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Foreword

The Office of Education is pleased to make available this
annotatec bibliography of the research on programed instruc-
tion conducted in this country since 1954.

The bibliography was prepared under s contract with ‘the
Institute for Communication Research at Stanford University
by a national authority on new instructional media. Dr.
Wilbur Schraggm, whe has conducted several projects with the
support of the new Educational Media Program of the Office
of Education, has repeatedly demonstrated his wide range of
capabilities in this field. ,

Because programed instruction is becoming -an increasingly
important and ever more effective teaching technique in

American cducation, it is anticipated that this volume will
be of major value.

Rares C. M. FLynT
Associate Commissioner,
Bureau of Educational Research and Development.
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Introduction

Since B. Ered Skinner’s now historic article of 1954, “The Science
of Learning and the Art of Teaching,” there have been approximately
190 reports of original research on programed instruction. More
than 165 of these have appeared since 1959. No method of instruc-
tion has ever come into use surrounded by so much research activity;
indeed for a time it seemed that there would be more research than
programs. It seems appropriate now to look back over this flurry
of research and review some of its conclusions. ‘

A word of caution is necesgary, however. The boundaries of this
field are most unclear. In one sense, a very large part of the work
in experimental psychology of learning belongs with the research on
programed instruction, and in another sense this research should be
limited to studies of programed texts and teaching machine programs.
The first of these conceptions of research on programed instruction
would make the field impossibly large; the second would unduly
restrict it. We have taken a position nearer the latter than the
former point of view, but have not insisted, before including an
experiment, that it deal with programs in the narrow sense.! For
example, an experiment on learning from a film (like the experiment
of WEeIss, Maccony, anp SHEFFIELD, 1961) that contributes to our
understanding of length of step, we have included. Similarly, we
have included some experiments on paired-associate learning and
some of Pressey’s experiments on providing immediate knowledge

of results after test questions, although some readers might not

regard either of these topics as classifiable under programed instruc-
tion in the strictest sense. Qur expectation is that the borders of
this field of research will expand. As the generality of its probloms
becomes more apparent and the eccentricities of the method less
diverting, we rather expéct research on programed instruction to
mergo with the broader stream of research on instructional tech-
nology, to the benefit of both. The appearance in 1961 of Studend
Response in Programed Instruction, edited by A. A. Lumedith,
which reported a number of years of Air Force research on training
methods, using films, flashcards, recordings, and drill machines, as
well as programs, and copcentrating on such basic variables as

! We are not reviewing the numerous articles on how to write programs, or the books and articles that

1




B |

2  THE RESEARCH ON PROGRAMED INSTRUCTION

practice, participation, prompting, motivation, feedback, transfer,
retention, and the like, appead to be a step in the direction of the
merger we anticipate. For the time being, however, it is still useful
to review the research on programed instruction by itself, defining
it rather closely, as we propose to do in the fallowing pages.

In the second place, there is a somewhat disproportionate number
of experiments in this field which report a finding of “no significant
differences” (n.sd.). It is perhaps unfortunate that this should
ocecur so early in the history of a new method, because this is a time [
when people are looking to research for guidance and also because a
finding of n.s.d. gives usless information than a finding of a difference.

&When a researcher finds a difference, he has statistical tools at hand
to calculate the likelihood that his finding is due to chance; when he
finds no difference, he has “no logically defensible bagis,”” as A. A.
Lumsdaine cogently points out in reference to drawing a realistic
conclusion. ““Any set of data compatible with a null hypothesis of
no difference is alsh compatible with a number of alternative hypotheses
that some difference does exist, even though. it is not gross enough,
in relation to the variability of the data to be significant.”* R. A.
Fisher made the point long ago that the null hypothesis can only be
disproved; it cannot be proved.® The nunerous experiments on
programed instruction that do not succeed in disproving the null
hypothesis may, indeed, be proving that no significant difference
exists, but the suspicion arises that in many cases t,E'e programs are
too short, the samples too small, the measuring instriments too dull.
to pick up differences if they exist. Moreover, it is often very difficult
to extrapolate from findings on short programs to the conditions of
classroom use.

What the Research Has Disclosed

Now let us describe in gross terms the existing research on pro-
gramed instruction, insofar as we have been able to discover and
examine it. More than three-fourths of all the research papers in
the field have appeared, as we have indicated, in the past 3 years.
Nearly half the papers deal centrally with what we might call presen-
tation variables—prompting and confirmation, branching, pacing,
size of step, machine vs. text, programed television, and so forth.
Nearly 30 percent deal chiefly with response modes—overt vs. covert,
multiple-choice vs. constructed responses, and the like. Among the
remaining experinients are a considerable number of evaluative tests,

' Lumsdaine, A. A. “Instruments and Medis of Instruction,”” Gege, N., ed., Hendhoot of Resdaseh on

Rdwcation. New York: Rend MecNally, 1981, ° .
$ Fisher, R. A. T Design of Experiments, London. Boyd, 1961 (&thed).
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which seek to compare the amounb of learning from programs with .
the amount of learning from conventional classroom teaching of the
same subject. A few experiments are concerned with special applica-
tions of programs—to slow learners, to deaf children, to industrial
trainees, to voluntary and individual users, and so forth. A few
others are concerned with the use of programs for special objectives,
such as discovery teaching or transfer of training. At is interesting
to note that only a handful of experiments make use of the “intrinsic’’
kind of programing, of which Norman Crowder is the chief exponent.
Although there are experiments on programed films, programed
television, paired-associate learning from flashcards, and Pressey
tests, as well as the few on intrinsic programing, the great majority
of the studies on programed instruction have been done with linear
programs (or with linear programs fitted with branches or loops).
As we might expect, about 2 out of 5 of the experiments have been
done with college students as subjects, about 1 in 5 with secondary-
school children, a little less than 1 in 5 with adult or military samples.
About 1 in 8 has dealt with primary-school children, and a small
scattering with preschool samples.

One final note by way of introduction: Perhaps as many as one-
fourth of-the circulating papers in this field have never been published.
This 18 not uncommon in a new field, where scholars are anxious to
learn of results and where the journals inevitably lag far behind the
laboratories. Scholars, therefore, report their results to conferences
or learned societies and duplicate a ertain number of copies of their
papers, which may not appear in print for 2 years or more, if ever.
Obviously, these circulating papers should be annotated and listed
if possible. But it is very difficult to know when one has seen them
all; and in some cases a reviewer knows of the existence of papers,
but has been unable to see them. Any such review as this, therefore,
must necessarily be less than complete. We have tried to make it as
complete as possible until about February of 1963, and the bibliog-
raphy includes all the research reports we have found with the excep-
tion of a few whose authors asked us to omit them because they were -
“early work” or otherwise better forgotten. Nevertheless, there
probably are some papers that should have been ipcluded in this list
that are not, and for this we apologize to the authors and the readers.

What does the research say? Let us begin with the question most
often asked:

_ v
Do Students Learn From Programed Instruction?

The research leaves us in no doubt of this. They do, indeed, learn.
They learn from linear programs, from branching programs built on

L
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4 THE RESEARCH ON PROGRAMED INSTRUCTION

the Skinnerian model, from scrambled books of the Crowder type,
from Pressey review tests with immediate knowledge of results, from
programs on machines or programs in texts.* Many kinds of students
learn—college, high school, secondary, primary, preschool, adult,
professional, skilled labor, clerical employees, military, deaf, retarded,
imprisoned—évery kind of student that programs have been tried on.
Using programs, these students are able to learn mathematics and
science at different levels, foreign languages, English language correct-
ness, the-details of the U.S. Constitution, spelling, electronics, com-

puter scierice, psychology, statistics, business skills, reading skills,
instrument flying rules, and many other subjects. The limits of the
topics whifh can be studied efficiently by means of programs are not
yet knotwn.

For each of the kinds of subject matter and the kinds of student
mentioned above, experiments have demonstrated that a considerable
ampunt of learning can be derived from programs; this learning has
been measured either by comparing pre- and post-tests or the time
and trials needed to reach a set criterion of performance. But the
question, how well do students learn from programs as compared to
how well they learn from other kinds of instruction, we cannot answer
quite so confidently.

Experimental psychologists typically do not take very seriously
the evaluative experiments in which learning from programs is
compared with learning from conventional teaching. Such expen-
ments are doubtless useful, they say, for school administrators or
teachers to prove to themselves (or their boards of education) that
programs work. But whereas one can describe fairly well the
characteristics 6f a program, can one describe the characteristics of

classroom teaching situation so that the result of the comparison

have any generality? What kind of teacher is being compared
what kind of program? Furthermore, these early evaluative
xperiments with programs are likely to suffer from the Hawthorne
effect: that is to say, students are in the spotlight when testing

¢ These last two categories present another je of what nomgignificant differences do not tell us.
‘The experimental comparisons of learning from machine programs learning from programed tezts are
reviewed carefully by Goldstein and Gotkin, in the Journal of Progralped Imatructivm, 1, 1 (1962), 20-38,
and the verdict is clear and unanimocs: ns.d. Yet the important quéstion is really not yet answered
Theee stud) pare the crude teachi hi of todsy wtth today’s programs. What could we
sccompiish if we really turned out technological skills to making better teaching machines? We know, for
example, that it Is possible to present s much wider variety of stimuli by means of s compriter serving as »
teaching machine, tn fact to program the computer 3o that it will learn to be s better teacher and to allow
for the individusl needs and capabilities of the student in s way that printed programs could hardly be
e1pected to do. On asimpler level, we know that hi have ad vant over printed programs in some
respects—in repesting Incorrectly anrwererd items, for esample, in presenting programs to students not yet
abie to read, and tn presenting moving stimull. The question is, wbat are the epecial sd rantages of machincs
or programed texts, and bow can we (ake advantage of them?
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INTRODUCTION 5
something new, and are challenged to do well* It is very hard to
make allowance for this effect. Therefore, the evaluative tests may
be useful administratively, say many of the experimenters, but do
not contribute much to science, and should properly be kept for
private use. .

These objections are well taken. And yet, do they justify us in
ignoring the evaluative studies? The great strength of a program is
that it permits the student to learn efficiently by himself. Is it not
therefore important to know how much and what kind of skills, 7N
concepts, insights, or attitudes he can learn by himself from a program
a8 compured to what he can learp from a teacher? Admittedly, this
i8 a very difficult and complex research problem, but that should noi
keep us from trying to solve it.

In the light of those remarks, let us record some of the evidence
comparing programs with conventional classroom instruction. We
have tabulated 36 such reports. Sixteen of them were done in colleges,
4 in secondary school, 5 in primary school, 10 with adults, and 1 with
retarded children. Of these 36 comparisons, 18 showed no significant
difference when the two groups were measured on the same criterion
test. But 17 showed a significant superiority for the students who
worked with the program, and only 1 showed & final superiority-for
the classroom students. Eight of the experimenters mentioned a
time advantage for the program students, and one (an industrial user)
a cost advantage (see TEacHING MACHINES, INc, 1962, and KopsTEIN
AND CavVE, 19623, on cost factors). These results, of course, must be
considered in view of the possible Hawthome effect, and of the
possibility that the criterion tests (which are often the final examina-
tion in a course) do not measure' all the significant outcomes. But,
on the whole, the results should not discourage us about the amount
of learning derived from programs.

The Characteristic Variables

If we had tried, 4 years and 165 research papers ago, to describe
the characteristics of a presumably efficient linear program, we should
probably have said that it has (1) an ordered sequence of items,
through which the student works in (2) “short steps,” therefore (3)
making few errors, as he records (4) a constructed response to each
item, and receives (5) immediate knowledge of resulta. The student

¢ Unfortunately the Hawthorne effect doudtiess operates in msoy ot her srpriments wso—especially short
nes, 18 which the program s viewed & esseutially o test, challenging e student to do his best. On
novelty effect, see Porman, 1983,
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6 THE RESEARCH ON PROGRAMED INSTRUCTION

(6) works at his own pace, and (7) receives reinforcement for each
correct response.

After 5 years, what does the research say about those character-
istics of Skinnerian program design?

An Ordered Sequence

There have been five rather interesting experiments comparing a
logically sequenced program with a presentation of the same items in l
random order. Strangely enough, three of these experiments showed
no difference (see ZUCKERMAN, MaRsHALL, AND GROESBERG, 1961;
Rog, K., 1961; LEviN ANp BAKER, 1962). A fourth experiment (see
RoE, A., 1962) showed significantly more learning for students using
the logically sequenced program, and a fifth experiment (see GAvURIN
AND DoNaHUE, 1960) found that students who worked with the logi-
ically sequenced program made fewer errors during trial and required
fewer trials to reach a set criterion, but 1 month later scored no higher
in a retention test than did the students who worked with the ran-
domized sequence. These results are somewhat puzzling, but it must
be remembered that the experiments were done with very short
programs. The longest of the five was 180 frames (and showed
n.s.d.). Al the others were lesg than 100 frames, the shortest being
only 29 frames (this was the one that showed superiority for the logical
order on criterion test, but no difference on retention). It is reason-
able to suppose that longer programs would have greater need of
ordered sequence.

A more positive contribution to the understanding of sequence has
been made by Gagné and his collaborators, who have analyzed a
number of tasks (e. g., solving algebraic equations) and have broken
them down into hierarchies of subordinate learning sets (see GAGNE,
1961; GaaNé AND PARADISE, 1961; GAGNE, MAYOR, GARSTENS, and
PARraDISE, 1962; and SiLBERMAN, CouLsoN, GUNN, AND MELARAGNO,
1962). Subordinate learning sets for a given class of tasks are defined
as the answer to the question, If he were given instructions only, what
would the individual have to know how to do in order to be able to
perform this (new) task? Beginning with the final task, the question
is applied successively to each subordinate learning set, and thus it is
possible to identify a hierarchy of legrning sets which grow increas-
ingly simple and general the further they are from the final task.
Gagné has tested this kind of analysis with encouraging succees. It
seems to provide a learning-based ‘logic’’ for designing programs,
and also to make it possible for any student to begin ‘‘where he is,”
because his mastery of any level of learning set can quickly be tested.

R
,
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MageRr (1961) made another thought-provoking contribution to the
prea of sequencing when he permitted six trainees in electronics to
control their own learning program throughout a course. They were
taught individually. At the beginning they were told only that they
were to learn as much as possible about electmnigx and were given
some examples of the kind of end behayior to be expected of them.
Then they were permitted to ask any questions they wished. All of
" the students learned a great deal about electronics, but the instructors
noted that the sequence by which they proceeded bore little resem-
blance to the “logical” sequence in which the course was usually
. taught. Whereas the instructors ususlly worked from parts to wholes,
| these students typically moved from smaller wholes to larger wholes.

It was noted that these students had very high motivation, apparently
because they were in control of their own program.

-
Short Steps and Few Errors

Size of step has never been quite satisfactorily defined. In some
cases it has been expressed as the reciprocal of the number of steps
used to cover a given body of material, but a program with fewer
steps does not necessarily require longer leaps; it may merely have
less practice or fewer examples. Size of step has also been measured
a8 the amount of rhaterial in a frame or an item; thus, intrinsic pro-
graming would typically be said to have very long steps. In other
cases, step size has been measured in terms of the average number of
errors made in the program; this is apparently based on the circular
argument that long steps should produce more errors, and therefore if
there are more errors there must be long steps.

However, when significant differences have been found in learning
from programs of different step size (measured in any of these ways),
they have usually been in favor of the programs with short steps.
Thus, for example, Evans, GLasiEr, AND HomME (1960), using 4
alternate versions of a program, taught 20 graduate students how to
convert numbers to bases other than 10. These alternate versions
contained respectively 30, 40, 51, ®nd 68 steps. The students with 51
and 68 steps did significantly better than the others on both an im-
mediate post-test and a delayed retention test. CoULSON AND SILBER-
MAN (1960) got similar results. Suay (1961), inferring step size from
number of errors made on given items, found no significant relation
between intelligence and step size in amount of pupil learning. But
SuPrr AND Moore (1961) found no significant differences in the rate
of learning to spell when pupils were taught 166 words by means of -
programs of 1,128, 830, and 546 steps, respectively. The task of learn-
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ing to spell may be essentially different from that of learning to
convert to unfamiliar number bases (Evans, GLASBER, AND HoMME)
or of learning psychology items (CouL8ON AND SILBERMAN).

An ingenious way to measure step size was employed in a series
of experiments with training films' (see MACCOBY AND SHEFFIELD,
1958; MarcoLius AND SHEFFIELD, 1961; and WEiss, Maccosy,
AND SHEFFIELD, 1961). The experimenters simply varied the length
of film sequence before permitting practice. They found that more
learning came from gradually increasing the step size than from .
maintaining either very short or very long steps. They also dis-
covered that when the students were permitted to select their own
size of step before practice, they chose a gradually increasing length.
These experimenters noted that performance gradually deteriorated
among students who were permitted to practice short steps only.

This observation may help to explain some of the reports of im-
W patience and boredom which have come in on occasion from students
who have worked through long programs.

