a particular
purpose or which might be provided along with a curriculum pro-
gram. One significant disadvantage of worksheets is that the student
may complete an entire set of exercises incorrectly and rehearse in-
correct procedures repeatedly before any feedback is provided by the
teacher (or an answer key) on the accuracy or inaccuracy of those
procedures. Incorrect procedures, if they are rehearsed with the belief
that they are correct, may become embedded so deeply in cognition
that it becomes extremely difficult to unlearn them and to relearn
correct procedures.

Drill and practice CAI goes a long way toward alleviating this
deficiency. It can provide immediate feedback after each exercise to
indicate whether the result of the student’s procedure is correct. Stu-
dents thus are given clues about the accuracy of their procedures.
These are, however, only clues about the procedures. The feedback is
an evaluation of the answers, not necessarily of the processes used to
obtain those answers.

Beyond this very simple use of the computer’s capabilities, drill
and practice CAI can also include diagnosis of a student’s difficulties,
can provide remediation for those difficulties, and can select for extra
practice those exercises that cause particular difficulty for an individ-
ual student. More will be said in Chapter 6 about diagnosis. For now,
it only needs to be pointed out that remediation can then be tajlored
to fit the difficulty, or combination of difficulties, that a } articular
student is experiencing.

The capacity to select for extra repetition the exeicises that are
causing difficulty is one that probably has not received enough atten-
tion by authors of drill and practice CAIL A program can easily keep
track of how many times each exercise is answered correctly or in-
correctly. Each incorrect response could increase the probability that
this exercise will be presented again. For example, in a drill and
practice program on multiplication basic facts, the sevens and eights
facts typically cax e the most difficulty. However, for some children
the zero facts are also frequently answered incorrectly, apparently due
to confusion with addition facts. A drill and practice program can
identify those particular facts that an individual student is having
difficulty with and present those facts more frequently. Keeping rec-
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ords for each child individually means that the time spent on skills
that are already mastered is kept to a minimum. A worksheet ap-
proach to drill nd practice must repeat the facts that children col-
lectively miss rather than only those facts that a particular individual
is having difficulty with. Collective repetition will be inefficient for
some of the students.

CONTENT OF DRILL AND
PRACTICE CAI

Drill and practice CAI programs should deal only with exercises that
can be responded to quickly and with little work required away from
the computer. For example, a CAI drill and practice program on two-
digit by three-digit multiplication would be inappropriate if only the
final product were to be typed in at the keyboard. Considerable work
on paper would be required before the answer could be typed in, so
the computer would spend most of its time sitting idle and waiting
for the student to compute the product. Although there might be an
advantage in having the compute.’ diagnose errors in such a compli-
cated skill as this, CAI programs that drill subskills would be a con-
siderably more efficient use of available computers than drill on the
full skill.

Complex skills, however, can be incorporated into drill and prac-
tice CAI through the use of the computer as a tool for completing
some parts of the skill. For example, multiplication of decimal frac-
tions could be practiced by having the program display an exercise
along with the product of the two factors as if there were no decimal
point in either one. The studen” could then be asked to identify where
the decimal point should be placed. At the point in the curriculum
in which this skill is practiced, textbooks frequently assume that mul-
tiplication of whole numbers is not going to be a difficulty. Rather
the placement of the decimal point is more frequently the focus of
attention. Whether this assumption is correct varies from class to class,
but the use of the computer to perform the multiplication puts the
empbhasis on the new material to be learned. Follow-up exercises could
be employed to determine if more practice is needed with multipli-
cation of whole numbers.

20




16 Drill and Practice Programs

BAD AND GOOD FEATURES OF
DRILL AND PRACTICE CAI

The most frequent deficiency with drill and practice CAI is that too
many extraneous gimmicks are employed. For example, the feedback
for a correct response may be a “smiley face” drawn on the screen or
a tune played for several seconds. As one-time feedback devices, these
are undoubtedly very effective; but as devices to be used tens of times
with each student, they become quite distracting and time-consuming,
Too, they may hold the child’s attention during the use of the program
and inhibit attention from being focused on the content to be learned.

Another undesirable feature of drill and practice CAI programs
is that wrong answers sometimes produce more elaborate feedback
than correct responses. For example, in some versions of Hangman
the graphics display for the “hanged” man is more interesting to
students than the simple “correct” response presented for spelling the
word correctly. Many children intentionally misspell words just so
that they can see the fancy graphics.

Even a simple noise that is given as feedback for responses can
be quite disconcerting even if the pregram is used by only a few
students at a time in the back of the raom. That noise can cause
disruption of other activities that are going on in the classroom, and
other students may not be able tc concentrate on those activities, At
the very least every program should give the teacher the option of
turning the sound off.

Many of the commercial drill and practice programs also involve
gamelike situations that expose children to imaginary violence that
would not be used in a standard worksheet situation. For example,
there might be an alligator eating fish or a space creature shooting
at monsters. Whether repeated exposure to these situations causes any
long-term effects on the ways in which children perceive the world
around them is not known. However, the possibility certainly exists,
and at the very least schools should probably get a feeling from parents
of whether the fantasy situations provided in such drill and practice
programs are acceptable.

Good features of drill and practice CAI programs include the use
of a variety of feedback responses for both correct and incorrect an-
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swers. For example, short positive phrases could be randomly selected
by the program for use after each correct response. After an incorrect
answer the student should have an opportunity to respond again, as
the first response may have merely been mistyped. The number of
tries allowed before the correct answc: (or corrective rerediation) is
given is an instructional decision made by the program designer. It
is related to the kind of content involved, the age of the intended
audience, and the importance of the content to the elementary school
program. The designer’s decision may not be the same as a particular
classroom teacher’s preference, and the congruence between these
two outlooks may be critical in the decision of whether to use a
particular program in a particular elementary school setting.

Another desirable feature of drill and practice CAI is a large pool
of exercises from which particular ones are selected. If the pool is too
small, students may begin to recognize particular exercises and to
remember the answers to those exercises. This obviously defeats the
purpose of drill and practice, except for specialized areas in which
there really are only a fevs possible exercises to practice.

There are many commeccial examples of drill and practice CAI
In fact, much of the current educational software could be classed as
drill and practice CAI. As with text material, the quality of this soft-
ware is (uite variable. Most of it does not take advantage of the positive
things that microcomputers can do to enhance learning. Rather, most
software could be described as electronic worksheets whose only ad-
vantage is in providing immediate feedback for each response.

DRILL AND PRACTICE IN
PRIMARY GRADES

Drill and practice CAI in the primary grades should probably be used
only in small doses, spread over an extended period of time. Although
students seem to be very motivated by the use of microcomputers in
the classroom, these machines have not been in use long enough for
anyone to know what the saturation level is. That is, how soon will
these same students grow tired of the new technology? And equipment
is generally still scarce, so short sessions with drill and practice CAI
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will help give access to these resources to as many students as possible.
It is undoubtedly unrealistic to expect that classroom sets of micro-
computers will soon be available as standard equipment in an ele-
mentary school classroom.

Drill and practice CAI should not be used to replace other instruc-
tion; drill and practice in any of its forms cannot, and is not expected
to, do that. But this type of CAI can put some variety in the repertoire
of techniques that a teacher has available to use. Such variety may
even enhance the effectiveness of standard drill and practice activities,
just because they will not be used as frequently and will have the
advantage of novelty.

Two very important characteristics of drill and practice CAI for
primary grades are appropriate reading levels and simple input pro-
cedures. A program to drill writing the past tense of verbs cannot be
used if the instructions for the program use vocabulary that even a
sixth-grader would not understand. Because primary-grade children
cannot be expected to have well-developed keyboard skills, a program
should accept inputs wiih only a few keystrokes (preferably only one).

Some examples of appropriate content for drill and practice pro-
grams for primary-grade students are color recognition, word-
numeral associations, arithmetic basic facts, simple grammar skills,
shape names, plurals, and rhyming words. Every response should
receive some simple feedback, and reinforcement should be given at
the conclusion of the program.

Some sample screens from a drill and prectice program on ad-
dition facts are given in Figure 2.1 (MECC, 1983). (Please keep in
mind, both here and for later illustrations, that no printed document
can quite capture the full impact of the visual images provided by
CAL Some imagination is required from the reader in order to visualize
the “flow” of information from one screen to the next.) Reinforcement
is given through drawing parts of an airplane in response to correct
answers. The exercises ask not only for missing sums, such as in screen
3, but ilso for missing addends, such as in screens 2 and 4.

The best advice on drill and practice CAI for primary grades is,
“Keep it simple!” Use this CAI to provide some variety in instruction,
but don’t expect too much from it. Other uses of computers (for
example, teaching programming) should not be squeezed out to make
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4 + 8 = 128
1+43 =4

Figure 2.1 Arithmetic drill screens
From MECC, Early Addition, page 12.

room for drill and practice CAI This CAl is only one of the appropriate
uses that can and should be made of microcomputers in the primary

grades.

DRILL AND PRACTICE IN
INTERMEDIATE GRADES

More complex skills can be drilled in the intermediate grades. The
feedback provided after each exercise, however, should still be kept
simple. Summary feedback (for example, the percentage of correct
responses) can he provided at the end of each session, and students
can be asked tn keep personal records of their progress. Intermediate-
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grade students can be assumed to have, or can develop, better key-
board skills than primary-grade students Less care, though certainly
some care, must be given to keep the instructions and the input
procedures simple.

This CAI can be used to provide relearning or review for students
who have been absent, to provide extra practice for students who
haven’t yet learned a particular skill, or for some simple remediation
for students who are having difficulty learning a skill. All students,
however, should be given opportunities to use this CAI; students
should not perceive this drill as just for the “dummies.”

Figure 2.2 shows screen displays from a language arts program
(MECC, 1980a). In this program students are to practice use of pre-
fixes. The cycle of events is simple: an exercise is presented, the re-
sponse from the student is accepted, and feedback is provided. The
exercises range over checking for meaning of a prefix, writing a word
containing that prefix, and using the prefix in context. At the end of
the program, summary information is provided. Figure 2.3 shows
screen displays from a review lesson tor five prefixes. At the end of
this review, summary information is again provided.

Any program with only the capabilities of this one would be
especially useful for students who are having repeated difficulty with
prefixes. It is too simple for anyone who has essentially mastered the
skill, though it would relieve the teacher from having to monitor the
practice of a student. Drill and practice programs should provide
summary information both to the student and to the teacher about
the success rate of the user. Without this information the teacher
would have to rely on additional testing to determine whether the
student had adequately learned the material.

Figure 2.4 provides displays for a program with similar goals for
learning; that is, memorization of particular facts (MECC, 1980b).
This program drills the state names and the state capital names. Of
particular note about this program is its use of graphics. Instead of
relying on only textual presentations, it gives a visual display that is
more powerful. For example, in this way the state name could be
asked before the capital name.

Two kinds of memorization are required for success with this
program. First, the student must pair the state name with the picture
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From MECC, Elementary, Volume 5, pages 34, 35
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Figure 2.3 Language arts review and summary findings screens

From MECC, Elementary, Volume 5, pages 45-46.
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Figure 2.4 Geography drill
From MECC, Sacial Studies, Volume 2, pages 93-94.

of that state. Second, the name of the capital of the state must be
paired with tne name of the state. The multiple modes of represen-
tation of information (pictures and words) may use both hemispheres
of the brain, and success with the two modes may be different. It
should not be expected that students who are successful with the first
kind will necessarily be successful with the second kind. Recognizing
differences like this will become increasingly important for teachers
who use software that employs more modes of representation of in-
formation (e.g., pictures, text, sound) than can be presented in text
material.

Feedback in drill and practice programs does not have to be merely
right or wrong. In some programs a score is kept, with the number
of points awarded for correct answers differing according to the form
of the answer. In dealing with common fractions, for example, more
points could be given if the answer is reduced to lowest terms than

BEST COPY AVAILABLE
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if the answer is correct but not reduced. Ir. this way positive feedback
is given for every correct answer (a very desirable trait), but the reward
is greater for use of a more efficient form.

RESEARCH ON DRILL AND
PRACTICE CAI

Much of the research that has heen done on CAI has dealt with drill
and practice programs. Most frequently, the results have been that
students learn about the same amount of material through CAI as
through conventional instruction but that this learning is achieved
either in less time or at a faster rate with CAI (e.g., Bracey, 1982;
Cody, 1973; Edwards, Norton, Taylor, Weiss, and Van Dusseldorp,
1975; Jamison, Suppes, and Wells, 1974; Kulik, Kulik, and Cohen, 1980;
Overton, 1981; Thomas, 1979).

The studies in which this result has been observed span elementary
school through college and cover content as diverse as mathematics,
typewri.ing, and identification of handicapped students. Most of the
studies, however, have been conducted with secondary school students
and with science-oriented content, though newer research tends to be
conducted with younger students. Most of the studies have also dealt
with fairly large pieces of content, such as a whole unit, rather than
with a particular skill, such as writing plurals of nouns. Again, recent
research is more frequently addressing smaller skills. Jensen (1982),
for example, used microcomputers to teach addition facts to first-
through third-grade students. He reported that time savings occurred
and suggested that this was because of careful repetition only of the
problems that were causing difficulty.

The observation of roughly equivalent learning in less time has
been referred to as the “CAI phenomenon” (Bright, 1983) and may
offer one of the primary advantages of drill and practice CAI in the
classroom. If the same learning can be accomplished through CAI in
less time, then the time saved can be spent learning new material or
learning the same material to a deeper level of understanding. In
either case, the productivity of the classroom teacher would be im-
proved, and the knowledge base of the students would be greater.
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The two most probable explanations for this phenomenon arise
from pe results of the Beginning Teacher Evaluation Study conducted
in Celifcrnia in the 1970s. The subjects for that study were second-
graders and fifth-graders, and achievement was examined in both
reading and mathematics. One of the strongest predictors of student
achievement was the amount of time a teacher was zble to keep
students on task with activities that they could perform successfully.
This time was labeled “academic learning time.”

CAI may increase the amount of academic learning time in two
ways. First, computer technology is a strong motivator and tends to
keep children focused on the screen display; that is, focused on the
content. Second, by taking advantage of the computer’s capability to
keep track of a student’s performance on exercises, those exercises
that are being missed consistently can be identified, and remediation
(or at least informative feedback) can be provided. This remediation
may prevent the wrong processes from being learned, with the result
that students spend less time practicing wrong processes. They are
more apt to spend more time practicing correct processes, thts in-
creasing the academic learning time.

In the area of affective outcomes the research is quite a bit less
clear. Bracey (1982) in his summary of the CALI literature points out
that studenis seem to come out of CAI use with better attitudes about
compuiers, they seem to enjoy the ability to determine the pace at
which they move through material, and they generally fee! more in
control of things during CAL These outcomes are probably all viewed
as desirable by most elementary school teachers.

Fisher (1984) in another survey of research also reported that
students feel more positive about both themselves and school as a
result of computer use, though the studies on which this conclusion
was based seem to be mostly with college students. He also reported
indications of attendance increases and vandalism decreases, at least
partially as a result of computer use in schools. He also reported (a)
that there is more social interaction among groups working at com-
pute~ (b} that three students pe. terminal is adequate but that four
is too many, causing some students to w=it for a turn and to waste
time, (c) that teachers with access to computers spent more time with
individual students than teachers without computers, and (d) that
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girls are underrepresented in computing classes, at all grades but
especially at higher grades. He noted that anecdotal reports, though
consistent, are not sufficient to clearly establish believable results in
the area of social effects of computers. Controlled studies are needed
to confirm results.

In summary, research clearly indicates that CAI should not be
expected to produce miracles. It must not be oversold. The learning
produced could be good or bad, just as with any instructional tech-
nique, depending on the care with which the designer constructs the
program. Too, CAI should not be used to the total exclusion of other
techniques. No technique alone can long succeed in teaching every-
thing, and there is not yet enough information about the long-term
effects of CAI on learning to know how it can best be used. In par-
ticular, no one knows if the apparent motivating effect will wear off
after repeated exposure. At the moment CAI appears to be a very
promising technique, but, like the development of instructional tele-
vision, program designers must become more sophisticated as the
learners become more used to using CAI.

CONCLUSION

As long as drill and practice is necessary for attaining the goals of
elementary school education, drill and practice CAI will have a role
to play in providing that instruction. The research clearly indicates
that there is at least one advantage of CAI over other modes of drill
and practice; namely, time can be saved. Teachers, however, must
demand that drill and practice software take full advantage of the
capabilities of the computer without cluttering the instruction with
inappropriate uses of those capabilities. As with any instructional
material, care must be taken in the selection of the particular software
that is used to be sure that it teaches objectives that are important
and that it will be an efficient use of stude.its’ time.




Tutorial
Programs

In the elementary school new information is most often presented to
students by the classroom teacher. Typically, the teacher tells the
students something, or demonstrates something, and the students are
supposed to remember or model what the teacher has done. Much
of this information is presented to whole classes at once, and then a
great deal of time is spent in helping those students who did not grasp
the new material the first time it was presented. Tutorial programs
may be effective either in presenting material for the first time or in
helping teachers do the reteaching.

WHAT IS TUTORIAL CAI?

A tutorial CAI program is any program that teaches new information
to the user. In addition, most tutorial programs also check on the
user’s level of understanding, and many tutorials provide some drill
and practice of that material. However, thc key aspect of tutorial
programs is their intent to teach new material. For example, a student
might be presented with rules for writing plurals of one-syllable
words, with plans for designing electric circuits, or with an algorithm
for multiplying common fractions. If the intent is to teach this material
as if it were previously unlearned, these programs would be considered
tutorial programs.
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In self-contained classrooms most of this kind of information is
presented by the teacher, with practice and additional explanation
provided by a textbook or workbooks. For a wide variety of reasons
not all students grasp a new concept with the first explanation. For
example, students may lack the necessary prerequisite skills, they may
be daydreaming, they may be ill or hungry, they may be uninterested,
they may misunderstand the words that the teacher uses, or they may
be absent. It is often difficult for the teacher to know, and impossible
for printed materials to find out, how well the instruction has com-
municated its intended content. That is, what level of understanding
have the students attained? Microcomputer tutorial programs can
overcome this deficiency by analyzing responses of each student during
the course of the instruction. All of the responses can also be remem-
bered with full accuracy, so each student’s history is complete.

Typic.'ly, a tutorial program performs this analysis by asking
questions during the presentation and matching the responses with
common wrong answers that are stored in the program. In this way
the program can sometimes identify for the students the incorrect
aspects of their understanding and provide an alternate explanation
of the material to try to correct that misunderstanding, For example,
if a studen responds with “runed” for the past tense of “run,” the
program might respond with “The past tense of many verbs can be
formed by adding an -ed, but run is a special verb. The ordinary rules
for forming the past tense do not apply. The correct past tense is ran.”
In this way the student is given some positive feedback about knowing
the general rule, but the limits of that rule are further defined, and
perhaps with this information the student will be more successful
later. Providing feedback at this point in the learning process may
also reduce the amount of reteaching that will be needed later because
misunderstandings are corrected before they become too firmly es-
tablished in memory.

Most tutorial programs analyze responses simply by matching the
students’ answers with possible wrong answers stored in the program
by the program author. A teacher with experience in teaching a given
topic, on the other hand, often has both a large set of typical wrong
answers that students give to specific questions and associated notions
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of what misconceptions those answers may illustrate. Such notions
are, of course, only guesses in any particular instance, and at best
they reflect general kinds of misunderstandings. Any particular stu-
dent may have acquired some unusual misconception that has be-
havioral manifestations similar to a common error, so the teacher’s
attempt at remediation may be off target. A tutorial program would
analyze students errors unbiasedly and might be more likely to identify
uncommon errors.

As tutorial programs become technically more sophisticated, they
will employ better techniques for diagnosing misunderstandings (see
Chapter *). With a better diagnosis comes a better explanation of the
error, and the program is more likely to change the students’ under-
standings from incorrect to correct.

THE STRUCTURE OF A
TUTORIAL PROGRAM

A tutorial program has a simple generic structure; each new concept
or skill is presented in three basic steps. Information is presented, a
check is made on how well the student understood that information,
and corrective action is taken if necessary so that the student’s un-
derstanding is the same as that intended by the author of the program.
The creativity needed for writing an effective tutorial program is usu-
ally not in writing the initial teaching presentation. Rather it is, first,
in designing appropriate questions to find the most critical misun-
derstandings and, second, in creating effective reteaching sequences
for correcting those misunderstandings. Most reteaching sequenc s
will never be seen by most users; only a few will ever be encountered
by any individual. However, without these sequences, the tutorial
progran would fail in one of its most important characteristics;
namely, correcting misconceptions that a particular individual may
develop during instruction.

Misunderstandings may develop for a variety of reasons; for ex-
ample, lack of necessary prerequisite information or misunderstand-
ing of the language used in teaching. Keeping track of even a few of
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these creates a tutorial program with very many branching possibil-
ities. As a consequence, a tutorial program will typically be very large,
perhaps too large to be stored in the working memory of most types
of microcomputers. In this case pieces of the program will have to
be stored ex.ernally—for example, on a disk. Thus, tutorial programs
usually have more hardware requirements (for example, disk drive
required) than drill and practice programs. If tutorial programs are
to be an important part of the use of microcomputers in a school,
adequate hardware will need to be purchased. This may be an im-
portant cost in the use of tutorial programs in schools.

In teaching the addition algorithm, for example, students may
make a variety of errors, some of which are listed below. (The prob-
lem, 57 +78, is used as the example, with expected wrong answers
given in parentheses.)

. drops carry digit (25 or 125)

- carries wrong digit (711 or 171)

. begins on left (117 or 216 or 261)

- adds each column separately (1215)

Some students will exhibit several of these errors in succession, while
other students may exhibit only one error and that one only briefly.
A tutorial program must always be alert for all errors. Unlike a human,
who comes to expect certain types of errors from specific students
and who may not recognize other errors, a tutorial program can
recognize errors without bias or predisposition.

This objectivity has both advantages and disadvantages. The pri-
mary advantage is that the program can recognize changes in a stu-
dent’s behavior almost as soon as it occurs. There is no lag such as
might be caused by the human tendency to see only what is expected
or desired. The primary disadvantage is that time may be lost in
repeatedly searching through an entire list of potential errors trying
to find the error(s) that fit.

USES OF A TUTORIAL
PROGRAM

There are two obvious uses of tutorial programs. One is to provide
the primary instruction on a topic. Another is to provide backup
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instruction for students who were absent, or did not grasp the ma-
terial, during the first exposure.

The first use may bring to mind an image c. a mythical twenty-
first-century school (and myth is probably the proper analogy) in
which every student has a computer and spends most of the day
interacting with that machine. Even though this view is not accurate,
there will likely be some time spent each school day in human-
machine interaction. Tutorials will take up a significant portion of
that time. Much of this tutorial use will likely be for teaching material
of which the teacher is unsure or that has special presentation re-
quirements, such as the need for accurate pictures or animation.
Tutorials are not likely to replace teachers as the primary source of
new information, but in some areas tutorials can supplement the
information that a particular teacher has. For example, the calls in
the mid-1980s for more science edication in the U.S. may be met
more easily and inexpensively with the development of adequate mi-
crocomputer tutorials than with the massive in-service and preservice
education required to educate all, or even most, elementary school
teachers.

The second use of tutorials would relieve one burden for teachers;
namely, repeating instruction for students who were absent or who
weren’t paying attention during the initial instruction. Teachers could
then focus their energies more effectively on correcting those miscon-
ceptions that are not corrected by the tutorial. After all, rio tutorial
can be totally effective for all students; teachers will always be needed
to fill in the gaps in the program.

WHAT CONTENT IS
APPROPRIATE FOR
TUTORIALS?

Tutorial programs should deal with content that involves rules or
relationships. Simple memorization of isolated facts would be the
domain of drill and practice more than of tutorials. Content that is
best presented with illustrations, either static or with motion, is par-
ticularly appropriate, since pictures can be easily and cheaply ma-
nipulated on a monitor screen.

Science concepts seem especially appropriate for tutorials since they
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typically are built on prerequisite material, involve many relationships,
and can frequently be presented through pictures. A microcomputer tu-
torial program can determine whether the prerequisite material is mas-
tered (and either provide additional instruction or send the student to the
teacher for extra help), can identify and isolate the relationships between
parts of the material, can present extra explanation to help develop un-
derstanding of those relationships, and can employ color and motion in
various combinations to correct misunderstandings.

For example, Bork (1981, 1983) has developed tutorial programs
for teaching science concepts for a variety of ages and situations. The
eatly programs were for college-age students, with whole courses
provided in CAI mode (on mainframe computers rather than micro-
computers). More recently, however, he has developed microcomputer
programs for use in unattended environments, like libraries, where
people of all ages and many diverse backgrounds simply walk up and
start using the programs. Much analysis of responses is required in
these programs, since they can make no assumnptions about the pre-
vious experiences of the users. Some of these specific programs include
electricity (connecting a battery to turn on a light) and simple genetics.
The teaching technique used is “to Place students in an environment
in which they must behave like scientists in their approach to prob-
lems” (1983, p. 50). This technique is reminiscent of the science cur-
riculum projects of the 1960s and hopes to communicate the flavor
of science rather that its full content.

Programs like these would seem to be especially useful in elemen-
tary school for topics in which teachers are generally not expert. The
background of the classroom teacher may not be much more extensive
than that of some students, and computer programs designed to iden-
tify and correct misconceptions may be much more effective Just be-
cause the teacher may not recognize the misconceptions of students or
may not be able to correct such misconceptions efficiently.

TUTORIALS IN THE PRIMARY
GRADES

In the primary grades tutorials might be used as an alternate moce
of instruction to help students focus on simple concepts and relation-
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LESSON 1
WOU MANY CUBES e 2 e .
ALE IN THE anpnB? c'ﬂ o~
2 ?)
GROuPS OF A OAOUPS OF UraaguEe1: Gmgues OF n OAOURs OF URGnOUrEQ
MANKE 10 GROUPS OF TEN
The student 1s asked how many cuhes are In the bag The student groups the cubes by tens
3 f 4 - /
2) -
HY L
omgQURS OF A GROUPS OF UNGROUPE D OGROURS OF R OROURS OF UNGADLPED
HUNDRED TEN ONES WUNORED TEN ONES
TYPETH WATCH THE GAOUPS OF TEN WHEN YOU TYPE TH, 10 GROUPS OF TEN BECOME
AMUNOALO
When there are ten groups of ten the ten tens are grouped into one hundred
5 MOl MANY CUBES aoen oy 6
ARE IN THE BAG?
Enmﬁ
nﬂaﬂ:gut‘lg n GF’.HI#:'S‘ oF uNﬂnllNﬂEUsFEn “Raﬂ:gﬂgz n ﬂﬂﬁl#:: oF UNRBR'?EUSFED
When all of the cubes are out of the bag the student writes the number symbol
’ i
OADURS OF M GAOURS OF UNGROURED
WUNDRGD TEN ONES
RIGHTI THERE WERE 110 CUBES (N THE BAG
This 15 the fimished task
Figure 3.1 Arnithmetic tutorial: First lesson
From NCTM. 1984 Yearbook, page 46.
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Part 1

LESSON 6

Part 2

WOW MANY CUREZ ARE Tuene-D:D
r— I‘Illl!ll sosesssses
l

L1k N
THEAE AE NORE THAN 9 DS, MEGADUP HE DNES.

REGFOUP THE CUBES €0 ¢au MAVE
11 ONES

301

[

TO SO' VE THIS pROBLEM
AEGAOUM | UNDREO TO 10 TENS

The student 15 asked to write the number symbol
that tells how many cubes are in the picture

The student 1s asked to regroup the display to
show more ones

HOW NAMY Z_EE: AFE 1»«5:;-@

REGFOUP THE CUBES SO vOU Mﬁ"E, e 1|'|

11 ONES E Z 1
Y

[

LI} {4
MU THERE ARE NCRE TN 9 TENS,
RGP THE TENS,

TO SOLVE THI1S PROBLEM
AEGAOUS | HUNDREO TO 10 TENS
NOW REGROUM | TEN TO 10 ONES

First the student must regroup the cubes

Th= tudent first reg. oups a hundred to ten tens

WO MANY CUBES ARE THERE® Eﬁm
r .

W URITE THE MUNEER

2 iy
2@ s

11 OME

[

REGFOUP THME CuBe3 30 vau nnusl
H

7O SOLVE THIS CROBLEM
REGROUP | MUNDREO TO 10 TENS
NOW REGROUP | TEN TO 10 ONES

Now the student can write the appropriate number
symbol

Next the student regroups one ten to ten ones
The appropriate regrouping marks accompany the
cnanges in the disulay

Figure 3.2 Lesson to link symbols to objects

From NC1M. 1984 Yearbook. pa ¢ 48
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ships. Students in these grades are operating at the concrete operations
level, so relationships among cor.cepts (and relational concepts) will
be difficult to learn. Ordinary whole-group instruction in these areas
is likely to fail to take account of the many different misconceptions
that students develop because of their limited abilities to process
information. Computer tutorials are more likely to help individual
students acquire concepts that will not need to be unlearned later.
One suitable tutorial program for primary grades is shown in Fig-
ures 3.1 and 3.2 (Champagne and Rogalska-Saz, 1984). The tutorial is
designed to help students connect numeration concepts embodied in
manipulative materials with the symbols used to write large numbers.
A lot of interaction is required from the user, but it is of a different
quality than drill and practice programs require. The user must stay
involved with the content in order to progress through the program.

TUTORIALS IN THE
INTERMEDIATE GRADES

In the intermediate grades tutorials can deal with more sophisticated
content. Or.e such program is Lincs (MECC, 1980a), shown in Figure
3.3. This program presents information (screens 1 and 2) and then
checks for understanding (screens 3 and 4). This is more typical of
most commercial tutorials than is the previous example.

The program also has accompanying print materials that support
the instruction on the screen. These include recording sheets or: whuch
students can copy some of the definitions and illustrations from the
screen and worksheets for further practice.

Another tutorial program is Fish Circulation (MECC, 1980b)
shown in Figure 3.4. This tutorial is designed to teach the circulation
system of fish. Graphics are used extensively beth as a model of the
circulation system and as a highlighting device to focus attention on
parts of the model. Again. there are extensive print support materials.



~

(A.74 B

Two lines in a plane may
either intersect, as In A,
or not intersect, as n B.

L ines that do not intersect
are called PARALLEL.

press 'space bar' to go oh J rress 'space bar' to go on
\— \.

( R N

AB and DC are Lines which are not parallel
1. parallel are called
2. intersecting 1. Inlersecting
3. perpendicular 2. Rays
Which one? 3. Angles
(Press 1,2 or 32
The arswer s 1.
rress 'space bar' to go on

\ N J

Figure 3.3 Tutorial on lines
From MECC, Elementary, Volume 9, pages 10, 14.