Constructed Response

On the question of whether students should write out their response,
rather than merely ‘‘thinking” it or selecting one from a multiple
choice of answers, the evidence is not clear. The great majority of
the studies find no significant differences between the amount of
learning from overt and covert responses (see, for example, ALTER
AND SILVERMAN, 1962; Evans, 1960; Evans, GLASER, AND HoMME,
1960; FELDHUSEN AND BIRT, 1962; GoLpBECK AND CaAMPBELL, 1962;
GropPER AND [LUMSDAINE, 1961c; HuaHEs, 1961; KAESs AND ZEAMAN,
1960; KaANNER aAND SuLzer, 1961; KEIsLAR AND McNEILL, 1962;
Kormonpy, 1960; LLaMBERT, MILLER, AND WILEY, 1962; MICHAEL
AND Maccosy, 1953; Rog, Massey, WELTMAN, AND LEEDS, 1960;
SILVERMAN AND ALTER, 1961; and StoLurow aNnp WALKER, 1962).
Since in most cases, the covert responses take less time, it is possible
to say that the covert response mode is more “‘efficient.” *

Let us look at the minority of studies in which overt or covert
response does seem to make a difference. Cummings AND GOLDBTEIN
(1962) found that a group which wrote answers scored higher on both
immediate and delayed tests than a group which was told merely to
“think” its answers. Their program was 110 frames, teaching a
medical diagnosis, and it may be that the complexity of the subject

¢ Taking into scoount both time snd amount of learning, Sivowskt, Korsrmin, and Sunizerzad (1981)

(matmmmnmmmzrnmnm-wn"mw'm. Mcacoins (1981)
found covert participation superior to overt al s fast rate, snd superior to no participation st both fast and
slow rates. mmuwm.mzmamm,mtnmm;uumwum
slow rate, but less than efther covert or no perticipation st s fest rate. \

)
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matter made for an advantage to the students who took longer and
practiced writing the response. KRUMBOLTZ AND WEBMAN (1962b)
found no significant difference on an immediate poust-test between a
group which wrote answers and a group which only composed answers
mentally; but on a test 2 weeks later there was a significant advantage
to the overt responders. It may be, therefore, that the additional
practice of writing an answer contributes to the retention of some
subject matter (KRuMBOLTZ AND WEISMAN used & program on educa-
tional testing). Supres AND GINSBERG (twe studies in 1962) found
that a group of 5- and 6-year-olds who were required to make a correct
response after each error, rather than merely being told the correct
answer, did better on a post-test than a group which was told the
answer but not required to repeat it. There is support elsewhere in
the literature for the view that it is important for the student to
actively make a correct response (overt or covert) before going on to
the next step (see ANGELL AND LumMspaINg, 19618). GROPPER aND
LumspaiNg (four studies in 1961) found that active response made no
difference when a televised lesson was not ‘‘programed,” but when it
was sequenced like a teaching machine program, active response made
for significantly higher scores. Thus, we have at lenst a few guidg-
lines as to when and under what conditions active responses may
be important.

The studies comparing the practice of active response versus the
mere reading of items (usually with the responses filled in) are some-
what equivocal. HoLLaND (1960) found that a group which merely
read complete statements made Qpore errors than either active or
covert responders on a final test, but also took less time to complete
the program. In two experiments, SILVERMAN AND ALTER (1962)
found nonsignificant differences between a group which read complete
items and another group which read and then responded actively.
On & third experiment, however, they found significant differences in
favor of the group that merely read the items. FELDHUSEN AND Birt
(1962) and GrorPEr aND Lumspaine (1962¢) found nonsignificant
differences between reading and responding groups, although the latter
two authors found the responding group superior when the television
lesson was programed. GoLpmeck AND CAMPEBELL (1962) tested ma-
terials at different levels of difficulty. They found that overt respond-
iNng was superior to mere reading at an intermediate level of difficulty,
but, of course, took more time. There were no significant differences
at the most difficult and easiest levels. In a second experiment,
however, they found the reading group superior on a 10-week retention
test.

Pressey (1963) tested the first unit of the Holland-Skinner psy-
chology program (only 54 frames) against the same material rewritten

.
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A4
into good prose paragraphs. He found no signifgxant differences in
learning, although reading the prose took less time than working
through the program. When he added some of his typical review
questions to the prose selections, the amount of learning was higher,
but npon-significantly so, than the learning from the program.

These results are going to cause researchers in this field to do a great
deal of thinking about the principles behind programed instruction.
For one thing, it is undoubtedly true that human beings are capable of
learning in ways other than the step-by-step conditioning which is
characteristic of the Skinner program. Again, it may be that when
one reduces the step size and error level to a minimum, then overt
responding is hardly necessary. - Again, in some situations, with some
subject matter, the additional practice of overt responding must be
helpful; one example may well be foreign language study.

The comparisons of constructed versus multiple-choice response
have so far indicated no clear superiority for either one, although
there must be some subject matters and some learning tasks for which
one or the otheernethod works better.” Ordinarily, multiple-choice
responding saves some time.

HoLLaxp (1960) reports an interesting finding concerning the
cruciality of the required response. He prepared three versions of a
“program in addition to the original version. One of the new versions
left blanks for responses of a trivial and easy nature; a second left
blanks which made the itegps ambiguous and difficult; a third filled
in the blanks so that the mdent read complete statements. Thus,
he was able” to compare the original version, in which the blanks
required the student to notice the critical material which he was sup-
posed to learn, with the other three versions. The group using the
normal version of the program did better than the others. This
appears to demonstrate that items should be so written that the
ability to respond correctly to themn depends on the student’s noticing
the critical information in the item (see also KrumpoLrz, 1963).

Immediate Knowledge of Results

The majority of the studies support the idea that immediate
knowletdge of results contributes to learning. Four studies found no
significant differences attributable to knowledge of results (FELDRUBEX
AND BirT, 1962; HougH aAND REevsin, 1963; McDo~NALD AND ALLEN,
1962; and MoORE AND SmiTH, 1961), and one found no significant

' For example, COULSON AND BILBERMAN (1960), FIOUGR (19822), BURTON AND GoLpwEcK (1962), and
ZUCKERMAN, MaRSHALL, AND GROKSRERO (1961) all found n.s.d. Pasck (198)), teaching arit hmetica) skills
to mentally retarded students, found In certaln situstions a slight sdvantage for multiple choioe; Fav (1960),
tesching 8panish vocaliulary, found an sdvantage for constructed responses, alt hough they required sig-
aificantly greater training tlme.
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difference between immediate and slightly delayed knowledge of
results (Evans, 1960). On the other hand, ANGELL (1949) using
Pressey-type questions, and MEYER (1960) using alinear program, both
found significantly more learning by a group that received immediate
knowledge than by a group that waited for the next meeting of the
class to find out the results. MicHAEL aAnD Maccosy (1953) found
that immediate knowledge of results contributed significantly to
learning from an instructional film with questions inserted.

A numbergof other studies have also reported significant differences
in favor of immediate knowledge of results, but have been concerned
chiefly with the inethod of giving the knowledge. In one experiment,

= BrRyan anp RIGNEY (1956) found that a group which received knowl-
edge of results plus an ezplanation did better on a test 1 week later
than groups which receivedno knowledge of results or knowledge of
results without explanation. BryaN, RiGNEY, AND VAN HoRNE
(1957) followed up this earlier finding, but could find no difference in
the amount of learning resulting from three forms of explanation:
A correct definition or description, the reason why a chosen alterna-
tive was the correct one, or the probable consequences of action
represented by a chosen alternative. KruMBoLTZ AND BonpgiTz
(1962) found that a group which received knowledge of resull{rxhe
context of complete sentences was better able to apply the principles
learned than a group that received only the correct response. KANNER
AND SuLzER (1961) experimented with covert responses, and found
that a covert response plus feedback of results brought about more
learning than a covert response without feedback.

GLaSER AND TABER (1961) found no significant difference in learn-
ing from receiving 100 percent continuous knowledge of results, from
receiving such knowledge only 50 or 25 percent of the time, or from
receiving it in a variable ratio. They suggest cogently that knowledge
of results is doubtless more important when the probability of error
i8 high. When the probability of error is kept low, as in a typigal
linear program, it becomes less important to have immediate knowl-
edge of results.

At His Oun Pace

To most of us, it makes sense intuitively that a student will learn
more efficiently at his own pace. Somewhat surprisingly, the experi-
mental literature has not been able to demonstrate as much advantage
for individual pacing as might™be expected. FoLLETTIE (1961) found
self-pacing better on an efficiency measure incorporating test score,
training time, and testing time. -MACCOBY AND SaczrrieLp (1958)
found that self-pacing worked best for superior students in learning

T83-3390—64— 3
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12 THE RESEARCH ON PROGRAMED INSTRUCTION

from a training film interspersed with practice. On the other hand,
no fewer than seven sludies have found no significant difference at-
tributable to individual or external pacing, whether the students are
taught by teaching machines, programed texts, or television (see
CARPENTER AND GREENHILL, 1963; Bricas, PLasHINskI, axp JONES,
1955; ALPER AND SILVERMAN, 1962; FELDHUSEN axDp Birt, 1062
MooRe axop \mTu, 1961; SILVERMAN AND ALTER, 1961 ; and Briaas,
1961b).

Indeed, one of the significant findings seems to be that it is possible
to teach efficiently with programed materials on television or filins ¥
Carpenter and Greenhill compared an externally paced television
program with self-paced teaching mac hine programs in three experi-
wments, and externally paced films with a self-paced programed text
in another,  In each case they found no significant difference attrib-
utable to the pacing.  In one experiment they found it possible to
vary the pace 20 percent below and 10 percent above the average
of class sel-pacing without significantly decreasing the amount of
learning.  Grorrer AND LUMSDAINE (196 1a) also found evidence that
a lesson on television could be programed with active responses,
and would result in more learning than a nonprogramed television
lesson.* \

Frve (1963) contributed to the further understanding of the use
of external pacing by comparing groups that were more or less homo-
geneous in ability.  He found that a heterogeneous group took longer
on the average to master a program when it was externally paced
than when it was individually paced. A homogeneous and exter-
nally paced group, however, took no longer than a self-paced group.

Reinforcement

-

When Skinner applied his experience with animal training to human
learning, he defined response-confirmation as reinforcement in the
sense that it increases the probability that desired behaviors will
appear at the proper time.®  In other words, to tell a student that
his answer is right is a form of reinforcement. This is one reason

CKinsie aNp Woenrr (1961a) demonstmted thet a motion picture, when so designed as 1o require the
student to make guidled responses and to minimize error, resudted in more lenrning than unguided attention
tosuch & pliture (see also MICHAEL AND MACCURY, 1953, MACCORY, MICHAEL, AND LEVINE, 1961, [IOVLAND,
LUMADAINE, AND SREPPIELD, 1049; and KANNER AND ByLIER, 106]).

PKLavn aNp LrwspainNe (1960) demonstrated that s program could be used effectively to sunnﬂmnl
instructional televiston isce alro SHUNSY, 1061, PETERSON, 1931 (HOLDBEC K, SREARKR, CAMPEAU, ASND
WitLis, 1062, BARCUS, ITAYHAN, AN JOANSON, 1963; 1{ATCR AND FUNT, 1962, and HICKEY, AUTOR, AND
Rorinsos, 1962, all of whom are concerned with progiamed materlals as supplemnents.

't Sev BKINNER'S 1054 article, previously ¢ited, and also his “Teaching Machines,” Sciemce, 128 (1958)
90-77. See also the thoughtful presentution by UGELOW, A Motiration and the Automation of Tyaining:
A Literature Retiew. Technical Docnnientary Report MRL-TDR-62-15. Wright,I’atterson Air Foree
Rase, Ohlo: Behavioral Bcienors Laborstory, 6570¢h Aerospace Medical Research LaRoratories, Aeros pace
Medical Division, Air Force Byatems Comnmand, 1962.

ERIC
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why it has seemed desirable to keep the error rata low. ‘However,
Skinner’s own experience with schedules of reinforcement in animal
learning would lead him to prefer a variable-ratio schedule of rein-
forcement—a high reward occasionally, small rewards fairly frequently,
and, after many trials, an absence of reward."! Amsel has suggested
that reinforcement should be comstant during the period when the

response is being shaped and should be variable afterward, so that .

the persistence of the response can be insured.!?

If such information is to be rewarding, however, it must meet some
need or reduce some drive in the student, Gagné and Bolles have
suggested that motivation—by which they presumably mean the
desire to achieve, the desire to learn, the desire to solve a problem,
or something of the kind—may be intrinsic to the task of learning.
Motivation may also be built up by the teacher, by competition, or
by the knowledge of some such delayed reward as a better job, admis-
sion to college, or passing the course. Or jt may be built in, to some
extent, by skillful writing in the program. -

The experiments so far have not been too successful in identifying
the incentive in programed instruction that supposedly makes re-
sponse-confirmation an act of reinforcement. For example, when
MooRE aAND SmiTH (1962) varied the response-confirmation from (a)
zero to (b) knowledge of the correct response to (c) a flashing light for
each correct response to (d) a small monetary reward for each oOne,
they found no significant differences. AvLtER, E1gEN, AND KING (1962)
likewise found n.s.d., using trinkets as reinforcers. The studies of
attitudes are not very helpful, although, in general, students are more
often reported bored with long programs than with short ones, and
with continued use of short steps than with increasing size of step or
longer steps (see FELDRUSEN, RAMHARTER, aND Birt, 1962; Reep
ANp Havmawn, 1962; Naumann, 1962; Van ATTA, 1961; and Eigen,
1863).

There have been a number of studies on prompting versus con-
firmation. In a confirmation mode, the stimulus is presented fi t,
then the student writes a response, and finally he is told the correct
response. In a prompting mode, the stimulus and correct response
are shown simultaneously to the student, after which he repeats the
response if that is part of the procedure. Although a very large pro-
portion of these prompting studies have dealt with paired associates™
(for example, Russian-English word pairs or the military phonetic
alphabet) rather than concept learning or problem-solving, still it is

' Feasrex, C. B., axp 8xInNen, B. F. Schedules of Reinforcement. New York: Appleton-Centory-
Borons, 1967,
Y AWSKL, A. “Error Resp and Reink t Bechodules in Belf-Instructional Devices,” in Luxs-
DAINK, A. A., AND OQLasER, R., ods. Teacking Meching end Programed Lesrning. Washington: National
Education Associstion, 1900, Bee also Uarrow, op. cit.

/
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very impressive to note that almost all of them have shown a supe-
riority for prompting. These studies include several in which Cook l
was either senior or sole author (Coox, MILLER, GRIER, AND STAMAN,
1962; Coox aND BrowN, 1963; Cook anp KENDLER, 1958; and Coox,
1958) and also studies by Irion AND Brigas (1957), Bricas (1961),
KopsTEIN aAND RosHaL (1955 and 1961), SILBERMAN, MEeLaraGNo,
AND CouLsoN (1961), SHETTEL AND LiNDLEY (1961), Sipowski, Kor-
STEIN, AND SHILLESTEAD (1961), and SToLUROW AND LippERT (1961). /*
All of them showed significant superiority for prompting over con-
firmation. Certain other studies qualified the finding. For example,
ANGELL AND Lumspaine (1961a) found partial prompting (3 prompt-
ing items followed by 1 response-confirmation item) better than
prompting alone (see also GuTHRIE AND LuMsDAINE, 1961). STtoLu-
ROW (1961), in teaching vocabulary to retarded children, found that
with a shorter practice period prompting was superior to confirmation,
but, with a longer time for practice, confirmation proved supefior to
prompting in bringing about retention of what was learned.

These studies indicate that prompting is a very powerful method
for some kinds of learning. They also implicitly raise the question
of whether the contiguity hypothesis (notably in the form advanced
by Guthrie) does not describe better than the reinforcement hypot,hmis*
the process by which learning takes place in programed instruction
(Lumsdgine also proposed the contiguity hypothesis as a model for
programed instruction in a 1961 paper).

Some Other Topics

This review is necessarily incomplete and fragmentary. Many
interesting studies and findings are not mentioned, and some topics
that have concerned scholars in this field are not touched on. If
space permitted, we might talk, for example, about studies of branch-
ing (see, for example, CamMpBELL, 1961 and 1962; CouLsON, EsTavay,
MELARAGNO, AND SILBERMAN, 1962; Rog, AN1962; and BEAN!E,
1962), which has-been used successfully to modif¥ linear programs,
although the art of its use is still in an early stage; & studles of indi-
vidual differences (see LumMsDAINE, SuLzer, anp KopsTEIN, 1961:
FELDHUSEN AxD EIGEN, 1963; LAMBERT, MILLER, AkD WILEY, 1962;
and Prick, 1962), in which students of almost any %bility from the
mentally retarded to those with a very high IQ seem to learn from
programs, but not a great deal has been done yet to understand how
to modify programs for different levels of ability; or studies of review
(see' HoLLAND AND PorTER, 1961; LumspaINg, Surzer, anpo Kop-
STEIN, 1961; DowELL, 1955; FERSTER, 1960; GLASER AND ReyNoLDs,
1962; KiMBLE AND WULFF, 1961b; RoraxopPr anp Coxe, 1963; and
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SHEFFIELD/ M ARGOLIUS, AND HoEkun, 1961), which is fecessary with
this methfd as with other methods, although there are few guides
except empirical ones on how much is necessary; or studies of cueing
ishing (see ANGELL AND LumspaINg, 1960, 1961b, and 1962;
R AND TABER, 1961; and McNEILL anD KEIBLAR, 1962), among
wiich should be noted the study by Angell and Lumsdaine in which
the effect of vanishing of cues showed up only after 2 weeks, suggésting
that delayed retention tests may in some cases be necessary to evaluate
programs.
But let us conclude by noting two small but provocative studies,
respectively, by McNEILL (1962) and Rotukorr (1963). ‘McNeill’s
study had for its subjects 132 kindergarten children, 91 of whom were
¢ later studied as first-graders undep female teachers. Under pro-
gramed instruction in word recognition, the boys in this sample did
significantly better than the girls; under female teachers in the class-
room, the girls did significantly better than the boys. The author
suggests that perhaps female teachers in the early grades fail to adjust
themnselves or their teaching procedures as well to the traits of boys as
to those of girls, and raises the possibilities that greater use of pro-
gramed instruction in the early grades might be beneficial to boys
and that a study of the features of autoinstruction might help in
“developing teacher behavior more appropriate for boys.
Rothkopf’s study had for its subject 12 high school teachers or
principals who had just experienced & summer seminar in programed
instruction. They were shown seven versions of a short program and
asked to predict the relative effectiveness of these versions. The
‘actual effectiveness had previously been determined by testing with
subjects. The rank-order correlation between the empirically deter-
mined effectiveness and the predictions of the high school teachers
and principals was MINUS 751

WILBUR ScHRAMNM,
Institwte for Communication Research,
Stanford University.
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ALTER, MILLICENT. Retention in Programed Instruction. New York:
Center for Programed Instruction, 1962.
Problem: Measures that predict retention of programed material.
Sample: 236 students in grades 7 through 11.
Program: 235 frames; linear program on sets, relations, and
functions.