™~
WaLLD YOU LIKE TO:
1> SEE A LESSON ON BLOOD CIRLULATION

IN A FISH,
2> PRNSWER SOME QUESTIONS RBOUT BLOGOD .Gﬂ?Eg EEBSL'TE’EL}‘EYPRVEL DIRECTLY TD
CIRCULATION IN A TWO-CHAMBEREL
SYSTEM SUCH AS THRT OF A FISH.
SEE A DEMONSTRATION OF BLOOD
CIRCULATION IN A TWO-CHAMEBERED
SYSTEM SUCH AS THAT OF A FISH.
4> END THE PROGRAM
1, 2, 3, 0R 4 1

BSOS 1Or iR BIORR b o el rihe BIEE e
' NBETRTS DEMONSTRATION,

\__ W, \__

Figure 3.4 Science tutorial
From MECC, Science, Volume 3, pages 8-9.
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BAD AND GOOD FEATURES OF
TUTORIAL PROGRAMS

The current difficulty with many microcomputer tutorial programs
is that they do not provide enough branches for the learners. The new
information may be presented in only one way, and the only procedure
fc  ¢~-recting misunderstandings is to use the same presentation
again. This is not much different than the teacher who says the same
thing louder when a student asks a question. Also, too much infor-
mation is often given in text form rather than in other modes of
representation. The tutorial program becomes too much of a page-
turning device.

Tutosials that were written in the middle and late 1960s for main-
frame computers generally provided inuch better instructional se-
quences, at least in terms of branching, than current microcomputer
versions. At least in part this is due to the fact that early tutorials
were only in text mode (because of the limitation of the equipment
to teletype terminals) and were written almost exclusively for college
students rather than elementary school students. The kinds of re-
teaching through text explanations that can be done for this older
population are more sophisticated because of the accessibility to
language.

At the elementary school level considerable :reativity is probably
required to create reteaching sequences. Effective tutorials will likely
be slow to develop until better procedures are available for pinpointing
precisely the misunderstandings that students’ responses indicate.
Too, more needs to be known about the use of pictures, motion, and
color in developing understanding. Currently, tutorial authors are ef-
fectivelv limited to authoring by intuition; the research base is too
sparse. Until microcomputers became generally available, there was
no technology, except people, that could support tutorial teaching.
Now the technology exists; instructional strategies must catch up.

This concern about how understanding develops points out the
need for research on learning and teaching. Drill and practice is fairly
well understood: paper and pencil is an adequate technology to sup-
port drill and practice. It is clear to all teachers that drill and practice
assists the acquisition of skills. However, at the level of concepts, very
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little is commonly known about how to make teaching more effective.
The advent of the use of microcomputers in the schools will put
pressure on software producers to create tutcrials for use in schools.
Effective tutorials would more likely be produced, however, if ir.ore
were known about how people learn concepts and relationsh.ps
among concepts. This knowledge can only come about through re-
search on learning, but it may be the pressures (and the money) of
commercial producers of software rather than the search for knowl-
edge that push researchers to develop that knowledge. An analogy
can be found in the development of technology for the manned space
flight to the moon. It was not until the commitment was made to
put a human on the moon that the research was conducted to allow
the creation of the technology. The same may be true of accumulation
of knowledge about learning, the impetus being more commercial
than academic.

EVALUATING TUTORIAL
PROGRAMS

Teachers need to look at many different features of tutorial progran,s
indeciding which ones to use in the classroom. Of primary importance
are the accuracy of the content presented and the consistency of the
Pedagogy used with that of the teacher. Since tutorials can be expected
to be integrated into the regular instruction, and not to replace that
instruction, the philosophy of the tutorial should be consistent with
that of the classroom teacher. At the same time, however, the goal
of a tutorial program is to instruct, so the information communicated
must be accurate.

The nature of the interaction is also very important in tutorial
programs. There should be ample opportunity for the students to
respond to questions, yet the program should not be just drill and
practice. Too, a program that only provides information in screen
after screen of text is not a tutorial. There must be interaction between
the program and the student. A rule of thumb is that if more than
three or four screensful of information are presented without any
chance for interaction, there is not sufficient interaction. However,
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the kinds of questions are edqually important. If all of the questions
are cognitively at a low level, then the program may just teach mem-
orization of information. For most kinds of content, this level is in-
adequate. There should be some questions that require careful
understanding and analysis of the content.

Also, the questions should not all be multiple choice. Students
should have to type in some answers in free response form. This means
in turn that the program must be able to analyze such responses and
look for key words, even if they are not spelled quite correctly. For
example, in a program on flow of blood through the body, one question
might be, “Through what does blood flow away from the heart?”
Responses of “artery,” “the artery,” “artary,” “artory,” “arteries,” and
variations of these should all be considered correct. Creating programs
that can search free responses for a variety of answers is conceptually
not difficult, but taking the time and the care to do so makes the
production of such programs expensive.

The most difficult part of evaluating tutorial programs for poten-
tial classroom use is that it takes quite a lot of time to do the evaluating.
Teachers must try out many of the paths that students might en-
counter. That means that teachers must pretend to make both the
common and the uncommon mistakes that students are likely to make
in answering the questions. Since it is not possible either to “speed
read” through the program or usually to retrace one’s path through
the tutorial, the teacher must run the tutorial program several times
in order to find out what the program can and will dc. Although
tutorial programs have many advantages, and although schools may
find the prospect of using tutorials very attractive, the expense in time
of reviewing the programs may discourage teachers, and many school
administrators, from making much use of such programs.

WHAT DOES RESEARCH SAY
ABOUT TUTORIALS?

There is very little research on the use of tutorial programs with ele-
mentary school students. Most of the tutorial programs have been
written for college-age or high-school-age students, and much of the
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research on these programs was conducted with text-only tutorials
written for mainframe computers with teletype terminals only. Hence,
the conclusions cited below should be viewed rather skeptically. The
generalizations to younger populations who are much less verbal can
only be tentative.

It is perhaps significant that Overton (1981) in a review of the research
on CAI in mathematics discussed no studies of tutorials for elementary
school students, and she only referenced the work on PLATO with ele-
mentary school students. (The PLATO system is a mainframe computer
equipped with multiple terminals.) These PLATO studies (e.g., Slattow,
1977) showed that of the three mathematics-content areas of fractions,
whole numbers, and graphs, only the tutorials on fractions resulted in sig-
nificantly improved learning, as compared ¢ a control group. A similar
but less controlled experiment on language arts did not indicate any sig-
nificant improvement in measures of learning,

In short, tutorials with elementary school students have had no
spectacular success in improving learning, However, the development
of tutorials is in its infancy; appropriate supporting technology is only
now available. As more tutorials are written, and as more research
is conducted on those tutorials, more success will certainly be dem-
onstrated. Until that time, teachers should expect tutorials to teach
as well as, but certainly no better th.n, ordinary instruction. Tutorials
should be used only if a particular program seems to fit easily into
the regular curriculum.

CONCLUSION

Tutorials open up many possibilities for improving the delivery of
instruction. As yet, however, these are untried possibilities. It is an
exciting time to be studying instruction, but progress is likely to be
slow. The science of teaching and learning has not vet established
enough principles to guide rapid development of tutorial programs.




Games

The idea of ucing games as teaching devices is quite old. It is widely
accepted that ancient civilizations used games to teach, or at least
practice, many physical skills. It is not equally accepted, however,
that games can teach common educational objectives, even though
most elementary school teachers have adapted or created games to
try to teach something to their students. The development of computer
technology and the accompanying video-arcade technology has given
new impetus to trying to understand both how games teach and what
kinds of concepts and skills can be taught through games.

WHAT IS A GAME?

Many authors have given many different definitions of a game. Bright,
Harvey, and Wheeler (1985) have tried to characterize a game rather
than to completely define it. Their list of characteristics is the means
for identifying a game in this chapter.

1. A game is freely engaged in.

2. A game is a challenge against a task or an opponent.

3. A game is governed by a definite set of rules that describe
all of the procedures for playing the game. In particular,

the goal(s) sought are set forth in the rules, and after a

play is made, it may not be retracted or altered.
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4. Psychologically, a game is an arbitrary situation clearly
delimited in time and space from real-life activity.

5. Socially, the events of a game are considered in and of
themselves to be of minimal importance.

6. A game has a finite number of states or positions; that i, only
a finite number of different things can happen. The exact
states of the game are not known prior to the start of the game.

7. A game ends after a finite number of plays.

These criteria are designed to capture the common notions (a)
that the rules of a game completely determine it, and if the rules are
changed the game has likewise changed, (b) that the game is not
completely like real life, and (c) that the game is of minimal long-
range importance, even though the skills needed to play the game
may be quite important. Yet, because the game is a challenge, there
is motivation to play seriously. Players do not simply make random
moves, unless they have become completely frustrated.

An instructional game is a game for which the teacher has deter-
mined a set of instructional objectives prior to the time at which the game
is given to students to play. It is important in choosing a game for instruc-
tional use to consider what the instructional objectives of the game are. If
instructional objectives for a particular game > not clear, that game
should probably not be considered an instructional game, and it should
probably not be included in a teacher’s instructional repertoire.

Microcomputer games must meet this same test of instructional
quality before they are given to students to play. Typically, video-
arcade games are not instructional games, for they have no clear
instructional objectives. Some people have argued that eve-hand co-
ordination is one outcome of arcade games, but since that is not a
typical instructional objective of most elementary schools, the argu-
ment becomes quite weak in justifying the inclusion of arcade games
in the elementary school curriculum.

VARIETIES OF GAMES

Games can be classified in many ways. Bright et al. (1985) have used
two different classifications of games. One is based on the timing of
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the game relative to the regular instruction designed to produce mas-
tery cf content, and the other is based on the cognitive level of the
content being taught.

A game can be used either as review or practice of content already
mastered (i.e., at the post-instructional level), or as part of the primary
instruction designed to produce mastery of the content (i.e., at the
co-instructional level), or as readiness for instruction designed to pro-
duce mastery of the content (i.e., at the pre-instructionai level). Post-
instructional games are stereotypical of games in elementary school.
That is, most people think games are useful only in drill and practice
settings after the primary instruction on a topic. However, there is no
logical reason why games cannot also be effective in co-instructional
and pre-instructignal settings. Recent research on the use of games
has shown that games can teach content effectively in a variety of
settings, though clearly not every game will automatically do so. At
the moment, it is not clear what characteristics or level of content of
games may make them effective in different settings.

The second classification is based on Bloom’s taxonomy (1956) of
educational objectives. There are six levels: knowledge, comprehen-
sion, application, analysis, synthesis, and evaluation. In the elementary
school setting the first three have always been important, though the
next two are becoming increasingly important, given the new em-
phasis on problem solving. Again, receni research indicates that games
can be effective at most of these levels of content, but there is no
guarantee of success for any particular game.

Another classification of games has been given by Dennis, Muiz-
nieks, and Stewart (1979). They identifv free-form games, rigid-form
games, and open-form games. Free-form games can also be called
simulation games, and they are characterized by a scenario in which
the play progresses (p. 2) and in which the plavers take on roles. More
will be said about simulation games in Chapter 5. Rigid-form games
are the typical content-related games that are used in classroom in-
struction. These kinds of games are discussed below. Open-form
games are essentially problem-solving situations that have very little
if any relevance to real-world situations. An example of such a game
is chess. It is not at all clear, though it is certainly possible, that
becoming good at playving chess teaches anything either that will
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transfer to non-chess situations or that is importsut to common ed-
ucational objectives.

Any particular choice of categories of games (called a taxonomy)
is arbitrary. The primary purpose of such taxonomies is to help identify
the uses of a new game by grouping it with other similar games whose
uses are known. In this way the analysis of a new game can be
shortened and time can be saved.

WHAT CAN GAMES TEACH?

Games by their very nature provide repetition of situations with
slightly different constraints; for example, different numbers rolled
on a pair of dice. Hence, games can best teach concepts and skills
that need to be encountered repeatedly for mastery. This does not
mean, however, that only drill and practice settings are appropriate
for game use. It is possible for a game to provide all of the instruction
on new content merely through the repeated exposure to situations
in which that content is used.

Conversely, games should not be expected to teach content that
is encountered only a few times or that requires extensive discussion
by a group of people to investigate. For example, unusual problem
solving could not be taught by a game, simply because the repeated
exposure to problems of the same type violates the necessary require-
ment that the problems be unusual or novel. Certainly the subskills
needed to solve novel problems could be taught through games, but
the pufting together of those subskills could not be taught through
game playving.

CREATION OF
MICROCOMPUTER GAMES

Most microcomputer games are designed to reflect many of the mo-
tivating attributes of arcade games. That is, microcomputer games
make use of fancy graphics and fantasy situations. Although such
“extras” are not an essential part of a game, these features seem to
make playing the games more enjovable.
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The critical concern of a teacher, however, should be that the
instructional objectives of the game be clear and effectively tied into
the play of the game. For example, the game, Flashcard Baseball, does
not have the content tied into the play of the game. Students answer
questions only in order to allow them to “run” around the bases and
to score points. The kinds of questions asked can be changed arbitrarily
without altering the rules of the game. If a student is not caught up
in the fantasy of the baseball situation, it would be unreasonable to
expect this game to teach content very effectively. On the other hand,
the game, Teasers by Tobbs (O’Brien, 1982), is quite dependent on
the content involved. If that content were changed, say to geometry
or to language arts, the game would have to change dramatically. For
this reason Teasers by Tobbs is probablv a more effective instructional
game than Flashcard Baseball, in the sense that the players become
more involved with the content being taught. There are fewer dis-
tractions away from the content, and learning the content becomes
critical for completing a turn 1. the game.

Also of concern in microcomputer games mvolving graphics and
fantasy is the ~nnropriateness of the fantasy in the context of the goals
of the school. ror example, rnav mathematics drill games for ele-
mentary school students involve some violence in the fantasy situation:
for instance, shooting down spaceships. While this fantasy may be
attractive to some students, it may actually be counterproductive for
others. Malone (1980), for example, reported evidence that suggests
that males may like this kind of fantasv r ore than females Such
differences among populations of students need to be t+ken into ac-
count in selecting games for classroom use.

GAMES IN THE PRIMARY
GRADES

In the primary grades games can teach recognition of color and shape,
vocabulary, number facts, and ether fundamental concepts. Students
enjoy playing games and will often spend great amounts of time
playing them. The games should not be too competitive, however,
since winning may become important at the expense of learning the
content.

ps:
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Figure 4,1 Fish Chase

From NCTM, 1984 Yearbook, page 55 Reprinted by permission of Milliken Publishing Company,
St Louts, Missour:

One effective game is Fish Chase (Kraus, 1982a). This, like many
microcomputer games, is a speed drill, in this case on arithmetic basic
facts. The user s choice of fast or slow speed increases the range of
students that could make use of this game.

Another game for this level is Jar Game (Kraus, 1982¢). This is a
pre-instructional game that is designed to give students some intuitive
experience with probability. Students choose one of two jars from
which squares of two colors are then randomly selected. Students get
points when gold squares are chosen, and they get bonus points for
choosing the jar with the greater ratio of gold to nongold squares.

GAMES IN THE
INTERMEDIATE GRADES

In the intermediate grades games can provide problem-solving ex-
periences and analysis skills in addition to continued instruction on

| AGla)
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Figure 42 Jar Game
Reprinted by permission of Milliken Pubhshing Company, St. Lows, Missoun

fundame-tal concepts and skills. Teasers by Tobbs, for example, pro-
vides experiences with addition and multiplication facts at several
levels of Bloom’s taxonomy.

In the first screen display only basic facts are needed to fill in the
hlank space indicated by a question mark. However, in the second
display the student must develop a string of deductions in order to
fill in the space indicated. This is one kind of reasoning that is usefu)
in many problem-solving sit' ations.

Four Letter Words (Luster, 1883) could be made into a competitive
game by using it in a tournament setting, with students’ scores de-
termining their rankings. A four-letter word or combination is chosen
by either the user or the computer. Using these four letters, perhaps
with repeated use of letters, students make as many four-letter words
as possible. The program checks each word against those in its ac-
companying dictionary of over three thousand words. The score is the
total number of words made. After the student finishes, the computer
prints on the screen all of the words in its dictionary that could have
been made.

Q P
EMC , a7
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Figure 4.3 Screen displays of Teasers by Tobbs

Used by permission, Sunburst Communtcations, Inc

Golf Classic (Kraus, 1982b) is designed to improve estimation of
length and angle measurements. After a student chooses the angle
and length of a shot, the program draws the path of the shot. The
student thus gets immediate visual feedback on the accuracy of the
estimates.

RESEARCH ON GAMES

Almost no literature on the effects of microcomputer games exists.
There is, however, quite a lot of literature on noncomputer games. It
is reasonable to expect most of the results of this work to be gener-
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Figure 4.4 Screen displays from Four Letter Words

Written by Robert G Luster. Published by CONDUIT, The Umiversity of lowa, Oakdale Campus,
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Figure 4.4 (continued}

alizable to microcomputer settings, for it is probably the instructional
intent of a game that is important rather than the particulal iormat
of that game. The only caveat to generalizing in this way is the un-
known influence of the use of graphics and fantasy on the effects that
have been observed. Most noncomputer games do not make significant
use of these characteristics.

The learning effects and the affective effects of studies with ele-
mentary school students will be considered separately. The learning
effects will be grouped according to the instructional levels (pre-
instructional, co-instructional, and post-instructional) of the games
used. For two reasons, the studies cited deal only with mathematics
content. First, much more rescarch has apparently been conducted
in mathematics than in any other content area; second, the range of
content in these studies is quite large. Thus, the results from this
literature are fairly representative of the kinds of results that can be
expected from games.

Games used at the pre-instructional level have spanned a wide
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Figure 4.5 Golf Classic

From NCTM, 1984 Yearbook. page 58 Reprinted by permssion of Milli..cn Pubhishing Companv,
St Lows, Missour:

variety of content, some of it quite unusual for the elementary grades.
Lesh and Johnson (1976) used games to teach motion geometry to
240 fourth-graders. They concluded that the nongame treatment for
teaching this content was more effective than the game treatment.
Bowen (1970) also compared a game treatment with a nongame
treatment to teach logical principles to fourth-graders. He concluded
that the nongame treatment was more effective. Trimmer (1978), on
the other hand, concluded that with third- and fifth-graders, the game,
Mastermind, can be effective at improving reasoning skills. Bright,
Harvey, and Wheeler (1983) used the same game with sixth-graders
and found no significant improvement in logical reasoning skills. Peele
(1972) tried to teach strategy skills to fifth-graders through a variety
of games, but he found no significant differences between the game
players and the nongame players.

Numbcr skills and arithmetic seem like much more ordinary con-
tent than logical reasoning and strategy skills. Humphrey (1966) used




games to teach number skills prior to instruction by the classroom
teacher. He found no significant effect of the games. Droter (cited by
Ashlock and Humphrey, 1976) extended this work to kindergarten
students, but again there were no significant results. Wheeler and
Wheeler (1940) used a flashcard, bingo-type game to teach number
recognition to first-graders, and although statistical tests were not
used, they concluded that the game had considerable value for primary
children. Karlin (1972) designed a game to teach prime factorization
and recognition of the fundamental theorem of arithmetic to fifth-
graders. Only recognition of the fundamental theorem of arithmetic
improved through game playing. Bright, Harvey, and Wheeler (1980a)
did successfully teach probability to older elementry school students
in a pre-instructional setting, and other studies with older students
(e.8., Goldber g, 1980) have also been successful. Perhaps the devel-
opment of cognitive abilities that apparently comes with age and
experience accounts for the different results.

At the pre-instructional level, then, games have proven successful
with elementary school children in only limited settings. This is not
too surprising, however, since a pre-instructional game may require
that students have enough content background to benefit from it.
Many elementary school students simply may not know enough to
profit from pre-instructional games.

At the co-instructional level, studies with elementary school stu-
dents seem to have been more effective. Steinway (1918) in a very
early study used number games along with regular instruction in first-
grade classrooms. The group that played only games improved more
than the group that played games along with regular instruction.
Hoover (1921) used games that stressed number operations in third-
grade classes. The games group improved more than the regular in-
struction group, though because the experiment spanned several
months, other instruction may have confounded the results.

Ross (1970) taught number concepts successfully to primary-age,
educable mentally retarded children, and Wynroth (1970) taught the
natural number system successfully to first-graders. Wolff (1974), on
the other hand, compared a competitive game, a cooperative game,
and a worksheet treatment with first- and second-graders, but he
found no significant differences. Fishell (1975) tried to teach division
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to fifth-graders through game playing, but he, too, found nosignificant
differences when compared to a regular instruction control group.

In spite of the somewhat mixed results, the majority of co-
instructional studies have reported either that the games treatment
was an equally effective teaching device or that the games treatment
was significantly better than the nongames treatment. It is noteworthy
that these studies seem to deal almost exclusively with number skills.

The most universally positive results have been observed at the
post-instructional level. Bright, Harvey, and Wheeler (1979a) taught
multiplication and division basic facts to fourth-, fifth-, and sixth-
graders at the start of the school year. The games used were effective
at retraining the students’ skills. In a longer-term study (Briglt,
Harvey, and Wheeler, 1980b) the same games were used throughout
the school year to maintain skills. Again, the games were effective
teaching devices, even as the length of time between game-playing
sessions increased.

Attempts to affect students’ achievement by increasing the amount
of verbalization by students during game playing (Bright, Harvey, and
Wheeler, 1980c) were not successful with third-, fourth-, fifth-, and
sixth-graders. Similarly, the use of extra manipulative materials with
a game of ordering common fractions (Bright, Harvey, anC Wheeler,
1981) did not improve the effectiveness of the game, though all com-
binations of materials and the game were effective at teaching or-
dering of fractions.

Kraus (1981) used the microcomputer game, Fish Chase, to teach
additioii ;acts and the microcomputer game, Hangman, to teach spell-
ing to second-graders. The arithmetic game was effective, but the
spelling game was not.

In summary, the post-instructional games have been generally
successful, though attempts to improve on those effects (e.g., Bright,
Harvey, and Wheeler, 1979b) have not been very successful. Virtually
all of the games have been of relatively low-level content, and this
fact makes it difficult to compare these results with results at other
instructional levels.

In a major study of affective outcomes of games Malone (1980)
concluded that computer games are motivating because (a) there is
a clearly identified goal, (b) attainment of the goal is uncertain, though
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possible;, and (c) achieving the goal, or at least making progress toward
achieving the goal, tends to increase self-esteem. Further, many com-
puter games are embedded in a fantasy; some fantasies are extrinsic
to the game content (e.g., Flashcard Baseball), while others are in-
trinsic (e.g., legislature simulation). Intrinsic fantasies seem to be
more interesting and more instructional. Fantasies involving emotion
(e.g., shooting down aliens) are likely to be more popular than less
emotionally laden fantasies; however, Malone’s data indicate that
among elementary school students preference for various fantasies
differs according to gender. Boys, for example, liked the popping
balloons in one version of a darts game, while girls disliked it. A range
of fantasies is thus necessary in a school’s collection of computer

games.

CONCLUSION

Microcomputer games seemn to be a good use of computer capabilities.
The computer can check to be sure that students play by the rules
and answer any content questions correctly. Students enjoy playing
these games, and they are likely to spend considerably more time
engaged with the content in this form than in many other instructional
forms. The research on effects of games also suggests that games can
oe effective if used judiciously. Teachers should feel encouraged to
use microcomputer games and to expect learning to result.
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Simulations may become the most important type of instructional
computer program by the end of the century. A computer simulation
typically takes advantage of more of the capabilities of computers—
e.g., graphics, rapid data processing. hranching according to user
inputs—than other types of CAL As the capabilities of microcomputers
increase, more and more complex simulations will be possible. It may
even be possible to teach some kinds of content through a simulation
(for example, complex relaiionships) that would be impossible to
teach in any other way.

A computer simulation is a program in which a few features of
a real-world situation are abstracted and then are used to form a
model of a simplified version of that same situation. The model is
based on only the few abstracted features, so by its very nature it is
different from the real-world situation that inspired it. In a simulation
the user either watches the modeling process, if it is completely self-
contained and driven by the program, or participates in it by providing
values for some of the variables that are specified in the program.
Typically, a computer simulation either speeds up a process, as in a
legislature simulation, or slows down a process, as in a chemical
reaction simulation, so that the user can watch each step along the
way within the time constraints of a normal classroom environment.

Although noncomputer simulations h ve been available for many
years, it is not uncommon to discover that an author’s instructional
objectives for a simulation are somewhat vague. Probably the most
important objective of a simulation is to illustrate the relationships
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between the variables chosen for inclusion. That is, how do the var-
iables interact? At the same time, measuring understanding of rela-
tionships is difficult at best, and that may account for the lack of
important learning offects attributable to the use of simulations in
the classroom. However, the truth may be that researchers simply
have not been looking in the right places for learning outcomes.

UNIQUENESS OF
SIMULATIONS AS CAI

There are several differences between a simulation program and the
drill and practice or tutorial programs discussed in earlier chapters.
First, a simulation typically involves more complex material. A drill
and practice program is usually narrowly focused on one skill or
concept, and a tutorial also has a primary objective of communicating
content. Irrelevant side trips in a tutorial tend to distract the user
from that objective. Simulations, however, focus on interactions be-
tween conditions or variables, each of which has more than one value.
The large number of possible combinations of these values automat-
ically guarantees that understanding the simulation is going to be a
complex process.

Second, a simulation 1s usually not completely self-contained; that
is, the user is - sponsible for control of some of the features of a
simulation. Drill and practice programs and tutorial programs, be-
cause they have narrow content foci, must assume the major respon-
sibility for sequencing material for the user. Simulations are written
torespond to any user inputs, within predetermined acceptable limits,
and to model the effects of those inputs on the real-world situation
under consideration. The user can experiment with the simplified
situation by providing combinations of the variables that the program
author might not have explicitly anticipated. At the very least, because
of the large number of possible combinations, some users will choose
combinations that the author did not test during trial runs; there are
too many combinations for all of them to have been tried.

Third, the instructional intent of most simulations is to com-
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municate information or understanding of the processes that are part
of the situation being modeled. That is, the instructional intent is one
of the aspects of problem solving. This means that a single simulation
might be used for a variety of instructional purposes; the teacher
typically has a range of decisions to make i;; determining how to use
a simulation. Drill and practice programs and tutorial programs do
not usually provide so many options for their use in the classroom.
As alluded to earlicr, one of the most critical decisions that has to be
made in using a cimulation is how to measure its effects on the
learning of the students. It is important to know if the intended
instructional objective of the teacher has been communicated to the
students. It is at least equally important, however, to measure the
unintended instructional objectives that have been communicated;
that is, exactly what did the students learn about the processes being
modeled? Because the students (the users) are in control of specifying
many of the values of the variables, they may have pursued the model
in directions that the teacher did not intend, but that the model itself
can certainly support. Teachers must look for such unintentional
learning, both as a way of evaluating the effectiveness of the simulation
itself and as a measure of the information that students will take with
them into later instructional activities.

Fourth, the time required to complete a simulation is considerably
more than the time required for either drill and practice or tutorial
programs. Many decisions are typically required from the user of a
simulation, and the user must have sufficient time to reason out the
decisions and to reflect on the consequences of those decisions. Hur-
rying students through a simulation may reduce the learning expe-
rience to the level of a challenging drill, and that would defeat the
primary purpose of a simulation activity.

Fifth, the level of interaction among students will be much greater
than in drill and practice or in tutorial programs. Students should,
for the most part, be working together on a simulation so that they
can check their processes and decision making during the course of
the program. Acquiring information on processes typically requires
lots of feedback, and in simulations peers can provide some of the
support mechanisms for this feedback.
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MEASURING LEARNING IN A
SIMULATION

It is difficult to measure the effects of a simulation on students’
learning. Measuring the effects of drill and practice programs or of
tutorial programs is relatively easy; their intents are fairly narrowly
focused. content communication. Getting at the processes that stu-
dents acquire from using simulations, however, is much more
difficult.

One way to do this is to set up situations similar to those in the
simulation and ask students to specify inputs that would cause given
events to occur; that is, students are asked to carry out part of the
simulation and, perhaps, to predict what would happen as a result
of their decisions. This technique can be adapted to paper-and-pencil
format, or it could be run on a computer. For example, in a nuclear
reactor simulation students might be asked to identify the variables
to alter, and to specify the values of those variables, in order to cool
down a reactor that has begun to overheat. The teacher might not k.
interested in the specific values that the student gives, but rather in
the directions of the changes of values of those variables; if the student
has identified the proper variables and has altered those variables in
the proper directions, then the teacher may decide that the simulation
has in fact communicated the appropriate relationships. This kind of
“test” question could be prepared in paper-and-pencil form so that
each student has the same conditions to work with.

This technique does suffer from one possible defect: it may simply
be measuring the practice effect of executing the simulation. Gerlach
and Reiser (1376), for example, said essentially this in a review of
noncomputer simulation games; students learned to “play the game”
but did not seem easily able to transfer what they learned to standard
school tasks. On the other hand, designing new situations that would
require or encourage students to use the same processes as are mod-
eled in the simulation is usually a very time-consuming and/or difficult
task. Authors of simulations probably should have the responsibility
for creating these parallel situations; it should not fall to the teacher
who wants to use the simulation.

Another way to measure the effects of a simulation is to examine




Measuring Learrung tn a Sunulation 59

the outcomes of several runs through the computer simulation itself.
A teacher could set a goal for the end of the simulation—for example,
building up reserves of $6.00 in an eight-day simulation of a lemonade
stand—and students could be given three attempts to reach this goal.
Although this seems to be a fairly objective way to evaluate the un-
derstanding of the students, it too suffirs from the same “practice
problem” discussed earlier. Since a goal has become the criterion for
success, students may be discouraged from focusing on the processes
involved in reaching that goal. There certainly will be several ways to
reach the goal, and the teacher may not have any ciear idea of which
way(s) students choose to progress toward it.

A third way to measure the effects of a simulation is to watch the
st~dents play it; that is, observe the processes that students are using
as they interact with it. Questions could be interjected to probe their
understanding of what they are doing and why they are doing it. This
may be the most enlightening of the ways, but it obviously takes an
enormous amount of tin.e, even for oniy a few students. Consequently,
itis not reasonable “or a regular classroom teacher wit} a stereotypical
class ot twenty to thirty students.

A compromise among these possible ways of measuring the effects
of simulations is perhaps the best solution that can be offered at this
time. Some observation of students is necessary, at least during the
first few times that the simulation is used. By sampling student be-
havior, the teacher can become sensitized to the learning that is going
on. Setting outcome goals and then giving students a chance to rcach
those goals might encourage interchange of information among stu-
dents about the processes that are effective in reachirg those goals.
Peer teaching in these situations may indeed be a very powerful way
for students to understand the simulation. After all, they are ap-
proaching the simulation from a standpoint of relative ignorance
about the interactions of the variables; their task is to try to identify
the ways the variables interact. The teacher, on the other hand, is
likely approaching the simulation from a posii 2n of relatively good
understanding of the theoretical interactions tut are ;upposed to be
modeled by the simulation. Teacher communication of the relation-
ships may implicitly give away more substance about the theoretical
interactions than the simplified version in the simulation actually

k9
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supports. It is important not to expect the simulation to communicate
too much about the underlying theory; the simulation is only a sim-
plified schematic instance of that underlying theorv.

In addition to observation of studeni> while they play, use of a
paper-and-pencil “test” will likely prove useful in measuring the learn-
ing effects on the class as a whole. Of particular interest is whether
the students who quickly reached the teacher-specified goals a:tually
demonstrate use of the processes that the teacher intended to be
learned.

A teacher can increase the likelihood that the intended learning
outcomes will be reached by providing substantial classroom support
for the simulation. This support can be provided in three ways: (a)
setup, (b) monitoring, and (c) debriefing. Setup is necessary to focus
students’ attention on the processes that are important and on the
variables that are involved in the simulation. Since the simulation
environment is so rich in potential, and since students will tend to
approach the simulation in ignorance, they need to be given some
assistance on how to separate the relevant from the irrelevant infor-
mation. The rules of the interactions (for example, the limits on the
values of the variables) need to be discussed so that the students can
focus on the interactions themselves and not simply on the mechanics
of making the simulation operate.

Monitoring the simulation, in ways that have already been dis-
cussed, is one means by which the teacher can determine if it is
teaching the intended outcomes. If not, the teacher may need to in-
tervene to refocus attention on the relevant attiibutes of the simmnla-
tion. One risk in using simulations is that a student will discover some
peculiar combination of values that causes something very unusual
to happen. The “grapevine” in the classroom is frequently very effective
at encouraging sharing of this kind of information. However, it may
be a serious distraction to the intended instructional objectives of the
simulation. The teacher must then make a decision on whether to
intervene to bring the students back to the intended task or to use
that unusual event as a springboard for discussion of the larger sit-
uation involved.

Debri~fing is important to determine some of the things that stu-
dents learned and to allow them to share their learnings. One im-
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portant problem-solving heuristic is looking back at a solution to
determine if there are ways of improving it or if other solutions could
be used. Students can help each other make these determinations
during a debriefing session.

Measuring learning resulting from a simulation activity is difficult.
As noted by Gerlach and Reiser (1976), research on simulations has
often omitted a clear specification of exactly what the students were
supposed to learn. Without this specification, learning is likely to be
missed or at least mismeasured. The problem of measuring effects
of simulations is quite specific to each simulation. Teachers must be
alert to this problem and plan prior to ure of the simulation for
measuring appropriate learning outcomes. There is much potential
for learning inherent in the concept of simulations, but correspond-
ingly serious attention must be given to finding ways to measure that
potential.

SIMULATIONS IN THE
PRIMARY GRADES

Given the students’ level of sophistication at dealing with content in
the primary grades, there will be relatively few opportunities to use
simulations. Most simulations require, at a minimum, fairly good
reading skills as a critical part of the interaction, and young children
may not have sufficient skills to engage in this kind of interaction.
Too, the cognitive level of primary-grade children may be too low to
allow them to interpret relationships among variables accurately.

A few simulations, however, especially in the area of simple “eco-
nomics” might be appropriate—for example, running a store or a
small business. After all, “playing store” has always been a popular
activity in these grades. Most uses of ‘his activity have been to learn
standard content, such as making change. Partly this emphasis is
because of the difficulty in monitoring and measuring understanding
of relationships among important variables, but, more critically, when
primary-grade students themselves have all of the responsibilities of
carrying out a simulation of a store, no one can be sure that the
variables are being dealt with accurately. By having the computer run
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Figure 5.1 Apple stand simulation
From MECC, Elementary, Volume 3, pages 22-23.

the simulation, the teacher can be surc that the variables interact
properly. The teacher and the students can then focus their attention
on understanding the relationships.

One appropriate simulation is Sell Apples (MECC, 1980a). This
simulation involves only two variables, price and sales, but only one
of these, namely price, is under the control of the user. Clearly the
simulation is too simple, and it thus runs the risk of teaching mar-
ginally incorrect concepts, so the teacher is encouraged in the print
support materials to help students identify other variables that may
play a role in running a fruit stand in *he real world. These additional
variables probably cannot be studied thoroughly, but the students can
at least be sensitized to the potential oversimplification of the
program.

The print support materials provided with this simulation are one
of its strengths. Explanations are provided for the teacher on how to

2
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prepare for the simulation (setup), how to use the simulation in class
(monitor progress) through both whole-class demonstration and
small-group or individnal decision making, and how to follow up
through class discussio.. (debriefing) after everyone has used the sim-
ulation. These materials would have to be adapted to fit the maturity
of a particular group of students, but the outline is provided to aid
in effective lesson-planning.

A simulation like this one might best be used as part of a unit on
roles that people play in society. Business people provide services to
the community, but they are faced with a multitude of decisions in
order to remain solvent. One of these decisions is how to set a price
for a product, and that decision in turn affects the amount of product
that they sell. Finding the best price, if total profit is the goal, is
auficult and may often be a trial-and-error event. This simulation
would help students gain a feel for that.

SIMULATIONS IN THE
INTERMEDIATE GRADES

There are many simulations that might be used in the intermediate
grades, for example, Lemonade Stand (Apple, 1979), Oregon (MECC,
1980c), and Odell Lake (MEC.., 1980b). These cover content, respec-
tively, in economics, social studies, and science. Since many of the
students will not yet be in the formal operations stage, some difficulty
may be encountered with any simulation that deals with more than
two or three variables. If the number of combinations of values of
variables becomes too large, students may not be able to deal system-
atically with all of the possibilities.

One appropriate program for the intermediate grades is Sell Bi-
cycles (MECC, 1980a), which is a more sophisticated simulation of
running a store. It mvolves several variables: production level, adver-
tising budget, and selling price (all uner the control of the user),
production cost (fixed each quarter by the program), and random
events, such as a burglary (completely controlled by the program).
Two “companies” compete against each other, the first to reach a
fixed level of assets being the winner.




O

ERIC

Aruitoxt provided by Eic:

64 Stmulations

r N [ B

1 EACH QUARTER YOU MUST DECIDE: QUARTER 4 RESWLTS
1> HON MANY BICYCLES TO MAKE COMPRNY  PRICE BIKES SOLD PROFITS
2> HOW MUCH TO SPEND FOR RDVERTISING 1 e os 1253
MD 3> WHAT PRICE TO CHARGE FOR BICYCLES 2 pouy 2e 187
THE FIRST COMPANY TO GET RSSETS OF COMPANY  CRSH INVENTGRY  RSSETS
$12000 WINS THE GAE. 1 $-16%21 1099 5039

2 $1232 387 57392
OB RER. RGN, 7. MV ProoucTion

PRESS REMEENEES TO CONTINUE

PRESS SR TO CONTINUE

_ J J
( ) [
2 QUARTER 1 RESIRTS 4
ARTER 1 RESIRTS
COMPANY PRICE BIKES SOLD PROFITS 1
1 sse 28 s493 YOU HAVE GOME
2 7 9 = BANKRUPT
COMPANY cnsH INVENTORY ASSETS
1 et ] 97 $7493
2 #4234 141 $7054
WNIT PROBUCTIDR BosT = soa
mx&‘ LEVEL? (ENTER -1 TO END) 29 PRESS ERMEREDS TO CONTINUE
— J U J

Figure 52 Bicycle store simulation
From MECC. Elementary, Volume 3, pages 37-38

Again, Sell Bicycles offers a variety of print support materials for both
the teacher and the student, not only for use during the simulation (e.g.,
record-keeping sheets) but also as follow-up activities (e.g., problem-solv-,
ing tasks). This simulation, like all others, depends for its effectiveness on
substantial teacher support. Focusing students’ attention on relationships
is not a simple task, but it is an important one.

A more fancily packaged simulation is Oh, Deer! (MECC, 1983),
which involves management of a deer population over a five-year
pericd. The variables irvolved in this simulation are not so obvious
as in the previous example; the user may not clearly understand how
decisions affect the changes in deer populations. Thus, debriefing for
this simulation becomes very importart.

After being presented with some preliminary information, the user
must make a management decision for the first year (Figures 5.3 and
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Initial Herd Size

Faun Female 82
Faun Nale hal 3
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TOTAL DEER 480

Your job 1s to reduca the herd size
by 58%, and keeP 1t near that leve!l
for 3 vears

‘L"'"'Pros: SPACE BAR to continue semsemey

Prass SPACE BAR to continue summes

Figure 3

Figure 5.3 Preliminary informatiop
From MECC, Oh, Decr!, pages 4, 6

Figure 12

5.4). After each year, feedback is provided so that progress can be
charted. The feedback even includes citizen approval rates (Figure
5.5). As in Sell Bicycles, there are random events—for example, a
fire—and at the end of the five-year period a summary chart is pro-

vided (Figures 5.6 and 5.7).

The support materials for Oh, Deer! are extensive. They even in-
clude studv materials for students (and teachers, too) on principles
of wildlife n.anagement. Few other simulations give this kind of sup-
port, even though it is probably cssentia! for effective use of any

simulation.
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Figure 18

Figure 5.4 Choosing actions
From MECC. Oh. Deer'. page 7

CONCLUSION

Compnters in the classroom provide an opportunity to use simulations
that simply wouldn't exist without the computers’ capabilities. No
teacher could even hope to be expert enough 1n all arcas to develop
appropriate simulations in them all. Too, noncomputer simulations
tvpically require so much computation by users to determine the
consequences of decisions that the simulation becomes too much
drudgery. Bv having the computer take over the drudgery part and
by relving on the author of the program to possess the knowledge to
make the simulation more or less accurate, the teacher is freed to
tocus on the instructional use of the simulation.
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SPRING RESULTS, BEFORE FAMNING FALL POPULATION

Faun Famale [ 1] Population Class YRl YR2 YR3 YR4 YRS
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Figure 21 Flgure 22
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Figura 23

Figure 24

Figure 5.5 Feedback
From MECC. Oh, Deer'. page 9

Because simulations are so new to the classroom, research on their
effectiveness 1s only beginning. Generalization of results of rescarch
on noncomputer simulations, mostly at the college level, suggests that
positive effects will not frequently be found. However, the most critical
learning effect of simulations, namely, understanding of relationships
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B ] ’
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Figure 27

Figure 56 Random events
From MECC., Oh, Deer', page 10

among variables, have often been ignored in that research. Perhaps
by focusing attention on these understandings, teachers can demon-
strate both that simulations really do teach and that students can
learn this cogpnitively sophisticated content much earlier than perhaps
most people would expect.
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Diagnosis
of Errors

Classroom instruction is typically paced for the group (class) rather
than for each individual in the group. Consequently, both lost learning
and incorrect learning may unintentionally be created in a class. The
former might cause gaps in performance (e.g., I don’t know what to
do next.) while the latter may be exhibited in incorrect responses (e.g.,
The plural of goose is gooses.). Diagnosis is a means for identifying
both lost and incorrect learning. After a correct diagnosis has been
made, remediation can be focused on the precise difficulties that a
student is having rather than on a general set of possible difficulties
that might or might not apply to a particular student. Ideally, <.ach
remediation will be both effective at correcting the difficulty and
efficient of the student’s and the teacher’s time.

Diagnosis procedures are certainly applicable to a wide range of
elementary school content; for example, mathematics, science, lan-
guage arts. However, because of the novelty of diagnc:ic techniques,
and because more work seems to have been done in diagnosis in
mathematics, most of the examples in this chapter will deal with
mathematics.

WHAT IS DIAGNOSIS?

Diagnosis in this situation is any procedure that a teacher can use to
determine the lost or incorrect learning. Typically, it is accomplished
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either through personal interviews of students while they are working
or through examination of responses on specially designed tests. Either
procedure requires considerable time of the teacher. In the first case,
in fact, the teacher must not only spend time interviewing students
but also arrange for some self-directed activity for the rest of the
students in the class. In the second case, because students are not
Physically present to explain the work that has already been done, the
teacher must make many inferences about what they might have been
doing; the teacher does not have the option of presenting more e -
ercises for students to complete as a check on those inferences.

Hopkins (1978) noted that “it would appear that a teacher could
spend the entire year diagnosing particular strengths and weaknesses
of children, at the expense of the introduction of new skills and con-
cepts” (p. 49). Sovchik and Heddens (1978) also noted that “there
may be some time for in-depth diagnosis but an in-depth case study
for each student in a class of thirty is impractical” (p. 47). This
suggests that some other means of performing diagnoses needs to be
developed for teachers so that diagnosis becomes a regular part of
the elementary school classroom.

It is important to recognize that there is a difference between an
ERROR and s MISTAKE. A mistake 1s an incorrect answer given in
response to & particular exercise or question. An error, on the other
hand, is a consistent pattern of mistakes made in response to a series
of similar exercises or questions. For example, a response of 6 X 0=6
is a mistake; but the set of responses, 0X5=5, 2+0=2, 9x0=9,
and 6 X0=8, is an error, possibly indicating confusion of multipli-
cation and addition basic facts when one of the terms or factors is
zero. One misicke may or may not require remediation, but an error
always does, since it represents a misunderstanding of a concept or
skill Diagnosis is desigt.ed to determine the errors (not the mistakes)
that a student is making so that they can be corrected.

One of the reasons that errors are tvpically difficult to remediate
is that most errors produce the correct answer to some exercises. For
example, the confusion of addition and multiplication described above
actually gives the correct answers for addition basic facts. The student
may not consciously recognize that there is any confusion in her/his
procedure, so each time a correct answer is reinforced, the entire
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wrong process is being strengthened in the student’s mind. This more-
or-less random reinforcement is very powerful in shaping behavior.
Teachers may be unaware of the-frequency with which they uninten-
tionally reinforce wrong processes.

Ginsburg (in press) has identified five types of diagnosis: normative
comparison (e.g., comparison of a student’s addition skills with other
students’ skills), testing for performance (e.g., identifying whether a
student can add with carry), cognitive analysis (e.g., identifying the
processes used in adding), assessment of learning potential (e.g., iden-
tifying whether a student is capable of learning to add), and obtaining
an integrative portrait (e.g., identifying the psychological processes
that characterize a student’s functioning in mathematics). The error
diagnosis procedures discussed in this chapter apply only to the first
three types of diagnosis. The last two are so little studied that trying
to develop computer programs to accomplish them is very premature.

HOW CAN COMPUTERS
DIAGNOSE?

One possible technique for performing diagnosis is to create computer
programs that can perform a diagnosis. This diagnosis might be ~
separate program designed only to provide an indication of the errors
astudent is making, or it might be part of other instructional software.
Some diagnostic programs have already been written on an experi-
mental level, but incorporating diagnosis into regular CAI materials
is in a very primitive stage.

Travis (1978), Woerner (1980), and Travis ~d Carry (1983) have
all given attention to the development of diagnostic computer pro-
grams. In essence their approach is for students to complete a special
paper-and-pencil diagnostic test and then to type the answers into a
special computer program. That program matches the particular re-
sponses typed in with responses stored in the program, which are
examples of particular pre-identified errors. When the student’s re-
sponses match these predicted wrong answers, then a diagnostic mes-
sage can be given either to the student or the teacher, or a particular
remediation activity can be specified for the student. This procedure
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for computer diagnosis ot errors takes the task of analyzing a diag-
nostic test away from the teacher and gives it to a computer. The
student, however, still has to complete the diagnostic test in paper-
and-pencil form before there is any interaction with the computer.

A perhaps better technique would be to let the student interact
with the computer and have the computer analyze his or her work
almost instantaneously, much as an interviewer would do in a one-
on-one situation. This is technically more difficult to program, since
the programmer does not know beforehand exactly what form the
student’s work might take. This technique also requircs fairly great
computer power, and it may not be possible to implement it on all
microcomputers because of their limited capabilities.

One version of this technique for addition basic facts has been
developed by Jensen (1982). His program provides some remediation,
but if that remediation is unsuccessful, the program “locks up” the
keyboard and prevents the student from continuing until the teacher
has intervened. The program identifies for the teacher the error (or
perhaps the mistake) the student is making, and the teacher can
choose to remediate it off-line or to work through the program with
the student. Neathe. tl.2 programming techniques nor the logic behind
the program, however, were explained.

Another implementation of this technique has been propezed by
E.ight (1984a) and has been incorporated experimentally into a CAI
program that provides drill and practice on multiplication of decimals
(Bright, 1984b). The approach used depends on a thorough analysis
and determination of almost all of the errors that might be made by
students in performing this skill. These errors are incorporated into
the program so that as each problem is generated, the computer can
compute the particular wrong responses that students are likely to
make. Each response of the student is matched to this list of potential
wrong answers, and whenever a match is found, that information is
stored. When enough matches are made with any particwar error,
the computer describes that error for the student and then explains
why that error is not correct.

Another approach to diagnosis has peen taken by Brown and
Burton (1978). Ther modeled student errors in the subtraction algo-
rithm by breaking down the steps of that algorithm into small units
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and then reconstructing incorrect student processes by combining
these units in various ways. In the description by Barclay (1982) of a
resulting program, called BUGGY, a series of incorrectly worked ex-
ercises is presented. When the user signals to the computer that s/he
knows what the error is, the computer asks for a written (typed)
description of the error and then checks the solution by presenting
more problems for the user to work in the same incorrect way. If the
user’s incorrect answers match the computer’s, the user is credited
with a correct analysis. The program has no way to analyze the written
description given by the user.

WHEN SHOULD COMPUTER
DIAGNOSIS BE USED?

In some situations it is important for thLe teacher to take students
aside and determine the particular difficulty that they are having. In
these cases the proper computer use would be a program that only
provides the diagnosis. This would seem most appropriate when a
student has repeatedly been unable 10 learn material either through
whole-class instruction or through whatever individualized attention
the teacher has been able to give. Such behavior would indicate that
there is a fundamental misunderstanding about the material that
needs to be carrected. (Of course there is the possibility that the
student has a learning disability, but this book will not address the
ways that such learning disabilities can be identified.)

A second and potentially very effective way of using computer
diagnostic capabilities is to incorporate those capabilities into ordinary
CAL For example, in a drill and practice program on alphabetizing
words, it would be possible to determine systematic errc.s that a
student is making (e.g., reverses the order of P and Q). By making
this determination after only a few practice exercises, it would be
possible for the program to provide remediation of those er1ors before
they were embedded in the student’s cognition.

The effort needed to remediate these errors -5 they are first being
developed is presumably considerably less than the effort needed to
remediate them after the student has practiced the wrong procedures
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many times. That is, the amount of “unlearning” for the student is
quite a bit less if the errors caw be detected as they are developing.
This would help combat one of the frequent criticisms of typical
individualized programs; namely, that the student is left to her/his
own devices too much of the time. Students can develop wrong pro-
cedures that work often enough so that the students may not be aware
that the procedures are not v/holly correct. By the time the teacher
finds out, the effort needed to remediate the errors is enormous.

Diagnostic capability couid be built into any kind of CAI—drill
and practice, tutorial, simulation, or game. Whenever students are
asked to do the same kind of exercise repeatedly, there is the possibility
that they will do the exercise with some kind of incorrect process.
That is the situation in which diagnostic capability is desirable.

Too, so little is known about how students remember information
that even if they have demonstrated mastery previously, there is the
possibility that new errors will cre-p into their work. These new errors
may go undetected for a long time simply because the teacher expects
that the work will be correct and mav attribute any mistakes to
“carelessness.”

In a drill and practice program, in particular, it seems essential
that diagnostic procedures be built in, if the quality of such programs
is to inc. “ase significantly. Drill and practice is designed to be used
either to firm up a student’s skill or understanding of a topic early in
the learning of that topic, or it is designed to help a student maintain
skill or understanding. In the first case the student’s performance is
likely to vary quite a bit. If the errors that are exhibited are not caught
early, the student may actuallv learn the wrong skill. In the second
case interference in remembering the correct processes may occur
because of new material that has been learned since the particular
skill was first mastered. Diagnosis at this point in teaching would te
designed to eliminate such interference.

Tutorials, because they are designed to teach new material, usually
check to be sure that the concepts or skills are not learned incorrectly.
Hence, most tutorial programs give considerable attention to finding
out what students are actually learning and to correcting whatever
misunderstanding may have developed. This is typically done by care-
ful selection of questions that give students opportunities to make the
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most common mistakes. Remediation is provided whenever a response
is given that matches one of these common errors. In some sense this
is not quite diagnosis, since there is usually not a sequence of similar
mistakes to diagnose. Tutorials might be made more effective, how-
ever, if more opportunities were provided for students to demonstrate
mistakes in a sequence of exercises. The development of techniques
for incorporating diagnosis into CAI will give authors of tutorials the
chance to make more accurate diagnoses based on a series of exercises
rather than on only a few carefully chosen questions.

Games and simulations typically assume that students understand
the content necessary to participate. In most cases this assumption is
justified, and in most circumstances any diagnostic procedure that is
built into such a program would not be needed. If a student responds
correctly to all of the exercises, there is nothing to diagnose. However,
for those students who have not learned the content, diagnosis might
be especially helpful.

WHAT GOES INTO A
DIAGNOSIS PROGRAM?

The primary difference between a computer diagnosis program and
a teacher-administered procedure is that the computer program must
be totally self-contained. A teacher who encounters an unexpected
student response can evaluate that response and make an at least
reasonably appropriate reply based on previous experience with the
content and with students. Computers, on the other hand, can only
process responses within the limits of what has been built into the
program itself. Hence, procedures must be programmed sn that all
student responses get replies that make sense.

The first step in designing a diagnosis program is to make a clear
delimitation of the content to be diagnosed. If too much content is
included, the program will fast become too complicated, for there
will be too many potential errors to deal with.

Second, curriculum practices for the content must be identified.
These include sequencing of prerequisite material, sequencing of in-
structional moves, and identifying the symbolism used to commu-
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nicate the material. Some errors may be directly related to a particular
sequence of presenting the material, and this must be taken into
account in the program.

Third, potential errors that students might make must be listed.
One source of this information is the literature on student errors, but
other sources are analysis of the content itself and previous experience
in teaching the content to students. This last source is particularly
important if the errors are related to particular instructional strategjes.
This step in developing a diagnosis program is probably the most
critical for having a program that is usable. "nitial trials of any di-
agnosis program will reveal errors that were overlocked; such initial
trials are essentia' before a diagnosis program is made commercially
available.

Fourth, a procedure must be developed for turning a student’s
wrong responses into a specification of the error(s) being committed.
This procedure must be completely algorithmic, for it must become
part of the computer program. This is probably the most difficult
part of writing a computer diagnosis program, but without such ¢
procedure, there could be no diagnosis program. As more research is
conducted on the development of diagnosis programs, a variety of
techniques will become available for programmers to use, and as
programmers gain experience with diagnosis programs, the proce-
dures will become more efficient and more sophisticated. These pro-
cedures have to do what an experienced teacher might do in analyzing
the mistakes to identify the underlying error.

Fifth, the program must keep records of the student’s performarce
and the particular diagnosis determined. Such records would be useful
to the classroom teacher for follow-up with students who are having
severe difficulties. With even current microcomputer technology, such
records can be kept unobtrusively on disk so that the teacher can
retrieve them after the student has completed the program.

Sixth, a diagnosis program should provide some documentation
for the teacher on how remediation might be accomplished. This
might be in the form of a user’s manual or it might be automatically
stored along with the records of a student’s performance, so that as
a teacher retrieves those records the remediation suggestions are au-
tomatically printed out.
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Finally, as the curriculum changes and as research reveals new
information, understanding of the possible causes of mistakes may
also change. That is, the particular mistakes may not change, but the
underlying errors may be reconceptualized. For exariple, mistakes
that in the early twentieth century were viewed primarily as careless
have more recently been viewed as instances of incorrect but con-
sistently applied, student-developed algorithms. Currently, evidence
is mounting that those errars may reflect algorithms that are incom-
plete, perhaps in only one place, rather than wholly incorrect (e.g.,
Brown and Burton, 1978). No diagnosis can be cast in stone, so pro-
vision ner 1s to be made in any diagnosis program for upgrading the
diagnosis-c1 ~ating process.

EXAMPLES OF DIAGNOSIS
PROGRAMS

There are very few commercial examples of diagnosis programs or of
diagnosis procedures in other kinds of CAL Thus, only two examples
will be provided.

Figure 6.1 presents screen displays for a diagnostic test written in
microcomputer forrat. The screens show a typical question that
might be asked and the summary information provided at the end of
the testing session. .uestions for most diagnostic tests are in this
multiple-choice format becauce of the ways that errors are diagnosed.
As a result, only a few patterns in the responses of the students can
typically be recognized. This severely limits the range of applicability
of such a test, and if the number of patterns is too small, the student’s
errors may be forced to fit one of these patterns. In this case there is
the risk that the diagnosis will be incorrect.

Diagnostic tests of this kind are typically built from a list of ob-
jectives that are expected to be mastered. The objectives may be in a
hierarchy, with many interdependencies, but that is not necessary.
They may merely be a list of things that students are supposed to be
able to do. The diagnosis will indicate those objectives that have not
peen mastered. In the case of many dependencies, the test may abort
if a student misses one or two objectives early in the hierarchy.

88




ERIC

Aruitoxt provided by Eic:

REPRESENTATIVE OUTPUT

Objectives Missed

Regrouping

Decreasing Patterns

Sums from 20 to 100, No Regrouping

2-D1git and 2-Digi1t Subtraction, No

Factors Between Five and Ten

One-Dig1t Divided by One-Digit

Representative Output

AYA

Objectines Mis.cred

Specific Problem
Arca

Scucnces

\umber Concepts Increrenting

Pecreasing Pattemns

Estiwating Iy
sioh by 20

Addition Sums tc 10

Sums from 10
to 26

Sums {rom 20 to
100, No Regrcuping

Subtraction Single Digits

2-Digit--1
Digit

2-Digit and 2-migit,
No Regroup:ing

No Regrouping

Multiplication Factors Less

Factors Betwecn

\_

Than to Equal  Five and Ten
to Five
Divasion One-Digit Divided
by One-Digit
Interpretation

VAN

y

Figure 6.1 Screens from Math Doctor

From Barbara Signer, “A Model of Microcom
RCDI’M Research Monograph. Reprinted wit

&G

puter Adaptive Diagnosis,” published 1n the 1984
h permission




How Can Diagnosis Programs Be Used?

Figure 6.2 presents screen displays from a drill and practice pro-
gram that also diagnoses students’ errors. This particular program
provides a diagnosis after the same error is encountered three times.
That cutoff is an instructional decision of the programmer and is not
related to the design of the program.

It should again be noted that an error may also produce correct
answers occasionally. The particular error diagnosed in Figure 6.2
produces the correct answer when the product of the non-zero digits
has two digits, as in the case of the second exercise. Diagnosis-creating
procedures must take this phenomenon into account.

HOW CAN DIAGNOSIS
PROGRAMS BE USED?

The major focus in teacher education programs, both preservice and
in-service, seems to be on the initial teaching act. That is, how does
a teacher present information the first time? Very little attention seems
to be given to identifying ways in which that same content can be
retaught to students that did not learn the material through whole-
class instruction. Diagnosis programs would seem to fit best into
teaching sequences that emphasize the reteaching act.

To use diagnosis programs requires understanding a three-step
cycle for this reteaching act. First, appropriate times in a teaching
sequence need to be identified when a diagnosis program might be
used. Certainly it should not be used after every mistake is encoun-
tered. Rather, major concepts and skills rreed to be identified which,
if they are not learned correctly, will hinder the progress of students.
Diagnosis programs would probably best be used at the point 0~
teaching these major ideas.

Second, remediation techniques that attempt to correct the errors
identified by the diagnosis program need to be developed as part of
the teacher’s repertoire. For some content (e.g., arithmetic) a wide
variety of techniques are available (e.g., Ashlock, 1972). For most
content, however, the techniques for remediation are scattered
throughout the professional literature and presentations at profes-
sional meetings. Teachers have to work hard at finding them.
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(0.02 X 0.1 = 2 0,02

SCREEN 1

( 0,5
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SCREEN 2
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SCREEN 3
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Figure 6.2 Screens from dnill and practice with diagnosis
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Third, teachers need to follow up on the diagnosis-remediation
cycle. The effectiveness of the remediation strategies needs to be as-
sessed, perhaps with further diagnosis.

After teachers are comfortable with this three-step cycle, they can
begin to use diagnosis programs in more creative ways. One potentiaily
very important way is as a measure of the effectiveness of their own
teaching. By using a diagnosis program prior to teaching some content,
the teacher can determine what understandings the students are
bringing to the teaching. By using the same diagnosis program after
teaching the content, the teacher can determine what understandings
the students actually developed as a result of the instruction. The
teacher can then identify whether the intended learning and the actual
learning were the same. If not, then the instruction would need to be
examined to find out possible reasons why students learned something
different than what was intended.

EXAMPLES OF ERRORS IN
THE PRIMARY GRADES

Ginsburg and Allardice (1984) have reported an error made by a third-
grade student; this error shows the range of behaviors that a diagnosis
program must be prepared to deal with.

When asked what he is doing in school, Butch says he is working
with fractions:

Interviewer: Fractions? Can you show me what you are doing
with fractions?

(Butch writes 8/16.)

Interviewer: Okay. So what does that sav?

Butch: 8, 16.

Interviewer: 8, 16. Okay. What do you do wath 1t?
Butch: You add it up and put the number up there.
Interviewer: Okay. What 1s the number?

23

(Butch writes 8/16.)
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Obviously, Butch is doing something unusual. He confuses division
with fractions, and he cannot calculate stmple division. (p. 195)

More common errors are those reported by Brown and Burton (1978)
for addition; for example, misalignment and diagonal addition.

Misalignment: 34

+3

64

Diagonal 46
addition: + 2
68

All of these errors are potentially identifiable by computer diag-
nosis procedures. In the primary grades it is very importent that
teachers build strong basic understandings so that learning in later
grades does not suffer. Diagnosis programs can help teachers check
on the level of understanding that students develop.

EX2MPLES OF ERRORS IN
INTERMEDIATE GRADES

Behr, Lesh, Post, and Silver (1982) have extensively studied the diffi-
culties that students have in representing fractions on a number line.
Since the number line is a pervasive model for fractions in elementary
school, it is indeed important to know the errors that students make
in dealing with that model. The errors are typically conceptual errors,
which are more difficult to identify and to remediate than errors in
algorithms. For example, identifying the wrong unit is a common
error. In Figure 6.3 a student who exhibited this error wouid name
X with the fraction, 4/6, rather than 4/3 or 1 1/3.