After working through the program, subjects were tested twice:
immediately and again after a retention interval  of 2 to 30 weeks.
‘More intelligent students performed better on the retest than less
intelligent students. When immediate post-test performance was
held constant, this difference was greatly reduced, but still significant.
Faster workers performed better than slower workers on the retest,
but when immediate post-test performance was held constant, this
difference disappeared. In addition, no significant differences were
found in the contours of the retention curves of high, middle, and ldw
immediate post-test students; students of high, middle, and low in-
telligence; or fast, middle, and slow workers.

. 1¥
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AvTER, MLLicEnT; E16EN, LEwWis; and Kine, SHIRLEY. The Effec-
tiveness of Confirmation Plus Trinket Reinforcers in Young
Children. New York: Center for Programed Instruction, Inc.
1962. 22 p.

Problem: Effect of different kinds of reinforcement.

Sample: Sixteen 5- and 6-year-old children.

Program: Preliterate program designed to teach numerals and
concepts of one-ness through nine-ness, by means of matching
pictures showing different numbers of stars, scissors, balls,
and so forth.

In both experimental groups, correct responses were confirmed by
telling the students they were correct. One group was, in addition,
given small trinkets for the first five correct responses, and thereafter,
for about 25 percent of the correct responses. No significant differ-
ences in learning or test performance were found.

Control data suggested that the program was not teaching what
it was designed to teach. As a result of this, the goals and techniques
of the program were discussed critically. '

ALTER, MiLLicenT, and SiLverMaN, Roserr. ‘‘The Response in
Programed Instruction.” Joumal of Programsd Instruction, 1,
1 (1962), 55-78.

Experiment I:

Problem: Covert, spoken, written, and written-spoken responses,
compared with one control group that read the program in
the form of statement, and another control group that was not
given the material.

Sample: 90 university students.

Program: 87 frames on basic electricity; linear; constructed
response.

Results: All groups that read the program learned significantly
more than the uninstructed group, but there was no significant
difference among them on a post-teat.

Experiment Ila:

Problem: Written responding vs. reading; external pacing vs.
self-pacing, in a factorial design.

Sample: 60 university students.

Program: 87 frames on basic electricity; lmear constructed
response.

Results: Neither main effects nor interaction sxgmﬁcant on total
test, but on constructed response portion, readmg was signifi-
cantly superior to written responding.
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Experiment ITb: N

Problem: Written responding vs. reading; teaching machine vs.
programed text, in a factorial design. '

Sample: 60 elementary psychology students.

Program: 90 frames on binary numbers; linear; constructed
response, »

Results: Neither main effects nor interaction significant on a
post-test. '

See also SILVERMAN AND ALTER, 1061

ANGELL, Davip, and LumspAINE, ARTHUR A. Prompted Plus
Unprompted Trials versus Prompted Trials Alone in Paired-
Associate Learning. Pittsburgh: American Institute for Re-
search, 1960. 19 p. (mimeo)

Problem: Complete vs. partial prompting.

Sample: 48 volunteers, 16 to 35 in age.

Program: 10 paired-associate itemg*—letters paired with arbi-
trary 3-line figures. /

Using the same material a8 Coox aND KENDLER (1958), these
investigators compared a condition in which the subject was prompted
on every item with one in which he responded without prompting on
every fourth item. The condition of partial prompting resulted in
significantly more efficient learning. This condition was identical
with the ‘‘prompting” condition which Cook had found superior to
“confirmation.” The results supported the theoretical expectation
that the learner should not only be helped to respond correctly (by
being prompted) but should also be given some practice in responding
without the help of prompts. A similar argument underlies the
rationale for “‘vanishing.” See also ANGELL AND LumspaINE, 1962,

AncELL, Davip, and LumspaINE, ArTHUR A. The Effects of Prompt-
wng Trials and Partial-Correction ‘Procedures on Learning by
Anticipation. San  Mateo, Calif.: American Institute for
Research, 1961a. 47 p. (mimeo)

Problem: Prompting vs. confirmation, in different conditions of
correction.

Sample: 25 high-school students.

Program: 16 lists, each consisting of 12 English words paired
with digits; and (second experiment) Jists of 16 pairs of French
and English words.

.Using pairings of English words with digits, found that prompting
was more effective than confirmation when partial correction was used

(e.g., subject given two or more possible responss terms and told one
of them is right), but not when full correction is used; and full cor--
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rection was superior to partial correction when there had been no
initial prompting trials, but not when there had been two or more
prompting trials.

A second experiment, using Frénch and English word pairs, and
requiring the subjects in partial correction situations to keep on
responding until they found the right response, failed to show
significant difference between prompting and confirmation.

Authors suggest that trainers should consider prompting a powerful
procedure for many kinds of paired-associate learning, and also that
it is important to get correct response from learner before going on
to next item.

AnGELL, Davip, and Lumspaine, ARTRUR A. A Study of Subject-
Controlled Partial (‘ueing in Paired Associgte Learming. San
Mateo, Calif.: American Institute for Research, 1961b.
13 p. (mimeo)

Problem: Effectivehess of partial cueing.
Sample: 40 eleventh- and twelfth-graders.
Program: 12 city names paired with their airline code letters.

Subjects were tested so as to compare learning with standard
confirmation technique (as in typical anticipation procedures) and
partial cueing. By partial cueing is meant here that the student
could see at will one, two, or three letters of the three-letter symbol
which constituted the response term. Little overall difference was
found between the two methods. When the items were dichotomized
into dificult and easy ones, the partial-cueing procedure was found
to be somewhat more effective for slow learners with hard items,
somewhat less effective for fast learners with easy items (interaction,,

P.<10).

AngEeiL, Davip, and LumspaiNg, ARTHUR A.  Retention of Material
Presented by Autoinstructional Programs Which Vanish and
Which Do Not Vanish Verbal ('ues. Palo Alto, Calif.: Americar

J Institute For Research, 1962. 13 p. (mimeo) -

Problem: Advantage of “vanishing” of prompts.
Sample: 174 fourth-, fifth-, and sixth-grade students.
Program: Alternate forms of a J4-frame program to teach a
short-cut method for squaring numbers ending in 5.

Individual students in several classes were randomly assigned
either to (1) a version of the program that employed “vanishing”
(progressive reduction) of prompts, in more or less customary linear-
program style, or to (2) a “nonvanishing” version, in which full
prompting was continued throughout the pjogram. When students

were tested immediately after finishing the program, scores for the
v

| . .
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two versions failed to differ significantly. However, scores on a
delayed retention test (2 weeks later) were significantly higher for
the vanishing than for the nonvanishing treatment. The fact that
effects of a theoretically important factor such as vanishing showed i
up only after a lapse of time (see also RoTHKOPF, 1962), suggests that |
delayed retention tests may be needed for proper evaluation of i
programs. -

ANGELL, G. W. “The Effect of Immediate Knowledge of Quiz Results
and Final Examination Scores in Freshman Chemistry.”
Journal of Educational Research, 42 (1949), 391-94.

Problem: Immediate vs. delayed knowledge of results.
Sample: 162 college students.
Program: Test items on chemistry, designed for punchboard.

Students who secured immediate knowledge of results through ues
of the Angell and Troyer punchboard were compared with students
who learned of results, through IBM score sheets, at the next meeting
of the class. Final examination scores were significantly higher for
students getting immediate knowledge of results.

ArnouLt, M. D. A Comparison of Tining Methods in the Recognition
of Spatial Patterns. Lackland Air Force Base, Texas: Air
Force Personnel and Training Research Center, 1956.

Problem: Reproduction vs. verbal practice of an essentially
visual task.

Sample: Air Force basic trainees.

Program: Spatial patterns composed of meaningful or nonsense
elements.

Several different methods were used to train basic airmen to recog- *-
nize certain complex visual patterns. Comparing effect of responses .
constructed by student (i.e., drawn from memory) with responses
consisting of verbal descriptions of stimulus, former were found to
be more effective.

A8HER, JAMES J. Sensory Interrelationships in the Automated Teaching
of Foreign Languages. San Jose, Calif.: Psychology Depart-
ment, San Jose State College, 1962. 09 p. (mimeo).

Problem: Effects of foreign language vocabulary learning through
learning first from visual vs. auditory materials.
Sample: 80 college undergraduates.
Program: 92 Spanish words with English equivalents.
One subsample learned the Spanish words first visually, then,
relearned them from auditory stimuli. The other subsample learned
first from auditory material, relearned from visual. In each case,
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the following comparisons were tested: (a) paired associate vs.
recognition, (b) pictures vs. words as stimuli, (c) simultaneous vs.
sequential presentation. Active acquisition was required in that all
responses ha§l to be in the foreign language. Throughout all three
conditions listed above, superior learning was found to result from
learning the words first visually. Superior performance means (a)
significdntly less perseverative error in initial learning, (b) signifi-
cantly less unique error in relearning, (c) significantly greater transfer
to syntactic comprehension.

A one-page review of this article can be found under the same title
in Perceptual and Motor Skills, 14 (1962), 38.

Auvstwick, KeExNETH. Programmed Learning—Some First Impres-
sons. In Teaching Machines and Programmes, a bulletin
prepared by the Department of Psychology, University of
Sheffield. Sheffield, England: January 1962 (mimeo).

Problem: Learning and retention, programed vs. conventional
instruction.

Sample: 2 groups of 18 English secondary school students,
matched on IQ and Ballard arithmetic tests.

Program: Algebra.

Experimental group taught by simple program; control group, by
conventional classroom methods. Author says this was his first
program, which may explain why immediate post-test scores were
better for control group. However, retention several weeks later
was relatively better for experimental group than for controls. In
general, the experimental group scored as well and retained more on
questions actually covered in the program, but did less well in applying
learning to new questions not covered in the program. Experimenter
found also that making few errors in the program did not necessarily
predict high scores on the post-test; he speculates that what was
understood at the time may not have been understood well enough
for the student to apply it. v

Barcus, DELBERT; HavyMmaN, Joun L., Jr.; and Jounson, James T.

“Programing Instruction in Elementary Spanish.” Phi Delta

Kappan, 44, 6 (1963), 269-72.

Problem: Effectiveness of programed text vs. teaching machines
vs. conventional classroom instruction, under control of teachers
with varying amounts of training and experience, and with
timing in the course as a factor.

Sample: 6,000 sixth-grade students.

Program: 2,200 frames; linear program on reading and writing
Spanish.
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Half the students were taught by program after a year of oral-aural
Spanish, the other half after three semesters. Results indicated that
the time of introducing the program was an essential el#nent in the
result: in the first semester the students getting automated drill did
significantly less well than the students gettihg conventional instruc-
tion, whereas in the second semester there was no significant difference
between the conventionally taught group and the group using the
programed text, but the group using the teaching machine did 8ig-
nificantly better than either. The level of teachers’ training was
directly proportional to the amount of learning from the programed
text, indicating, the authors believe, that motivation supplied by the
teacher is an important element in the students’ individual work.

BeANE, DonaLp G. A Comparison of Linear and Branching Tech-
nigues of Programed Instruction in Plane Geometry. Urbana, IIl.:
University of Illinois, 1962 (mimeo)

Problem : Comparison of a linear and a branch program covering
& unit on parallel and perpendicular lines in plane geometry.

Sample: Two experimental classes and one control class (65
students) in high school.

Program: Branch and linear programs on *‘ Parallel and Perpen-
dicular Lines;” linear program contsined 95! frames in 5
booklets; branch program contained 852 frames in 7 booklets.

Control group had conventional classroom teaching from the text
mentioned. Experimental groups were divided into four groups, each
receiving different treatment: two groups used the linear and branch
programs exclusively and two groups switched from one: program to
the other halfway through the experiment. All five treatments re-
sulted in a significant amount of learning during the experiment ; in
each treatment group the high-ability students exceeded the low-
ability students in achievement and retention. The branch program
was more efficient than the linear program timewise. The students
expressed attitudes more favorable to the linear program.*

BxnsoN, EueENe W, and KopsTEIN, Feuix F.  Machine Teaching of
Basic Electronics at Keesler Air Force Base: An Ezperiment. Paper
presented at convention of Department of Audio-Visual In-
struction, National Education Association, 1961. 5 p- (mimeo)

See KorsTaIN and Cavs (two studies in 1962).

Birch, Jack W., and SruckiEss, E. Ross. The Development and
Evaluation of Programed Instruction in Language for Children

mw-mwmmmm,umam
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with Auditory Disorders. Pittsburgh, Pa.: University of Pitts-
burgh, 1962 (mimeo).

Problem: Programed instruction vs. conventional classroom
instruction, for deaf children.

Sample: 99 deaf children, aged 7 to 10, drawn from 6 schools for
the deaf.

Program: Linear program on language; 534 frames using pic-
torial as well as verbal cues.

Subjects lacked any appreciable written or vocal language, and the
program was therefore designed to initiate symbolic communication.
The subjects were divided into experimental and control groups, the
former taught by program, the latter by conventional classroom
methods, over a 20-day period. Criterion was ability to construct
50 sentences in response to 50 pictures. No significant difference was
found between the groups on five of six language variables, but on the
sixth the control group was superior. The experimental group re-
quired only 386.5 minutes to complete the program as compared to
900 minutes for the control group. ’

Biyta, JouN W.; GERE, BREwsTER H.; GopcHaARLEs, CHARLES A
Lieokg, Orro K.;: and Moraup, Marcer. 1. The Hamilton
College Experiment in Programed Learnirg. Clinton, N.Y.:
Hamilton College, 1962. 91 p.

Problem: Effectiveness of progrumed materials in college teach-
ing. |

Sample: 68 college students in French, 37 in German, approxi-
mately 100 in logic.  *

Programs: French, German, and logic. French program con-
sisted of 35 visual units of 60 frames each, with correct answers
provided after student response; 35 audio units integrated
with visual ones; and 35 lessons in a workbook, corresponding
to the visual and audio ones, and providing examples, drill,
and questions. German programs provided both visual and
audio lessons for three 20- or 30-minute laboratory periods.
Logic program had over 8,000 frames, and was used as basic
preparation for class meetings. (Programs in mathematics
and psychology were made also, but no research results
reported.)

Compared results of French course with results of former, tradi-
tional course given in 1953-55 (apparently without controlling 1Q).
Students taking programed course averaged about 20 percent higher
on a test of written French, grammar, and translation. With the
new course, it is now possible (and was not formerly possible) to
teach second- and third-year courses entirely in French.

i
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Students in programed German tourse averaged about 20 points
higher on a test than did students ixn former, traditional course.

Students in programed logic course gained average of 10 points in
final grade over previous year’s class, which had had no programed
materials. Some well-motivated sPudents used only programs and
made A scores on final exam. There were great individual time
differences. Time per lesson correlated 0.641 with average number of
errors, 0.604 with college entrance examination score, 0.728 with
| course grades—quicker students, better gfades. . This same program
was also used successfully with gifted high school students.

Briags, Lesuie J. “Prompting and Confirmation Conditions for
Three Learning Tasks Employing the Subject-Matter Trainer.”
In LuMspaing, ed., 1961a, 375-87.
Problem: Prompting vs., and in combination with, confirmation
modes.
Sample: 24 high school students.
P Program: Learning map symbols from subject-matter trainer
(a form of teaching machine).

Prompting, when employed as the sole practice condition, was found
to be superior to various confirmation conditions. When prompting
was follpwed by confirmation practices, there seerned little difference
in effectiveness between single-try confirmation, multiple-try con-
firmation, or a combination of the two. :

Briaes, LesLie J. “Self-pacing versus Automatic Pacing in Paired-
Associate Learning.” In LumepaINg, ed., 1961b, 399-409.
Problem: Self-pacing vs. automatic pacing.
Sample: 77 airmen, in two groups.
Program: Subject-Matter Trainer program intended to teach
association of names with line drawings of real and fictitious
electron tubes.

Subjects were first given a prompting trial (in which they were shown
the stimulus and response terms but not required to ‘‘respond’’),
followed by 13 minutes of practice with confirmation of correct an-
swers. One group worked at its own pace through the confirmation
part of the experiment ; the other group was automatically paced at a
rate of about 13 seconds per item. No significant differences were
found in the post-test performance of the two groups. Author says,
“This finding does not rule out the possibility that variable automatic
pacing, slov. at first, and faster as learning trials progress, could be
superior to self-pacing.’’ 5
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BRrigas, LesLiE J.; Puasuinski, D.; and Jones, D. L. Self-Pacing
versug Automatic Pacing of Practice on the Subject-Matter Trainer.
Lowry Air Force Base, Colo.: Armament Systems Personnel
Research Laboratory, 1955, 6 p. Laboratory note.

See Brigas (1961b).

Brooks, Lrovp O. Response Latency in Programmed lLearning.
Latency Related to Error Rate. Ph. D. dissertation, University
of Houston, 1961. .
Problem: Relation of latency of answers to errors in programed
materials.
Sample: 16 university students.
Program: Remedial English, linear program, 13 one-hour lessons.

The data support the view that longer latencies tend to go with
errors: Reading times, reading-plus-answer times, score and turn
times, and total frame (but not overt answer) times, for frames on
which a Subject made an error, all tended to be above Subject’s own
average. Median latency in all categories studied tended to be greater
for error than for correct snswer in the case of a given frame. There
was also a strong association between error and latency in review
tests at end of lesson. Latency is therefore suggested as more sensi-
tive than error rate as a measure of difficulty.