Travis (1984) has given attention to errors in the multiplication
algorithm; and although the subjects in her study were not elementary
school students, the errors are typical of those made by intermediate

)
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Student re=ponse: X = =

Correch response: X = =

Figure 6.3 Example of mislabeling of fraction on number hine

grade students. One of the most common errors seems to be the
misplacement of a partial product; that is, misalignment of digits of
the partial products. A misplaced partial product will have a value
that is an order of magnitude off {either ten times as much as, or
one-tenth the value of, the correct value). This kind of error-trapping
is easily caught by a computer, whose best feature is perhaps manip-
ulation of numerical values.

CONCLUSION

Diagnosis of errors is a use of computers that has rarely been taken
advantage of by designers of educational software. It seems to have
great potential for enhancing learning, but the research and devel-
opment effort needed to achieve that potential is (uite large. One of
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(off by orders
of magnitude)

Correct product = 116565

Figure 6.4 Sample error in multiplication algorithm

the ways to push this development is by teachers’ insisting that di-
agnosis procedures be included in most, if not all, educational sof:-
ware. The very limited research that has been conducted on the use
of diagnosis, in both computer and noncomputer forms, suggests that
students would benefit from its inclusion on a regular basis in

instruction.

The development of programming techniques to allow diagnosis
in software is one aspect of the growing computer science field called
artificial intelligence. The claims for the ultimate usefulness of arti-
ficial intelligence may be overblown, but until more systems are in
operation, no one will lnow for sure. It seems certain that it wilt
remain a heavily researched field for many years to come, and students
can only benefit from breakthroughs that are sure to come. Computer
diagnosis will become more and more common in educational soft-
ware, but the exact implementations may not be any of those described
earlier. Teachers must simply watch for developments to occur and
be ready to take advantage of them as they happen.




Evaluating
Instructional Software

In principle, the goals of and the processes for evaluating instructional
software (both computer-assisted instruction and utility software such
as a word processor) are the same as for any kind of instructional
material. However, in practice there are important differences that
overshadow the similarities.

For instructional materials in print format it is easy to get an
overview of the kind of instruction that is going to be provided. The
entire product can be studied all at once, and a teacher can digest
the essence of the instruction by skimming thrcugh the material.
Although some subtleties may be overlooked this way, typically few
surprises are in store for the teacher who uses the item in class. Even
with films or tapes, the teacher can preview the item and be confident
that the students are going to be exposed to exactly the same images
that the teacher saw. One complication raised in the evaluation of
films and tapes, however, is that the teacher usually cannot speed up
the rate of presentation during the preview. It is not easy to skim
through a film. Evaiuation of these items, then, is slower than for
print materials.

In addition, the evaluation of instructional software is considerably
more complicated. Much of the potential instruction for a particular
student is hidden inside the program, and the teacher is typically
given no clue as to the kinds of alternatives that might be called into
play by unique combinations of students’ responses to the questions
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or exercises that are presented. Hence, the process of evaluating in-
structional software is in a very real sense a contest, in which the
teacher tries to find out how the program might adapt to various
student respcnses.

WHAT IS THE PURPOSE OF
EVALUATION?

The primary goal of evaluating instructional software is to determine
if it can be used effectively in a particular classroom. As with any
instructional material, the teacher must first determine if the objec-
tives of the software are consistent with and complementarv to the
objectives already set for that classroom. Unfortunately, the objectives
identified by the author of the software may not accurately reflect
what the program actually teaches. Usually there are unintentional
objectives of a program that only become known after some experience
in using it.

For exampie, in most versions of Hangman one hidden objective
is to make the fancy graphics appear on the screen, with the graphics
appearing only when a word is misspelled. At least that i what some
students seem to assume is the objective. Of course, this outcome is
not only different from the stated objective of the program but also
counterproductive for that stated objective. A hidden objective of this
type might not become obvious toa teacher without watching children
use *he software over a period of time. It does suggest, however, that
teactiers need to be alert for subtleties of this kind even during the
initial evaluation of software.

An important related concern is that the content presented in the
program must be accurate. This means, for example, both that the
technical content must be correct and that the manner of presenting
that content (e.g., spelling, grammar) must also be correct. This is
similar to looking for “typos” in printed material, but again there is
the disadvantage of not being able to see the entire product at once.

Similarly, the pedagogy used to present the material should be
carefully examined. For example, if a teacher were at the point of
using drill and practice for completing the mastery of multiplication
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basic facts, then a program that went back to careful and time-
consuming development of understanding of those facts would be
inappropriate. Such a program would be counterproductive for the
instructional goals that had been established by the teacher.

As a rule of thumb;, all the considerations of instructional design
that apply to other kinds of instructional materials also apply to in-
structional software. Roblyer (1981), for example, has been particu-
larly effe-tive in presenting this case to people svith computer
background but without much educational background. The most
important aspects of this case seem to be that the instructional soft-
ware should be designed in the conte:i of what is known about how
people learn and that the software should be fully tested to be sure
that it teaches effectively and efficiently. The iikelihood of obtaining
high-quality software this way is considerably greater than through
the perhaps-more-common procedu:2 of having a computer program-
mer go off to write instructional software.

WHAT TO LOOK FOR IN
INSTRUCTIONAL SOFTWARE

The things to look for in evaluating instructional software fall basically
into three categories: instructional design, appropriate use of com-
puter capabilities, and technical quality. Each of these categories can
be further broken down in a variety of ways.

Instructional design, as already pointed out, involves the correct-
ness of the content presented, the correctness of the manner of pre-
sentation, and the soundness of the pedagogy employed. Most teachers
soon develop a “sixth serse” for instructional design flaws in printed
materials. Unlike printed materials, however, instructional software
must be examined for its hidden objectives. These may be prompted
by the particular ways in which the computer is vsed or by the par-
ticular approach used to present material. In simulations, for example,
the hidden objectives may be understanding some inadvertently pre-
sented relationships between the variables in the program. Identifying
these hidden objectives may be difficult, and their effects may not
surface with a first or even second trial run.

a3




90 Evaluating Instructional Software

Appropriate use of computer capabilities is an important category
to consider, especially if computing equipment is in short suppiy. The
use of computers to nrovide instruction in ways that other materials
could do better is wasteful of resources. Perhaps more important,
however, is that an inappropriate use of computers prohibits others
from using the equipment to accomplish goals that might not be
attained without computers. This is wasteful of human resources and
leaves teachers open to potential criticism.

There are two primary misuses of computer capabilities in the
existing commercial instructional software. First, computers are too
often used as electronic page-turners, and second, tvo many fancy
graphics and sound options are used in ways that are totally extraneous
to the content being presented.

Using the computer as an electronic page-turner is often the first
approach beginning programmers take for developing instructional
software. Two reasons for this may be: first, PRINT commands are
often the first commands learned in a programming language, and
they are both relatively easy to use and relatively powerful in getting
information on the screen. Second, people who are jurt learning to
program are often fascinated with the speed with which large
amounts of information can be presented on a monitor screen. How-
ever, using computers to present information in this way is not very
cost-effective. Printing, photocopying, and dittoing are far cheaper.
The printed mode allows readers to read as quickly or as siowly as
they like and to do the reading in virtually any setting; there is no
need, for example, for access to an electrical outlet. A rule of thumb
is that if more than three or four screensful of information are pre-
sented sequentially, the computer is not being used appropriately.

The use of too many fancy graphics and too much sound is often
the second phase that programmers go through in designing instruc-
tional software. Apparently one of the strongest motivators in keeping
students involved in CAI materials is the combination of graphics and
sound. Hence, most beginning programmers, if they intend to produce
instructional software, want to learn how to control the graphics and
the sound. Once they learn how to do some creative things, they feel
obliged to do so in every program they write. This obligation arises
from programming concerns, however, not ~ducational concerns.
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Teachers must insist that any graphics and sound be used primarily
to improve the quality of the learning and not to make the programmer
feel satisfied. )

Graphics and sound are most often used to provide reinforcement
of correct or incorrect responses. As an occasional reinforcer, this is
good educational practice, but for repeated use, such as in a drill and
practice program, it is probably inappropriate. The sound and graph-
ics start to get in the way of learning the content.

An appropriate use of graphics and sound can be seen in the
program, Lemonade Stand (Apple Computer, 1979), which is a sim-
plistic simulation of operation of a lemonade stand. At the start of
each “day” a weather report is given through the dual device of a
picture o’ the appropriate weather and the playing of a few bars of
an appropriate song. One of the variables that students are supposed
to keep in mind in the operation of the lemonade stand is the kind
of weather for the day. Hot, dry days should result in greater demand
for leronade than cool, rainy days. However, the program designer
didn’t want siraply to tell students that this is ir:portant. There was
a need, therefore, to call attention to this variable without explicitly
telling how it would be related to the goal of the simulation. The
graphics together with the sound highlight the relevant information
and at the same time give the students multiple means (sight and
hearing) for remembering the information.

Other appropriate uses of computer technology wculd include use
of interaction betweer: the user and the program, diagnosis of errors
in students’ responses, use of flashing mode or different speeds of
printing to call attemion to pieces of information, drawing of dia-
grams to illustrate concepts, using time limits for responses in speed
drills, random selection of particular exercises or questions, and im-
mediate feedback for each response. These options cannot easily be
accomplished in noncomputer environments, and there is mounting
evidence that they assist the process of learning.

The technical quality of a program is somewhat more difficult to
discuss without viewing instructional software. Basically, examination
of technical quality is centered around the goal of keeping the software
from “bombing out” while it is being run. That is, instructional soft-
ware should always be protected from both intentional and uninten-
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92 Evaluating Instructional Software

tional misuses by students. Some students set as a goal making the
program quit running before the instruction is complete. These stu-
dents learn a variety of techniques for attempting to reach this goal;
for example, typing in a string of letters when numbers seem to be
called for, typing a number with forty or fifty digits when the expected
response is much smaller, or hitting the special keys on the computer
keyboard (e.g., the ESCape key or the RESFT key). High-quality in-
structional software will take these possibi.ities into account within
the program and will protect the program from such abuses. During
the process of evaluation of software, teachers should take on the role
of such students in order to determine how careful the program de-
signer has been.

One particularly good source of information in testing the tech-
nical quality of software is the Minnesota Educational Computing
Consortium (MECC). On the basis of their experience, they have pro-
duced a list of technical checks that teachers should use in evaluation
of instructional software. Some of the most important of these include
the following:

1. When a response is called for, press the RETURN key only.
The question shoulu be repeated or help should be given.

2. Answer a question with an extremely long string of char-
acters. It should be processed satisfactorily.

3. Answer a question and then press the RETURN key twice,
quickly. The next question or frame should not flip past.

4. Test to see that tne program will accept answers that are
equivalent in context (e.g., Saint Paul, St. Paul, City of St.
Paul as the capital of Minnesota).

5. When information is repeated, the screen display should
not “scroll”; that is, the printing should not disappear off
the top of the monitor screen (MECC, 1980, p- 22).

EVALUATION FORMS

Fortunately, teachers do have some help in conducting evaluations of
instructional software. A variety of evaluation forms provide a frame-
work within which to make systematic evaluations.
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Your Name(s):
Frogram Name:

1. How

2. Are

4. Are

e HoOw

6. How

7. How

8. How

?. Are

appropriate 1s computer use for this activity”

the goals of the program clear™ (What are they™)

7. Does the activity i1n the proaram focus on these qaoals”™

the 1nstructions clear™ (If not, why™.

understandable 15 the format of the cutput”

good 135 the continuity 2f the catput”™

vulnerable 135 the program to 1nput mistalec™

appropriately 15 rei1nforcement used™

the special features of this microcomputer used well”™

Figure 7.1 MECC Software Evaluation Form

MECC (1980) has developed an evaluation form that focuses on
getting an overview of the software. Questions 2, 3, 4, and 8 are related
to the instructional design, questions 1 and 9 are related to the ap-
propriateness of use of the computer’s capabilities, and questions 5,
6, and 7 are related to the technical quality of the software. A teacher
could provide as much or as little information as necessary for future
usefulness in response to these questions.

Other evaluation forms have been developed by the National Coun-
cil of Teachers of Mathematics, by the publication School Microware

ERIC
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Review, and by Electronic Learning. These forms differ from the MECC
form in that they provide a checklist of relevant questions rather than
more general questions that require considerable interpretation on
the part of the user. For this reascn they are probably more useful
for the occasirnal evaluation of software, such as will be done by
most elementary school teachers.

All of these forms attend to the three categories important for
software evaluations. The specific questions, however, are slightly dif-
ferent and represent slightly different emphases on various aspects of
these categories. The particular evaluation form that a teacher uses
as a model should be the one that will provide the most useful in-
formation when the form is read in the future, either by the same
person or by other people who might want to have an opinion on a
particular piece of instructional software. Probably most teachers will
want to create a combination form that uses relevant questions from
several available forms.

TIME NEEDED TO EVALUATE

As has already been mentioned, the time needed to evaluate ade-
quately a piece of instructional software is considerably greater than
that needed for more traditional kinds of instructional materials. The
teacher needs to try out as many of the potential paths through the
software as time will permit. Especially in tutorial or simulation soft-
ware, the number of paths may be very large indeed, and certainly
not all possible paths can be examined. However, at least some of the
more representative paths do need to be traversed.

Too, the teacher occasionally needs to act like a disruptive student.
It is not uncommon for software to be carefully protected against
such disruptions early in the program and then for a program designer
to lapse into carelessness and let a “bug” shp in later in the instruction.
This may represent the theory that students will quit trying to make
the program “bomb” if they are unsuccessful in doing so early in the
program. As attractive as this theory seems, it probably is not accurate.

While it might be desirable for all teachers to evaluate all software
that might be used in their classrooms, it is probably ot possible to
expect them to spend the necessary time to do this. A more feasible
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Eg SOFTWARE EVALUATION CHECKLIST

PROGRAM NA!AE
SUBJECT AREA

_~SOURCE __ - - -
-~ REVIEWERS NAME

1 INSTRUCTINNAL RANGE
— - - grade level(s)
. _ ability Jevelis)
INSTRUCTIONAL GROUPING FOR PROGRAM USE
indwideal
~ small group (size
. - large group {size
EXECUTION TIME
minutes (estimated) for average use
PROGRAM USE(S)
—— demonstratic ——— programmung utiity
— drill Or practice simulaton
nstructional gaming testing operations
instructional management tutonial
mstructional support — whisties and belis
problem solving word processing
other (
USER ORIENTATION INSTRUCTOR S POINT OF VIEW
low migh
* * N * flexibility
° N ° ° freedom from need to infervene of assist
USER ORIENTATION STUDENT S POINT OF VIEW
low high
° N qualty of directions (Clarity}

quality of output (content and tone)

qually of screen formatting
° freedom from need for external nformation
freedom from disruption by sy<tem errors

simplicity of user inpt

7 CONTENT

fow

instructionat focus

instructional signdicance

soundness or validity
* ° * * . compatibility wiih other mater:als used
8 MOTIVATION AND INSTRUCTIONAL STYLE

passwe achve

type of student involvement

ow

degree of student control

none poor
use of game format
use of stdl graphics
use of animation
use of color
use of voice input and output
use of nonvoiCe audio
use of '\ght pen
use of ancillary materiais

use of

9 SOC!AL CHARACTERISTICS

present and not present and
neganve present posiive

1 ompelition

cooperation

humanizing of computer

moral 1ssues of value judgments

summary of student pert rmance
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Key to Terms: Software Evaluation Checklist

1 The grade fevels ant abiity levess for a particular program are primarily getermined by the concepts ir volved Other 1m
portart factors are reading level prerequisite skilis degree of styent control and ntended instructiona! use )t 1S possible for a
program to be fiexible enough 1o be ysed across a wide range of grade ievels and abihly levels

2 S neprograms are designed for use by indiiduals Others have been Or can be mody ed 10r participation by two or three
Persons ata ime Simulations or demonstrations often pose opportunites for 'arge group interaction A gwen program may be
used ‘n more than One grouping depending on the instryclor

3 The tme required for the use of a program will vary considerably Inciude 10ad r g ime for cassettes A tme range is the
appropriale response here

4 Instructional programs can be calegonzed according o their uses Some programs may have more than one use thus
falfing into more than one of the following categories

Demonstration Used by a teacher for leading group disCussion
Driit or practice  Assurres that the concept or skill has been taught merely reinforces
+ ‘ormational Ger rates data but does not direct the use of those data

Instructional gam g Focuses on decision making within a game format invoives random events and the pursutt of a wining
strategy

instructional management Helps manage the learning environment by assuming major responsibility with respect 10 student
assessment record keeping and generating lzarning prescrptions

Instructional support  Generates instructional m aterials helps locate instructional resources or aids 1n selecling instructional
products

Problem solving  An algorithm that serves the problem solver durnng the exploration of a compiex problem
Programming utiity Programs that help write other instructional programs

Simulation An electronic siice of hife

Testing operations Prowides services such as tem banking test generation test scoring and tem analysis

Tutonal A dialogue between student and computer on a topic that 1s not yet understood by the student

Whisties and belils Demonstrales features of the computer system—features that may be of vaiue » instructionat apphications
Word processiny  Permits the efficient improvemaent of written materials

§ These are factors relevant (0 the actua. use of the program fr

S Te poinict view of an mstryclor

Frexibiity A program may aliow the user of the nstruc tor 1o adjust the program to different abilily levels degrees o ditficulty
or concepts

Interventior or assistance A rating of

Iow means consideraue teather intervenhon or ass stance 15 required

8 These are factors relevant 10 Ihe actual use of the program ‘rom the point ot view of a student

Directions The directions should be compiete readable
understood! and use approprate examples

Quiput Program responses snould be readable understardable and compiete
should be of an accepiable tone and Cansistent with the npul request

Screen formattng The formats during a pro
meanngful within the given context

under the user s control (e g should not scroll off the screen untl

‘N r€sponse 1o student NPut the output

gram rur should not be d<tractirg or clultered | abels and symbnis should be

External iformaton A program may require the user 16 have access to n‘ormator other thar that provided wihin it This

may nclude prerequisite conlen! knowiedge or knowledge of conventicns ysed by the frogram designer as well as maps
beoks maodels and so on

System errors System errors result in the hvolurtary termr natior of the program

Input  The user should know when where and i what form nput is expected Student inpul rather than automatc timing
should prompt the presentation of new matenat on the screen and specific screen areas should be reserved for such inpu*
Characters with special meanings should be avoided however when they are needed such symbols shouid be accompanied by

exphCit instruction and by a readily ava, abie relp display regarding ther yuse The complexity of typed input should be
mirimized but should be sufficient 10 serve the l.arning objectives of the program

7 These are matters retevant 1o the subiect matter content ct the program

Focus The program top ¢ shouid be Cleany defined and of a scog.e that permis thorough treaiment
Suyrdtcarce The instructional objectives of the program must be viewed as imponant by tne nstrucior AISO the program
sreuld represent a vald use of the computer s capabiitier wh ' HMProvie G the i sirychional process

Soundness or vantity The concepis and terms employed <houls pe cnrrect Clear and preco,e Other important tactors, are
the rate of presentahon degree of diffricully and internal consislengy

Compatiiity  The content terminoiogy teaching wtyle and educational philosophy of the program should not contiict with
those generally encountered by the student

8 These tems are selt explanatory

$ Competnon cooperaton and valies are concerme thar may be a funcli i of the wdy a prograr, expre e« them (War
9aming amnd the  hangmd  frrma* are campls weues | Ak o the humarzic e Lomouter may Senve for Mot e or 10
redute arx:1; byt 1asoe may become tedious melead g a dcoanterproduche

The <ummary o “tudent perheim 4 L@ car be dehe'omon (w e or WAC laNShe Al ihme experaed or percsnt of tems cor
(0C of cuhectr 1as 1 the eva uation of a < mutanem i Mdy be forat,dent * g neroor bete

Figure 72 (continued)
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SCHOOL MICROWARE EVATUATION FORM

(COPY AS NEEDED)

Your Name Orgenization Paosition
Address Tel:

Ho. of Progs.
Product Hame Suppliar price $ Under This Heme

School Departments
to Which Applicable

INSTRUCTIONS ~ For Op

ended items, supply all information requested in blanke provided if possible: use

extrs sheets if necessary. For objective items (those with blanks to lsfe!, enter e number in the blank to
indicete the extent to which the program fylfills the description in the item, es follows: 2 - Complately.

1 - Partially, 0 - dot at All. If the icam is

not sppliceble to the program. enter ¥/A. If the item 18

uncleer, enter U. Elaborete on answers 48 necessary in Comments eection et and or on extre shests. giving

ltes numbers.

[ 2 OESCAIPTION - Describe the program briefly in terms of iie gosls and whet it doms to achleve them

(no evaluation here).

PRECIMINARY CONSIDERATION - Assuming thet this progras contributes to the tesching of one of more topics. is
that topic ons which is or ehould be teught in todey's schoole?__Yes No 1t not, give your reasons for
this answer ia the Comments section et the and of the fors end omit the balance of the questionnaire

TIQN =~ List materials accompanying the
1

DOGUMENTATION

program. .‘.‘z- quide. student workbook
1. Indi e types of information included.

a. Suggested course/subject. grade lavels.

b. Goals.

c. Par’ormance objectives.

d. Suggested teaching streteq(lee).

4. Correlation with stenderd texts.

f Pprerequiaites for use of progras.

g. Student exercises. tescher enswers.

h. Operetin, instructions.

i. Listing and esmple rune of programis)

3 1f e simulation. description of the
w-ee- sodel used.
Sug ted topice for follow-up

sions.
uggested references/ectivities for

- follow-up.
2. T™he documentation ls written cleerly.

3. 1f & workbook ls included. the formst
o——— and content ere eppropriaeta.

INSTAUCTIONS GIVEN % USER BY sn(&m
1. The inetructions ere adequete reqarding

@ The instructionel tesk to be parformed

b. Deteils of how to interact with the

PR progras
2. User hee the option of ekipping
——— instructions if alresdy known.

STUDENT~CONPUTER
. Output is dlepleyed screen by screen

- (paged) rether than scrolled.
2. 1f output la paged:
@. User hae control over coatinuing to the
c———— next page.
b. Amount of laformation in eech page is
approqriate.

c. ptuel impact (amount of type
————- ) is suitsblae.

3. Output ls spaced end formatted €0 es to be
Py— assily reedabla.

4. Language is well suited to Wost students’

hyphenation and punctuetion.
6. Any g¢rid or coordinate system used le
=--== conelstent with common conventicna.
7. Students cen respond with comson eysbole §
===~ waye of uaing them, e.g.. right to left
antry of sums.
. Accepts abb
===~ responses.
$. Provides for individuel needs. e.9
EET LY opportunity to work with harzder or e
sateriel,
10 pislog is personelized. i.s., sakes
e=-==  appropriets use of student names.
11.Uams devicea to get & maintala intsrest,
anene e.9.. variation of computer responses.
humor . pace changs, surpriss
12.Makes good use of any speclal festures of
computer:
a. Grephics b, Color
13.Reinforcing re mses {indicetione of
===== right, wrong. etc.) ere eppropriete
14.The number of wrong answers allowed le
===== _ reeecnable.
13.Responds appropriately if ellowed number
===== of wrong enewers ls exceeded.
16.rrovides opportunity to get help if
===== difficulty ls encountered.
17.Minisizes bad entries vie devices such as
= objective formate (multiple choice.etc).
e well with inappropriete entrle
S » respon to typing errors, aetc..
is intelligible and useful.
19.Required entries are within students’
——— cepebilities (esp. typing. vocebulery).
20.Reports student performance periodically
ee-== and et end of seseion.

letions for cosson

c. Sound

on, the progras gives @
ently accurete representetion of
the situstion simulated,
2. The concepts aod vocabulary required to
m———— use the program ere rsesonabla.
). Operetes proparly and is frae of bugs

4. Is well structured and documented
===~  internally to facilitate say nece
debugging/modificetion.

ty

COMMENTY - plaese use thle spece end asdditionel sheets es necessery to provide any other information which

you by

lieve would help soseona who was considering acquiring the progras being reviewed. ln particuler,

indicate whet you like least and most about the progres. Also. list eay changes which should bs mede.’

Revised /81

[33

Figure 7.3 School Microware Review Form
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98 Evaluating Instructional Software

hSoftware Evaluation Form

Reviewer's Name:* Date of Review.
Address/Phone ( )
Program Title Med —5"disk. —_8" disk,

—cartndge; ___tape

Pach Title Copyright Date (if any)
Microcomputer {brand, model, y)
Necessary Hardwa-e Necessary Software
Producer Authorts)
Back-up Copy Policy Cost P—
]
Program Overview and Description
1 Subject area and specific topic
2 Prerequisite skills necessary
3 Appropnate grade level (circle) 1 23456 78910 11 12 college
4 lype of program (check one or more)
— . Simulation —__Testing
—— t.ducational Game — Classroom Management
—— Dnilland Practice ——Other {(specify).
— Tutonal —_
— Problem Solving ——Remediation
—— Authonng System ___Ennchment

5 Appropnate group mstructional size ——mdividual____small group ___class
6 Isthis program an appropr=*. mstruc.onal use of the computer?

3nefly hist the program’s objectives Are they clearly stated in the pre, 4 nor
inthe documentation’ Are they educationally valuable? Are thev achieved?

~

8 Bnefly descnbe the program Mention any special strengths or weaknesses

OCTOBER + 47

Figure 7.4 Electronic Learning Review Form
Copyright © 1984 by Scholastic, Inc. Reprinted by permussion of Scholastic, Inc.

.
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Time Needed to Evaluate

I
Evaluation Checklist
Please check Yes, No, or Not Applicable for each question below To add information. or to
clanfy an answer, use “Comments’ at the end of each section
Yot No N/A EDUCATIONAL CONTENT
1 Is the program content accurate?
2 ]s the program content appropniate for intended users’
3 Is the difficulty level consistent for matenal. mterest. and vocabulary’
4 s the program content free of racial, sexual, or pohtical bias?
[ 0
Yeos No N/A PRECENTATION
I Is the program free of technical problems?
2 Are the instructions clear’
3 Is the curmculum matenal logically presented and well orgzruzed?
4 Do graphx s, sound. and color, if used. enhance the
instructional presentation’
5 Isthe frame display clear and eas) to read”
Comments
Yot No N/A INTERACTION
1 s the feedback effective and appropnate®
2 Do cues and prompts help students to answer questions correctly?
3 (an students access the program “menu * for help or to change
activities?
4 Can students control the pace and sequence of the program’
5 Are there safeguards against students "bombing ' the program
by erroneous nputs’
Commer'
Yot No NA TEACHER USE
1 Isrecord-keeping possible (wathin the program or through
documentation worksheets)’
2 Does teacher have to monitor student use’
3 Can teacher modifv the program’
4 Is the documentation clear and comprehensive’
Comments
.. ..
Overalt Evaluation
CHECK ONE.
—_Excellent program Recommend without hesitation ___Farr But might war.t to wait for something better
——Pretty good program Consider purchase ___Not useful Do not recommend purchase

40 + ELECTRONIC LEARNING

Figure 7.4 (continued)
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100 Evaluating Irstructional Software

approach to the problem of reviewing software is for each district to
select a few teachers who will b2 responsible for such reviewing. One
teacher might, for example, have the responsibility for reviewing lan-
guage arts software for the primary grades, while another teacher
might have the responsibility for reviewing social studies software for
the intermediate grades. Of course, in order to discharge this respon-
sibility adequately in a district that is serious about using computers
for instruction, these teachers should receive released time from their
other duties to do the reviewing,

KEEPING RECORDS OF THE
EVALUATIONS

Regardless of how the evaluations of instructional software are ob-
tained, schools should begin to develop files of these evaluations. It is
much quicker to review three evaluations by three different teachers of
a particular piece of iustructional software than it is to do a fourth
evaluation. On the basis of the available evaluations, a teacher might
still find it necessa'y to spend some time with the software to be sure
that it is usable, but much of the work involved in making that deter-
mination should have already been effectively done by the earlier
reviewers.

Along with the lucal evaluations, schools’ files should include cop-
ies of p ‘blished evaluations of software. Many of the professional
Jjournals, both those devoted only to computer education and those
devoted to the teaching of particular content areas, publish reviews
of instructional software. One of the major difficulties in staying cur-
rent about educational computing is that these reviews rarely are
collected in one place. They remain scattered throughout many jour-
nals and are therefore essentially unavailable to many teachers. If they
were regularly put in local files of evaluations, then teachers could
make use of them to avoid some of the instructional software that
does not appear to be of high enough quality. Some sources of col-
lections of evaluations of software are provided in Figure 7.5.

Two other sources of evaluation information that all teachers
need to be aware of are: Resources in Computer Educ-tion (RICE),
an electronic data base of information about microcomputer course-
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The Apple Software Directory, Volume 3, Education, WIDL
Video, 5245 W. Diversey Avenue, Chicago, IL 60639

Atari Program Exchange, Atari, Inc., P. O. Box 427, Sunnyvale,
CA 94086

The Commodore Software Encyclopedia, Commodore Corpo-
rate Offices, Education Department, 487 Devon Park Drive,
Wayne, PA 19087

Computer Courseware Reviews, available from Computer Tech-
nology Project, Alberta Education, 11160 Jasper Avenue,
Edmonton, Alberta, Canada T5K 0L2

The Digest of Software Reviews: Education, 1341 Bulldog Lane,
Suite C, Fresno, CA 93710

School Microware Directory, Dresden Associates, P. O. Box 246,
Dresden, ME 04342

Texas Instruments Program Directory, Texas Instruments, P. O.
Box 53, Lubbock, TX 79408

The TRS—80 Sourceboo’ and Software Directory, available
through Radio Shack stores.

Figure 7.5 Sources of collections of evaluations of software

ware, and The Digest of Software Reviews, a quarterly, locse-leaf pub-
lication of summaries of published reviews of instructional software.

RICE provides descriptive information about currently available
courseware for elementary and secondary schools and evaluation in-
formation on many of these packages. The descriptive information
includes the publisher, intended ability level, subjcct, mode of instruc-
tion, required hardware, instructional objectives, and prerequisites.
The evaluation information includes considerations of content, in-
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102 Evaluating Instructional Software

structional quality, and techniral quality. RICE was developed in pari
with support from the National Institute of Education, and it is ac-
cessible through the Bibliographic Retrieval Services (BRS), a nat;onal
computer network. RICE can be searched by use of ERIC procedures
and descriptors, as well as some other categories such as grade level,
required hardware, instructional purpose, and instructional tech-
nique. Each review is a digested summary by the staff of RICE of
evaluations gathered from teachers.

Gaining access to RICE does cost money; the user must pay first
for access to BRS and second for access to RICE. However, the amount
of time and effort saved as compared to a personal search of the
literature is typically quite large. For example, a teacher could ask for
a list of all the programs that could be used in grade four to teach
grammar. Within a few minutes a list of all packages listed in the
system would be produced. Information about any or all of the pro-
grams on the list cau then be requested (Figure 7.6). As the RICE
data base expands, it will become more and more useful as one tool
for finding instructional packages.

The Digest of Software Reviews quarterly produces summaries of
published software reviews. The summary sheet for a particular pack-
age includes much of the same descriptive information as RICE as
well as summaries of published reviews of that software (Figure 7.7).
A subscriber to the Digest must keep files of the sheets, and searching
through them may eventually become time-consuming, though cer-
tainly not nearly as time-consuming as trying to search the literature
for the complete reviews. The publication may be especially useful to
people who do not have access to BRS, or to those who want multiple,
undigested opinions on software.

One government attempt to review software and to provide col-
lections of those reviews is the Computer Courseware Reviews produced
by Alberta Education (the provincial department of education) in
Alberta, Canada. The Computer Technology Project of Alberta Edu-
cation has organized and trained teacher-reviewers in Alberta to use
a courseware review scheme developed by the Project. The reviews
are very strict; about 90 percent of disks reviewed fail to meet the
criteria. However, the reviews provide more information about the
programs than virtually any other reviewing system (Figure 7.8).
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Keeping Records of the Evaluations

Sample RICE Printout
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Suppose a teacher asked the question: “Is there an instructional package in junior high school
gocograph which is compatible with TRS-80 software, where the program has been evaluated and
und rehiable?” One of the courseware packages which would be identified is “Geography Explorer:
USA.” Ifrequested, RICE could provide any ur all of the following information about the courseware

which you choose.

Tiele Geogriphy Faplorcr USA
Organizanon Imstant Sofewarc

Contact Intormation Peecrborough NH 03458
Addres

Phone Numbar 800/258 5473

Contact 'rson Many Shooshin

Cost $49 95

Hardwarc T pe TRS 80

Svseam Requiraments 32K, One Disk Drne Momitor
Hardwar [ight Pan(Optionaly

Sotew are TRSDOS or NEWDOS
Modwmot Transter - 5 Flovible Disk

Dasenprurs Instructron Flamomoan

Fduwnon  Intermediee Grandes

Instructional Prerequisites

The student should know somce intormation about the
rigromotthe US anes, seees and popehition

Abstract

Documentation Avalablc In Computer Program Pro

gram Operating inseructions, Studonts nstrucoions In
Supplimentans Matcrnh Sample Program Oueput
Program Operanng Instructions: Towher s Infarmation,
Rosourc/Reterance Intormation, Student Worksheces
Data, Progriss Report Content and Structure The
Package Constits of Onc Diskasta in 13 Ring Bmder A
Iaachar/Parant Guide, Sample [ esson Phns nd a1 ¢s

son Plan Blank Data Sheces of Information Contamed
on the Diskcerc and Blank Maps ot the U8 arc Available
tor Teachers to Copy and Distribute The Compurer
Prosents a Menu ot Three Pragram Sces (1) State N e

Abbravanon Capital Largese Cinn and Nickname, (29
State Araa, Aras Rank Populanon  Population Rank,
Denvn, Densiey Rank, % Urban, % Urban Rank, (3)
State Flow cr, Bird, Tree, Song and Matto Fach see pre

senes a menu of 1ts parts The student s given a choec of
answcrmg by muluple choicd, by gnen face, or by sy ped

n response: The teachar an overnide the menu chonees
and the wavs of responding Porential Uscs This pack

age can be uscd as a review i an domentan geography
dass Tean be usdd for drifl on state names, abbres1a

nons, rdatn c location and star facts Other uses could
be canchment or raview tor small groups Perhaps «ome
of the sunstcal raking parts could b used i middle
grades

Evaluation of Major Strengths:

The Geography Fyplorer has a “teachar™ mode ahich
allows the teachr to choose the contant and how the
coneent 1s to be presented This mode pormits directed
learning Easy cnerv and tricndly compu o raponses
help thedemenran studane Avaniees of graphicrew ards
provide immaduate positing ranforcement Student
scores an be displaved

Middic Schools Sceandary
Fducition High Schoals,
Junior High Schools, Soqul
Studies Geography

Grade Tand 4567891011

Made o 'mtruction Sendard Instrucnon
Instructiond Dnll and Pracoic, Intormacion
Techmigques Ranaal

lnstructional The studane will be ablc 1o 1den
Omeeene tih states wathin regions at che

U'Sid to asaciate state name
W th abbraynnon, capatal, largest
an nickname, poyulitnion,
fHower nd bird

Major Weaknesses

Recommended andionce age oo soung tor much ot
the program content Flamentary studanes have troablc
with most ot the contane of the Sar o Seaeds Ara,
Popuhwion Densies and Pereene Urban The graphics
wrenot alwavs dlear making it hard to defing the shapes
ofstares Targastan, odar L Part 4) only lises theone an
ot the seate The other ewo chorees arc outside the seate
Thus, a seudent onh needs to redate the an o the seate to
anwwer the largaosean problom

Site and Date-

January 1982, by statt membe s of WseLatas ceec School
Corporation, Wast Lativcree, Indiana, with thosuppon
oi Indrana Tiele IVC

Evaluation Summary,

Ko SA = Strongh Agre, A = Agree, D = Disagree,
SD = Strongh Disagred, NA = Not Apphcable
Summary of Results:

Contene Accuraay (SA), Fduatonal Value (A), Lacks
Culeural Stereonvping (A), Objectives Well Defined
(1), Accomplishes Seate Objectnes (D), Clariey of Con
tent Prescatanion (A), Appropriate Difficulty Level (A,
Appropriatc Graphics/ Sound/olor (A), Appropriate
Motn ational Level (A), Challenges Student Creatin ity
(D), Fecdback Fifecen ch Emploved (A), Student Con
trols Prosentation of Format (A), Appropriate Integra
tion with Prior Learming (D), Content Can Be General
1zed (A), Program Comprehensineness (SA), Adcquate
Packaging (A), Fftecne Information Misplayvs (D),
Clanty of Instructions (A), Teacher Faaiey With Pro
gram (SA), Appropriate Use of Computer Technology
A}, Program Rehabiliey (A)

Recommendation

Fraluators mdicatc thay would use or recommend use of
package with lieelc or no change Reter to Ervaluator's
Guide F1) 206 330 for interpretation of evaluatine
Lnteriy

Figure 7.6 RICE printout
Source: Northwest Regional Educational Laboratory.
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— SOFTWARE REVIEWS
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Tl..( c B of PRIMARY

TION

ERNIE'S QUIZ

DISKETTE TITLE: Ernfe’s Quiz
AUTHOR: Children's Televisior Workshop

PRODUCER: Apple Computer, Inc.
20525 Mariani Avenue
Cupertino, CA 95014

COPYRIGHT: 1982
PRICE: $50.00
SYSTEM REQUIREMENTS: Apple 11, II+ or 1le/48k/disk drive/game paddies/color monitor
CONTENTS: 1 diskette, 1 back-up diskette, Activity booklet

PUILISHEI'E SUGGESTED

RADE LEVEL: Ages & - 7

SUGGESTED GROUP SIZE: Individual or small group

INSTRUCTIONAL MODE: Educational game, Creative activity
DEWEY DECIMAL

CLASSIFICATION NUMBER. 793.7

SEARS SUBJECY
HEADINGS: Puzzles, Number game

ERIC DESCRIPTORS: Puzzles, Numbers

PUBLISHER'S DESCRIPTION: “"ERNIE'S QUIZ will Barkley or Snuffy. Jelly 8eans--Watch colorful
capcivate 11ttle audiences with clever, familiar jelly beans pile up in a jar. Count them and
Muppets, jelly beans that stack up with fanfare, enter your answer. face It--Create a face.
and faces your child creates using paddle Make it happy, sad or funny. Ernie's Quiz--
controls. Everything is designed to attract and Guess Which Muppet is blue and furry? Who eats
rivet attention. Guess Who--Who's that appear- chocolate chip things® Surprises include tricks
ing on your screen®> It could be Bert, Cookie by Ernie and Cookie Monster.”

Monster, 8ig Bird, Grover, Oscar, the Count,

COMPUTE! February 1983

“1 have received several new excellent programs for young children...the (Tw versions are
especially well designed, easy to use, and contain fine graphics...for children four to
seven years old...colorful, low-resolution pictures of Sesame Street Muppets...an excellent
lndlvlnrled set of software for introducing young children to computers.” Glenn M. Kleiman,
p. 116

THE COMPUTING TEACHER May 1983

*...four essy-to-enter, well-documented and colorful game-like activities designed to
gently cajole four to seven year olds into recognizing patterns, counting, constructing
modular designs and making in;ormed guesses...requires some adult help or confident reading
and typing on the part of the child. The five and seven year olds 1 observed...enjoyeu
discovering their parts in the games as well as getting better at playing them. Both sound
and graphics pleased the youngsters... The reservation 1 have about these games is their
relfance on printed sentence directions for non-readers and Perhaps, as mentioned before,
the question of how long children may play with this software before growing tired of it."
David Ouellette, pp. 22-23

INFOWORLD July 11, 1983

“One of the things that impressed me most about ERNIE'S QUIZ was the fact that in addition
to the four games in the program ftself, the documentation included follow-up activities
for practicing the same skills that are needed in the games...your child is discovering and
practicing basic concepts needed for learning...requires adult assistance the first couple
of times... The on-screen documentation 1s in large, uppercase letters, making it easy for
a child who can read to follow them. Everything about ERNIE'S QUIZ from Apple {ndicates
the thought and care that went into its creation. It is appropriate for the age level at
which it is aimed and we') done in every respect.” Patti Littlefield, pp. 46-47

Copyright © 1984 by
The Digest of Software Reviews: Education

Figure 7.7 Digest Review
Reprinted by perrmussion
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Ernfe's Quiz (page 2)

Figure 7.7 (continued)

POPULAR COMPUTING August 1983

“In the new Discovery software, one or nothing gets explodeu, eaten, or otherwise
destrcyed...(and) the children 1 upserved playing these ¢ames seemed as enthralled and
delighted as their counterparts who pop off aliens...in the {instruction booklets are @
number of related games and simple activities to do without a computer... The title game,
ERNIE'S QUIZ, 15 the star of the set--at least for the children I tested it with... With
this age group (4 to 7), we found it important o have an older child or adult to help with
the reading and typing... These small criticisms notwithstanding, my hat is off to Child-
ren's Television Workshop for designing these gemes and to Apple Computer for marketing
them. May there be many more to come.” John D, Green, pp. 200-203

SOFTALK  February 1983

“Dne of the strongest points of the package 1s its stress on the positive,..child {s never
to1d that the response typed is wrong, only that the computer's answer 1sn't the same...can
be played by kids of ages four to seven without the aid of an adult... Each game on the
disk fs supplemented by descriptions of two or three games that don't require & computer.”
Jean Varven, pp. 100-101

SOFTUARE REPORTS July 1983
"Exercises problem-solving and recall ability, stimulates creativity and acquaints children
with computers. Excellent use of color graphics... Grade: B+." p. ME-4
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106 Evaluating Instructional Software

GERTRUDE ‘'8 SECRETS

DESCRIPTION

Disk Titles Gertrude s Secrets Verston: 1982

Producer:  The Learning Company Cost: 44,95 L.S.
Adress: 545 Mddlefield Road, Suite 170, Menlo Park,California, 94025 Tel. 8: (415 328-5410
Users : Ages 4-9 Subject: Mathesatics
Contents: t disk, 1 User s Manual 8p), Activity Cards Format: fApple 11+, Ile

Topacs: Praoblea solving
Additional Hardware/Softuare Requiresents: Color Manitor, jovstich optional
Other Foreats Available (not evaluated)s  Available 1n Apole format only

OBJECTIVES
This disk 15 intended to otivate students in their acquisttion of wanipulative skills and in color and shape
recogniticn.  They will learn how to create order and to plan ahead by solving puzzles that 1nvolve arranging gase
preces according to a given rule or bv guessing a secret rule.

CONTENT DESCRIPTION

This pregram corsicts of three types of puzzles, each having two or three levels of diffaculty. The cmild
samipulates colored shapes to solve probleas involving simlarities and differences. Two of the puzzles require
the student to arrange shapes according to given rufes. The third puzzle requires the student to decide what rule
\s being applied (intersection of sets). The progras includes seven ryle pages giving rnstructions for each
buzzie, five sample pages showing what a correctly cospleted puzzle looks like, a branch allowing for the selection
of different shapes with which to play, an editing feature whereby new shapes can be created by the teacher or
learrer and an opticnal tutorial. There is also a s8dll student sanual to a1d 1n learning the basic operating
procedures and 4 set of 16 cards that can be olored end used to play one of the three gaees that are suggested on
the two activity cards

CONTENT EVALUATION
T™e ctontent 15 apprapriete and effective 1a its sequence and 15 accurate, clear and unbiased. The range and
depth are sost appropriate for grade 1 ang early grade 2 students. The upper end of the target audience (8-9 year
olds’ will Lively find sost ot the pu::les too easy

INSTRUCTIONAL FORMAT DESCRIPTION

Student interaction consists of using & )oystick or set of yeys to sove @ graphic riaracter (Gertrude the
Gocse), a rectangle (represerting the learner), and various gase preces (colored shapes) round the screen. By
$0ving the goose and the rectangle through various “doors®, the student selects the puzzle to be played and say
opt L0 see a set of printed instructions, a cospleted sample puz:le, choose the qane preces with which to play, or
alter existing preces to create new shapes.

hen 3 puzzle has been solved, positive feedback consists o (he $ipns surrounding the puzzle flashing and
Gertrude delivering a “treasure® to the “treasure rcoe®. A solution 15 never evaluated as being incorrect. Untal a
puzzle 1s accurately solved, the progras considers it to be in the process of being solved.

There are sose clues avarlable to a1g the player who 15 having drfrculty solving a puszle. In two of the
puzzle types, incorrectly placed preces will *fall out® of the puzzle

Figure 7.8 Alberta Education Review

IMPACT OF ILLEGAL COPYING
A discussion of evaluating instructional software would not be com-
plete without giving some attention to the impact of illegal copying
on the availability of review copies of such software. When schools
begin the process of choosing a textbook for adoption, publishers are
quite willing to send a review copy of that text to the selection com-
mittee for examination. The publishers know that no school would

BEST COPY AVAILABLE
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INSTRUCTIONAL FORMAT EVALUATION

This 1s & good program for the development of probles solving strateqies in young students. Since the progras
recognizes different possible solutions, 1t encourages student creativity and enables re-solving the puizles o
nusher of tises wmthout loss of motivation. The 1nstructional techniQue, student interaction, and evaluation
techaiques are appropriate and effective. However, the feedback techriques are lacking in that the progras has
only a few provisions for aiding the student who 1s having diffaculty solving a purzle or understanding
wnstructions.

The shapes editing feature 15 time consusing and unnecessary. Students would enjoy creating new shapes but
these are not necessary for the developsent of probles salving abilities, and all created shapes are lost when the
cosputer :s turned ofs.

It 1s unfortunate that the progras doesn t include & managesent svstes to keep trach of students names. tvoes
of puzzle plaved and th nusber of puzzles solved.

TECHNICAL DESIBN DESCRIPTION
Graphics and color are esploved 1n the design of the sap. the puzzle, Sertrude the Boose, the shapes used for
playing and the treasures won. Sound, which 1s at the user 5 contral, occurs 1n the title page ta brief ture'.
when pieces are picked up or dropped {a beep), and when a puszle has been solved 1a tupe).

TECHNICAL DESIBN EVALUATION
On the whole, color, graphics and sound are appropriate and effective, however, there are a few orobless.
Although the displays are clear and well lard out, the vocabulary may be too difficult for young, first-tise users.
It 1s easv to accadentally slip out of the page being used and i1nto inother, but sovesent back 1n 15 accosplished
wich little effort.  Some of the "doors® through which the student sust move are not clearl, labelled and so the
student sust either refer to the sap in the student manual or learn through trial and error.
Generally teachers sust be prepared to grovide “elp for first-tise users and younger students.

SUMMARY STATEMENT
These puzzies with their motivating tectinical design and thought provoking puzzles are particulirly surted to
the developsent of probles solving skills 1n the siddle target audience range. The lack of stretegr auggest.ons for
students experiencing difficulty 15 the chief weakness and teacher assistance will be required.

ATUS
GERTRUDE S SECRETS has been designated as a SUPPLEMENTARY learning resource,

PURCHASE INFORMATION

This disk say be purchased for $44.95 (U.S.) Dct. 1983) from The Learning Companv at the address giver at the
teginning of the report. It say also be purchased from S.E.5. Distributing Inu.. 3466 Adelaide Street East, Toranto,
Ontario, NS 3X9, (418)-356-4242, There, the price of an individual disk 1s $55.35 Oct. 1983}, Schools receive a
discount of 51 {for orders less than $100), 101 ($100-41000) or 15% {greater than $1000). Locsl dealers sav also
sarket the product.

Defective disks will be replaced without charge within a 90 day warranty period.

Disks which are damaged by the uscr will be replaced for $10 U.S. upon return of the diskette to The Learning
Cospany {distributors may not necessarily honor this warrantyl. This includes disks which wear gut through norsal
wear and tear, There 15 no tise l1mit for this warranty.

Teachers will appreciate the fact that the entire progras 1s loaded during the 1nitial boot which allows a
single disk to be used 1n a nusber of cosputers.

Figure 7.8 (continued)

ever consider making photocopies of that text for use in their class-
rooms, partly because the cost of photocopying the text is usually
greater than the cost of buying it outright, and the quality of the
reproduction is usually considerably less than the quality of the printed
version. The publishers view their cooperation as a small investment
necessary for the text to be considered for adoption.

However, in the domain of instructional software these consid-
erations are not the same. Most instructional software is “copy pro-
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tected” so that simple means of trying to make a duplicate of the disk
will not work. However, there are commercial programs designed to
break into protected software, and if they don’t work, some students
are eager to accept the challenge of trying to break the protection
scheme. Producers of instructional software are certainly aware of
both of these options, and, as a result, many are quite reluctant to
send out instructional software for preview. They fear that illegal
copies of the disk might be made, ~ven though it is very clear that
copying software sent out for previewing is illegal.

In part, the temptation to copy software illegally is generated by
the fact that most instructional software costs in the range of $30 to
$70 per disk, and the cost of a blank disk is usually less than three
dollars. Thus, there is a potential “savings” of many tens of dollars
per copy per disk. The apparent saving is artificial, however, for many
producers have markedly increased their prices to compensate for the
illegal copies that might be made from each copy that is legally sold.

At the time of the writing of this book several suits are pending
before the U.S. and Canadian federal courts on how the respective
copyright acts might apply to software. Until those suits are settled,
it is impossible to say for sure what copying is legal and what copying
is illegal. Schools should probably take a very conservative stand on
the issue, however, in order to protect themselves. Teachers and stu-
dents should not be allowed to use school equipment to do any kind
of illegal copying. Schools must monitor the development of the legal
precedents related to copying of computer disks and adjust their po-
sitions accordingly as precedents are set.

CONCLUSION

Because of the time required to preview software, it is more important
for teachers to have access to evaluations of software than access to
evaluations of other kinds of instructional materials. Teachers are
more likely to use software that they have initial confidence in, so it
would be to the advantage of software producers, schools, and teach-
ers to begin to cooperate on building collections of software reviews.
Careful evaluations would also have impact on improving the quality
of software; learning would be the primary beneficiary of this.
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Problem
Solving and
Programming

The introduction of microcomputers into elementary school class-
rooms has already caused educators to rethink many of the objec-
tives of classroom instruction. The capabilities of microcomputers
allow teachers to do things such as word processing that are not
possible without these machines. One of the consequences of this
rethinking is that there may be a shift in the focus of some tradi-
tional instruction from the products of learning to the processes of
learning. Such a shift, however, is not certain, and .f it is to be a
positive change, many people are going to have to put much effort
into it.

for example, in language arts instruction traditionally the strong
emphasis has been on skills like grammar and spelling. The availa-
bility of word-processing programs, with accompanying programs to
check spelling and grammar, decreases the need to make students
proficient at these skills and correspondingly increases the need to
help students learn how to put their thoughts on paper (or, in this
case, on the monitor screen). Editing skills become more important.
Students can easily edit with these programs, without the drudgery
of having to recopy their work. The nature of communication, rather
than the details of putting words un paper, may become the focus of
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language arts instruction. Teachers will be faced with making deci-
sions as to how far students must go in learning technique in order
to be able to communicate.

Another example is the teaching of computational algorithms in
arithmetic. One of the reasons that so much attention has been
given to teaching things like the long-division algorithm is that sym-
bolic manipulation has historically been very important to students
who need to study or use mathematics. However, now computer
programs such as MuMath will do virtually all of the symbolic ma-
nipulation that has been taught in high school algebra and even col-
lege calculus. This “symbol pushing” has thus, at least theoretically,
been reduced to the level of a “calculator” activity, just like most
computation typical of elementary school arithmetic. Teachers can
now focus on teaching understanding behind the manipulations
rather than the manipulations themselves. But an unanswered
question is how to determine the level of expertise a person needs
with manipulations in order to understand a skill. No one at this
point knows the answer.

In spite of the potential shift in the focus of teaching, it would
be wrong to say that the introduction of computers in the schools
has caused this shift. The notion of teaching for understanding goes
back at least as far as the 1920s and 1930s. Brownell (1935, 1947) is
recognized as one of the first to put strong emphasis on understand-
ing as opposed to manipulative skill in arithmetic. Periodically
since then, this call for understanding has reappeared in a variety
of guises. Recently, for example, there has been an increasing call
for emphasis on problem solving in the mathematics curriculum. In
1980 the National Council of Teachers of Mathematics published
the Agenda for Action (NCTM, 1980) which called for problem solv-
ing to be the focus of the mathematics curriculum in the 1980s. The
writing of the AGENDA was mostly completed prior to 1979, which
was prior to the general availability of microcomputers, so the au-
thors clearly did not view problem solving as inexplicably tied to the
use of microcomputers. Indeed, the AGENDA contains relatively
few recommendations regarding the use of microcomputers.
Rather, the authors focused on underlying processes as more impor-
tant than manipulation skills.
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Now the availability of microcomputers and the corresponding
availability of new capabilities (such as werd processing and sci-
ence and social studies simulations) has led other groups, like the
National Council of Teachers of English, also to focus attention on
processes rather than products. For example, there are now micro-
cumputer programs that let the user create stories by responding to
situations. The choices that are made determine the outcome of the
stories, and creativity in choice-making can become the object of in-
struction. Teachers can focus students’ attention on questions of
“What would happen if ... ” and can let students find out some of
the consequences of their decisions. Such activities can provide set-
tings for creative writing and for stimulation of students’
imaginations.

Science or social studies simulations also provide similar settings
for looking at consequences of decisions. They can help teachers focus
students’ attention on ways in which different processes affect situ-
ations. The means to ends become the focus of instruction rather than
just the ends themselves.

All such activities can be roughly classed as “problem solving”;
that is, in all these activities, the focus is on the effects of decisions.
Although problem solving has become especially important in dis-
cussions of the mathematics curriculum, there are also lots of op-
portunities for problem-solving processes to be used and studied in
other content areas. One of the consequences of the potential increased
focus on these processes may be the development of more interdis-
ciplinary activities across content areas. That is, the goals of instruc-
tion may become somewhat more coherent across disciplines.

WHAT IS PROBLEM SOLVING?

One of the difficulties in discussing problem solving is that there is
relatively little agreement about a specific definition of the term. For
our purposes, problem solving can be characterized as a process
that will allow attainment of a specified goal when there is no
known algorithm for reaching that goal. For example, if the goal is
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to explain how a bill is passed into law in Canada, then problem
solving occurs in the gathering and synthesizing of the information
needed to make that explanation. Decisions will have to be made
about which books to read, which people to ask, which information
to remember, which informatior to forget, and how to organize the
information. No one of these decisions alone is sufficient, and no
known algorithm specifies the steps to follow in constructing the
explanation.

This characterization of problem solving stands in contrast to the
notion of an algorithm. An algorithm is a step-by-step procedure that,
if followed correctly, will produce a specified outcome. For example,
a recipe in a cookbook is a loose kind of algorithm; it provides the
steps to follow in producing the dish described. Many tasks in our
lives can be completed by using algorithms. Other tasks are encoun-
tered so infrequently or are so poorly understood that there are no
algoritams readily available that can be employed. Problem-solving
experience tends to give people confidence that they can meet these
unusual tasks and figure out ways to complete them, though the
solutions may not be the most efficient ones.

Problem solving is different from solving problems. For many
people, solving problems occurs when a teacher assigns a set of prob-
lems (or exercises) that are highly structured to fit whatever topic is
under discussion. The structured nature of ihese “problems” generally
reduces them to exercises; typically, students have a pretty clear idea
of what is to be done to produce the answers. As such, these activities
usually do not constitute problem solving,

Many heuristics have been identified for problem solving; e.g.,
find a simpler problem, draw a picture, gather data, and look for a
similar problem for which a solution is known. Most of these tech-
niques are traceable to Polya (1973), though in spite of their rela-
tively long history teachers are still searching for ways to
incorporate them into the elementary school curriculum. It is
known both that teaching and learning problem solving are difficult
goals to achieve and that the advent of microcomputers opens truly
new ways for working toward these goals. The task now is to use
the new tool effectively.
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PROBLEM SOLVING ON
MICROCOMPUTERS

The notions of problem solving, as applied to a computer environment,
can be seen best in programming activities and in special computer-
assisted instruction programs designed to aid in the development of
problem-solving techniques. Almost everyone will agree that when
students are asked to write a working program that will accomplish
a specific goal (for example, a program to generate poetry), they are
involved in problem solving. The design of the program, the writing
of the code, the debugging of that code, and the testing of the program
with sample data are all activities for waich there is no known al-
gorithm designed to produce the end result. In fact, there are many
solutions for each problem, and choosing among them is itself no
easy task.

There may, however, be simpler programming tasks that also
involve students in problem solving. For example, students might be
asked to mndify an existing program to do a slightly different task.
If the new task is very similar, then this activity might become an
exercise. If, however, the task were more substantially different, then
it would surelv be problem solving. Students would have to make
decisions about what part(s) of the program to alter and choose
among the possible ways of making the alteration(s).

For example, the following program, which prints a pattern, could
be altered to print a box (little transfer required) or to print a triangle
(greater transfer required).

10 PRINT "%xXxkxkxkxx"
20 PRINT "x xxxxxxx"
30 PRINT "x tTTT A

40 PRINT "x xxx"
50 PRINT "% x x x x"
LD PRINT "x Xkx"

70 PRINT ™x  xxxxx"
80 PRINT "x xxxxxxx"
90 PRINT "xxxkxxxxx"
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Trap and Guess Hidden Treasure

Roadblock

Fgure 8.1 Bumble Plot programs
From Bumbleplot Manual, pages 16-17.

Some microcomputer software packages are designed to teach spe-
cific aspects of problem solving. These include Bumble Plot (Figure
8.1), Gertrude's Puzzles, Rocky'’s Boots, Mind Puzzles (Figures 8.2 to
8.4), and others. Whether these programs are truly effective at teach-
ing problem solving is open to question right now. It would be of
considerable benefit to know the kinds of students that seem to benefit
from using them.

Somewhat more removed from these programs are the general
tool programs that may also enhance problem-solving skills. For in-
stance, word-processing programs can be used to improve students’




Problem Solving on Murocomputers 115

Optional Instruction frames describe the Queen Bee of Menta ritual (Figures 1-2).

f j { TN
Each day 2 new tield of eagical flowers During the mysterious ritual the Queen
Srous and bleoms someplace in the Bee and her scouts show
kingdom of Menta. The nectar from these
blossoas must be uickly sathered and = the type of flouer containing the
taken to the hiue to be eade into Menta Royal Nectar
honey The Gueen Bee’s scouts search = the flight pattern to follow to the
out these fields and report back to the flouers
Queen. = the formation the nectar gatherers

nust keep

Each day the Queen Bee and her Scouts = the sound transmitted by the flouers
perforn a ritual which directs the which aids in their location
worker ‘bees to the flower field

Press SPACE BAR to continue Press SPACE BAR to continue
\ — L J
Figure ! Figure 2

Problem-solving strategies which will help solve the puzzle are listed and summarized
(Figures 3-4),

( ) ( )
1t is important that you concentrate As you decode the ritual remember to
closely on the ritual and

» Recorg o KeeP 2 Recera
hat you obserue Make Cuasses and Predictions
Heve 8 Data Recorder sheet o a Piece of Leok for Patterns
Paper on hand Sreak the Ritual into Snaller
Parts
Press SPACE BAR to continue Press SPACE BAR to continue
N — \, e’
Figure 3 Figure 4

Figure 82 Instruc.ons
From MECC. Mind Puzzles, page 26

imaginations by having students engage in creative writing activities.
Science or social studies simulations could be used to teach students
how to search through information to find the particular pieces needed
to solve a problem. As pointed out earlier, this requires problem-
solving skills.

ERIC g

Aruitoxt provided by Eic:
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COMPUTER LANGUAGES FOR
PROBLEM SOLVING

There are many computer languages—BASIC, LOGO, FORTRAN,
COBOL, PASCAL, ADA, C. Each language has its own strengths and
weaknesses, and selecting from among them is not an easy task.
Fortunately, at the elementary school level there are many fewer
choices. If a computing language is taught from the standpoint of
teaching general concepts for solving problems, however, one lan-
guage probably does not have much advantage over another. Some
languages lend themselves more easily to this kind of generality, but
probably any of them could be used :in this way.

BASIC (Beginner’s All-purpose Symbolic Instruction Code) is the
language that is built in to most microcomputers. Beware, however;
each machine has a slightly different dialect of BASIC. There are many
commonalities, but also some important differences. BASIC is most
easily used to solve computational types of problems. Although it is
not specifically a mathematics language, it lends itself easily to math-
ematics-oriented problems.

o Y
As an apprentice your training can be

introductory (level 1) or advanced
(level 2).

Choose:
1. Apprentice Bee Keeper, Level 1
2. Apprentice Bee Keeper, Level 2

3. Or . No Training (9o directly te
the ritual)

4. Return to menu

Which number? §

Figure 1

Figure 8.3 Skill levels and objectives
From MECC, Mind Puzzles, pages 29~30

Q. 125 BEST COPY AVAILABLE




snd-revise method is o successiul stretegy.

PROBLEM-SOLVING OPTION
STRATEGY/SKILL TASK NUMSER
Visual Memery [] Students remember visual date in
the form of putterns, movements, 1-3
and symbols.

Auditery Momery [] Students remember euditery patterns. 1-3

Rule Applieation [ Students discover and uss o rule fer 3
decoding » puzzle.

dentifnng Attridutes o Charectenstics are assigned to symbols. 1-3

Decision Making (] Baszd on exploretion of the progrems. 1-3
students decide what the code 1s.