Browk, O. RoBerT, JR. A Comparison of Test Scores of Students
Using Programed Instructional Materials With Those of Stu-
dents Not Using Programed Instructional Materials. Urbina,
Il.: University of Illinois, 1962 (mimeo).

Problem: Programed instruction vs. conventional classroom
teaching.

Sample: An experimental group of 147, and a control group of 183,
eighth- and ninth-grade students from 7 different schools.

Program: Linear programed booklets prepared from the material
in Unit 1 of the University of Illinois Committee on School
Mathematics (UICSM) High School Mathematics.

Control group had conventional classroom teaching from the text
mentioned. Experimental group had a combination of conventional
teaching plus programed instructional materials prepared by the
UICSM project members. The experimental group proved to be
significantly superior to the control in a test of general ability, and
about the same level of superiority was maintained in eight out of
nine achievement tests given during the school term. The author
concludes that “no student was penalized in his level of mathematics
achievement because of having used programed materials.”

S
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Bryan, G. L., and Rioney, J. W. An Evaluation of a Method for
Shipboard Training in Operations Knowledge. Los Angeles:
Department of Psychology, University of Southern California,
1956. .

Problem: Effectiveness of different modes of reinforcement.
Sample: 48 college senior R.0.T.C. students.
Program: Multiple-choice items in shipboard operations.

Group A answered multiple-choice questions without knowledge of
results. Group B was given immediate knowledge of results. Group
C was given immediate knowledge plus an explanation of why the
answer was right or wrong. On a .multiple-choice examination 1
week later, group C did significantly better than the other groups.

Brvan, GLENN L.; RiaNEY, Joserr W.; and VAN HorNE, CHARLES.
An Evaluation of Three Types of Information for Supplementing
Knowledge of Results in @ Training Technique. Los Angeles:
Electronics Personnel Research Group, Department of Psy-
chology, University of Southern California, 1957. 23 p.
(mimeo).

Problem: Relative effectiveness of three different types of
explanations when employed in the multiple-choice trainer
format. .

Sample: 48 university students.

. Program: Information not available.

The three types of explanation, given to rationalize the scoring key
for each alternative, were as follows: (1) Explanations which gave
the trainee the correct definition or description of the chosen alterna-
tive; (2) explanations which indicated the principal reason why the
chosen alternative was keyed as correct or incorrect; (3) explanations
which pointed out the probable operational consequences of the course
of action represented by the alternative. Analysis of the data
revealed that significant learning occurred as a result of the 1-hour
training session regardless of which of the three types of explanation
was employed. No one type of explanation was found to be superior.

Burron, BensamiN B., and GoupBeok, Roserr A. The Effect of
Response Characteristics and Multiple-Choice Alternatives on
Learning During Programed Instruction. San Mateo, Calif.:
American Institute for Research, 1962. 16 p.

Problem: Interaction of response mode with student aptitude.

Sample: 21 ninth-grhde students.

Program: 35 frames dealing with such topics as characteristics
of different animals.

732-230 0—84—3
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Program<was presented in three versions—constructed responses,
multiple-choice questions with difficult responses (i.e., responses which i
could reasonably be made to the stimulus), and multiplechoice |
questions with easy responses (responses that could more easily be
discarded than the “difficult’” ones). Results did not support the I
idea that constructed response is superior to multiple choice (n.s.d.).
Major finding was a significant interaction among learning methods,
student aptitude, or prosence or absence of the desired response in
the (previously elicited) repertory of the student. Easy alternativex
on the multiple-choice questions produced better learning of common
responses for students with high verbal-reasoning aptitudes. Diflicult
alternatives produced relatively better learning of these responses for
students with low verbal-reasoning aptitudes. '

Busuxeur, Davip 8. Technological Change and the Journeyman
Electrician: An Erperimental Study in Continuing Wducation.
Menlo Park, Calif.: Stanford Research Institute, 1963.

Problem: Effect of teaching machines on attitudinal and behav-
ioral change in an adult, voluntary education program.

Sample: 96 journeyman electricians.

Program: Electricity for journeymen, a program for a branching-
type teaching machine.

AY

&~
Three instructional modes were employed: auto-instruction, auto-
v instruction plus live discussion and review, and conventional instruc-
tion. The above-average students on & pretest of knowledge per-
formed significantly better in the suto-instructional mode. However,
the combination of auto- plus live instruction produced higher student
satisfgction and higher subsequent enroliment than did the other
methods.

CampBELL, VINCENT N. Adjusting Self-Instruction Programs to
Individual Differences: Studies of Cueing, Responding, and
Bypassing. San Mateo, Calif.: American Institute for Re-
search, 1961. 56 p.

Problem: Effect of different prompting and cueing, response
mode, and “bypassing” (branching).

Sample: 3 experiments withs31, 57, and 31 junior high school
students, respectively.

Programs: First experiment, linear program on static electficity
(30 frames) and optics (33 frames); second, program on optics
(33 frames); third, program on set theory (78 frames).

First experiment presented two versions of a program, one with
responses rather fully prompted, the other with more indirect cueing.
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Small, non-significant differences were found (of the order of 2 or 3
percent on a criterion test).

Second experiment provided four conditions: (1) Subjects wrote in
the response oply when sure of its correctness, (2) wrote answer in
every blank, (3) did not write answers but mentally composed answers,
(4) read the same frames with no words omitted—no blanks to fill.
On an immediate post-test, there was no significant difference among
the eans of the four groups; 10 weeks later, condition (4) was better
than others at 0.05 lgvel. Expectation that option form (1) would
make for more learning and save time was not supported. Condition
(1) resulted in fewer errors, but these did not show up in learning
effect.

A third experiment evaluated the usefulness of “bypassing,” a
process by which a subject is permitted to skip auxiliary loops of
instruction as long as he is progressing successfully through the basic
sequence of material. A group of 31 students were randomly as-
signed to three experimental conditions, using a program on set
theory: (1) Short form of program with no bypassing, (2) long form
of program with no bypassing, (3) long form of program with by-
passing permitted. Students taking forms (2) and (3) learned
significantly more than those taking (1). Students in (1) and (3)
took significantly less time than students in (2).

This experiment was replicated at another school, with the addition
of a group using a program of medium length. Differences in learning
time were in the same direction as in previous experiment and were
significant; there were no significant differences in the amount of
learning. Difference in motivation at two schools, and resulting
failure to learn much from latter parts of longer forms, are suggested
88 reasons.

CampBELL, VINCENT N.  Studies of Bypassingasa Way of Adapting Self-
Instruction Programs to Individual Differences. San Mateo,
Calif.: American Institute for Research, 1962. 68 p.

Problem: Effect of bypassing under different conditions of pro-
gram form and at different grade levels.

Sample: 8 experiments, using respectively fifty-four 9th-grade,
twenty-seven 5th-grade, twenty-two 9th-grade, fifty-eight 8th-
grade, forty-seven 4th-grade, fifty-four 12th-grade, forty-seven
8th-grade students, and 780 students in the 4th, 6th, 8th, 10th,
and 12th grades. )

Programs: Experiments 1, 4, 5, and 7 used a linear program on
set theory; experiments 2 and 3 used a linear program on the
United Nations; experiments 6 and 8 used both the U.N. and
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the set theory programs (student works remedial loop if he
gives wrong answer).

Experiment 1 tested (1) bypassing vs. l12) long linear form, (3)
medium linear form, and (4) short linear form, on ninth-grade students.
This was a replication of last experiment in CampBELL (1961) with
addition of program’s being divided between 2 class days to minimize
fatigue. No significant difference in criterion test scores, but learn-
ing times differed significantly by length of program, with bypass
program coming in between short and medium.

Experiment 2 tested fifth-grade class on three forms of program: (1)
basic steps only—19 paragraph-size steps, (2) basic steps and one page
of 2 to 4 multiplechoice questions following each basic step page,
and (3) basic steps, evaluative questions, and remedial loops. Learn-
ing times differed significantly by length of program, but test scores
were only marginally significant (0.10).

Experiment 3 tested bypass, long forms, and short forms. Learning
times differed significantly, but overall scores on learning not signifi-
cantly different. When only subjects scoring sbove 50th percentile
on DAT (Differential Aptitude Test) numerical test were included,
however, bypass treatment was significantly better than others.

Experiment 4 tested a short linear program sgainst two bypass
versions: One in which student was permitted to skip auxiliary loop
when his basic step response was correct, and another in which stu-
dent was instructed to skip suxiliary loop when he understood the page
and when his answer was right. Subjects were three eighth-grade
classes. No significant differences on amount of learning, even
when the subjects were divided at the 50th percentile of DAT numer-
ical score. Time differences significant as usual. |

Experiment 5 tested the bypass version as compared to the short
program, the long program, and a long reversed program in which l
the remedial loop appeared before the basic step. Analysis of co-
variance showed no significant difference. However, a t-test of |
bypass vs. short form showed bypass made for significantly more ’

|

learning. Learning times significantly different: Short, bypass, and
long groups in order.

Experiment 6 tested the bypass vs. short linear form. On sets
program, resultant means nearly identical, although bypass program
took nearly twice as long. On U.N. program, bypass group scored
significantly higher than short form (0.05) but took three times as long.

Experiment 7 tested order of presentation: (1) Basic step preceding
remedial loop vs. (2) remedial loo ing basic step. The result:
ns.d. .

Experiment 8 tested the bypass, long forms, and short forms of the
sets program, and the bypass vs. short forms of the U.N. program.
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Samples or sets program were classified in a 3-factor design: Learning
method, grade, and ability group. Considering grades 4 through 12,
grade, ability, and method effects were all significant, and grade x
ability interaction was also significant. Considering grades 4 through
8, only the three main effects were all significant, and the grade x
ability and grade x method interactions were also significant. In c
12th grade, short and bypass means were almost identical; in 10th
grade, bypass was higher, especially in high-ability group. Ineighth
grade, long form was highest, then bypass, then short, and so on for
all ability groups. In sixth grade, same order obtained, except with
low-ability group, where bypass method n.s.d. from short form. In
fourth grade, long highest ; short and bypass about same. With U.N.
program, analysis of covariance (adjusted to DAT verbal) showed
highly significant differences between bypass and short groups, bypass
higher. 'Time as usual: three times as long for bypass.

Author concludes: ‘““One should apparently be prepared to supply
remedial loops of instruction which may take 20 or 30 times as long as
the basic steps.” Bypassing is most useful when a topic has a
hierarchical structure, so that it is necessary or easier to learn one
step before learning the next higher step. On that type of task} ‘“the
simplicity and economy of bypassing justify its use on even a small
scale.”

Caxtor, J. H,, and Brown, J. S. An Evaluation of the Trainer-
Tester and Punchboard Tutor as Electronics Troubleshooting:
Training. Port Washington, N.Y.. Special Devices Center,
Office of Naval Research, 1956.

Problem: Rffectiveness of programed instruction.
Sample: 690 Navy men. .’
Program: Electronics

Navy’s traditional method of training in electronics using mockups
ol actual eqpipment was compared with same material conveyed
either by a pgnchboard tutor, or by a trainer-tester, which was a large
sheet with silver overlay printed above the answers. The latter two
groups of naval trainees proved to be supérior in certain intellectual
aspects, while the traditionally taught group in some cases proved
superior in laboratory work.

CarrENTER, C. R. and GreengiLL, L. P, and others. Comparative
Research on Methods and Media for Presenting Programed
Courses in Mathematics and English. University Park, Pa.:
‘University Division of Instructional Services, The Pennsylvania
State University, 1963.

Experiment I—Comparison of External Pacing and Self-Pacing of
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Programed Instruction in Mathematics Using Different Methods
of Instruction, by R. T. Heimer.

Problem: Effectiveness of programed course presented by (1)
teaching machine (self-paced), (2) programed textbooks (self-
paced), and (3) filmstrips (externally ps.ced), compared with

L (4) conventional classroom teaching.

Sample: 113 college students enrolled in Math 2.

Program: Contemporary Algebra, 15 units, 2,055 frames. A

Results: No significant differences were found among learning
outcomes, except that on the unit tests (not the final tests)
the programed trestments produced higher scores and lower
variance. Variance (not means) was also significantly lower
for the programed treatments on thé final test.

Experiment II—An Ezperimental Comparison of Differential Rates
of Pacing Programed Math, by J. J. Lottes, G. Palmer, and
H. Oakes.

Problem: Effectiveness of different rates for externally paced
programs.

Sample: 180 college Math students.

Results: No significant differences in student performance or
attitudes toward programed learning resulted when pacing
was varied g8 much as 20 percent below and 10 percent above
the average time required by a group of self-pacing students.

Experiment 11— Adaptation and Evaluation of a Programed Mathematics
Course for Televised Instruction, by A. Pagano and J. J. Lottes.

Problem: To determine the effectiveness of televised programed
instruction vs. individual teaching machine programed instruc-
tion of the same material.

Sample: 63 college students enrolled in Math 2.

Program: Contemporary Algebra, 28 units, 3,512 fra.mee, linear
type.

Resulta: No significant dnﬂ’erenees in learning were found.

Experiment |V—Paired vs. Indmdual Study of Programed Inclruc-
tion in Contemporary Algebra, by W. Dick.

Problem: Effectiveness of paired vs. individual study of pmgmmed
Algebra.

Sample: 70 college students enrolled in Math 2.

Program: Contemporary Algebra, 28 units, 3,512 frames.

Results: No significant differences were found between students
who studied in pairs and those who studied individually, but
verbal ability accounted for more of the variance than did
quantitative ability for the paired groups, whereas the reverse
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was true for the individuals. Paired group took significantly
longer time to complete work.

Experiment V—Comparisons of Televised with Teaching Machine and
Televised with Instruction Presentations of English Grammar, !
by R. E. Spencer. ' —

Problem: Effectiveness of televised, externally paced programed
instruction vs. teaching machine presentations, and television
vs. lecture-discussion method in the classroom.

Sample:
TV vs. teaching machine study, 43 volunteer high school
seniors and juniors. .
TV vs. classroom presentation, 30 remedial English college
freshmen.
Program: English Grammar, 14 units, linear program, 1,522
| frames.

| Results: No significant difference was found in students’ per- -
formance, but attitudes were significantly in favor of instructor
Ppresentation.

Experiment VI—Efects of Personality-Pairing on the Performance of
Dtudents in a Programed Course in English Grammar, by W.
Dick and E. L. Seguin. )

Problem: Personality characteristics related to student per-
formance in pairs on programed instruction.

Sample: 56 entering college freshmen enrolled in remedial Englith:

Program: English Grammar, 14 units, linear, 1,522 frames.

Results: One group of students were paired on basis of similarity
in dominance-submissiveness score; other group on basis of
dissimilarity. No significant differences were found in the
pryramed learning results.

Carrwrionr, G. P. Two Types of Programed Instruction for Mentally
Retarded Adolescents. Unpublished Master’'s Thesis, University
of Illinois, 1962.
Problem: Effects of two sequences on learning, retention, and
transfer. g
Sample: 40 educable mentally handicapped children.
Program: Concept of a fraction; 612 frames.

In spite of equivalent learning scores, the groups under the two
sequences earned significantly different mean scores on the measures
of retention and transfer. The students taking Sequence 1 made
significantly higher mean scores on retention tests than the students
taking Sequence 2. The reverse relationship between the two groups
was true for the regression scores on the transfer test; those taking

4
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Sequence 2 obtsined scores that exceeded their predicted scores,
whereas thdse taking Sequence 1 obtained scores that were below ‘
expectation. Sequence 1 was designed so that a definite pattern of
fractions and concepts would unfold from page to page and Sequence 2
was designed to reveal no such pattern. Sequence 1 can be thought
of as having compensated more for general ability than did Sequence
2, but it did not compensate as well for specific abilities as did Sequence
2 as determined by the pattern of correlation between ability test
scores and post-program learning-achievement test scores.*

CummINGs, ALLANA, and GoLpsTEIN, Lxko S. The Effect of Overt

and Covert Responding on Two Kinds of Learning Tasks.
New York: The Center for Programed Imstruction, 1962
(mimeo).

Problem: Effectiveness of overt vs. covert responding on learning
of verbal and of pictorial material.

Sample: 68 female college students.

Program: 119 frames on diagnosis of myocardial infarction.

One group was told to write answers in the answer booklet; the
other group, merely to ‘“think’’ their answers. Significantly higher
scores were made by the overt responders on both the verbal and
pictorial materials, and on both the immediate and the delayed
post-tests. The covert responders took an average of 50 minutes
to complete the program; the overt responders, about 96 minutee.

Coox, JoeN OriveEr. “Supplementary Report: Procesees Under-
. lying Learning a Single Paired-Associate Item.” Journal of
Ezperimental Psychology, 56 (1958), 455. )
Problem: Prompting vs. confirmation.
Sample: 160 airmen.
Program: Stimulus terms’ were first 10 letters of the alphabet.
Response terms were nonrepresentational ‘“‘code lines.”

Subjects were tested on prompting (stimulus term on and off,
response term on and off, then subject responds overtly) vs. confirma-
tion (stimulus term presented, then subject responds overtly, then
response term presented). A" test was given after every. third one
of 36 training trials, so that the whole learning curve could be ex-
amined. Prompting proved to be superior throughout the learning
curve.

Coox, Jorn OLivVER, and Brown, Janzs Epwix. “Familiarity and
Novelty of Stimulus and Response Terms in Paired Associate

*This sbetract was prepared by (hs Training Resserch Laboratory, University of Ilinels.
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Learning.” To appear in Psychological Reports, 12 (1963), .-
535—45.

Problem: Relative effectiveness of different combinations of
novel and familiar terms as stimulus and responss terms in
learning of paired associates.

Sample: 45 college students.

Program: Familiar terms were letters of the alphabet; novel
ones were dots randomly placed in an 8 x 8 matrix.