Using & Vode!l [} A model 15 developed in Options 1
ond 2 which must be applied in the 3
third progrem.

Looiung for [} The sequence of events in e display 13

Sequence is an 1mportant part of the code.

Examuung [ Two progrems allow students to use

Assumptions the computer to test out their 2
assumptions.

Seeing Cause [} dtudents creste displeys which they

and Effect think will result 1n o certain predicted -3
dusplay.

Revising & Guess [} Exploning these programs Dy the guess- 1-3

are determined dy students.

Use of Symbol [} Symbols represent sequences of 13
events in o display.

Dividing o Prodlem o The most successful solution to

nto Less Compiex the puzzie requires use of thus 3

Parts strategy.

Using Charts and (] Charts are created. 1

Tedies (] Charts and records are used to 243
solve the prodlem.

Predicting [} Progrems allow students to prediet
the symbols and the order of symbels for 5]
duplicating displavs.

Labelng [} Use of the record section of the
work screen. -

8 Crestion of their own records.

Maiung Chotces [ Choose many p le sy 1 1-3
and orders of symbois.

{Looking for Pettern o Petterns of displays and symbols -3

Rusk Taking

Students have the option of guasnng
on the chance of sttauning & higher
seore.

Figure 8.3 (continued)

ERIC

Aruitoxt provided by Eic:

Figure 2

126BEST COPY AVAILABLE




Problem Solving and Programming

Symbol Flower Flight Pattern Formation

A e CT7
o |vue RN/

% % % | descending

N_ 7

$$$ m agcending
Z_N\

Figure 3

Figure 8.4 Key to the Ritual
From MECC, Mind Puzzles, page 31.

Two sample BASIC programs follow. The first program computes the
average of numbers that are entered via the keyboard; the first informa-
tion the program requests is the number of numbers that are to be aver-
aged. The second program generates all the prime numbers less than 100.

10 PRINT "THIS PROGRAM COMPUTES THE AVERAGE OF
NUMBERS YOU ENTER."

20 INPUT "HOW MANY MIMBERS DO YOU WANT TO
AVERAGE™ 3N

30FORI = 1TON

40 INPUT A

50 S = S + A: REM S IS THE RUNNING TOTAL OF
THE NUMBERS

b0 NEXT I

70 PRINT "THE AVERAGE OF YOUR ™3N3" NUMBERS
IS "3S/N

80 END
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10 PRINT "THIS PROGRAM WILL PRINT ALL PRIMES
LESS THAN 100."

20 PRINT "THE FIRST PRIME IS 2.7
30 PRINT "THE OTHER PRIMES ARE "5
40 FOR I = 3 TO 100

50 FOR J = 2 TO I-1

b0 IF INT(I/J) = I/J THEN 60TO 90
70 NEXT J

80 PRINT Is™ "5

90 NEXT I

100 PRINT

LOGO, a language developed at Massachusetts Institute of Tech-
nology especially for young children, has had a lot of “good press” as
an environment in which children can learn to solve problems by
being in command of their own world. The notion of a LOGO envi-
ronment may be critical. Partial implementations of the language
may be inadequate. The research now beginning to be completed does
not seem to show any overwhelming advantage for LOGO, nor does

it show any great disadvantage in using LOGO, as opposed to other
instructional techniques for teaching problem solving. LOGO does
seeru quite well suited for approaching problems from a group-task
perspective, so if cooperation is one skill that is deemed important,
then LOGO might be an ideal choice. It is an “add-on” for almost
every microcomputer system, however, and the cost of implementing
it may discourage some people.

Two sample LOGO graphics programs follow. The first pro-
gram draws a triangle, and the second spins that triangle to create
a design.

TO TRIANGLE
FORWARD 100
LEFT 120
FORWARD 100
LEFT 120
FORWARD 100
LEFT 120
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TO SPINTRIANGLE
REPEAT &b [ TRIANGLE RIGHT O 3
END

PROGRAMMING IN THE
PRIMARY GRADES

The use of BASIC generally requires some minimal mathematics back-
ground such as knowledge of the mathematical operations. Shumway
(1984) has provided some examples of ways that primary teachers
might get started through demonstrations of writing programs. This
approach requires only one machine with a monitor in a position that
can be seen by the children. One sample program that might be used
is the following:

10 FORK = 1 T0 10
20 PRINT Ki K+1+ K+2
30 NEXT K

179
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This program will print triples of successive numbers:

1 c 3
c 3 Yy
3 4 5
Yy 5 b
5 b ?
b ? 8
? 8 9
8 9 10
9 10 1l
10 11 1e

Several patterns can be noticed by the children. First, in each column,
the numbers increase successively. Second, there are diagonals of the
same numbers. Third, the formatting of the computer in columns does
not keep the ones digits lined up, as is required in many school math-
ematics tasks. This observation is important because it points out one
of the changes (i.e., less emphasis on lining up digits) that may have to
take place in the mathematics curriculum as computers become more
and more common in elementary school.

After a sample program like this is presented, it is fairly easy to
begin to make modifications in the program. For example, line 20
might be changed to the following:

20 PRINT K.+ K+2+ K+

Students can be asked to predict what changes might occur in the
output of the program. Another change is the following:

20 PRINT K+ K+Ka K+K+K

This change causes some significant changes in the patterns of the output,
and it might be a convenient way to introduce the topic of repeated addi-
tion, which could in turn lead to investigation of multiplication.
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Students can also investigate simple designs with BASIC. For ex-
ample, the following program prints out a pattern:

10 PRINT "xxxxxkxxxx"

20 PRINT ™x x"
30 PRINT "x x"
40 PRINT "x x"
50 PRINT "x "
b0 PRINT "x x"

70 PRINT "xxxxxxxxxx™

Alterations of the pattern (e.g., elongation of the rectangle) can be
generated by inserting lines like the following:

25 PRINT ™x x"

Students might also be challenged to produce a rectangle with one of
the diagonals drawn inside it.

Many projects are within the reach of primary-grade students
through the use of LOGO’s turtle graphics capability. Papert (1980)
discusses typical projects developed by quite young students. One of
the first is to have students draw a square.

FD 50
RT 90
FD 50
RT 90
FD SO
RT 90
FD 50

Whether one wants to add an additional line (RT 90) so that the turtle
is pointing in the same direction at the end as at the beginning of the
drawing is a question more of corvenience and of style than of sub-
stance in learning about problem solving. This program can be short-
ened by use of the REFEAT command, and it can be made into a
procedure by using the command TO.
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i TO SQUARE

REPEAT 4 (FD 50 RT 90)

END

Now the drawing of a square can be completed simply by calling on
this newly defined procedure in any other program.

SAUARE
FD 50
SQUARE

This program will draw two squares, one directly above the other.
More complicated designs could be imagined by orienting the turtle
in various ways before drawing copies of the square.

SQUARE *u\a%
LT 45 ##gf“f ]
‘L‘I“‘.

SAUARE -

Other projects that students seem to enjoy completing with LOGO are
drawing a house, a head, or a city skyline. Many young students become
quite involved with LOGO and spend a lot of time working on their proj-
ects. A single project can be broken down into pieces, and the pieces can
be shared by all the students in a group. In. this way, cooperation skills can
be practiced along with the programming skills.

Delta Draw is one of several other kinds of drawing programs.
Students can create designs by using built-in shapes (e.g., squares,
circles, triangles) and built-in coloring routines (e.g., color the inside
of a circle green). These programs are quite easy to use and could
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become an integral part of the art curriculum in an elementary school.
Too, creating designs could be used to supplement a creative writing
curriculum by giving students opportunities to be creative in multiple
modes—writing and drawing—simultaneously.

PROGRAMMING IN THE
INTERMEDIATE GRADES

As students’ mathematics backgrounds increase, BASIC can be inte-
grated in the curriculum in many more ways. In part this is due to
the wider range of mathematics and mathematics-oriented content
that is included in the intermediate grades, but it is also due in part
to the students’ greater sophistication at dealing with variables. The
following program will generate nonsense verse.

IWOFORK =1 T0 2

20 READ As(K)

30 NEXT K

40 DATA SEVILLE QUADRILLE
4§ :::

SOFOR J =1 T0 2

b0 READ Bs()

70 NEXT J

80 DATA SWILL.FILL

a5 :::

90 FOR I = 1 T0 2

100 READ Cs(D

110 NEXT I

120 DATA QUILLS MILLS
125 :::

L50 FOR P = 1 TO 3
Lk0 X(P) = INT @ x
170 NEXT P

175 :::

200 PRINT "THE GURU OF "IABX(L)

210 PRINT "GAVE AlLL HIS WEALTH FOR ™5 B#$(X(2)
220 PRINT "HE THEN WENT DOWN"

230 PRINT "TO LONDON TOWN"™

240 PRINT "AND ASKED THE KING FOR "5 C$(X(3)
250 END

RND()) + 1
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The computer can also be used to generate data to use in problem
solving. The following program generates data to help solve the prob-
lem of finding the largest area that can be enclosed in a rectangular
region with a constant perimeter of forty meters.

10 PRINT "LENGTH". "WIDTH". TAREA"
20 FORK = ) TO 20

30 PRINT K.20-K.Kx(20-K)

4d NEXT K

50 END

The student can look through the output and find the largest integral
value of the area. Then follow-up data can be generated to determine
if nonintegral sides generate larger areas.

LOGO also can be expanded for intermediate-grade students. One
of the best ways is to introduce “recursion” in a program. Recursion
is having a procedure call itself. The following example continues to
generate squares until the user intervenes by typing CTRL-G.

TO MULTIPLE-SQUARE

REPEAT 4 [ FORWARD 40 RIGHT 90 )
FORWARD 15

LEFT 20

MULTIPLE.SQUARE

END
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After drawing a square moving forward fifteen steps, and turning
left twenty degrees, the procedure calls itself. It then proceeds to draw
another square, move forward, turn left, call itself, etc. The user must
intervene in order to make the turtle stop.

A more sophisticated recursive procedure will contain a condi-
tional statement that will determine when it is supposed to stop. The
following program will draw a spiral.

TO SPIRAL :SIZE
HIDETURTLE T
IF :SIZE < 2 THEN (STOP) e——
FORWARD :SIZE

LEFT 10 [E
SPIRAL :SIZE - @ | —
E N D ivsonss cresemmsees sossmsesasmrssssressonsscre 201 4o

Recursion is a very powerful technique in programming, and
much experience working with it is required to begin to develop a
firm understanding of it. Early expcsure to simple instances of re-
cursion might put students on the road to that understanding.

RESEARCH ON
PROGRAMMING AND
PROBLEM SOLVING

Many claims have been made about the effects of teaching program-
ming on problem solving as well as on the cognitive organization
learners create for information. Unfortunately, there is not a corre-
spondingly large body of evidence either to support or refute these
claims.

Mayer (1982) made five recommendations for teaching program-
ming meaningfully; these were based on a variety of studies that he
and his colleagues have completed.

1. Provide the learner with a concrete model of the computer.
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2. Encourage the icarner to actively restate the new technical
information in his or her own words.

3. Assess the learner’s existing intuitions about computer op-
eration and try to build on them, or modify them, as
needed.

4. Provide the learner with methods for chunking statements
into a larger, single, meaningful unit.

5. Provide the learner with methods for analyzing statements
into smaller, meaningful parts. (p. 129)

Although these should not be taken as verified facts about the
learning and the teaching of programming, they do raise some inter-
esting concerns about structuring teaching. Perhaps of most impor-
t=nce is the highlighting of the role of intuitions that students bring
to learning. Many students will have had some exposure to computers
or to calculators. Their personal notions will greatly color the ways
in which they perceive the instruction that is provided. If the instruc-
tion is inconsistent with those notions, it is likzly to be counterpro-
ductive. That is, students are not likely to assimilate the instruction
well if it is counter to their own notions of computers. The first chore
for a teacher, then, is to identify and perhaps to remold the students’
intuitions.

A second important observation of Mayer’s is that chunking in-
formation is important for programming skill. For example, if a stu-
dent needs to have the program read in data from a DATA statement
in BASIC, the entire FOR/NEXT loop that does this should become the
object of attention rather than each individual line in the loop. Students
apparently do not naturally chunk information in this way; teachers
must point out the desirability of doing so.

Soloway, Lochhead, and Clement (1982) have tried to approach
the question of programming and problem solving more directly, and
they claim to have demonstrated that programming does enhance
problem solving. Their subjects were college students, rather than
elementary school students, however; and their data might better be
described as demonstrating that, for some students, solving a problem
is easier by writing a program in BASIC than by writing an algebraic
equation. It is not clear that such results, especially based on the
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scanty data, have any direct implications for teaching elementary
school students, but they raise the hope that the claim of transfer
from programming to problem solving 1r. .y eventually be verified for
a wider range of students and activities.

Blume (1984) provided an updated summary of evidence on
whether “programming-augmented mathematics instruction” (that
is, teaching mathematics through some exposure to programming)
enhanced problem-solving skills. Only one study was reported with
elementary students, thus indicating the scantiness of the knowledge
base in this area. In that study fifth-graders solved word problems
either directly or by writing programs to help. The direct-instruction
students scored higher on the posttest, but the question was raised
whether the writing of the computer programs took so much time
that those students simply did not have sufficient time to learn the
mathematics.

A few studies have dealt with the use of LOGO in elementary
school settings, but since LOGO is relatively new, there has not been
time for in-depth study of its effects. Blume (1984) reported two
studies in which a LOGO group outperformed a non-LOGO group in
use of problem-solving heuristics on problem-solving tasks. One other
single-group experiment demonstrated that LOGO students improved
in their grasp of the concept variable. Again, these results suggest
some possible effects of the use of LOGO, but they should not be
considered as verified truths.

Rampy (1984) had interviewers watch fifth-graders program in
LOGO over a six-week period. She noted that the students seemed to
fall into two groups: process-oriented and product-oriented. The pro-
cess students experimented with tl.. LOGO comiands, apparentl to
e.Jlore the power inherent in the commands. They often went off on
tangents when an unexpected event happened. The product students,
on the other hand, worked extensively in immediate execution mode
in order to accomplish the task at hand. They rarely followed up on
the “bugs” they encountered; rather, they focused attention on trying
to correct those bugs to fit the task.

Brown and Rood (1984) taught BASIC and LOGO to different
groups of gifted students in grades 2 through 9. There was no differ-
ential effect of the two languages, though collectively the groups im-
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proved in problem-solving ability. This is not too surprising, since
both languages were taught with a common “guided discovery iearn-
ing” approach. This points up the importance of the instructional
approach and goals, rather than the importance of the internal struc-
ture of the particular language used for instruction.

Clements and Gullo (1984) compared the changes in general cog-
nitive abilities of eighteen six-year-olds, half of whom studied LOGO
and half of whom used CAI (arithmetic drill). The treatments lasted
twelve weeks. The students using CAI displayed no significant change
on any measure. The LOGO group scored significantly higher on the
posttest than on the pretest for measures of divergent thinking and
refiectivity. Some of the effect may have been due to the graphics in
LOGO as compared to the arithmetic emphasis of the CAI. Too, since
the CAI rewarded quick responses, it may have worked against in-
creased reflectivity in the CAI group.

CONCLUSION

There is a lot of interest in investigating the effects of programming
instruction on problem-solving abilities, either directly or indirectly
through programming-augmented instruction. There appear to be
some limited areas in which programming might improve problem-
solving performance. However, to expect the general, and perhaps
magical, transfer from programming to other areas (as claimed by
Papert, 1980) is almost certainly unrealistic. Teachers must be alert
to different outcomes with different kinds of studeris, such as are
suggested by Rampy (1984). Only in this way can the learning of
students be maximized.
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One of the major advantages of using computers is that they are
extremely fast at manipulating information. Most people who think
about this capability tend to stereotype the kind of information that
can be manipulated as only numeric. That stereotype is not at all
accurate. Computers are just as capable of manipulating other kinds
of symbolic information, such as characters or words. (Of course, the
internal representation is numeric, but that need not concern the
user.) That is, the computer can be turned into a processor of words
Just as easily as a processor of numbers.

WHAT IS WORD PROCESSING?

Word processing is the use of a machine to manipulate textual infor-
mation; that is, strings of characters, whether the characters are let-
ters, numbers, or punctuation marks. Word processing may be very
simplistic, as in the case of a typewriter, or it may be very complex,
as in the case of a sophisticated word-processing computer program.

In the simplest case the typewriter merely prints on paper exactly
what is typed; that is, the letters on the keys that are struck. It has
no built-in correcting function and cannot move words around on the
page. Many people have had the experience of writing a draft of a
paper then deciding that the paragraphs needed to be rearranged.
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Frequently the “cut and paste” method is used to do this rearranging;
the paragraphs are cut apart, rearranged, taped onto new pages, and
a new version is then retyped. Those kinds of tasks, along with cor-
recting typos, reformatting text, and adding or deleting text, can now
be dene electronically, either on a machine that is solely dedicated to
word processing or on a computer that is equipped with a program
that makes the computer act for a time as if it were dedicated solely
to word processing. A word processor thus allows considerable flex-
ibility to an author to try out words, phrases, sentences, paragraphs,
or even whole chapters without having the drudgery of retyping new
drafts. (Indeed, this book was written with a word-processing pro-
gram, with lots of rearranging of both words and ideas.)

The first word processors were machines dedicated only to this
purpose. Since a computer is a multifunction tool, it must be fooled
into behaving like a word processor. A word processing program
carries out this deception.

Knapp (1984) gives a good summary of the desirable functions to
look for in a word-processing program. The most important are listed

below:

* Text Editing Functions

writing and editing in one mode

replace text through both insertion/deletion and search/
replace

delete text by character, word, sentence, line, paragraph, or
complete file

insert text with autoinatic reformatting

move text

cursor movement

recovery features to correct mistaken deletions

Screen Display

format text easily

show finished document on screen

set margins, spacing, underlining, etc.

embedded commads to change murgins, spacing, etc.

* Help Features

menus
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manuals and reference cards
tutorial program
* Compatible Programs
mail merge or form letters
spelling checker
data base management (pp. 55-56)

It must be remembered that a word processor (or a computer
that bulieves it is a word processor) is, after all, quite dumb; it cannot
interpret the sense of what the author is writing and can only ma-
nipulate the characters that are typed in. Further, these manipulations
are carried out exactly according to the directions the user gives the
program. This raises the question of whether typing skill is going to
become essential for school children. After all, a better typist is likely
to be a more efficient, though perhaps not a more accurate, word-
processor user. No one at this point in the use of computers in the
schools can say for sure what the role of typing skills will be. Probably
as more and more children gain access to word processors, they will
become motivated to learn enough typing skills to become relatively
efficient users. Beyond that level of skill, however, there may be no
real need to teach typing. In particular, since making corrections is
so easy, great accuracy at typing does not seem necessary.

There are basically three stages to writing with a word processor.
First, the draft of the work is typed into the machine, with the text
appearing on the monitor instead of on paper. While this is being
done, the author has the option of backspacing at any time to correct
mistakes in typing or to change words or phrases. The corrections are
made electronically, and there is no need, for example, to wait for
the correct g fluid to dry, as typically is the case in typing. After the
draft is finished, the author must tell the machine to store the words
electronically on some permanent storage device, such as a computer
disk. A very important lesson is always learned the first time this
cornmand is forgotten before the machine is turned off. (In such a
case the work is all lost, and it must be redone.)

Second, the draft can be viewed on the screen or on a printout
and corrections can be made. At this stage, material can be added or
deleted or parts of the text (as small as single letters or as large as

ot
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many lines) can be moved around electronically to determine their
best positions. Since this is all done inside the memory of the machine,
there is no need to worry about having to retype versions. For example,
if a change needs to be made in the first paragraph, the machine
automatically adjusts the spacing of the remainder of the work so
that retyping is not necessary.

Third, once all the changes have been made, the final copy can
be printed out on paper, or can be sent electronically (over telephone
lines or by satellite) around the world. Even at this stage, if changes
need to be made, they can be completed and a new final version can
be printed.

One of the primary advantages of using a word processor is that
an author does not have to settle for work that is merely acceptable
simply because the task of reproducing a new version is so onerous.
Rather, an author can set standards as high as desired and can work
until those standards are reached. Likewise, a teacher of writing can
set high standards and not be obliged to accept work that does not
meet those standards just because the recopying of the work, either
by hand or by typing, is difficult or time-consuming.

INSTRUCTIONAL ORJECTIVES
FOR WORD PROCESSING

In the context of the elementary school curriculum, the use of word proc-
essing might significantly change the ways that writing and communica-
tion are taught. The primary goals of writing instruction seem to be to
teach children correct use of spelling, grammar, and sentence construc-
tion while also helping them to learn to organize information into a coh-
erent whole. Word processing can assist greatly in all of these tasks.
Spelling is one of the easiest things to correct with a word pro-
cessor. If a mistake is made only once, the author need only call up
the text, search through it until the misspelled word is found, and
then retype that word. If a mistake is made with some consistency,
most word processors contain a feature that allows the author to call
up the text and then to have the machine itself search for each oc-
currence of the misspelled word and change each of those occurrences
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to the correct spelling. This means that teachers could refuse to accept
a paper until all of the misspelled words are corrected. The child does
not have to do the retyping, which is done automatically, so the time
spent in making the corrzctions is relatively very short.

Grammar and sentence construction might also be corrected in
similar ways. It might not be easy for children to know when to correct
the'r drammar, but a paper that has been marked by the teacher can
be returned to the student and a corrected version can be demanded.
Again, the task of producing the new copy is very easy.

The ease with which the technical details of writing can be handled
will allow both the teacher and the students to focus their attention
on the organization of thoughts into a coherent whole. The focus of
instruction, therefore, might turn from technical detail to logical
thinking and logical expression of one’s thoughts. Either the teacher
or the student (or both) could set the standards for acceptable com-
munication in a particular piece of work and revisions could be made
until those standards are attained.

This means that the processes of revising writing may become
more important than the processes of original organization of that
work, though, of course, if the original orgaization is good, the
amount of revision needed will be greatly reduced. Some of the time
that is spent on trying to convince children to outline a paper before
they begin writing, for example, may be convei .ed into time spent on
teaching children how to read their work with a critical eye and how
to know when to revise and when to leave well enough alone.

Creative writing can also be made easier with the use of a word pro-
cessor. An author can sit down and let her/his imagination loose. Bits and
pieces of a work can be typed in with the full realization that they can be
edited, moved around, deleted, or added to at any time. This allows a
work to generate itself, at least partially, without the author’s feeling re-
stricted by the time needed to reproduce a copy of the work.

WORD PROCESSORS FOR THE
ELEMENTARY SCHOOL

There are a variety of word processors that teachers have used suc-
cessfully with elementary school students. Before one is described as
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a sample, some general guidelines will help to identify the features
that such a word processor needs to have.

First, it should be easy to use and should require essentially no
knowledge of the workings of a computer. In computer jargon this is
called “user-friendly.” All that a student should have to do is put the
computer disk into the disk drive and turn on the machine. From that
point on the student should be prompted by the program itself about
what needs to be done. Of course, the student will have some choices
to make, and s/he needs to know how those choices will affect the
work being written. But the operation of the machine should almost
always be prompted by the machine telling the user what needs to
be done.

Second, the word processor should allow easy editing of the work.
This includes moving text around, deleting text, adding text, and
search and replace functions. (This last function means that the pro-
gram itself will search for all occurrences of a particular string of
characters and, if instructed to do so, replace them with another string
of characters. An example of this is in changing every isolated occur-
rence of “i” with “I”.) Some word processors also have built-in safety
features; that is, when a user instructs the program to delete or move
something, the program prompts the user by asking if s/he re ully
means to do this. This is obviously not a necessary feature of word
processors, but it is quite desirable, especially for use with young
children.

Third, the printing commands should be easy to use. Options that
ought to be part of such commands are the number of characters per
line, the number of lines per page, whether pages are to be numbered
and, if so, whether the numbering goes at the top or the bottom,
spacing between lines, and the number of copies to be printed.

Beyond these essential features of any word processor a number
of extra features make a word processor more or less useful. Carriage
returns should be marked by a special character or symbol on the
monitor screen (but not on the printed copy) so that the author knows
where they are. When they appear as blank spaces on the monitor,
the author has to guess whether s/he has inadvertently hit a RETURN
at the end of a line on the screen when a RETURN was not intended.
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These extra RETURNs do not show up until the printed copy is made.
At that point it may be difficult to figure out why the printed copy is
formatted in such a strange way. Adults who first learn to use a word
processor typically want to hit a carriage return at the end of each
line on the monitor screen, since that most closely models the behavior
they have learned to use with a typewriter. However, a word processor
automatically takes care of the spacing of words on the page, except
at the ends of paragraphs, so novice users typically have too many
carriage returns in their work.

It is also nice to have the capability to embed formatting com-
mands (such as underlining or changes in the margins) in the text.
Primarily this is done so that the printed version of the work is for-
matted in special ways as it is being printed. The simplest type of
embedded command is indenting of pieces of text, such as might be
required if a long quotation were included in the mniddle of a paper.
Virtually all word-processing programs allow this simple capability,
but sometimes only indenting on the left side is allowed. Sophisticated
uses of embedding of commands would be required in the writing of
poetry so that some lines are indented within the poem, or in the
writing of an outline with its formal system of indentations. In writing
reports, say of science laboratory assignments, it is often necessary to
put in tables of information. Embedding of ft -natting commands is
the best way to create these tables with multiple :olumns. A simple
word-processing program may not have the capability to handle this
type of task.

One of the most talked-about word processors is Bank Street
Writer, developed at Bank Street College in New York. It was created
for use by elementary school students who were assumed to be novice
computer users. The first feature of this word processor to be noticed
is that at all times the commands available to the user are displayed
at the top of the screen. Once these commands are understood, the
program becomes very user-friendly, since the repertoire of commands
neither has to be memorized nor constantly checked on a summary
sheet; everything the usc~ needs to know is always on the screen.

’here are, however, different modes of operation for the program
with which the user must become familiar. In the write/edit mode
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text is entered into the memory of the computer, and the cursor can
be moved around in the text to allow corrections, additions, or dele-
tions to be made. As with all word processors, the cursor position is
the only place that changes or additions can be made to the text. In
the print mode a copy of the text can be printed, or text can be saved
onto or retrieved from a disk. First-time users sometimes have diffi-
culty in becoming comfortable with the differences between these
modes. All word processors have these functions, but many word
processors allow users to shift among the functions without changing
modes.

Several very useful options are built into this program. First, when
the user wants to delete or move text, the program prompts with the
question, “Do you really want to do this?” Even after the action is
done, the user has one chance to undo the deletion or the move. Once
any other action has been taken on the text, however. that chance is
lost. In the print mode the program prompts the user with a list of
questions that allow the line length, the page length, the spacing,
pagination, and a variety of other format concerns to be set. When
the printout is completed, the program asks if another copy is desired.

After some experimentation with the package, 1t becomes clear
that there are real limits on the size of a document that can be written
easily. Each text file that is ¢ eated holds only about ten pages of
material (about 2,300 words), so a very lengthy document would have
to be written in pieces. Since files can be linked for printing, this is
possible, but it does cause some awkwardness in writing anything
lengthy. '

Anderson (1983) in a review of this word processor stated that “I
cannot think of any features I would demand of a $70 word processor
that are missing from this package™ (p. 34). While this may be an
overstatement, it should be pointed out that some word-processing
features are missing, though at the current cost of the package it
might be unreasonable to expect them For example, there is no way
to produce form letters with individual names and addresses in the
heading; and there is no capability to embed commands, so formatting
a poem or an outline is quite awkwar. Figures 9.1 and 9.2 show two
of the screens that a student migh: encounter in using Bank Street
Writer.
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Figure 9.1 Edit mode

All in all, Bank Street Writer is quite a good word processor for
simple documents. It would serve many useful purposes, both for
students and for adults. During part of 1982-83, for example, Bank
Streel Writer was one of the top five most-often-purchased software
packages in the home computer market. It is a package that can be
shared by both adults and children, and that may be part of its appeal.

Some other word processors currently available for microcom-
puters include the following: (Of course, not all are appropriate for
elementary school students.)

Apple Writer Newscript
Atari Word Processor Papermate
Easy Writer Screenwriter II
Electric Pencil Scripsit 111
Lazy Writer Super Text II
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Figure 9.2 Write mode

Letter Perfect Text Wi~ard
Letter Writer Wordpro 4 rlus
Magic Wand Wordstar
Magic Window Write One

Mini Word Processor

New programs are frequently being introduced to the software
market, so the buyer should try out several packages and read reviews
that are available before spending the money necessary to get a good
word processor. The packages listed above range in price from about
twenty to about five hundred dollars, and some of them require ad-
ditional hardware in order to operate properly. All of these consid-
erations need to be taken into account prior to purchase. Also, not
every package works on every microcomputer. In fact, most are spe-
cifically written for one or two kinds of hardware. This is obviously
one of the major considerations that a buyer must consider. As with
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any purchase, you frequently get what you are willing to pay for. The
more expensive the package, the more the user can and should demand
from it.

WRITING EXERCISES TO USE
WITH A WORD PROCESSOR

Many different writing activities can be done with a word processor.
They range from low-level drill and practice activities to sophisticated
creative-writing activitier, with many activities of intermediate diffi-
culty in between. Many professional journals are devoting whole issues
to word processing: for example, Tl.e Computing Teacher in May 1934.
These special issues usually contain suggestions for ways to use word
processors in classrooms.

A few activities are briefly described below, generally moving from
less difficult to more difficult. The examples are provided partly as a
starting point; teachers should expand them or combine them in
whatever ways are most useful for a particular classroom setting.

1. Sentence Combining. One of the lowest-level activities is
sentence combining. A set of sentence pairs can be stored
on a disk by the teacher. Students then retrieve that file
from the disk and write a compound sentence to replace
each pair of sentences in the file. The finished work can
either be stored on a disk or printed out to hand in.

2. Change Words. There are several forms of this activity,
some more difficult that othe s. The simplest is for the
teacher to prepare a short dscument (e.g., a paragraph)
and store it on a disk. The students retrieve the document
and change the tense of each of the verbs, or change the
subjects and verbs from singular to plural. A more chal-
lenging activity is to “inflate” or “deflate” the number
sounds in each word. For example, in the word into the
“-to” sounds like two. To inflate thic word the students
would write “inthree,” while to deflate this word they
would write “inone.” this type of activity creates concep-
tual nonsense, but it forces the students to analyze each
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sound in each word, and it may be useful practice for skills
like syllabication.

. Finish/Start a Story.  The teacher could store the beginning

(or the end) of a story on disk, and the students could finish
(or start) that story. This activity gives practice at orga-
nizing sequences of events and allows for considerable crea-
tivity without forcing the students to begin with a blank

page.

- Stream of Consciousness. One nice teature of word pro-

cessing programs on computers is that if the monitor is
turned off, but th» computer is left on, information can
still be typed into memory; the information is simply not
visible on the screen. When the monitor is turned back on,
the information will appear on the screen (as if by magic!).
Turning the monitor off prevents a writer from looking
back at what has been written; and if s/he has a strong
urge to edit during that composing process, that urge has
to be suppressed. This is a good technique for encouraging
writers simply to write down their thoughts as a stream
of consciousness. Then after the thoughts are written, they
can be rearranged and edited as required.

. Electronic Newspaper. Students can create an electronic

newspaper or magazine using a word processor. Individ-
uals or teamns can compose articles, and a review panel of
students (i.e., the editorial board) can select the articles
that are to be included in the “newspaper.” Copies could
be printed, or the newspaper could be kept solely in elec-
tronic form on disk. Students could then access the articles
via the computer.

- Electronic Letter Writing. 1f modems and telephones are

available, students in different rooms in the same school
(or in different schools in town or even in different schools
around the country) can write letters to each other on a
word processor and then send them electronically. Several
projects have been set up to allow students from different
cultures to learn about each other in this way. Students get
practice in writing and they have the motivation of talking
with another student.
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In the primary grades the first four of these activities would seem
to be most appropriate. The content should be kept simple, but even
very young children should be exposed to this means of writing. There
18 also a word-processing program, Write One (Purdy and Purdy, 1983)
that hdas been developed especially for first-grade students. This pro-
gram uses graphics to create large print on the screen and then prints
the same characters when a printout is made.

In the intermediate grades all six of the activities are appropriate,
though the last two would take special planning and equipment. As
will be noted later, one of the consistent findings of word-processing
research is that students tend to write more with a word processor.
Creative writing is thus more likely to become a regular part of the
language arts curricullum when a word processor is used. Students
are more willing to write and they will likely write more. The focus
of attention can really be on expression, with the mechanics taken
care of during the editing phases of the activities

KESEARCH ON THE USE OF
WORD PROCESSORS

There appears to be relatively little research on the use of word pro-
cessors to teach writing skills. As a consequence, the effects claimed
for such use is often based on anecdotal information that may or may
not truly represent stable effects that wouldt common across :nany
teachers.

Henney (1983) studied the effects of type style o1. .ie monitor
screen (all capitals or mixed upper and lower case) on the speed and
comprehension of reading information. She used two samples, sixth-
graders and prospective elementary school teachers. For the sixth-
graders there appeared to be no difference either in speed or in com-
prehension of material for the two type styles. However, the students
said they preferred the mixed style since it was more familiar. For
the prospective teachers the mixed style was read faster, but the all-
capitals style was read more accurately. (Perhaps the slower reading
speed encouraged more attention to individual words and thus more
attention to the meanings of those words * Stuc.es like this are very
important, since the use of monitor dispiays is so new. The fact that

'
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the monitor is vertical instead of horizontal, as a printed page usually
is, may also make an important difference in the way that students
process the information they read. 1Intil more research s carried out,
teachers should not assumne that the information on the monitor is
being perceived in the same way as in a printed document,

In terms of the effects of word processors, rather than just the
effects of computer displays, Daiute (1982) pointed out several effects
in a brief, research survey article. First, writers who use computers
tend to be less concerned about the errors they make, possibly because
they know that errors are easy to correct. Too, the “prettiness” of the
printed output of the word processor tends to give a “halo” effect to
the judgment of the quality of the work. That is, writers may tend to
see their work as better than it is, just because it looks good. Also,
studenis who have serious motor-skill difficulties seem to be helped
greatly by using a word processor; they are much better able to express
their thoughts.

Second, computer writers tend to write longer works. There is no
guarantee that the extra length adds anything to the quality.

Third, computer writers tend to revise more and to experiment
more with rearrangements of words.

On the negative side of things, anyone who wants to use a word
processor must learn the language of that system. That is, each pro-
gram has special words or keys that instruct the word processor what
to do. Depending on what the writing tasks are, learning to use these
special comméznds may take many hours. But until those commands
are basically mastered, the word processor may actually slow down
the process of writing. The special words may constitute a minicom-
puter language, and learning this computer language may be some-
what difficult.

With the advent of more sophisticated computer technology, such
as voice-driven computers, the use of word processors may become
noticeably easier and more common. The initial difficulty in learning
the special commands, for example, may be avoidable. Too, more
electronic connections among computer terminals around the world
may result in more written communication than is currently being
used, but that communication may be via electronic transfer rather
than in paper form.
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Piper (1984) used word processing to teach sentence combining
to fifth-graders. Her hope was to improve the syntactic maturity and
the reading comprehension of the students. She used a case study
approach; the experimental and control groups each contained two
students above grade level on standardized test scores and two stu-
dents below grade level. The treatment was forty-five minutes of sen-
tence combining (via a word processor or in the traditional way) per
day, twice a week, for eig..t weeks. On a posttest of writing the number
of words per sentence and the number of embellishments (e.g., de-
scriptive phrases) per sentence were greater for the experimental
group than for the control group. However, there was no difference
in reading comprehension between the two groups. This suggests that
the objectives for word-processing activities should be fairly specific.
Wide transfer should not be expected.

Riel (1985) helped third- and fourth-graders with learning diffi-
culties in five schools in Alaska and California develop an electronic
newspaper network over a twelve-week period. The students in the
five schools traded stories (via disks sent through the mail), and an
editorial board in each school selected the stories that it wanted for
its own newspaper. All of the stories were written by student teams
so that wnere was peer interaction, team editing, and peer review
during the composing stage of each story.

Although no striking change in the cognitive skills of the students
occurred, their attitudes toward writing did appear to be significantly
umproved. They were eager to write and to share their writing with
other people, such as parents. [he stories thcy wrote also changed
during the course of the project. The number of words increased, and
the focus of the stories chan_ed from talking about things (static) to
talking about activities (active). In describing activities, students by
the end of the project were better able to sequence events clearly and
correctly. There were also changes in the criteria used to select the
stories for inclusion in the newspaper, but these differences seem to
be less quantifiable.

Sharples (1983) described an experimental writing package,
adaptable for home computers, that was designed to assist children
in developing their writing skills. Many of the features of this package
are similar to features of word processors, but there were unusual
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features as well. Students could create “nonsense” sentences or short
stories by having the computer pick words of a particular type (e.g.,
noun) from lists of words of that type entered earlier by the student.
Text could also be transformed by substitution of words, by combining
sentences or phrases, or by using a self-contained thesaurus to find
nearly-equivalent words. The package seemed effective for a trial
group of six eleven-year-olds, though more experimentation is called
for to verify its effectiveness. The creativity of the package suggests
that home computers can soon be expected to have the capability both
to teach writing skills and to let writers take advantage of word-
processing capabilities.

Lewis and Mack (1982) examined the difficulties that adults had
in learning by themselves a text-processing system. Although the sub-
Jects were adults, the difficulties identified may apply to elementary
school students whenever they are expected to learn even vaguely
similar content on their own. First, learners have trouble following
directions, and they trv to learn-by-doing without appreciating how
preparation (e.g., reading the directions) might help. Second, learners
have trouble coordinating directions with the actions involving the
keyboard. This may represent cognitive overload, too much infor-
mation to deal with. Third, failure with one step in a sequence may
make the remaining steps impossible to follow because they do not
match what is happening on the screen. The net result of these dif-
ficulties is that learners lose track of their goals, and the learning
experience reduces to more-or-less random trials.

In addition, learners tend to fll in their understanding with in-
tuitions or inferences about the material to be learned. These intuitions
arc often wrong; and as a result, learners’ generalizations are often
equally wrong. Compounding this phenomenon are difficulties in de-
termming what mformation is relevant. Frequently all information is
treated as equally relevant, in spite of the fact that this is only seldom
true.

Teachers must obviously be alert for signs of these difticulties,
even when instruction is carefully sequenced. It is sometimes hard
for experienced people (e.g., teachers) to empathize with the difti-
culties of nawe people (e.g., students).
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CONCLUSION

The research on the use of word processors is in its infancy. Of course,
until the technology of word processing became available, its use was
only a dream. Word processors have not been available long enough
for many studies to be conceptualized and executed. Researchers are
just beginning to identify appropriate questions to ask about the effects
of word processors. By the end of the decade much more should be
known about the effects in teaching writing and language arts. Un-
doubtedly there will be some positive effects, and some new instruc-
tional approaches can be carried out that previously were impossible.
But teachers should not expect word processors to be a “cure-all” for
problems in teaching language arts. Indeed, teachers will be faced
with a critical question of what language a:ts skills and concepts are
most important in a world that takes word processing for granted.
That is a difhicult question to answer, but it is probably the most
important question to ask.




Computer
Literacy

Computer literacy has become one of the “buzz words” of the 1980s.
This seems to have happened primarily because the dramatic advances
in computer technology have had an enormous impact on all aspects
of life, especially on education. All educators are faced with the chal-
lenge of dealing with computers in many ways that could not even
have been imagined as few as five years earlier.

At this point each person’s approach to computer literacy must
be to a great extent personal. Computer literacy is an area for wt. 4
there are not yet many consensus positions. Until some stability is
attained in defining this concept, heated debates, more emotional
than rational, will likely continue over both definitions and the range
of application of those definitions. There has also been speculation
that the whole debate will become mute as the current generation of
elementary school children reaches adulthood and carries with them
skill at using computer technology. Perhaps so, but for today, com-
puter literacy is a necessary concern of teachers.

WHAT IS COMPUTER
LITERACY FOR THE 1980s?

A definition of computer literacy must be built on an implicit as-
sumption of what literacy means in general. One approach to literacy
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is that it signifies the minimum needed to get by in that area. A second
approach is that it means that one is truly educated about that area.
There are frequent shifts between these two definitions; for example,
on the one hand there is concern about the percentage of the nopu-
lation that is functionally literate (the minimum approach), aud on
the other hand specific people are praised for being so literate (the
fully educated approach). The kind of definition accepted for com-
puter literacy depends greatly on the underlying assumption that is
made about the particular kind of literacy.

From the view of the minimum approach, computer literacy prob-
ably would mean that a person knows enough about computers to
get by in the world. It would be expected that such a person would
know some terminology (e.g., hardware, software, input, output),
some facts about the ways that computers are used in the world, and
minimal information about the kinds of software that are available
(e.g., word processing, games, educational software).

From the view of the fully educated approach, much more would
be expected. A fully educated, computer-]:terate person might be ex-
pected to know how to program in one of the standard computer
languages (e.g., LOGO, BASIC, Pascal) and to be able to use the
computer to solve some simple problems (that is, to be able to use
the computer as a tool). In addition, that person might have much
more sophisticated familiarity with terminology and with the impact
of computers on society, both in today's world and in the world of
the future.

In one sense the difference between these two definitions is ex-
emplified by the positions on computer literacy taken by Anderson
and Klassen (1981) and Luehrmann (1981). Anderson and Klassen
conducted an extensive study of the kinds of things that teachers were
teaching about computers. They then used this information to for-
mulate a definiticn of computer literacy that in a real sense repre-
sented the position of most computer-teaching teachers in the late
1970s and early 1980s. Tkeir objectives for computer literacy spanned
ideas such as the foliowing:

1. applications: current uses of computers and general con-
siderations for applying computers to new situations
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2. hardware: terminology of a computer system

3. impact: positive and negative effects of computerization
in society

4. limitations: capabilities and limitations of computers as
machines

5. programming/algorithms: read, modify, interpret, and
construct computer programs and algorithms

6. software and data processing: terminology of software in
general, and information processing systems in particular

7. usage: motor and procedural skills for operating a com-
puter or a computer terminal

8. values and feelings: attitudes toward personal use of com-
puter and toward computers as a social force

Although their article goes into some depth on specifying sub-
objectives for each of these areas, Anderson and Klassen state that the
amount that anyone ought to know about each depends on many
factors. It would, for example, be possible for a person only to exhibit
literacy on a multiple-choice test of regurgitated information and yet
to meet the computer-literacy objectives of Anderson and Klassen.
Thus, in one sense, this is a minimalist’s view of computer literacy.

Luehrmann on the other hand takes the position that people are
not computer-literate until they can talk in a computer language; that
is, not until they can program. He assumes that most of the other
kinds of objectives that Anderson and Klassen list will develop more
or less automatically once one begins to interact with a computer.
Expecting this much generalization and transfer is probably unrea-
sonable. Yet in at least some of the areas (e.g., feelings about personal
computing) most likely hands-on experience is essential.

In terms of the current capabilities of computers there is probably
a strong argument for requiring that a computer-literate person be
able to program. For many tasks that one might want computers to
do there is no available software to accomplish the task. In this case,
there may be little choice but to write an appropriate program or to
forego that particular task. However, in terms of the possible future
development of both hardware and software, computer technology
may become so user-friendly that it may become unnecessary for most
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people to know how to program, at least in the sense of learning a
special language for writing programs. In the not-too-distant future
it may be possible literally to talk to computers and to get them to
perform without having to sit down and write programs, or even
having to obtain special software. Many functions may be built into
the hardware, and that hardware may be able to recognize spoken
English.

These two positions on computer literacy contrast the notions of
minimal and fully educated literacy, simply applied to the area of
computers. The particular position that anyone takes will probably
reflect her/his general position on what literacy means. Teachers must
identify the underlying assumptions of any participant in a discussion
of computer literacy.

Deringer and Molnar (1982), in summarizing a national confer-
ence of computer literacy, noted that computer literacy for the 1980s
is necessary, both collectively for the survival of the U.S. and individ-
ually for participation in the emerging “knowledge” society (p. 9.
They also identified several key components for achieving computer
literacy.

. Tecognition that computer literacy is multifaceted
2. identification and development of knowledgeable people

both to create new tools and materials and to effectively
use those that are available

- involvement of home, workplace, and community in de-
veloping computer literacy

. presence of computers for instruction in all schc ols and for
all students

. availability of high-quality curricula and courseware

- continued innovation, research, and development to iden-
tify new opportunities for using computers (pp. 5-7)

While these concepts are certainly general and might apply to many
kinds of literacy, too often it seems that presentations about computer
literacy ignore most of them, to the detriment of a thorough under-
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standing of the range of notions encompassed by the term computer
literacy.

WHAT IS COMPUTER
LITERACY FOR 1990
AND BEYOND?

In order to determine what computer literacy might be for the next
generation of students, it is necessary to try to identify the underlying
computer-literacy concepts. That is, what is it about computer literacy
that is not likely to change and is definitely not dependent on the
particular hardware and software available at the moment? Those
general concepts will form the core of a useful understanding of
computer literacy for the 1990s.

One fundamental aspect of computer literacy is that the literate
person knows how to discuss computer-related ideas. That is, basic
terminology is important and is likely to remain so. The underlving
terminology seems to include terms related to the conceptual orga-
nization of the hardware (e.g., memory, central processor, external
storage), to the interactions of people with the machines (e.g., input,
output, hardware, software, terminal, modem), and to the special
informational structures that a computer environment demands (e.g.,
data base, disk storage). A computer-literate person must be able to
deal with these concepts.

A second fundamental part of computer literacy is understanding
the changing ways that computers impact on our lives. For example,
currently there is a lot of talk about the use of robots to replace
traditional blue-collar workers. A computer-literate person needs to
know that these robots are in fact run by computers and that the
miniaturization of computer technology will soon mean the increased
use of robots in much more than menial jobs. The notion of what |
computer-driven technology is capable of doing is undoubtedly going
to expand greatly, and computer-literate people need to have a context |
within which to understand this expanding concept.

In particulaz, the development of easily accessible and easily
searched data bases will turn many “professional” tasks into com-

wer
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puter-operated activities. One of the most frequently encountered may
be visits to the doctor. Computers can al: ~ady be programmed to take
medical histories and to make preliminary diagnoses based on the
symptoms given by the patient. (In fact, in some areas of medicine,
like alcoholism, computer diagnosis is already demonstrating itself to
be more accurate than human diagnosis, partly because patients are
more willing to give accurate information to the computer than to a
human interviewer.) In the near future, computer diagnosis of ordi-
nary iluesses may be common and may even be conducted by tele-
phone or by interactive - computer hookups over telephone lines.
Physicians may in turn be able to spend more time with patients,
particularly at the point in an examination at which critical infor-
mation needs to be gathered and at which the patient needs the most
individual attention. The computer will have done the tedious, initial
data-gathering activities. Thus, the increased use of computer tech-
nology nay actually increase the personal interaction of professionals
with their clients, while at the same time allowing more efficient use
of the professionals’ time.

A third aspect of computer literacy that is likely not to change
over the years is knowledge of the tasks for which software is available,
or for which specialized computers are being manufactured. A com-
puter-literate person needs to know that a computer can act as an
efficient word processor, a speedy budget planner, a tireless record
keeper, a clever player of games, and a patient tutor for educational
purposes; and for each of these tasks a wide variety of software is
available. With this knowledge, the computer-literate person can take
advantage of the power of computers. Without this knowledge, s/he
probably would continue to perform these tasks in ways that are
traditional for her or him There would be no improvement in the
quality of life because of lack of knowledge that improvement was
possible.

At the same time, one needs to be careful not to limit the per-
ception of what-computers can 4o to the level of current computer
software. Creative people will continue to design new solutions to old
problems (and indeed new solutions to new problems), and a com-

puter-literate person needs to attempt to stay more or less current on
those new solutions.
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Finally, a fundamental concept of computer literacy is knowledge
of the special languages of computers. Given the current state of
technology, this probably means that a computer-literate person needs
to know how to program <t a simple level. From one perspective some
computer applications like word processing might be conceptualized
as a specialized computer language. All of the currently available
word processors redquire the user to learn a set of specialized com-
mands in order to make the package operate. These commands are
sequenced in different orders to accomplish different tasks, though
these commands are usually used only in immediate execution mode;
there is no option to write a word processing “program.” Thus, learn-
ing to use a word processor might be roughly equivalent to learning
to program.

Too, it is quite believable that in the future the language of the
computer will be ordinary spoken English, though probably with a
very limited vocabulary. When this happens, proper use of English
may become critical in order to make use of computer technology.
There will be no special language required for many applications.

COMPUTER LITERACY FOR
THE ELEMENTARY SCHOOL

Hunter (1982) in di- ussing aspects of computer literacy for the ele-
mentary school gives perspectives of both the current state of affairs
and the potential for the future. In both cases her focus seems to be
on the underlying concepts that support computer literacy. In terms
of the current state of affairs, she identifies four main areas: (a) using
computer programs, (b) procedural thinking, (c) computer applica-
tions, and (d) social and values implications of computer/commu-
nications systems (p. 219). In the area of applications, for example,
she suggests that it is important for students to learn to think in terms
of the general systems that might be encountered. Thus, notions of
user, uses, output, input, and data base are the critical concerns.
Understanding these notions will give students flexibility, but only if
they gain firsthand experience with different uses of romputers. Merely
being aware that there are different uses of computers is not sufficient.

¢ 7
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The resulting flexibility will allow students to adapt to whatever sit-
uation they are in, instead of being bound by the particular, perhaps
rotely learned, information that was presented in class. Particular
applications are to be viewed as instances of the general concepts and
help to enhance students’ underst2ndiug of those general concepts.

In the long tciiu, Hunter optimistically prajects that students will
have in the schools much of the same computer technology that is
being used in the real world. Further, all students will develop the
skills needed to take advantage of that technology. Students will ad-
dress more sophisticated problems than are currently being addressed
in school cuwrricula and will have the resources, both physical and
intellectual, to solve them. Communication will be the overriding focus
of activity, and a culture of social responsibility about how to use
information will be built into the curriculum.

If this vision is even close to being correct, there will need to be
pervasive changes in the ways that education is provided to students.
But without a start now on the development of computer literacy in
the elementary school, there is no hope that such a vision could be
correct. Teachers must themselves first acquire the knowledge with
which to approach the task of preparing students for full participation
in the information society of the next century. Otherwise, teachers
may find themselves to be so uninformed that they can no longer
effectively communicate with students.

COMPUTER LITERACY IN THE
PRIMARY GRADES

Computer literacy in the primary grades has implicitly been defined
in the preceding chapters. That is, primary-grade s.udents should be
exposed to some CAI (e.g., drill and practice or tutorial), some tool
uses of computers (e.g., word processing), and some programming
and problem solving on the computer. All of these pieces fit into the
general concept of computer literacy, and in fact the notion of com-
puter literacy seems merely to pull the pieces together into one whole.
Bitter (1982), for example, has provided a scope and sequence chart
of some computer-literacy components, much of which is consistent
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with the general definition outlined in this chapter. The Cupertino,
California, School District (Cupertino, 1983) has also provided a scope
and sequence chart for computer-literacy objectives for elementary
school. For the time being, separate computer-literacy units designed
to teach concepts like those in these charts are likely to be the best
way to proceed. These units will gradually be replaced with integration
of computer literacy into other activities.

COMPUTER LITERACY IN THE
INTERMEDIATE GRADES

There is more need to implement specific computer-literacy units in
the intermediate grades, for these students will soon face the need to
use computers in junior and senior high schools. One attempt to
organize computer-literacy units at this level has been made by Al-
berta Education, the provincial department of education in Alberta,
Canada. Their scope and sequence chart is presented in Figure 10.1.

It is probably significant that the only objective that crosses all
three grades is Topic 2: How to use a computer. Using prepared
programs (including tool programs), showing responsibility in using
the equipment, and feeling confident about one’s ability to control
the computer are very important characteristics of a computer-literate
person, regardless of the particular definition of computer literacy. It
is also important that no particular computer language 1s specified
in Topic 3, though LOGO is mentioned in the notes. More has already
been said aoout the choice of language in Chapter 8.

Another sequence has been prepared by the U.S. Department of De-
fense Dependents Schools (1982). Quite a bit of overlap exists between the
two lists, but programming is referred to as computer science rather than
computer literacy in the U S. list (Figures 10.2 and 10.3).

HOW IMPORTANT IS
COMPUTER LITERACY?

It should be obvious that computer literacy is already a very important
part of the background of any elementary school teacher, and it will
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Computer Literacy

CORE COMPONENTS

Topic 1: How computers do their work
Goals: 1. To develop student understanding of basic computer
operations and terminology.
2. To develop an appreciation of the technolagical
development of computer systems.
OBJECTIVES DIMENSION | GRADE SUBJECT JDRRILATION
STATUS 5 SUCIAL STUDIES/LANLUAGE ARTS /MATHEMATICS

The stu  nt will:

1.0 DESCRIBE THE
BASIC OPERAT{ONS
AND HISTORY OF
COMPUTER
SYSTEMS

1.1 1dentity the A el = 1,3
ma jor parts or Language Arts - Grades 1, 5, & - Read
8 computer. lncreasmgly COMp ex ma*ar gl witw tivency,

speav 'write fluentiy ahou* Incressingly
complex subjects.

1.2 Describe in hns/1 A Demonstrate con*inuing growth (n oral/written
her words the vocabulary (breadth and dep*h) by using'
terms "tardware™ increasingly precise vocahulary.
and "software”
and list
exa7p les of
each.

1.3 Describe i1 Acs A
her words what
is meant by
"input™ and
"output™ and
give examples
of each.

1.4 Recognize that A 1.4
8 computer ge's Language Arts - Grades 1, S, 6 - Identity
Instructions end inter relationships, e.g. time, cause and
from a program etfect,
written by s
person.

NOTE: Dimension Codes

Figure 10.1 Alberta Education Computer Literacy Scope and Sequence for Ele-

Recommended grade if unit is taught

mentary School

ERIC

Aruitoxt provided by Eic:

~- A = Awareness; F = Function;

U= Critical Understanding.
Hands-On Required -~ *
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OBJECT\VES DIMENSION | GRADE SUBJECT CORRELATION
STATUS 4]15[6 SOCIAL STUDIES/LANGUAGE ARTS/MATHEMATICS
1.5 ldentity the A X 1.5
similarities Math = Use e calculstu end a computer as »
and ditterences computational tool Ir problemsolving
among computers, sltuations (Appendix IV, Elementary
calculators and Mathematics Curriculum Guide, 1982).
electronic - Use a calculetor and » computer in
games. Extension and Enrlchment activitles (10%
allocation of Math time).
1.6 Recognize that A X
computers sre
best suited to
tasks requiring
speed, accuracy,
repes‘*ed
operations and
process:ng of
large amounts
da‘a.
1.7 Recognize the A X 1.7
rapid changes Social Studies = Topic 4R ~ Inquiry Ques*ions
in computer 7 and B:
capabilities 7. What are some ways tn which litestyles
since the today deffer trom litestyies during the
1947%'s, settiement era, the Grea* Depression sn
Wor Id Wer 11?7 Are there ditterences in
such 8ress as emplovment, leisure time
activities, education and avaitability of
mater:al goods?

8. What might iite be Iike when today's grade
tour students are efults? Might there be
new and ditterent kinds of occupat ions,
leisyre time activities and ways to learn
new skills?

"R Explain the A X 1.8
bastc operation Language Arts - Grades 4, 5, 6 = Speak /write
ot 8 compu-e~ tiuentiy sbout incressingly comp lex sahjects.
in terms ot
input, orocess-
1ng 811 output
ot dats.

1.9 Rez>jnize the A X 1.9
relationship of Math - Step 4 in the Problem50lving nrocess
1npu® to the (assess the process on the basis of the answer
resJit or or resulting product),
Ou‘pu*.

1.10 Re:ogmze that A X 1.10
peop le cuntrol Lenguage Arts - Grades 4, 5, 6 - identity and
what computers Inter reiationships e.g. cause and ettect.
do.

Hou-s I 51110

Figure 10.1 (continued)
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Topic 2: How to use a computer

Goal: To develop student skills, a“titudes and interests which
facilitate the use of computer systems.

OBJECTIVES DIMENSION | GRADE SURJECT CORRELAT|ON
STATUS al5f6 SOCIAL STUDIES/LANGUAGE ARTS/MATHEMATICS

The student will:

2.0 USE A COMPUTER Compu*er Literacy objectives 2.1-2.4, inclusive.
SYSTEM
2.1 lse & prepared Fe X|x|x All Subjects - Use available evaluated course-
program in s ware to achieve ohjeztives specitied for
compy ter, selected subject areas (see Section II{ -
Sottware'.

Social S*ydies - Gradtes 4, 5, 6 - Use a word

2.2 Show respect AFe Xl1x1x processor to deveisy some of the cammynicatiun
and responsihi- s<tils specitied under "2ar+icipa*.on Skiils™,
Ity tor equip~
ment and other Language Arts - Grades 4, 5, 6 - Use s word
users' mater:aig processs” to write -- well-drganized
(e.g9. toliow parajranhs, apply oroofreading srifils w *h
satety and 'ncreas ing cnmpetence, oresare a simple
scheduiing bi>liograohy acknowledy ng author, +itle ---
rules). ot book.

2.2

Social Studies - Grades 1, 5, b - Develop
some of the group decrsion-making skills

2.3 Use systen Fo xlrlx spec tied under "Participation Skills" when
commands to ps*ablishing scheduling and satety rutes tor
load and ryn computer use.
programs.

2.4 Feei con*iden* AF e Xx]|x

about his/her
ab:lity to use
and contrp)
computers

Hours | 2311

Figure 10.1 (continued)
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Topic 3: How to make computers work for you
Goal. To have students appreciate that effective problem-solving
with computer systems requires the application of logical
thought processes and develop the skills required for a
holistic, systematic approach to problem-solving.
ORJECTIVES DIMINSION | GRADE SUBJECT CORRELATION
STATUS 415 SOCIAL STUDIES/LANGUAGE ARTS/MATHEMATICS

The student will:

3.0 FOLLOW AN
ORDERLY SEQUENCE
OF STEPS TO
DEVELOP A
COMPUTER PROGRA'

TO SOLVE A
PART ICULAR
PROBLEM

3.1 Recognize that A X 3.1 = 3.8
a computer Math - Grades 4, 5, 6 - Apply problemsalving
progra= |s an strategies *to create a simpla computer pronra=
ordered series that solves a word probliem specitied 1 ore of
ot instructions the Prescr.bed Pesources.
that allows 2 o
computer to Use the LN30 (anguage +o facilitate probien—
perform tasrs. solviag to a*ta.n the spec)fied Geome*ry

ot jez*ives.

3.2 Order specific F X Use the OGO tanguage for £nrichmen* and
steps in a Extension Topice HNetwor«s,
procedure +o
accomp tish a 3.2 and 3.3
task, Language Arts - Grades 4,.5, 6 - Demons+rate

grow*h 1n thought processes by perceiving and
comprehending increasinglv compiex spokes and/

3.3 Find and F X or tllustrated, sequence.
correct errors Demons+-ate growth ‘1 4hougt* processes by
in & procedure perceiving and comprehending increastagly
to perform a comp lex w~itten and/or 11lustrated. seguence.
task . Demonstrate gowth (n thougt processes hy

expressing orally increas:ngly complex:
sequence.

3.4 Create and save Fe X Demonstrate growh 1n thought processes hy
asmple expressing 1n writing increasingiv comnlex
computer seguence.
program.

3.5 Check computer Fe X 3.5
ou*pat to Language Arts - Grader 4, 5, 6 - Read/view
ensyre results Increas aglv comp ex ma*+orial critically 4>
are reasonahle. evaluate or Judze 1 deas

Hours | O | 6

Figure 10.1 (continued)
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Figure 10.1 (continued)
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D

Topic 4: How computers are used and what they can and cannot do
Goal: To have students appraise the applications, limitations
a- ' capabilities of computer.
OBJECTIVES DIMENSION | GRAD) SUBJECT CORRELATION
STATUS als SOCIAL STUDIES/L ANGUAGE ARTS /MATHEMATICS
The student will:
4.0 DESCRIBE THE
BASIC APPLICA-
TIONS, LIMITA-
TIONS, AND
CAPABILITIES OF
COMPUTERS .
4,1  identify the A X 4,1 and 4,2
areas in societyl Soctal Studies - Topic 4A - tnauiry Question €
where computers 6. How has technology 8ssisted in the location,
are used fe.g. development and use of natural resources ia
banv 1ng, Alberta?
manufactyuring,
trarsportation, = Tor'c &7 = [agyiry Ques*ion 7:
med ine, 7. What are some ways in which lifes*vies tnda
recreatior, the ditfer trom |1fes+,les du1ng the settiemen’
home, the era, the Grea* Nepression and Aorld Ha- |17
ltbrary, Are there differences in syzh areas as
put)ishing, employment, leisure +ime ac*tivities,
crea* ve arts, education, and avaiiahi |ty of material
educa*ion’, goods?
4.2 Iden*ify the A ¥ = Topiz 4C = tnguiry Question 4°
tosxs performed 4. Wha* fransportation and commun:cation frnks
by computers in are used to connect Alherta to the res+ of
these areas. Canada and the worid?
4.3 Recogn:ze that U Language Arts - Gradas 4, 5, 6 =
computers canno Demoastrate gowsh in thought processes W,
"thiak® n the perceiving and comprehending increasianly
way we normafity complex written and/or 1l |ustrates
use the wn-d deszriptions, explana® ons, symmaries,
"thiax", €OMp3~isons  Read 8 widening variaty of
material siitehle to grade (four, five, six)
4.4 Recognize that U in the ¢5ilowing forms- report, interview.
there are a
number of thingg Note, Compa-sbie Language Arts ohjeztives are
computers cannod 8is> spezified for Lns'enmg’Vreumg, Spea- 1ng
do such as make and Writing skiils,
value judgements
and prov de
answers to eve-y
question.
4.5 Describe the Y 4.3, 4.4 and 4,°
simiia~i1ties and Languade Arts - Grades ., 5, 6
difterences Read increasiaglv compiex mater:al critically
between tc evaluate & judje ‘deas: discrimina® iag
computers in tact trom opinion, tictior f-om non=-fiction,
fiction and real relevance from irreievaace.
computers,
Hours [ 3| C
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Topic 5 How computers affect society

ERI

Aruitoxt provided by Eic:

Soal: To have students assess the current and potential impict

of computers on society.