In order from highest to lowest, the four treatments were FF,
NF, FN, and NN (F=familiar, N=novel). All differences were
significant. Taking these and other dependent variables into ac-
count, author concludes that paired associate learning is a complex
set of interdependent processes, and that altering one process by
manipulating an independent variable appears to affect one or more
other processes.

Cooxy Jomn OuvEr, and Kenpner, Tracy S. “A Theoretical
Model to Explain Some Paired-Associate Learning Data.”
Symposium on Air Force Human Engineering, Personnel,
and Training Research, ed. by Glen Finch and F. Cameron,
National Research Council Publications, 455. Washington,
D.C.: NRC, 1958. p. 90-08.
Problem: Prompting vs. confirmation.
Sample: 90 male undergraduates.
Program: Stimulus terms were first 10 letters of the alphabet.
Response terms were nonrepresentational “code lines.”

Prompting . proved more effective than confirmation in learning
paired associates. (Prompting=presentation of stimulus and re-
sponse terms together. Confirmation=presentation of stimulus,
response, then correct response.) Theoretical model involves delay
in stimulus-response process, and possible interference of overt
responding.

Coox, JorN OuivEr; MiLLer, Howarp G.; Grixr, Jauxs BrowN;
and STAMAN, Jauxs W. A Generalized ““Plan” for Serial
Learning. Raleigh, N.C.: North Carolina State College, 1962.
33 p. (mimeo).

Problem: Relative effectiveness of several guidance procedures
in prompting serial learning, and of a confirmation (no guidance)
procedure. .

Sample: 60 college students.

Program: A 12 x 12 electronic punchboard maze, with one correct
light in each row. Problem is to learn the correct sequence

of lights.
\

L
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Treatments were (1) self-paced prompting, in which the light over
the correct button in the first row was turned on by the experimenter;
when the subject had pressed the button under that light, the light
turned off and the cgrrect lights in the second row went on, etc ;
(2) simultaneous-display prompting, in which all correct lights came
on and stayed on for 36 seconds while subject observed but made no
overt response; (3) sequential-display prompting, in which subject
made no overt response, but simply observed as correct light in first
row went on for 3 seconds, then correct light in second row for 3
seconds, etc.; (4) sequential-display prompting, which was similar to
previous method except that, as each light came on, it stayed on until |
maze was completed, and subject responded in each case by pressing
buttons; (5) confirmation, in which subject tried buttons in each row
until he found the right one, which was signaled by the light going
on; (6) automatically paced prompting, which was like (3) except
that, during the 3 seconds when the light was on, the subject re-
sponded by pushing buttons. Groupe (1) and (2) scored significantly
better than the others; group (6) scored significantly lower than the
otherse A mediational model of serial learning is proposed.

Cook, JorN Ouiver, and Sritzxr, MorTroN E. ‘‘Supplementary
Report: Prompting versus Confirmation in Paired-Associate
Learning.” Journal of Ezperimental Psychology, 59. (1960),

27517
Problelg’mmpting vs. confirmation.
.Sample: 35 male college students for each of 4 groups.
Program: Stimulus terms were first 10 letters of the alphabet.
Response terms were nonrepresentational ‘‘code lines.”

Four treatments were used: (A) prompting, with no overt practice
(e.g., the stimulus term was presented and removed, then the response
term was presented and removed; (B) confirmation, with no overt
practice (e.g., the subject was shown the stimulus term, allowed to
make a covert response, then shown the response term); (C) prompting
with overt practice (e.g., written practice after seeing both terms);
and (D) confirmation with overt practice (e.g., the ordinary Skinner
program, atim:ir term with blank, filling in the blank, then knowledge

of results).

Condition roved to make for fastest learning, D for slowest.
Condition A was assumed to be best because of the short stimulus-
response delay and because no intervening practice interfered. Con-
dition D was judged to be worst because of the long stimulus-response .
delay and the interfering effect of overt practice.

Conclusions: Under some conditions overt practice interferes with |
learning a response term (in paired associates) and connecting it with
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proper stimulus; stimulus-response delay interferes with process of

connecting a response to its proper stimulus, but has no very reliable
effect upon learning the response term as such.

Com.sou, JonN, E.; Estavan, DonaLp P.; MELARAGNO, RaLpr J '
and SILBERMAN Harry F. “Effect,s of Branching in a Com-
; puter Controlled Autoinstructional Device.” Journal of Ap-

e plied Psychology, 46, 6 (1962), 389-92.
Problem: Branching vs. fixed sequence in a computer-controlled
- program.

Sample: 2 groups of 15 high school students

Program: 233 items on logic for the ﬁxed ‘sequence program ;
more or less than this number, as determined by the computer,
for the branching sequence.

In the branching sequence, the computer was instructed to select
sequences of items on the basis of (a) the number of errors accumu.
lated by ‘the student on a given topic, (b) answers indicating a par-
ticular kind of misunderstanding, (c) answers given by the student
on whether he feels ready to advance to a new topic or needs further
review. Post-test scores were significantly higher for the branching
group than for the fixed-sequence group. Training times for the two
groups were not significantly different.

CouisoN, JouN E., and SiLBerMaN, Harry F. “Effects of Three
Variableg in a Teaching Machine.” Journal of Educational
Psychology, 51 (1960), 135-43.

Problem: Response mode and size of step, as effecting learmng

Sample: 80 experimentai, 104 control college student.s in psy-
chology course.

Program: Psychology items (104 frames in sm&ll-step form; 56
in large-step; number varied with individual in branching_
form).

No significant difference in performance on a post-test (requiring
constructed responses) between two groups which had studied, respec-
tively, multiple-choice and constructed-response programs. Multiple-
choicé program required significantly less time. Small-step forms
were significantly superior to large steps in amount learned, but
required significantly more time. Branching subjects learned as much
as fixed-sequence subjects, but branching required significantly less
time.

Dxira PiaNa, Gasrizn. “An Experimental Eveluation of Pro-
grammed Learning.” Journal of Educational Research, 55
(1962), 405-501.
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Problem: Effect of different degrees Qf prompting and motiva-
tion.

Sample: 175 juniors in education.

Program: Introduction to counseling, 280 frames.

Different groups were given different program treatments, includ-
ing (a) the usual constructed response, (b) initial letters of required
response inserted in program in red, (c) entire response, in red, in-
serted into program, so that the student merely copied it, (d) use of
the common linear program, as in (a), with an instructor saying
“right” or “wrong” after each response. No significant differences
were fourrd in learning among the several treatments, but treatments
(b) and (c) proved somewhat more efficient than the others in terms
of time and errors. Degree of motivation was found to have an effect
on within-group variance in constructed response programs,

Dowmw, E. C.  An Evaluation of Trainer-Testers. Keesler Air Force"
Base, Miss.: Headquarters, Technical Air Force, 1955 (mimeoY.
Problem: Relation of practice on verbal programed material and
practice on actual equipment to learning of skills with equip-
ment.
Sample: Large number of airmen (26,000 sets of programed -
materials used) ; exact number not available.

Program: Troubleshooting with the superheterodyne circuit. ,
Group (1) studied the programed material and practiced on actual
equipment only. Group (2) studied and practiced on both programed
material and equipment. Group (3) studied and practiced on the
programed material only. Group (4) received general instructions on
troubleshooting, and did not practice. Group (2) learned most.
Group (1) did better than group (4), but (3) did no better than (4).

'E1gen, LEws D. “High School Student Reaction to Programed
Instruction.” PA¢ Delta Kappan, 44, 6 (1963), 282-85.

Problem: Student reaction to programed instruction.

Sample: 72 high school students (mean IQ, 128), 39 of whom
used a Skinner-style write-in machine, the other 33 a programed
textbook.

Program: Linear program on sets, relations, and functions.

Subjects who performed well on achievement test were significantly

more likely than others fo say that programed instruction is ‘“best

& method of learning” for good students because they are not held back
by the rest of the class, and also that students learn more from auto-
mated teaching because they never get left behind the class. In
general, students using the programed text had a more favorable
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attitude toward programed instruction than did those using the
teaching machine. Students’ total attitude toward automated teach-
ing, however, appeared to have no relationship to how much they had
learned by the.method. Author concludes that “it is difficult if not
impossible’’ to conceive of a typical reaction to controversial state-
ments about programed instruction after a student’s first exposure.
Attitudes are vastly different from student to student.

Eigen, LEwis D.; FiLep, RoserT T.; GoLpsTEIN, LEO S.; and ANGaA-

LET, Bauce W. A Comparison of Three Modes of Presenting a
Programed Instruction Sequence. New York: The Center for
Programed Instruction, 1962. 40 p. (mimeo).

Problem: Teaching machine vs. horizontally programed text vs. .
vertically programed text.

Sample: 77 eighth-grade students, in 3 groups.

Program: Numbers and numerals, 65 frames, linear.

One group' used a teaching machine, a second used a textbook
program wiigy horizontal progression, a third a textbook program with
vertical Peasion.  No significant difference was found in amount
of learnirig either on immediate or delayed post-test. Time for
textbooks was less than for machine, but not significantly so. There
appeared to be an interdction between 1Q and method, but not quite
significant. (p<<0.10) ®

EiGex, LEwis D, and Komoskt, P. KENNETH.  Automated Teaching
Project (Research Summary No. 1). New York: Collegiate’
School, 1960. 7 p. (minieo).

Problem: Teaching machine vs. programmed text; learning from
same program at different grade levels.

Sample: Twenty-five 9-grade, twenty-three 10-gradle, and twenty-
six 11-grade students. '

Program: Sets, relations and functions; 707 frames; linear.

No significant differences were found between learning resulting
when the program was presented on a machine, and when it was
presented as a mimeographed programed book. No significant
effects of grade level on learning were found, suggesting, say the
authors, that the belief that certain materials are best taught at a
certain grade level needs serious reexamination.

EiceN, LEwis D, and MARGULIES, STUART. ““Response Characteris-
tics as 8 Function of Information Level.” Journal of Pro-
| gramed Instruction (Spring 1963) Vol. II, No. 1.

ERIC

Aruitoxt provided by Eic:
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Problem: Effectiveness of relevant vs. incidental responses,
and covert vs. overt responses, in the case of answers requiring
different amounts of information. ‘

Sample: 362 high school students, 179 of whom were told to
write their responses, 183 to “‘think” them. .

Program: 12 items designed to teach groups of thres-letter
words.

Each program was designed to teach a string of three-letter words,
some of which were more difficult than others to remember, or, as
the authors preferred to say, required more information in order to
be reproduced. For example, reproducing the nonsense word CVX
(high information level) requires more “‘information’” than the non-
sense word BOF (intermediate information level), which in turn
requires more than the word FAT (low information level). The
authors found that overt persons resulted in better post-test per-
formances at both intermediate and high information level, but not.
for low information level. Relevant responses Tesulted in better
post-test responses than incidental ones.

Evans, Jaues L. An Investigation of * Teaching Machine” Variables
Using Learning Programs in Symbolic Logic. Doctor’s dis-
sertation, University of Pittsburgh, 1960. (Also submitted
as a report to US. Office of Education, under authorship of
Evans, Robert Glaser, and Lloyd E. Homme.)

Problem : Effects of different responss modes, reinforcement,
and stimulus preseptation.

Sample: 60 college students.

Program : Linear programs designed to teach how to construct
short deductive proofs employing 15 rules similar to those
used in symbolic logic. ‘‘Ruleg” program of 125 frames;
‘lees systematic” program of 72 frames.

Employing different versions and treatments of program, found
that (a) students not required to make overt responset to items
completed program in about 65 percent of time required by overt
responding students; (b) neither overt vs. covert responding nor
multiplechoice vs. constructed responses nor immediate vs. alightly .
delayed feedback made any significant difference in criterion per-
formance; (c) program constructed by ‘‘ruleg’’ method resulted in
the same performance in less time than less systematic program; (d)
overt responders took less time than covert responders on an immediate
post-test, but showed no difference after a week. Performances on
retest after 1 week differed as a function of the measure: True-false
scores better, recall less, actual construction of proofs unchanged.
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Evans, JaMEs L., GLasER, RoBERT, and HomME, Lioyp E. “An
Investigation of *Teaching Machine’ Variables Using Learning
Programs in  Symbolic Logic.” Journal of Educational
Research, 55 (1962), 433-52.

See Evans, GLaser, and HomME (1960) and GLASER and TABER,
1961.

Evans, James L.; Graser, Rosert; and HommE, Liovp E. “An
Investigation of Variation in the Properties of Verbal Learning
Sequences of the “Teaching Machine’ Type.” In Teaching
Machines and Programmed Learning: A Source Book, ed. by
Lumsdaine and Glaser. Washington, D.C.: Department of
Audio-Visual Instruction, National Education Association,
1960. 446-51.

Problem: 3 experiments, respectively testing size of step, overt *
V8. covert-response, and programed instruction vs. conventional
text.

Sample: first experiment, 4 groups of 5 graduate education
students; second, 2 groups of 5 undergraduate psychology
students; third, 33, 13, 10 college undergraduates, each group
divided into 2 for experimental purposes.

Programs: conversion to number bases other than 10 (4 forms),
Ineasures of central tendency (approximately 50 fraines),
fundamentals of music (approximately 60 frames): linear

. programs.

First experiment compared performance on retention tests of
groups sfudying 4 versions of a program with, respectively, 30, 40,
51, and 68 steps. Groups who had small-step programs (51 and 68)
made significantly fewer errors on program and performed signifi-
cantly better on immediate and delayed retention tests than did other
groups. Group with 51 steps did slightly better than group with 68.

Second experiment compared two groups instructed respectively
(1) to write answers to each step (2) to respond covertly to each step.

. Found that group (2) gained more in performance, but nonsignifi-
eantly ; also took less time to complete sequence (also nonsignificantly) ;
and displayed less variability in performance scores (nonsignificantly).

Third experiment compared learning sequence (1) with conventional
text jnaterials (2) on three different subjects. Foun(i that groups with
learning sequence had higher performance scores on post-test, but
significant only with program on music. On two statistics prograins,
however, found that text-reading groups displayed more variability
in performance scores (differences significant).
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FaLconer, G. W. “A Mechanical Device for Teaching Sight Vocabu-

lary to Young Deaf Children.” American Annals of the Deaf,
106 (1961), 251-57. (Doctoral dissertation, University of
Illinois; 1959.)

Problem: Effectiveness of a stimulus-response, multiple-choice,
ummediate reinforcement, electromechanical teaching device.

Sample: 8 profoundly deaf children. :

Program: 15 nouns taken from a standard_ primary wordlist, 90
frames. E

Teaching material for use in the machine was developed. The
machine was a drum housed in a box which held 12 cards, only 1 of
which showed through a window. The machine was pretested on 43
children with normal hearing. The subjects in the experiment were
8 deaf children, who were taught 15 words through wo king at the
machine 5 minutes a day for 10 consecutive school day:/ Immediate
comprehension was high and after 2 weeks, testing refealed nearly
perfect retention.®

FeLoausen, Jorn F., and Birt, ANpREW. “A Study of Nine
Methods of Presentation of Programed Learning Material.”
Journal of Educational Research, 55 (1962), 461-66.

Problem: Amount of learning from different types of programs.

Sample: 270 college students.

Program: Linear program on teaching machines and programed
texts; 55 blanks compressed to 37 frames, in linear format.

Comparison groups were given the same linear program (a) in a
teaching machine, (b) in a simple cardboard folder, (c) set up gdor
class réxer than individual administration, (d) with knowledge®f
results ‘withheld altogether, (¢) with knowledge of results withheld
until completion of the entire program, (f) with the answer blanks
filled in, (g) with pace predetermined rather than individually set,
and (h) with narrative material derived from the program. No
significant differences were found in learning among the different
groups.

FeLprUSEN, JonN F., and Eiern, Lewis D. Interrelationships
Among Attitude, Achievement, Reading, Intelligence, and Transfer
Variables tn Programed Instruction. Paper presented to the
Midwestern Psychological Association, May 1963. 23 p.
(mimeo). :

mm-mwmmumw,umw_«m
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Problem: Relationship of attitudes toward the method, IQ,
general achievement level, reading ability, attitude toward
school, characteristic error patterns, and study methods, to
learning from programed instruction; and interaction of mode
of presentation (teaching machine or programed textbook)
with other variables.

Sample: 2 studies using same program; Study A, twenty-four
9th-grade students; Study B, twenty-four 9th-grade, twenty-
three 10th-grade, and twenty-five 11th-grade students.

Program: Linear program on sets, relations, and functions.

This is a correlation study, and the correlations and partial correla-
tions are too many to be reported here. The authors conclpde that
“attitudes of students toward programed instruction are not con-
sistently related to the youngsters’ levels or amounts of learning . . .
However, a general pattern of increasing correlations for acquisition
and transfer with attitude js noted in the progression from ninth to
eleventh grade groups . . . The variance in learning which may be 2
attributed to 1Q seems less essential than that which may be attributed
to general achievement level . . . in neither study is 1Q per 8e
found to be the fundamental learner variable in programed imstruc-
tion: . . . The variance attributable to reading ability (was] not
essential in accounting for learning in programed instruction . . . The
teaching machine presentation seems to magnify ‘the relationships
of time with all other variables except attitude.”

FeLonusen, Jorn F.; RAMHARTER, HazerL; and Birt, ANprEW T.

“The Teacher vs. Programed Learning.” Wisconsin Journal
of Edwucation, 95 (1962), 8-10.

Problem: Programed vs. conventional classroom instruction.

Sample: 2 matched groups, each one composed of thirteen 7-grade
students. :

Program: 14 weeks of linear programed instruction on funda-
mental arithmetical skills.

One group taught by program, other by teacher, for first 7 weeks;
procedures reversed for the second 7 weeks. No significant differ-
ences were found between the groups either on tests of achievement
given after the 7th week or on others given after the 14th week.
Authors say, “Under the carefully planned regimen provided by a
live teacher and under the Programed instruction, each group gained
approximately 1 full year in arithmetic skills during only 14 weeks
of instruction.” An attitudinal scale was given. Responses were
highly varied, although there was a greater concentration on responses
favorable to programed learning.
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Ferster, Cuaries B. The Role of Review Material in Continuous
Programing With Teaching Machines. Indianapolis: Indiana
University Medical School, 1960. 4 pp.

Problem: Effect of repeating whole lesson in programed instruc-
tion.

Sample: 49 m@ical school students.

Program: First 61 lessons of Holland-Skinner program; linear.

Different versions of the program provided for repetition or non-
repetition of certain entire lessons. Repetition brought about no —1
significant difference in amount of learning. Authors concluded that
the important repetition was that which was already built into the
lessons.

FeRrsTER, CHARLES B., and Saron, StanLey M. “An Application of
Recent Developments in Psychology to the Teaching of Ger-
man.” Harvard Educational Rerew, 28 (1958), 58-69.

Problem: Effectiveness of a programed course.
Sample: 6 college students. .
Prograni: German language, approximately 800 frames. "

Six students studied a programed course in German carrying “an
amount of German comparable to that presented in a first-semester
course.”” Learning was considerable. Authors found no correlation
between aptitude and achievement in learning from program, but
say that in a mean time of 47.5 hours, the six students learned an
amount of German comparable to that presented in a first-semester
course.

FoLLerTIE, JoSEPH F.  Effect of Training Response Mode, Test Form,
and Measure on Acquisition of Semi-ordered Factual Materials.
Fort Benning, Ga.: US. Army Infantry Human Research
Unit, Research Memorandum No. 24, 1861. 62 pp. (mimeo).

Problem: Effectiveness of learning from (1) live vs. taped lecture,
(2) taped lecture vs. force-paced reading of a book, (3) force- i
paced book vs. self-paced hook, (4) self-paced book vs. scram-
bled book program.

Sample: About 375 Army basic combat training troops, im 5
groups.

Program: Various treatments of two topics: first aid and rules of
land warfare.

Author found no significant difference between learning from live
and taped lecture, a significant advantage of read material over
heard material, a significant advantage of self-paced over class-paced
reading (at not more than seven-tenths of a standard deviation from
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a student-set pace), and a significant advantage of plain book over
scrambled book format. Using two forms of test—recognition (three
choices) and recall (sentence completion)—-found generally stable
relationship between them. Also used two messures of acquisition:
accl'lracy per unit training time and accuracy modified by test re-
sponding per unit training time.

Y, Epwarp B. “A Study of Teaching Machine Response Modes."
In Teaching Machines and Programed Learning: A Source Book,
ed. by Lumsdaine and Glaser. Washington, D.C.: Depart-
ment of Audio-Visual Instruction, National Education Asso-
ciation, 1960, p. 469-74.

Problem: Constructed vs. selected responses.
Sample: 153 ninth-grade.students.
Program: Spanish vocabulary items.

Multiple-choice and constructed modes of responding were com-
pared under three conditions: (1) Students worked with a masked
program until achieving a fixed criterion of two correct responses—
time of achievement was recorded ; (2) students were stopped before
mastery to insure equal working time; (3) items were presented on
group flashcards to insure equal presentation-time and equal re-
sponding-time. On immediate and delayed post-tests, multiple-
choice test items approached maximum possible score, hence no
significance in training was noted. However, on constructed respornse
post-test items, the constructed response training group did signifi-
cantly better for all conditions. Multiple-choice training was faster;
hence if multiple-choice test items are the only criterion, they are
more efficient.

Frye, CHarLes H. Group ve. Individual Pacing in Programed
Instruction. Oregon State System of Higher Education
(undated—probably written in 1963)*.

Problem: Effésjveness of individual vs. group pacing, as related
to homoge%r heterogeneity of group.

Sample: 44 high 3chool freshmen, dividd,%nto 4 groups.

Program: Linear program; 47 frames on *‘C mpleting the Square"
and 88 on “Quadratic Formula.”

The four groups were (1) homogeneous—determined on the basis
of IQ and predicted algebra ability—and group-paced, (2) homo-
geneous and individwally paced, (3) heterogeneous and group-paced,
(4) heterogeneous and individually paced. It was found that the
time required by the heterogeneous and group-paced subjects (group

*As noted previonsly, some bibliograpby entries are anpatlished. . Among the unpublished entries,
mmnhnmm:hmnmMhm.mtbmb.dnthmhwiumh.
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3) was significantly greater than that required by the heterogeneous
and individu&i{v paced (group 4). In the homogeneous ups,
however, the time required by the group pacing (1) was ﬁ:’ sig-
nificantly more than that needed by the individual pacing (2). The
time required by the heterogeneous and group-paced subjects (3)
was significantly groater than that required by the homogeneous and
group-paced subjects (1). ¥
Gaeng, RoBERTM.  “The A cquisition of Knowledge.” Psychological
Review, 69,4 (1962), p. 356-65.

Problem: Effectiveness of learning program designed to transfer
training from component learning sets to a new activity which
incorporates these previously acquired capabilities.

Sample: 7 ninth-grade boys.

Program : Program on finding formulas for sum of n terms in a
number series.

\ Theory of task anglysis into hierarchical learning sets is discussed,
and is illustrated by experiment on seven boys. Each began at the
point of his lowest successful learning set achievement; six of the
seven were brought to successful achievement through sscending
hierarchies to the final task goal.

See GaoNE and Paranise, 1961; and GaaNE, MaYOR, GARSTENS,
AND PARADISE, 1062.

Gaong, RoBERT M., and BRowN, LAReY T. ‘“‘Some Factors in the
Programigg of Conceptual Learning.” Journal of Ezperimental
Psychology, 62 (1961), pp. 313-21.

Problem: Effectiveness of different program strategies in teaching
concepts.

Sample: 33 boys in ninth and tenth grades, divided into 3 groups.

Programs: Linear programs designed to teach users to devise
formulas for the sum of terms in different kinds of series.
Introductory: 89 frames; R + E: 36; D: 7, plus 0-14 “hints";
GD: 40 (sbbreviations explained below).

Each group learned the basic concepts from an initial small-step
program. Then each group was given a different program designed
'to teach them ¢ertain concepts. The three programs were, respec-
tively, a “ruleg” program (R +E), in which each of the concepts #as
stated and then illustrated with examples; a “discovery’ program
(D), in which the student was given material from which he could
actively produce the desired concepts; and a ‘‘guided discovery”
program (GD), in which the student was guided down the path of

. discovery and wss given progressively more and more information
until he could actively produce or “‘discover”’ the concept.
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All three programs produced significant gain (0.01). The GD pro-
gram was best, D next, R+E worst, with differences of individual
means significant at 0.02 level or better.

Gaong, R. M., and Dick, W. “Measures in s Self-Instructional
Program.”  Psychological Reports, 10 (1962), p. 131-46.
Problem: Different measures of learning from programed in-
struction.
Sample: 52 seventh-graders.
Program: 8 programed booklets on solving equations, 245 frames.

The experimenters used a test of ability to reproduce verbally the
concepts learned, immediately and again 6 weeks after working
through the program. They also applied a test of performance in
solving the sort of equations with which the program dealt; again, an
immediate post-test and another 6 weeks later. Finally, the ex-
perimenters gave a test of transferability of the knowledge learned,
ie., the ability to solve equations with new and unfamiliar symbols
and structures.

The immediate post-tests, both verbal and performance, revealed
a considerable amount of learning, a little over 90 percent.of which
was retained after 6 weeks. The correlation between verbal and
performance tests was 0.69, and between the verbal and performance
retests, 0.73. The correlations between these test grades and the
students’ previous mathematics grades ranged from 0.50 to 0.53.
The correlations between performance measures and infernal program
measures (errors and time required) were low and insignificant.
Mean score in the transfer test was 2.07, out of a possible 50. Transfer
scores were correlated significantly with both verbal and performance
scores, but not with previous mathematics grades. The authors
discuss implications of these results for measuring “what is learned.”

GaeNE, RosErr M. ; Mavor, Jorn R.; GarstEns, HELEN L.; and
Parapisk, NoxL E.  “Factors in Acquiring Knowledge of a
Mathematical Task."” Psychological Monographs, 76, 7 (1962),
No. 526.

Problem: Effectiveness of learning program requiring learner to
proceed through a hierarchy of learning sets “which mediate
positive transfer of learning in a unidirectipnal fashion from
one to another, and ul¥nately to the performance” of the
task-goal.

Sample: 136 seventh-grade students.

: Four versions of a program aimed at teaching two
tasks: (1) Stating the series of stepe necessary to formulate a
definition of addition of integers, (2) adding integers. Ver-
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sions contained, respectively, low repetition, low guidance
(see below), 99 frames; low repetition, high guidance,
125 frames; high repetition, low guidance, 105 frames; high
repetition, high guidance, 134 frames.

“Repetition” referred to the insertion into the program of many or
of few problems for each newly attained learning-set task. ‘‘Guidance’”
referred to the use of a few or of many frames to state a logical prin-
ciple, in other words, to how completely the steps on thinking that
were necessary to attain each new learning set were stated.

Relatively small effect was found for the experimental variables, i.e.,
repetition and guidance. For task 2 and for a test of transfer, nosig-
nificant effects of the experimental variables, of ability, or of their
interactions were found. For task I, there was a significant effect
for the combination of the experimental variables: High repetition
and high guidance produced performance superior to that produced
by low repetition and low guidance. Tested singly, these variables
produced effecta that were not significant. :

Addition 9r omission of learning sets in the hierarchy, however,
was found to have powerful effects. Acquisition of new knowledge
at successively higher stages was found to be dependent on prior

mastery of subordinate learning sets. When mediating effects were
+ examined for learning sets intervening between lower and higher ones,

proportions of achievement on the higher learning sets indicated
substantial amounts of positive transfer.

See GAGNE and PARaDISE, 196].

GaoNE, RoperT M., and ParapISE, NoxL E. “Abilities and Learning
Sets in Knowledge Acquisition.” Psychological Monographs,
75, 15 (1961), No. 518.

Problem: Relation of certain abilities to learning from a program
which leads a learner through a hierarchy of learning sets
“which mediate positive transfer of learning in a unidirectional
fashion from one to another, and ultimately to the performance”’
of the task-goal.

Sample: 118 seventh-grade students.

Program: 247 frames on learning to solve linear equations.

The task was enalyzed into a hierarchy of 22 learning sets, plus 3
additional ones at the low end of the hierarchy, corresponding to com-
mon ability factors sometimes called number ability, symbol recogni-
tion, and ‘‘Integration I” (of which an example would be ‘following
directions’’). Two factors thought to be irrelevant were also intro-
duced into the program: Speed of symbol discrimination, and vocabu-
lary. It was found that the correlations of the theoretically relevant

rS
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basic abilities were higher than those of the irrelevant basic abilities
with measures of final performance, transfer of training scores, number
of learning sets achieved, and rate of learning of the total program.
Correlations of relevant basic ability with rates of atainment of
learning sets at progressively higher levels of the hierarchy decreased
steeply, whereas their correlations with achievement increased at higher
levels. On the other hand, the correlations of the irrelevant abilities
with these measures remained nearly constant. Evidence of several
kinds (for example, positive transfer to each learning set from sub-
ordinate relevant learning sets) was found to cpnfirm the learning set
analysis.
See GaaNE, MavoR, GaRerENS, and Parapisz, 1962.

GavuriN, Epwarp L., and DoNanuE, VIRGINIA M, Logical Sequence
and Random Sequence Teaching Machine Programs. Burling-
ton, Mass.: Radio Corporation of America, 1960. 16 pp.
Also in Automated Teaching Bulletin, 1 (1961), 4 p. 3-9.

Problem: Logical vs. random sequence of items.
Sample: 40 RCA employees, in 2 experimental groups.
Program: 29 items on psychology.

Found significantly fewer errors during trial and s'igniﬁcant.]y fewer
trials to criterion, when items were logically sequenced than when
randomly sequenced. Test of retention of information 1 month later
showed no ‘significant difference between groups,

Graser, RoBErT, and RevNoLps, Jauzs H. Investigation of Learning
Variables in Programed Instruction. #ittsburgh: Programed
Learning Laboratory, University of Pittsburgh, 1962. 182 p.

Part I. Repetition and Spaced Review Variablees.

Experiment I: '

Problem: Effects of combined repetition and spaced review upon
learning and retention (linear vs. spiral programing) under
fixed-time conditions (one semester allowed, which was not
enough to finish program).

Sample: Junior high school students, 47 using linear program, 50
using spiral program, and 41 traditional teaching.

Program: General science program; linear version about 7,000
frames, spiral version about 10,000

Experiment II: -
Problem: Same as in experiment I, but under fixed-material
conditions (each group allowed to finish the program, regardless
of time required).
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Sample: Junior high school students, 31 in a nonreview treatment,
24 in a review treatment.
Program: Same as in experiment I.

Experiment I11:
Problem: Effects of repetition and review upon retention in a
linear program,
Sample: 75 junior high school students.
Program: 1,280-frame biology chapter from linear general science
program.

." The authors coriclude, “These experiments showed (1) that varia-
tions in amount of repetition required of the subject during learning
had just transitory effects upon the amount learned and no significant
effects upon retention, (2) that spaced review had significant facilitating
effects upon learning and retention when used in a linear programing
format, (3) that retention of materials learned by programed instruc-
tion is equivalent to retention from traditional instructional methods
over periods at least as long as 15 weeks, and (4) that reminiscence,
under certain testing conditions at least, is a significant factor con-
tributing to long-term retention of sequential learning materials.
Other results . . . implied that intelligence and achievement measures
raey not be as predictive of amount of learning resulting from s
linear programed sequence as they are of learning acquired by other
instructional methods.”

Part II. Learning Set Formation.

Experiment IV:
Problem: Formation of learning sets making for efficient use of
programed instruction.
Sample: Matched groups from among 120 .junior high school
studenta.
Program: 3 chapters from general science program.

Concerning this experiment, the authors conclude, . . . & learning
set may show up as a change in error response rate but is not reflected
in final achievement. Such learning sets can occur only in programs
having a relatively high error rate. A conclusion of this study is
that the difference between low and high error rate programs may not
be as potent a factor in programed instruction as generally believed.”

Part III. Programing Method and Response Mode in a Visual-Oral
Response Task (Csanyi, Attila P., and Glaser and Reynolds).

Problem: Prompting vs. confirmation; oral vs. nonoral response.

Sample: 40 junior high school students.

Program: 4 versions, each having 480 frames, of a program
designed to teach pronunciation of 12 phonetic symbols.
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The authors conclude, “No differences in learning or retention
were found between programing methods [prompting vs. confirma-
tion], but oral responding during learning resulted in higher retention
performance on oral tests given after the learning trials. Further
evidence that reminiscence is a factor contributing to retention
performance was obtained."”

Graser, Rosert, and REvNoLDs, James H. Multi-Tracking in
Programed Instruction: Studies with ¢ Program on Mathematical
Bases for Management Decision Making. Pittsburgh: Pro-
gramed Learning Laboratory, University of Pittsburgh, 1962.
Part I. (tesets in connection with development of a program):

Problem: Linear vs. multitrack programing (multitrack program
permitted student to call for additional prompts if needed to
respond correctly to a frame).

Subjects: 14 college students, 12 Air Force personnel, and 20
industrial personnel.

Program: Mathematical decision making.

Results of testing indicated little difference in efficiency between
the linear and the multitrack program. College-educated subjects
did considerably better than noncollege. In the course of developing
the program, small sample tests indicated no significant difference
between effect of home study and of classroom study of the program,
s significant difference in favor of brief review of program before
criterion test, no significant relation of error rate to criterion per-

~lormance, and & higher score for students using the program than for
students taught by conventional classroom methods.

Part II.

Problem: Formal test of linear small-step program vs. a multi-
track version in which large steps were employed; when a
subject made an incorrect response to one of these steps,
he branched to a sequence of small steps covering same
material.

Subjects: 34 mathematics teachers.

Program: First 9 sections, 1,060 frames, of mathematical de-
cision-making program (teaching matrix theory summation
symbolism, and industrial applications).

Reeaults indicated “no difference in instructional efficiency of the
two programming procedures even though error rate was greater for
the large-step branching program. Both groupe obtained the same
evel of performance on criterion tests and both worked at an average
rate of about 100 frames an hour."” N




——

. incidentally with long-term educational goals. The teacher must,

- = _‘

52 THE RESEARCH ON PROGRAMED INSTRUCTION

Guaser, RoBerT, and RevnoLps, James H. Some Insights about l
Instructional Objectives Arising from Work on Programed
Instruction.  Pittsburgh: Programed Learning Laboratory,
University of Pittsburgh (undated—probably written in 1963).

Problem: Implications for instructional objectives derived from
process of constructing and testing a program.

Sample: First-grade students (n=n.a.)

Program: How to tell time.

Authors conclude, “1. In order for an instructional sequefice to
be adequately prepared, instructional objectives need—td" be stated

in terms of observable events . . . 2. All lessons cannot teach all
conceivable learning outcomes. The existence of primary . . . and
secondary instructional objectives must be recognized . . . 3. The

teacher works directly with terminal instructional behavior, and

for the most part, obtain information about his success in terms of
the behavior the student displays at the end of a course of instruction.
4. Attainment of terminal behavior is achieved by teaching sub-
objectives which comprise successively finer approximations to
mastery. The appropriate teaching sequences and strategy for each
achievement level should be determined and evaluated empiric*lly.
5. The diagnosis of the entering behavior necessary to begin the

instructional sequence is as important to specify as terminal
objectives . . . 6. Transfer and generalization can be assumed.
They must be made explicit instructional objectived, and must be
taught and . . . evaluated. 7. Objectives should be measured in

terms of the content of the achievement obtained and not in terms of
the relative achievement of one student with another. 8. Motivation
needs to be considered as a specific instructional objective and a
specific instructional problem.”