OBJECTIVES

DI*4ENSION
STATUS

SUBJERT CORPCLATION
SOCIAL STUDIES/LANTUAGE ARTS/MATHEMAT (LS

studen* weil:

ADPREC |ATE THE
IMPACT COMP TERS,
CAN HAYE N OOUR
LIFESTILE,

Cesz-ide hom 2
come _ter can
aftect him’
he-set* as he'’
she assymes
vasious "oles,
.1, stydent,
cons smer,
worxe~, citizen

Temngn ze tiat
2 leged
Ycomz L ter
mis*ta-es” are
uSHA 1/ ™ 5*3ves
mate hy oenl'e.

Rerny-r1e tha*
cImputers are
macnines

des ane” a~-
oferatez by
humans 45 354154
17 many 43srs,

5.1 and 5.3

Social Studies - Top = 44 - taqy -y Ques*iot A

6. How has tecnology assister a1 the loca*ion,
developmen® 314 yse of na*ural resousces 11
Ainerta”

- Tor ¢ 4% - tnquicy CQues*iors 7 and 8

Par+icipa*on Swills ' and 2

7. Wra*t are some wavs n wh 2F lifestsies toda
diéter trom lifestyiac Auring *re gestjemen
era, *he “rea* De~-essiar 277 Ao A4 sdar L,
Are *here d ‘terences -~ syt areas as
emciovment, leigure +ime act ¢ %ies,
ediza*i1or and ava 12t ity of mater a.
goods?

B. Wra* miz™* life ha iive when *oda,'s grade
four S*idec*ts are a4 i+s? tigns there e
new and A flerent vinds of occunatices,
teisure time Aty tiec A4 wars to learn
new st 1ils?

Te Commun ca*o effectise , b, ora.ly exp-essin
of "tons Lt the use of worr and leisuTe
+ime.

2. Interpret ideas a1 feeiiags of othe-s by
demnnstrating an unders*ar<ing o fitferent
decrsions made adout adiustment +5 change
8t the pe~soral leve',

-~ Top =z &C - !nauiry Ques*ions 4 ant 7

4, wha* t-ansportatior and commynica*io- finks
sre use? to conne=* Alberta to the res* of
the wo~13? {Zorsider =, rail, me4 2
networrs, telezomm.~.cations, etz,'

7. How a”e Aidertars a*‘ected by the
"shrinking™ na*ure of the mderr warligd”

- Tor'z %2 - Inquiry Quec*or €:
6. What torms of emslovment are assoriated witn
ressu~ce development?

- Tor ¢ 5 = tngu ry Quest r 4

4, what ame some 0f *he imrot*act |inkazes thaf
ex st toda; be*ween Canada 3¢ the United
States? (Torside” ero~ndm ¢, onlttiral, ant
cultura' atta =5 )

Figure 10.1 (continued)
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DIMENS1OM suBJecT CORRELAT 1 oN

1ES/LANGUAGE ARTS/MATHEI‘ATICS

SOCIAL STup

- Topic 68 - lnqulry Questions 3 and 6:

5. What Prohlems o Eastern socleties face for
which Westarn technology might Provide
partiaj solutions?

6. What problems ¢o Wes tern socleties face tor
which Eastern socleties might provide
partial solutions?

5.1, 5.2 ang 5.3
Lanp,age Arts - Grades 4, 5, 6 -
Speak /wr i ta fluentiy about increag
complax sub jects,

become increasing]y important in the 1990s and beyond. It s at least
equally important for elementary schog] students,

room door with the fy) ¢Xpectation that teachers will make the bes;
use of them, Obviously this cannot be done up|egg teachers have the
knowledge available to accomplishi this task.

For the foreseeable future, i is quite Possible that at least some
of the students i every e]ementary school will be more knowled Seable
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THE STUDENT
WILL BE ABLE
T0...

PROGRAM
OBJECTIVES:

1.1 interact

with 8 computer and/or
other slectronic
devices

12 Explain
the functions and uses
of a computer systdm

13 Utilize
systematic processss
in problem solving

1.4 Appreise

the impact of computer
technology upon
human fife

Computer
Literacy
Demonstrate Understanding of the

Capabilities, Applications, and
Implications of Computer Technology

INSTRUCTIONAL

K123/456(78

OBJECTIVES:

114

1.12

113

114

121

122

123

124

128 O

131
132
133

134

138

141

142

143

144

148

Demonstrate ability to operate I3
8 variety of devices which are
based on slectronic logic.

Demonstrate sbllity to use &
eomputov in the Interactive

Indopondomly select a program
from the computer resource

library

Recognize user errors

associated with computer

utilization.

Use an appropriste vocabulary

for communicating about

computers

Dlaunguloh botweon interactive

mode and batch mode

computer processing

Idomlfy & computer system’a
componenta such as

Inp\:‘h memory, processing, and

Recognize tasks for which

9101112

computer utilization ia
appropriste

deveiopmenta In computing.

Choose a logical sequence of
atepe needed to perform @ task.

Diagram the steps in solving &
problem.

Select the sppropriate tool and
procedure to soive

L

Develop systematic procedures
to perform usetul tasks in
areas such as soclal studies,
business, sclence, and

Write simpie pre grea1, ™ to soive

urirg g h
g st WA

Identity lpocmc uees of

In fieids such as
medicine Inw enforcement,
industry, ‘business, transports-
tion, , banking, and
space oxplomlon
Compare computerselated
occupstiona and Careers.
Identify social and other non-
technical factors which might
restrict computer utllization

Recognize the
of computer utilization

uses of computer technology

Figure 10.2 U.S. Department of Defense Schools’ Computer Literacy Sequence
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THE STUDENT
WILL BE ABLE
T0...

PROGRAM
OBJECTIVES:

21 Wnte structured
and documented
computer software

22 Demonstrate
knowiedge ot the
design and operation ot
computer hardware

23 Use computer
systems in problem
solving

Computer
Science

Demonstrate Understandings of
Computer Systems Including Software
Development, the Design and Operation
of Hardware, and the Use of Computer
Systems in Solving Problems.

INSTRUCTIONAL
OBJECTIVES:

2.1.1  Write well-organized BASIC
programs which include the yse
of color, sound, and graphic
statements

2.1.2  Write programs which demon-
strate advanced programming
techniques used to soive
problems In business, scient'fic,
or entertainment applications

2.1.3 Write programs 'n an additional
high-level language such as
PASCAL, COBOL, or FORTRAN

2.1.4 Write programs in a low-level

language such as machine
language or assembier

2.2.1 Demonstrate unassisted
operation of at isast two
ditterent contigurations of com-
puters and their peripherals

222 Usea spoclal-pn.ﬂ)ou computer
o computer-intertaced devices
to monitor or control events by
sensing temperature, light, ~
sound, of other physical

223 Describe the computer's digital
electron’c circultry in terms of
binary arithmetic and logical
operaors

2.2.4 Perform vendor-authorized minor

on the

system

23.1 Use data processing utllities,
including word processing and
data base management n
problem solving

232 Transiate software from one
language to another or to
snother version of the same
language

23.3 Analyze ditterent solutions to
the same problem

78/9 10 11 12

T
zIIé

o—a
B—a
B—i
B—a
-0

Figure 10.3 U.S Department of Defense Schools' Comiputer Science Sequence
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about computers than any of the teachers in that school. This, too, is
a departure from previous innovations. This is going to create a de-
mand from the students that their teachers become computer-literate.
The students are going to develop their own expertise because they
have access to equipment at home, and the students’ hunger for in-
formation is going to force teachers to gain equivalent information
for thems  es. Fortunately, it is possible to let students teach other
students for a while, but ultimately teachers will need to gain enough
expertise to forestall serious negative consequences of students’ in-
vestigating sensitive areas (e.g., illegal copying, gaining access to pre-
sumably protected data bases) without adult supervision.

Too, in order to develop ethical computer behavior among stu-
dents it will be necessary for adults tec model such ethical behavior.
This is not possible if adults are constantly relying on the students for
all of the technical information. Students then would have to simul-
taneously generate their own system of ethical behavior. It is doubtful,
especially at the elementary school level, that this will occur, at least
in ways that are satisfactory to adults.

From the students’ perspective, computer literacy is necessary if
they are to become successful in the world into which they will grad-
uate. Presumably, gaining adequate familiarity with computer tech-
nology will take time, and students will need to begin early to
investigate computer tools (e.g., word processing), if they are to be
comfortable with the full capanilities of those tools.

One of the dangers of current trends in computer use is that it seerns
to be becoming a male-dominated domain. In other areas, such as math-
ematics, the development of this perception occurs most intensely in
about the junior high school vears. If this is to be avoided in the future in
the area of computer use (as indeed it must be), then familiarity with
computer technology needs to be developed in elementary school vears.

HOW DO TEACHERS DEVELOP
THEIR OWN COMPUTER
LITERACY?

Developing one’s own computer literacy is, even under the best of
circumstances, a time-consuming task. The options that are available,
however, are like those open for any kind of professional development.
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If possible, the best time to develop expertise is during the teacher
preparation program prior to the point of entry into teaching. It is
necessary, of course, to update «he information acquired in this way
at frequent intervals, but it is much easier to update information than
to build knowledge from scratch.

Teachers already in the field do not have this convenient option.
They must build computer literacy often from a base of no prior
experience either with computers or with computer applications.
These people have three choices: (a) take advantage of special in-
service courses or workshops offered in their districts, (b) enroll in
graduate courses at local colleges or universities, or (c) gather infor-
mation on their own through talking with colleagues, reading, and
attending professional meetings.

Many school districts are organizing special programs on com-
puter literacy for their teachers. These range from an hour or two of
conversation to several weeks of meetings with hands-on experience
with microcomputers. Most of these are designed to provide only
initial exposure *7 the concepts of computer literacy, and the prospects
for follow-up, either through providing more detailed information or
through actual use of computers in the classroom, are typically small.
Thus, these programs are likely to whet the appetite but are not likely
to provide the depth of knowledge that many teachers will ultimately
need.

Colleges and universities in the U.S. and Canada are now beginning
to develop special courses for teachers on the use of computers and
microcomputers. Some of these courses are programming courses for
teachers, while others are courses on the use of computer-assisted
instructional materials or computer-managed instructional materials.
The educational programming courses typically have fewer prereq-
uisites than ordinary computer science courses and deal with the
writing of programs that teachers might find useful in classroom
situations; they may also be based on computer languages that are
especially appropriate for school-age children. Because of the huge
demand for technically oriented or business-oriented computer sci-
ence classes, it is probably necessary right now for special classes to
be set up for teachers. However, the disadvantage is that teachers do
not get the cross-fertilization that comes from interaction with people
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with different perspectives. In the long term this may be a serious
disadvantage because school-age students are going to want to know
about those other uses of computers. Without some exposure to those
applications, teachers might find themselves inadequately prepared
to deal with the concerns of their students.

The last option of trying to gather sufficient information on one’s
own is not recommended for most teachers as the way to develop
adequate knowledge of computer literacy. Computer technology is
technical field, and it is difficult to get very far in developing under-
standing without some guidance from someone who possesses at least
some of that technical knowledge. Most teachers will find that gaining
entry to this information will be considerably easier if they work with
someone who is comfortable with the information. Once entry-level
information is acquired, then reading professiona’ literature and at-
tending professional meetings are extremely productive ways to stay
abreast of the field. Because computer technology is changing so rap-
idly, it is difficult to stay current. Most articles in journals, for example,
are already out of date by the time they are published; the lag time
needed for preparation of the manuscript is too great. Presentations
at professional meetings are much more likely to contain the most
recent information.

Too, as with most areas of in-service educatiop, in talking to
colleagues it is extremely crmforting to find out that one’s own dif-
ficulties in dealing with computer literacy (or the teaching of computer
literacy) are not unique. Others’ solutions tc these difficulties can be
discussed and then applied to one’s own situation.

HOW DO TEACHERS HELP
CHILDREN DEVELOP
COMPUTER LITERACY?

One way to assist children in becoming computer-literate is to develop
special curricula for use in a particular school. This is probably only
a stopgap method of filling in the lack of information among students;
students are not going to deal with computers in the real world as a
separate entity. Rather, computers are going to be integrated into
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most of the activities that people cngage in. Teachers, therefore, need
to take a longer-range look at the needs of their students.

Bell (1982) has presented one accepted approach to taking this
longer-term view. He argues strongly against the “buy it (i.e., com-
puters), find a place to put it, figure out what to do with it, then find
people to do it” approach that is all too common in dealing with
microcomputers (p. 170). Instead, he outlines several steps for a more
orderly and probably much more successful approach.

First, plan for the use of microcomputers and computer literacy.
The planning group should contain people who have experience with
computers and computer literacy (perhaps from outside the school
district), people who are familiar with the functioning of the local
district (e.g., teachers, administrators, and physical plant operators),
and people who will have the responsibility to implement the program
that is developed. Of importance to this planning are the opinions of
parents on the ways that computers should be used and the opinions
of students on what they would like to learn, or believe that thev need
to learn, about computers. The program will need the support of the
local community in order to be successful, and attempts should be
made to secure that cooperation before the program starts. Also be
sure that plans are virtually complete before beginning. Don't try to
implement a program piecemeal, with only some of the areas covered.
Problems are much more likely to develop with this approach.

Second, gather information on the ways that computers can be
used, and decide how thev will be used in the local situation. This is
probably the most important step, for 1t is this decision that will
determine the structure of the local program. This decision will drive
the choice of the equipment, the amount of equipment needed, «nd
the nature anc extent of the teacher in-service required.

Third, select t}~ types of hardware to purchase. This choice will
depend on many factors: (a) the ways in which the computers are to
e used, (b) the current state of available equipment, (c) cost, (d)
the amount of available resources, and (e) the number and kinds of
peripherals needed. Of these, the most important consideration is
probably the first. If there are geing to be multipie uses of the equip-
ment (and there almost certainly will be), then several kinds of mi-
crocomputers may need to be purchased. The state of current
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technology does not allow for a single machine that is capable of
handling all possible applications of computers.

Obvious caveats to observe in choosing the equipment are: Don’t
buy the cheapest machine just because it is cheap. Frequently the chea-
pest model will be cheap because some shortcuts have been taken.
Either the power of the machine will be relatively less than other ma-
chines, or the service needed for repair and troubleshooting will not be
available. Also, don’t buy a machine with all the options just because
they are available. The appropriate analogy is found in the purchase of
anew car. A buver doesn’t get all the options just because they are of-
fered. Rather, a buyer selects those options that are going to be useful
and ignores those that would only be expensive to buy and to maintain.
The same should be true for computer purchases, and the decision on
how the equipment is to be used will become the most important stari -
ing point in consideration of computing in the schools.

Don’t buy the bottom-of-the-line model. These machines are the
“come-ons” of the computer market and are designed to entice first-
time buyers who have no real purpose in mind for using the equip-
ment. In virtually all cases these machines are not powerful enough
to be effective in school settings. Most educational software, for ex-
ample, requires more memory than these bare-bones machines have.
However, if a decision is made to approach computer literacy through
programming in BASIC, then it is possible that some of these minimal
machines would be a good investment. They are usually verv inex-
pensive, and a school district could get a classroom set for little money.
These machines then would have to be dedicated to the teaching of
beginning programming; otherwise they might be considered only
expensive toys. But the chance to be able to give lots of students lots
of time with a machine is attractive.

Don’t autematically buv all id-ntical systems. Again, based on the
particular decision about the uses that are to be made of the computers,
it may be necessary for some of the systems to be more powerful or to have
more peripheral equipment. Be sure that the machines that are bought
will actually be able to do the work that needs to be done.

Fourth, in setting up a computer literacy program try to measure
the hidden costs in owning the equipment. For example, how wili
service be provided? If the district has purchased enough equipment
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(and what constitutes enocgh depends on th. kind of equipment),
then it might be cost-effective to send someone from the district to a
computer repair school so that service can be provided locally. If that
is not feasible, then the district may want to purchase service contracts
for the equipment. Another kind of hidden cost is the paper, printer
tapes, disks, and other miscellaneous supplies that are needed to
operate the equipment. Too, consider the costs of buying enough
software for use in classes if that is one of the projected uses. And
figure the costs of security for the new equipment, Finally, consider
the costs of upgrading the systems as the level of skill nf the students
and teachers increases and as the kinds of uses for the equipment
change. This particular item is frequently overlooked in figuring the
cost of the initial purchase.

Fifth, an associated consideration is how much in-service will be
required in order to make the program a success. In-service is expen-
cive, in both money and time, and resource people must be available
to lead the in-scrvice programs. Someone must be in charge of the
program, and that person may need released time or help from a
non-teaching assistant in order to coordinate the program properly.

Sixth, where .5 the equipment going to be housed? In order to
supply adequate security it is probably best to have a single room set
aside for the computers. Then keys for the room can be limited, and
access can be better monitored. However, this procedure has the dis-
advantage of determining a particular mode of use for the equipment;
namely, whole classes are brought into the computer lab and use the
machines together. This is fine for computer programming, but it is
rarely the best way to use computer-assisted instructional materials.
For that purpose it might be better to have machines on carts that
can be moved around to the classrooms that need them. The trade-
off, of course, is in providing securiiy for those machines. Once again,
the particular uses of the computers is the primary determining factor.

CAUTIONS ABOUT
COMPUTER-LITERACY
PLANNING

Two primary cautions need to be recognized by anyone who is plan-
nirg a compu'er-literacy program. First, be sure that the local envi-
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ronment is well understood. Factors that need to be taken into account
are the opinions and attitudes of parents, students, school board mem-
bers, and local business people. Each of these groups has the potential
for playing a significant role in any such program, and with their
cooperation the likelihood for success is considerably greater. The role
of parents, students, and school board members has already been
alluded to, so it seems necessary here only to reiterate the importance
of those groups. Local business people can also play a large role if
they are approached carefully. Many businesses are willing to donate
equipment or support for equipment. Others may Ye willing to provide
real-world experiences, for either teachers or students, related to ap-
plications of computers. One way to begin to obtain this support is
to contact businesses during the planniny stages to find out what they
wnuld like school graduates to know ahout computers. If the school
district already has established relationships with businesses through
cooperative education or other intern programs, computer-literacy
teachers can often tie into that existing network.

Second, be sure that the school can provide follow-up experiences
for whatever program is developed. There is almost nothing more
defeating for a computer-literacy prog:am than to get students excited
about the potential for computers and then not to have sufficient
equipment and software available to accomplish those applications.
For example, word processing holds considerable promise as a tool
for improving learning, but providing enough machines for students
to take advantage of this application is quite expensive. Using a word
processor is effective only if each user has adequate access to the
equipment. This equipment need must be considered before a school
decides how many, and which, students should be taught to use a
word processor. Other applications of microcomputers will also carry
with them some kind of expense. These expenses should %< investi-
gated before a decision is made about which students will learn those
applications.

CONCLUSION

Computer literacy is important for the remainder of this century. In
spite of the differences in definitions of computer literacy, the trend
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now seems to be toward utilization of computing power as the central
core of the idea. The trend will likely set the context for computer-
literacy programs for at least the next decade.

Schools will have to invest some of their resources in developing
computer-literacy programs. However, there is a lot more to starting
such programs than buying equipment and telling teachers to use it.
With care, schools can be successful and can satisfy the needs of
teachers, students, and the community. Planning is the key.




Other 11

Uses of
Microcomputers

Microcomputers can play many supporting roles in the elementary
school. These include managing students in individualized programs,
maintaining grades, generating tests or worksheets, and performing
administrative functions. Although the focus of this book is on in-
structional uses of microcomputers, the power of these machines in
easing administrative burdens should not be overlooked. After ad-
ministrators become convinced of the usefulness of microcomputers,
it is often easier for classroom teachers to obtain the necessary insti-
tutional support for purchase of microcomputers for instructional
uses.

COMPUTER-MANAGED
INSTRUCTION

The use of microcomputers to maintain students’ records and se-
quence students’ activities in an objective-based program is usually
referred to as computer-managed instruction (CMI). In a CMI pro-
gram supported by a large computer the testing and some of the
instruction may be performed directly on the computer, so the records
are typically maintained automatically. On a microcomputer some of
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the records may have to be entered by the teacher or a teacher’s aide,
since there may not be enough computing power to do all of the jobs
automatically.

The primary difference between CMI and CAI is that in CAI the
computer administers instruction to a student, and in CMI the comn-
puter determines what the instruction is going to be. That instruction
may be administered through CAI, print materials, film, tutoring, or
any of many other formats. In short, a CMI system does not itself
conduct instruction; it only prescribes instruction.

In CMI records are maintained in the r.icrocomputer about the
objectives that a student has mastered or the activities that have been
completed. An algorithm, written by the program author, is used to
determine which activity the student should work on next. If students
experience difficulty with that activity, they can be cycled back through
activities that will help fill in the background that may be lacking.
This type of system relieves the teacher of some of the detail in re-
membering the status of each student and in continually making
decisions about students. Too, the computer remembers every de.ail
about every student equally well, so decisions are based on complete
information stored in the computer. A teacher might, at any given
time, not remember some particular detail about some particular
student, and consequently the teacher’s decision might not be com-
pletely appropriate. The computer’s decision, on the other hand,
should be appropriate.

KEEPING GRADES: AN
EXAMPLE OF SPREADSHEETS

A microcomputer can easily act as an electronic gradebook, both for
attendance and for maintaining grades on tests and assignments. At
the end of the grading period the computer can automatically average
the grades according to whatever formula or weighting system the
teacher chooses. There are several gradebook programs that are very
easy to learn to use, but more general spreadsheet programs, like
Visicalc, could also be used for this purpose. The choice ot program
would depend on whether the teacher wanted the program to serve
more than one specialized use.
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MAIN MENU

1. Adding grades

2. List student's grades/names |
3. List class averages (& sort) |
4, List results of an activity |
5. Make class roster

6. Make corrections (class/student) |
7. Delete grades and/or names |
8. Turn printer on/off

9. Make letter grades (end of term) 1
10. Change/view grade weightings |
11. Use a new class data disk
12. Eri |

Figure 11.1 Primary options
From Apple, Gradebook Manual, page 3.

One example of a gradebook program is Apple Gradebook. This
program provides several standard options for keeping grades (Figure
11.1). Options 6,7, and 9, in turn, each have several suboptions (Figm e |
11.2). Each function that the program allows puts its own prompts |
on the screen, so a computer-literate teacher can learn to use this |
program in relatively few minutes.

The use of multiple menus to present different sets of functions
is very common in utility programs like gradebooks or word proces-
sors. The menus allow the programmer to present all the relevant
information a user needs at any given moment, and they allow the |
screen to be kept uncluttered. The user then does not have to refer |
constantly to a reference manual, so use of the program is easier and |
more efficient.

A gradebook is one example of a use of a more general utility }
program called a spreadsheet program. A spreadsheet allows a user |
tomake projections or to do calculations based on potentially changing

data. Spreadsheets were originally designed for business applications,
but they do have some applications in the classroom. They can help
students learn to plan ahead and to ask appropriate questions. Spread-
sheets allow users to predict how the world might be under hypo-
thetical conditions; the key in using them effectively is to be able to
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CORRECTION MODULE

This module is entered by choosing option 6
(Make corrections), in the main menu. When you
first enter this module, you are given the
following choices:

1. Add a new student,.

2. Delete a student.

3, Change a grade.

4. Correct spelling of a name.

5. Add a new class,

6. Return to main grade book menu.

DELETION MODULE

As stated previously, this option is used to
delete classes, a set of student's grades, or all
students' grades. When you choose this module from
the main grade book menu, the following will appear
on the screen:

1, Delete all grades, and student's

names. Enables you to start with
new classes.

2, Delete grades of students only. Used
for a new term with the same students.
Delate 0aly one class,

Delete one set of grades.
Return to main grade book menu.
Quit

U b W
. . . .

END OF TERM MODULE

With this option you can obtain a histogram of
student's grades and convert student class averages
to letter grades. When you choose this option from
the main menu, the following new menu wili appear
on the screens

1, view student averages (ranked by
grades),
2. View histogram of student averages.
3. Convert student averages to letter
grades,
4, Turn printer on/off,
5. Return to main menu.

Figure 11.2 Suboptions
From Apples Gradebook Manual, pages 7-10
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structure the range of hypotheses so that the predictions are
meaningful.

For example, a spreadsheet might be used to plan a school party
by projecting costs and needs for various combinations of youngcr
and older students. They can also be used to ask “what if” questions.
How long would it take to save a million bottle caps if every student
collected five bottle caps per day? If grades 1-3 students collected two
bottle caps per day and grades 46 students collected six bottle caps
per day? If students only collected bottle caps on the weekends?

Although there is much potential in using spreadsheets, the ad-
vantage for learning is only beginning tc be investigated. Much more
experience in classroom use is needed. In particular, because use of
spreadsheets involves some symbol manipulation skill, how can ele-
mentary students be best introduced to spreadsheets? It was not uz_.il
about late 1985 that simplified versions of spreadsheets, suitable for
use in elementary schools, were introduced commercially. Teachers
need now to get copies of these programs and try them out with
students in their classes.

CREATING TESTS AND
WORKSHEETS: AN EXAMPLE
OF DATA BASES

Microcomputers are very good at remembering information accurately
and completely. One type of application of this capability is in main-
taining a bank of test items. As good items are developed over the
course of several years, they can be saved on disk. When enough items
tor particular content have been saved, multiple forms of a test can
be created by randomly selecting items that test that content. In .his
way, students can each receive diffcrent forms of a test, or a single
student can be given the option of multiple testing, with different
tests covering the same content. This is particularly important in a
mastery learning situation when it is essential that multiple testing
be allowed.

Some commercial programs that are now being developed and
published provide the items for particular content, but teachers can
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also begin to develop their own item banks, either individually or
collectively. Items can be tested with students and altered as
needed, and they can be modified at any time to adjust to changes
in the curriculum or in the backgrounds of the students. For exam-
ple, an item bank on computer literacy in 1985 would probably
need considerable alteration by 1990, just because the computer ex-
periences that the students will bring to school by that time will be
much different.

Brown (1982) described one locally developed test bank, run on
a minicomputer, for junior and senior high schools. It contains over
64,000 objective test items, selected from more than 300,000 and
classified by Library of Congress codes. A user can request a test of
a specific number of items on a given topic or topics, and the test
will be printed out. Students can also access the test bank through a
quiz routine for purposes of study, drill, or just enjoyment.

Multiple forms of worksheets on a given topic could also be pro-
duced from item banks. The exercises could be randomly selected and
printed out. A ditto master could be made from that copy, or multiple
copies could be printed out directly by the computer.

A slightly different approach is for the teacher to enter a set of
exercises into a worksheet-generation program and then have the
computer randomly order the items to produce a different version for
each student. This requires more time from the teacher each time the
worksheets are made, but it saves the time needed to maintain the
item bank. If worksheets are going to be only infrequently generated
by computer, this might be the better way to proceed. Too, it is slightly
more flexible in terms of the particular exercises to be included on
the worksheet.

Computer programs for generating crossword (or crossnumber)
puzzles and for word-search puzzles are also available. These pro-
grams accept the words and definitions, or just the words for the
word-search puzzle, and then arrange them in a predetermined cross-
word template or in a grid of letters. For example, the following word-
search grid was generated by a computer program. The program
prints the grid, and it also prints a key to use if desired (Figure 11.3).

Test-generation programs are examples of a more general type of
program, called a data base program. A data base acts like an elec-
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tronic card file, with the computer being able to search for any in-
formation requested by the user. Students can create their own data
bases of interest; for example, personal favorite items like movies, TV
shows, sports teams, etc. Searching can then be done and students
can make surmmaries of the information found by the computer.
Organizing and creating graphs of these summaries becomes a natural
classroom activity. (n a unit on world geography a data base could
be made of information on countries; for example, land area, popu-
lation, type of government, major industries, major exports. Students
then could ask the computer to find all countries that have fewer than
fifty million people or that export oil.

Educators at all levels are just beginning to imagine how to help
students deal with vast quantities of information. Learning to use data
bases by asking the right questions at the right time will undoubtedly
be an important part of coping with this information. We need much
more experience, however, in knowing how to provide appropriate
help to students in this process.

NETWORKING

Networking is one of the computer uses that is still relativel far away
for most schools. Networking means having computers coni ~ted to
each other, either in a local setting (e.g., a computer lab) or1 lung-
distance settings (e.g., over telephone lines). Information can t} >n be
shared among the connected computers so that users can talk directly
to each other through their computer screens.

The problem for schools in implementing networks seems to be
in having enough hardware to dedicate to the network, for networked
computers are less easily transportable. Networks are beginning to
appear, however, both in large urban school districts and in single
buildings. The chore now is to learn how to use the networks to
enhance learning.

The primary advantage of using a network would seem to be the
ability to communicate with all users at all times. Students can very
easily get help from each other as well as from the teacher in a network
environment. Research on peer teaching may provide some insight on
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Conclusion 183

how to proceed in using networking to improve learning. However,
teachers should refrain from rushing too quickly into this relatively
sophisticated application of computer capabilities. Just because net-
working can be done does not mean it will be a useful technique for
every school.

CONCLUSION

Many teaching chores can be made easier through use of computer
tools. The time saved might be spent by the teacher in providing more
individual attention to students, thus making the classroom environ-
ment more personal. Simultaneously, teachers will learn to use com-
puting power in their everyday professional lives. The attitudes that
they develop about the uses and misuses of computers will provide
valuable material for their teaching of attitudes to students. Teachers
who are comfortable with computers are more likely to have students
who are similarly comfortable with computers. Comfort with com-
puters is ont of the most important legacies for today’s students.
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