Guaser, RoBERT, and TaBER, JULIAN 1. Investigations of the Charac-
teristics of Programed Learning Sequences. Pittsburgh:
Programed Learning Laboratory, University of Pittsburgh,
1961.

Problem: Effectiveness of different strategies in programing.
Chapter 4 .deals with schedules of reinforcement, chapter 5
with a Skinner-Cook-Pressey comparison, chapter 6 with a
comparison of programed text vs. lecture, chapter 7 with
printed vs. auditory cues in learning prounciation of a foreign
language, chapter 8 with an ingenious technique of fading
out cues, chapter 9 with discriminative transfer.

Sample: Chapter 4 uses 84 high school juniors; chapter 5, 96
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high school juniors; 6, 49 pharmacy - students; 7, 30 junior
high students; 8, 3 students; 9, 15 five- and six-year olds.
Programs: Mentioned below in connection with each chapter.

Chapter 2 consists of the specifications for the Ruleg method of
program construction. Chapter 3 is a summary of the Evans dis-
sertation (See Evans, 1960). Chapter 4 describes an M.A. thesis by
Eugenia S. Scharf on the effects of partial reinforcement in a learning
program. The symbolic logic program was rewritten for high school
students and presented in four alternate treatments with, respectively,
100 percent continuous reinforcement, 50 percent fixed ratio rein-
forcement, 50 percent variable ratio reinforcement, and 25 percent
variable ratio reinforcement (reinforcement was the correct answer
on the back of the card on which the question was written). On a
multiplechoice criterion test, no effect could be found which was
attributable to any schedule of reinforcement, It is suggested that
reinforcement by confirmation is a crucial event only when probability
of correct response is low; but in Skinner programs the probability is
deliberately kept high. -

Chapter 5 is & summary of a Ph. D. dissertation by Robert B. -
Hessert. Students were assigned randomly to three versions of the
logic program, one version constructed by the \ ‘Skinner” method
of short steps and continuous confirmation; one by the “Cook”
method of prompted paired associates (stimulus and response pre-
sented together); and a third by a “Pressey’” method of no overt
response and frequent multiple-choice questions to test rgsponse.
No difference was found on learning criterion test, but the Skinner
type, or prompted ‘and reinforced version, took significantly less
learning time. _

Chapter 6 reports® master’s thesis by Carole Finelli. Pharmacy
students were taught the desired subject matter about two vitamins
by traditional lecture methods, and the desired subject matter about
two other vitamins of comparable complexity by programed textbook.
On an immediate post-test and again 6 weeks later, learning results
were significantly in favor of the programed presentation.

Chapter 7 is an experiment by Attila P. Csanyi, in which students
in three experimental groups were taught the pronunciation of a list
of Spanish words in three ways: by being allowed to practice the
pronunciation (1) as suggested by English cues of approximately
the same sound, (2) as suggested by the usual tape recording of
native spegkers, pronouncing the words while students read the
words on a\card, and (3) as suggested by a combination of hearing
the tape recorder and reading the English cues. At the end of this
procedure, the students read the words into a tape recordes, and
four Spanish teachers and native speakers graded the performance.

L

<
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No significant difference was found between the performance of
students trained in the different ways.

Chapter 8 is a paper by Halmuth H. Schaefer describing an attempt
to teach German vocabulary by. progressively introducing more German
equivalents of Common English words into a passage of English
fiction where the redundsncy of the English permitted the student
easily to assign meaning to the foreign words. Three students using
this kind of program learned 66 percent of the words, as shown by a
meaning recognition test.

Chapter 9 describes the making and trial of a program which
attempts to teach color names by discrimminative transfer by gradually
withdrawing the color prompts (actual use of the color in lines or in
printed letters). At the end the student is left wit only the written
word, to which, it is hoped, the verbal discriminative response pre-
viously associated only with the color itself, will have been transferred.
Program was used with 5- and 6-year olds, and apparently worked well
when a teacher was present to give constant and prompt reinforcement.

Chapter 10 gives a series of editorial notations that have proved use-
ful in training programers and in marking copy.

Chapters 2, 3, and 9 have appeared in The Journal of Educational
Research (55,9, 1962) on pp. 513-18, 433-52, and 508-12, respectively.
Chapter 8 has appeared in Phychological Reports (8, 1961) on p. 398.

GoupBeck, RoBerT A. The Effect of Response Mode and Learning
Material Difficulty on Automated Instruction. Santa Barbara,
Calif.: American Instifute for Research, 1960. 24 p. (mimeo).

See GoLpBECK and CAMPBELL (1962).

GorpBeck, RoBERT A, and CamPBELL, VINCENT N. ““The Effects of

Response Mode and Response Difficulty on Programed Learn-
wng.”  Journal of Educational Psychology, 53 (1962), p. 110-18.

Problem: Interaction between learning from different response
modes and difficulty of program.

Sample: 63 and 62 junior high school students in first and second
experiments, respectively.

Programs: 35 independent factual items; brief continuous pro-
gram on light.

First experiment compared overt, covert, and reading (i.e., no blanks
to fill in) response modes on versions of program constructed so as
to differ in difficulty. Found significant interaction of difficulty with
response mode, with overt response group performing below others at
low difficulty level and above others at intermediate difficulty level.
At most difficult level, the reading mode was highest, but not signi-
ficantly so.
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Second experiment tested the three response modes plus a fourth
optional mode on continuous program rather than discrete items.
Reading group was superior but not significantly so on immediate
testing; was significantly superior on 10-week retention test,

In both experiments, the reading group learned most per time spent.

GoLDBECK, RoBERT A., CampBELL, VINCENT N., and LLEWELLYN,
JoAN E. Further Erperimental Evidence of Response Modes in
Auwtomated Teaching. Santa Barbara, Calif.: American In-
stitute for Research, 1960. 24 PP-

See GOLDBECK AND CAMPBELL (1962).

GoLpBECK, RoBERT A_; SHEARER, JaMEs W.; Campreav, Proarr L.;
and WiLLis, Mary B. Integrating Programed Instruction with
Conventional Clagsroom Teaching. San Mateo, Calif.: Amer-
ican Institute for Research, 1962.

Problem: Effectiveness of programed material integrated with
classroom teaching vs. classroom teaching without programed
material.

Sample: 72 general and 78 college preparatory students in high
school. .

Progrgm: Three segments of a course on the U.S. Government;
linear program.

This is the final report of a project of which the earlier results have
been reported elsewhere. The final field tests of the project indicated
that & few minutes a day of programed instruction integrated with
conventional classroom teaching could raise student performance on
two of the three units (or “segments”’) significantly higher than con-
ventional classroom teaching alone. Furthermore, student attitudes
were favorable to programs used this way, and tended ta-become
more_favorable with longer acquaintance.

GoLpsTEIN, LEOS., and GorxkiN, LassAR G.  “A Review of Research:
Teaching Machines vs. Programed Textbooks as Presentation
Modes.” Journal of Programed Instruetion, 1, 1 (1962), 29-36.

Problem: Effectiveness of programed textbook vs. teaching

i machine.

| Sample and programs: See table on p. 32 of article.

|

This review analyzes eight studies, six previously available in pub-
lished form or as institutional reports (see E1GEN and /Kowmoski, 1960;

I Eigen, FiLEp, GovLpsTEIN, and ANGALET, 1062: Hopr and Hammock,
1962; Rox, Massey, WELTMAN, and LeEps, 1960; SiLVERMAN and
ALTER, 1962; and two others, by GoLpsTEiN and Gorxin, reported in a
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previous paper. Both experiments by GoLpsTEIN and GOTKIN used a
program of 3,100 frames on spelling, in one case with 87 fourth-graders
and in another case with 118 fourth-graders. Surveying all eight
studies, the authors found no significant differences in mastery of
subject matter between machine and programed text treatments.
In four of the five studies, in which time to complete the program was
a variable, significant differences were found in favor of the programed
text.

Gotxin, Lassar G., and GounsteIN, LEo S.  Programed Instruction
for the Younger Learners: A Comparison of Two Presentation
Modes in Two Environments. - New York: The Center for
Programed Instruction, 1962. 19 p. (mimeo). ’

Problem: Relative effectiveness of teaching machine and pro-
gramed textbook with and without supervision.

Sample: 215 fourth-grade students in 4 experimental groups.

Program: First 100 words of TMI (Teaching Machines, Ine.)
linear spelling program.

In home (unsupervised) as well as classroom (supervised), no sig-
nificant differences were found between machine and programed text
presentation, for post-test, learning gain, or attitude toward the expe-
rience. Inschool environment, students working with the programed
text in two schools completed 50 percent and 59 percent more frames
respectively than students using the machine. Students using the
machine at home completed as many frames as students in the class-
room, whereas students using the programed text at home completed
fewer frames than students in the classroom, but still more on the
average than machine users.

GrorPER, GEORGE L., and LumspAINE; ARTHUR A. An Experimental
Comparison of a Conventional TV Lesson with a Programed TV
Lesson Requiring Actire Student Response. Studies in Televised
Instruction, Report No. 2. Pittsburgh: Metropolitan Pitts-
burgh Educational Television Stations WQED-WQEX, and
American Institute for Research, 1961a. 21 p.

Problem: Programed television lesson vs. conventional television
lecture-demonstration.”

Sample: 140 junior high school students on a “heat” program,
138 on ‘“nuclear reactions;”’ experimental and control groups
each divided into high-1Q and low-1Qgroups.

Programs: Televised lessons on heat and on nuclear reactions.

Two television lessons were presented to students in two forms
each—a conventional television lecture-demonstration and an experi-

O
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inental “‘programed’’ lesson calling for active responses. In the
"lesson on heat, the experimental group scored significantly higher
than the control group on an immediate post-test, but this diffcrence
was due alinost entirely to the results in the high-ability group. The
low-1Q experimental group was practically identical with the control |
group on theirnmediate post-test and was actually lower on the delayed
test. The high-1Q group was significantly higher than its control on
the delayed s well as the immediate test.

In six comparisons, based on alternate forms of a test administered
at three different times after the telecast of the lesson on nuclear re. .
actions, the experimental group was higher than the control on five.
Two of the five comparisons were statistically significant, and a third
was significant for some of the schools in the sample.

Results tend to support the effectiveness of active response, but to
stress the importance of insuring correct response, especially with the
low-ability group.

GrorreR, GEORGE Li., and LUMSDAINE, ARTHUR A.  An Experimental
Evaluatiop-ef-the Contribution of Sequencing, Pre-Testing, and
Active Student Response to the Effectiveness of *‘Programed”
TV Instruction. Studies in Televiged Instruction, Report
No. 3. Pittsburgh: Metropolitan Pittsburgh Educational Tel-
evision Stations WQED-WQEX, and American Institute for
Research, 1961b. 19 p.

Problem: Effectiveness of use of programing tacties in television

teaching.

Sample: 150 junior high, 156 seventh- and eighth-grade, and
186 junior high students, respectively, in three studies.
Programs: Televised lessons on Newton’s laws of motion, on

movies, and on levers.

A report on three studies which some of the tactics of programed
learning were used in fixed-pace television teaching. In one experi-
ment, junior high school students who watched a lesson on Newton's
laws of motion and who were encouraged to make active responses
did not show a significant difference in learning from other students
who watched the lesson but were not encouraged to make active
responses. Both versions of the television presentation were like
a conventional lecture. However, when another television lesson—
this one on movies—was “pyogramed,”” or sequenced, somewhat like
# teaching-machine program, students who made active responses
scored significantly higher than those who did not. The result
i8 interpreted as meaning that active response makes a difference
when the lesson is programed so that students respond correctly,

and actively. ‘
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A third experiment used responses of students as a device in trying
out and revising television lessons on levers. Revising lesson so
that students were better able to respond correctly resulted in signifi-
cantly more learning.

See also GROPPER and LUMSDAINE, 1961c.

GroprPER, GEORGE L., and LuMsDAINE, ARTHUR A. An Investigalion
of the Role of Selected Variables in Programed TV Instruction.
Studies in Televised Instruction, Report No. 4. Pittsburgh:
Metropolitan Pittsburgh Educational Televisign Stations
WQED-WQEX and American Institute for Research, 1961c.
29 p.

Problem: Effect of different response and confirmation procedures
on programed television lessons.

Sample: Junior high school science students, numbering 190,

- 224, 150, and 220, respectively, in four experiments and divided
in each case into experimental and control groups.

Programs: Televised lessons on airplanes, satellites, body
chemistry, and how television works.

In each case, the experimental and control groups each watched
one of two simultaneous telecasts utilizing two different treatments,
which were as*follows: )

(1) Active student responses and competition with other students
in the studio vs. no active responses and no such competition (lesson
on airplanes).

(2) Active student responses but only intermittent feedback of
results vs. no active responses and no feedback (lesson on satellites).

(3) Writing of responses vs. reading of items with blanks already
filled in (lesson on body chemistry).

(4) Active responses following pause and question-mark on screen
vs. active responses, no pause, and a marker (triangle) on screen to
emphasize key words (lesson on how TV works). \

Significant differences were not found in any of these four compari-
sons; compare, however, GRoprER and LuMspaing, 1961a and 1961b.

GrorpPeR, GEORGE L., and LuMBDAINE, ARTHUR A. Improvement of
Televised Instruction Based on Student Responses to Achievement
Tests. Studies in Telerised Instruction, Report No. 1. Pitts-
burgh: Metropolitan Pittsburgh Educational Television
Stations, WQED-WQEX and American Institute for Research
1961d. ' '
Problem: Value of revising a lesson based on testing student’s
learning from the original version.
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Sample: 6 junior high school classes per experiment, randomly
assigned as units to two treatments in each of two experiments.
Programs: Televised lessons on heat and chemistry.

Lessons originally prepared by experienced TV instructors were
~revised on the basis of data from achievement tests following™ a
preview showing of the original lessons. The original and revised
lessons were then telecast simultaneously over two channels to two
groups of classes. The classes that watched the revised lessons
scored significantly higher on postprogram tests than those that
watched the unrevised programs. Applicability to mass media™3s
thus illustrated for procedures of program revision based on student
response data, paralleling similar procedures in the case of individually
paced learning programs.
See also GroPPER and LuMmspAINE, 1961b.

GuTHRIE, PETER M., and LuMSDAINE, ARTHUR A. Some Effects of
Graduated Partial Cueing on the Learning of Paired Associates.
San Mateo, Calif.: American Institute for Research, 1961.
Problem: Prompting vs. partial cueing vs. confirmation.
Sample: 48 volunteers, aged 16 to 35.
Program: Several lists of 16 city names, paired with their airport
code letters.

Comparison of confirmation with partial prompting (stimulus term
introduced first, but immediately followed by & weakened exposure of
response term as & cue to correct response) showed a rather small,
though statistically reliable, degree of supenority for partial cueing
over confirmation. Some very good performances by a fully prompted
group, however, lead authors to suggest that for many occasions,
“immediate full prompting may frequently represent an optimum
condition, and that the various partial-cueing methods simply pro-

\vided varying approximations to this immediate, full-prompt condi-
tion.”  Conclusion: conditions under which partial prompt is superior
[to full prompt are not yet fully understood.
See also ANGELL and LuMspaIng, 1960 and 1962.

Harch, R. 8. An Evaluation of the Effectiveness of a Self-Tutoring
Approach Applied to Pilot Training. Wright-Patterson Air
Force Base, Ohio: Aero-Space Medical "Laboratory, 1959.
19 p.

Problem: Effectivefiess of voluntary self-tutoring with a teaching
machine.
Sample: Air Force pilots: 43 users of the device, 15 nonusers, 36
without access to it. .
Program: Procedures of instrument flying; Pressey approach.
782230 0—64— &
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A Naval Automatic Rater teaching machine was programed with the
intention of helping in the ready recall of a large body of inflight job
information for Air Force pilots. A voluntary self-tutoring approach
was employed, utilizing one type of “game appeal.” Two matched
groups of Air Force pilots were pretested on their knowledge of
instrument flying information. The device was then installed in the
crew lounge of one of the groups. No device was available to the
other group. After a 2-month period all pilots were tested again.
Despite the fact that minimal exposure to the machine occurred,
all pilots who played the machine improved significantly on the
criterion tests, whereas nonplayers did not improve.

Harch, RicHARD S, and FuiNt, LanNING L. Programed Learning:
A Comparative Evaluation of Student Performance Variables
Under Combinations of Conventional and Automated Instruction
New York: U.S. Industries, Educational Sciences Divisjon,
1962 (mimeo),

Problem: Effectiveness of programed instruction plus conven-
tional classroom teaching, vs. prograwmed instruction alone,
vs. conventional teaching alone. ’

Sample: 46 junior college students.

Program: One semester of basic electronics, intrinsic branching
program, 3,478 frames, presented on an Auto Tutor teaching
machine. :

Group (1) received 3 hours of programed instruction and 3 hours
of conventional classroom instruction each week. Group (2) received
3 hours of programed instruction; Group (3), 3 hours of conventional
classroom instruction. On a criterion test at the end of the sghester,
there was no significant difference in the performance of groups (2)
and (3), but group (1) performed about one standard deviation higher
than either of the others. Academic intelligence appeared to predict
achievement from programed instruction about as well as it predicts
it from conventional teaching. Individual error rates, criterion per-
formance, and intelligence were significantly intercorrelated.

Herrick, MeRLYN C. The Effect of Problem-Setting Questions on
Rate and Amount of Learning in Programing Teaching Ma-
chines. Bloomington, Ind.: Indiana University, 1962 (inimeo),

Problem: Effect of problem-setting questions in programs.
Sample: 96 students in eighth-grade general science.
Program: Two scrambled-book: programs on light and on color.

One group was given the usual expository programs; the other, the
same expositions introduced by questions designed to “set” the prob-
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lem. No significant differences were found, either in the learning
gains or in the number of repetitions needed to complete the programs.

Hickey, Ausert E., and ANwyLL, B. JeaN. Programed Instruction
" of Package Billing Clerks (final report to Spiegel, Inc.). Lexing-
ton, Mass.: Information Technology Laboratories (Itek), 1961.
30 p. (mimeo).
Problem: Effectiveness of programed instruction in industry.
Sample: 120 employees.
Program: Procedures of package billing; 2,000 frames.

Use of programed instruction resulted in 34 percent reduction in
average number of student hours needed to aftain criterion level of
performance.

Hickey, ALperT E . ; AUToR, Saxrorp M. and RosiNsox, Epwarp J.
Programmed Instruction Integrated with Broadcast ETV (final
report to Kund for the Advancement of Edueation). Boston:
Northeastern University, 1962 (mimeo).

Problem: Value of programed instruction as an adjunct to broad-
cast ETV (Educational Television).

Sample: University extension students registered for Continental
Clgssroom ETV course (n=389); high school students viewing
same course (n=106). a

Program: Probability and statistics; 4,000 frames.

San Diego high school students who received the program in addi-
tion to text and ETV lectures performed significantly better on
examinations than those who did not receive program.  No sig-
nificant difference in program vs. non-program groups in sample
drawn from several universities, although 78 percent of the university
students said the program was “helpful”” or “very helpful.”

Hickey, Avserr E., and Lamraw, WiLniam J. Programed In-
atruction in Retail Salex (final report to U.S. Navy Bureau of
Supplies and Accounts, ONR Contract Nonr-3630(00)). New-
buryport, Mass.. ENTELEK Incorporated, 1962 (mimeo).

Problem: Effectiveness of programed instruction in .S, Navy.
Sample: U.S. Navy Supply Officers (n=130).
Program: Retail sales and ship’s store manasgement.

Supply Corps School students who used the adjunct program saved

56 percent of usual homework time (17 percent of usual overall study

time) in reaching performance criterion. Istructors’ lecture hours
were reduced 54 percent. Attitude generally favorable.

/
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Hickey, ALBERT E.; LatoLaw, WitLiam J.; Taus, HarvEy A.; NEw-
TON, JouN M.; and TEicHNER, WARREN H.  Requirements for
Graphic Teaching Machines (final report to Commissioner of
Education, US. Office of Education, Department of Health,
Education, and Welfare, Grant No. 7-31-0570-161). Boston:
Northeastern University, 1962 (mimeo).

Problem: (a) Relative effectiveness of graphics and symbols in
concept formation; (b) classification of graphics in textbooks.

Sample: (a) High school seniors (n=16), college freshmen (n=
16); (b) high school textbooks in algebra, biology, and music
(n=186).

Program: Boolean algebra.

(8) An experiment is reported which demonstrates that graphics
are more effective than symbols in the acquisition of some corfcepts
from Boolean algebra; (b) graphics in high school textbooks can be
reliably classified in a matrix of 480 functional stimulus-response

categories.

Horraxp, James G. Design and Use-of a Teaching Machine (paper
presented to American Psychological Association Symposium,
1960). ’

Cambridge: Harvard University, 1960 (mimeo).

Problem: Experiment 1—effectiveness of items with confirmation
vs. items with no confirmation vs. complete statements with
no blanks to fill; Experiment 2—effectiveness of asking for
significant vs. trivial vs. ambiguous and difficult responses,

Sample: University students—Experiment 1 (n=n.a.): Experi-
ment 2 (n=36). ;

Program: 22 sections of Holland-Skinner psychtlogy program.

In experiment 1, one group had the usual kind of items with one or
two words missing; this group wrote answers and received confirmation

hen the answers were correct. A second group wrote answers to
gm same items, but received no confirmation. A third group read the
same material, cast in the form of complete statements with the
blanks filled in; this group, of ‘course, wrote no answers. The third
group made more errors than the other groups on a post-test, and
there was very little difference between the performances of groups 1
and 2 (significance figures not given). Group 3, not having to write
answersppompleted the program in less time than the other groups.
This is interpreted to mean that a response is an important part of an
item.

In experiment 2, one group had the normal program with blanks
left that called for material related to the critical information in the
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item. A second group had a program in which the items were identical
with those on the normal program except that the blunks left called
for material of a trivial and easy nature; thus the student could
ensily answer without having noticed the critical information in the
item. A third group had the same items except that blanks were
left which rendered the items ambiguous and difficult and made for
many errors. A fourth group read complete statements with no
blanks to fill. Group 1 made the fewest errors on post-test, and
group 3 made the most (no significance figures). This is interpreted
to mean ‘that & program should be written so us to keep the error
level low, but to make the answer depend on noticing the critical
materal.

Hovranp, James G., and PorTeEr, Douvacras. “The Influence of
Repetition of Incorrectly Answered Items in u Teaching-
Machine Program.” Journal of the Irperimental Analysis of
Beharior, 4, 4 (1961), pp. 305-7.

Problem: Effect on learning from a program allowing repetition
of items that were first answered incorrectly.

Sample: 14 graduate students.

Program: Holland-Skinner psychology program.

Students were divided into two groups, one of which answered all
the items once only and one of which had an opportunity to repeat
items missed the first time. Tests consisted of completion items
from the program. At every level of difficulty of item, the non-
review group made more errors than the review group (signifieant at
0.01 level). These differences were maintained on a 6-month retention
test. The differences in performance between the two groups were
almost idéntical on both the first and second testings.

Hovt, Howarp O, and Hammock, Josern. “Books as Teaching

Machines: Some Data.”” In Applied Programed Instruction,

G ed. by Stuart Margulies and Lewis D. Eigen. John Wiley and
Sons, 1962, p. 50-56. m .

Problem: The relative effectiveness of programed books and

simple teaching machines. .

Sample: 63 telepBone company technicians.

Program: Basic electricity ; 2,600 frames. "

No significant. difference found between learning from prograihed

text and teaching’machines.

HovTt, Howarp 0., and VALENTINE, C. G. A4n Exploratory Study of
the Use of a Self-Instruction Program in Basic Electricity

~
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Instruction. Report to Bell Telephone Laboratories, 1961,
Murray Hill, NJ. 27 p. plus appendix.

Problem: Construct a self-instructional program covering a large
block of instruction (basic electricity), and examine the effec-
tiveness of that program in operational context.

Sample: 64 toleplfone company technicians: 34 in experimental
group and 30 in conventional group. '

Program: Basic electricity; self-instructional.

Construction of program was successful as evidenced by comparison
of time and proficiency of trainees taught by self-instruction program
and those taught by conventional instruction. Time taken to com-
plete the training was the same on the average for both groups. As
measured on two final examinations given immediately after training
and 6 months later, proficiency of program-taught trainees was
significantly greater than that of conventionally taught trainees.

Hovan, Joun B. ““An Analysis of the Efficiency and Effectiveness
of Selected Aspects of Machine Instruction.” Journal of
Educational Research, 55 (1962a), 467-71.

Problem: Teaching machine program vs. lecture, and constructed
vs. multiple-choice response vs. combination of constructed and
multiple-choice.

Sample: 41 junior and senior college students in education.

Program: Linear program on the secondary school.

There were no significant differences in any of the Gvmparisons,
when the criterion was the amount of learning.

HoucRr, JouN B. ‘Research Vindication for Teaching Machines.”
Phi Delta Kappan, 42 (1962b), 240-42.
Problem: Effectiveness of programed instruction.
Sample: Education students, 20 experimental, 21 control.
Program: Part of course on ‘*“ the contemporary secondary school.”

Students taught by programed instruction were compared with
control group, taught by lecture-discussion method. Two early 50-
question tests, and a 150-question schedule used both as pre-test and
post-test, revealed no significant difference in learning between the
two groups. The programed instruction group, however, saved an
average of 47 percent of the time required by the lecture-discussion
group. :

Hougn, Joun B., and Revsin, BErRNARD. “‘Programed Instruction

Mthe College Level: A Study of Several Factors Influencing
Learning.” Phi Delta Kappan, 44, 6 (1963), 286-91.

Problem: Teaghing machine vs. prograined textbook, knowledge
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of results vs. no knowledge of results, differences between low-
and high-scorers. &

Sample: 90 university students in education.

Program: 555 frames, linear program, on ‘ Historic Foundations
of the Secondary School.”’

No significant differences were found between any of three experi-
mental groups using, respectively, teaching machines, programed
textbooks, or programed texts without, knowledge of results. High-
und low-scoring students did not differ significantly on verbal ability,
attitudes toward programed instruction. attitudes toward the content,
oron the Thurstone Temperament Scale.

Hovianp, Carc I.; LumsvaiNg, ArTHUR A and SHEFPFIELD, FRED D)
Fxperiments on Mass Cpmmunication. Princeton, N.J.: Prince-
ton University Press, 1949,
Problem: Active response va. passive viewing of teaching film.
Sample: 742 soldiers. .
Program: A teachipng film on military phonetic alphabet.

In chapter 9 an experiment is reported comparing active response
(audience participation) with passive viewing of review sequences of
a teaching film. In the experimental version, the viewers were
encouraged to call out the correct equivalents (Able for A, and so
forth) when the letters were presented. In the control version,
both letters and their equivalents were shown on the screen, and there
was no overt responding. The procedure of actively responding was
significantly more effective, as shown by both oral and written tests.
The measured advantage of the active-response procedure was greater
for more difficult than for easier material, for less intelligent than for
more intelligent learners, and for less motivated classes than for those
which had the incentive of knowing in advance that they would be
tested.

See follow-up studies by MicHAEL aND Maccony, 1053, and,
especially, by Maccosy, MicHAEL anD LLEvINE, 1961, '

Hueues, JouN L. A Study of the Effectiveness of Programed Instruction
in Basic Customer Engineering Training. Endicott, N.Y.:
International Business Machines Corporation, 1962. 10 p.

Problem: Effectiveness of programed instruction.

Sample: 150 IBM eniployee-students taught by programed in-
struction, 57 taught by conventional classroom method.

Program: Basic customer engineering training, 352 frames, linear,

After 6} hours of training, both groups were given an achievement
test. Programed instruction class averaged 87.4 points on test; con-
ventional class 80.8. Saving in time for students of programed

o

ERIC

Aruitoxt provided by Eic:



[ .
66 THE RESEARCH ON PROGRAMED INSTRUCTION

instruction ranged from 5 to 50 percent. Students who took less time j
to complete course usually scored higher. :

HucHes, Joun L. ‘“Effect of Changes in Programed Text Format
and Reduction of Classroom Time on the Achievement and
Attitude of Industrial Trainees.” Journal of Programed In-
struction, 1, 1 (1962), 43-54.

Problem: Effect of overt vs. covert response, position of con-
firmation, answers written on text or pad, and classroom time.

Sample: 9 classes of IBM trainees, divided into 4 experimental
groups of 33, 28, 44, and 24 adults respectively; also, six classes
with 70 students, as control group.

Program: 719 frames on basic computer knowledge; linear.

All experimental classes were allowed only 8 class hours a week;
the control group classes, 1. The experimental groups were set up
to test the effect of presenting answers on the back of the page or the
next recto page; of requiring written answers in the text or on a sepa-
rate paper; and of requiring written answers as opposed to a covert
response. No significant differences in learning were found among

the groups, but covert responding reduced the time by about 20
percent.

<

Hucnes, JouNn L. Programed Instruction: A Follow-up Study of

= 7070 Training. New York: International Business Machines
) Corporation, 1961. 23 p.
Covert response mode was more efficient than overt, - \

See Huanes, 1962.

Huages, Jorn L., and McNaumara, W. J. “A Comparative Study of
Programmed and Conventional Instruction in Industry.”
Journal of Applied Psychology, 45 (1961), 225-31.

Problem: Programed text vs. conventional classroom.

Sample: IBM employees—70 in experimental groups, 40 in
control.

Program: 719 frames on use of 7070 computer.

Two classes were taught elements of IBM 7070 use by programed
textbook, two control classes by conventional classroom instruction.
Programed textbook classes completed work in mean of 8.8 hours,
with large individual variation. Conventional classes took 15 hours.
Experimental group scored slightly higher. Difference was signifi-
cant even after partialing out effect of difference in reasoning ability.
Students were very favorable to programed work.
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IrioN, ArTHUR, and Briaas, LEsLiE J. Learning Task and Mode of
Operation Variables in Use of the Subject Matter Trainer.
Lowry Air Force Base, Colo.: Air Force Personnel and Training
Research Center, October 1957, 19 p.

Problem: Amount of learning resulting from different prompting <
and response modes.

Sample: First experiment, 240 high school students in 12 groups;
second experiment, 180 high school students.

Programs: Three ‘“‘subject matter trainer’’ (teaching machine)
routines: learning names of 20 map symbols, order of 20 steps

in processing photographic film, answers to simple navigational
problems.

The first experiment (four treatments in each of the three programs)
found that the different prompt-response treatments, in descending
order of learning effectiveness, were as follows:

(1) Prompted quiz (students were told what the right answers
were). .

(2) Modified quiz (students were told if their answer was right ; if
it was not, they were given the right answer). :

(3) Practice (students were told only when they gave the yeht
answer).

(4) Single try (students were permitted only one try and were
told whether that answer was right or wrong).

A second experiment compared combinations of the first, or most
effective, mode with-each of the others in turn, but found no significant
differences.

For a later version of these data, see Briaas, in LuMBDAINE, ed.,
1961.

IsrAEL, MATTHEW L. “Variably Blurred Prompting: 1. Methodology
and Application in the Analysis of Paired-Associate Learning.”’
Journal of Psychology, 50 (1960), 43-52. :

Problem: Amount of prompting needed at various stages of
learning. .

Sample: 18 high school and college students, under age 20.

Program: Paired English words and German equivalents. -

Varying the physical claﬁty of the prompt, investigator found that,
as student worked through program, successively smaller amounts of
prompting were required to attain correct responses.

JENSEN, B. T. “An Independent-Study Laboratory Using Self-
Scoring Tests.” Journal of Educational Research, 43 (1949),
134-37. o

»
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Problem: Effectiveness of punchboard as review testing device.
Sample: 24 mature students.
Program: Review tests on psychology.

Students completed a $-semester-hour course in psychology in 5
weeks in an independent study laboratory, making much use of an
extensive set of Pressey punchboard tests covering the whole course.
Fifty-four percent of these students made A on the final exam, as
compared to 10 percent in the sections taught in the usual manner
(IQ not controlled). ] ‘

Kaess, WALTER, and ZEAMAN, Davin. “Positive and Negative
Knowledge of Results on a Pressey-type Punchboard.” Jour-
nal of Experimental Psychology, 60 (1960), 12-17.
Problem: Effect of punching wrong answers on punchboard.
Sample: 554 college students.
Program: Definitions of psychological terms.

An experiment in learning psychological terms with a simulated
Pressey punchboard. Subjects were given one trail on multiple-
choice items that presented different numbers of choices—five, four,
three, two, and one. Results were evaluated by four trials on fiva
choice items. The number of errors was directly related to the num-
ber alternatives available during training. Reading the correct
ansWers was as effective as reading plus punching.

KANNER, JosEPE H., and MarsnaL, W. P. The Improvement of

Television Instructionby Review Procedures. (In press) Office
of the Chief Signal Officer, Washington, D.C. May 1963.

Problem: Effect of review procedures upon student learning.

Sample: 1,700 Army basic trainees.

Program: Television recordings teaching 58 hours of military
subjects by means ranging from lectures to student manipula-
tion of equipment.

Trainees receiving additional instruction through a “review-pre-
view’’ technique employing television recordings achieved signifi-
cantly better than those taught by conventional procedures. Low-
aptitude students receiving television instruction learned at least s
well as high-aptitude students taught by conventiona¥ classroom
means. Differences were significant at least at .05 level. ‘

KANNER, JosErn H., and SuLzer, Ricuarp L. “Overt and Covert
Rehearsal of Fifty Per Cent vs. One Hundred Per Cent of the
Material in Film Learning.” In LuMsp4INE, ed., 1961, 42741,

Problem: Effectiveness of student participation in different
amounts.
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Sample: 2,600 Air Force trainees.
Program: Film teaching military phonetic alphabet.

Active review by students—‘‘participation”’—was found to be
significantly superior to passive review. No significant differences
were obtained, however, between oral recitation, written practice,
“thinking’’ answers, and “thinking” plus feedback of results. How-
ever, the thinking-plus-feedback was superior to the thinking-withaout-
feedback at the .06 level.

KEeisLARr, Evan R. “The Development of Understanding in Arith-
metic by a Teaching Machine.” Journal of FEducational
Psychology, 50 (1959), 247-53.

Problem: Effectiveness of a program in teaching understanding
(defined here as broad transfer).

Sample: 14 elementary school children.

Programn: 110 multiple-choice items on area of rectangles.

Experiinental subjects did significantly bet.u;c/ than uninstructed
matched controls on a test involving completiosritems and essuy-type
questions.

KEeisLag, Evan R., and McNEew, Joun D. “A Comparison of Two
Response Modes in an  Autoinstructional l’mgmmﬂwith
Children in the Primary Grades.” Journal of Educational
Psychology, 53 (1962), 127-131.

Problem: Overt vs. implicit response.

Sample: 198 primary-grade children in two groups, plus a control
group of 57.

Program: 3-week unit in physical sciences; 432 frames.

Both experimental groups (oral and implicit response) learned
significantly more than the uninstructed control group, but no sig-
nificant difference between overt. or implicit response groups was
found. ) 1

Keistar, Evan R., and McNer, Jous D. “Teaching Scientific
Theory to First Grade Pupils by Auto-Instructional Device."
Harvard Educational Review, 31, 1 (1961), 73-83.

Problem: Effectiveness of programed instruction, administered
by an autoinstructional device using both sight and sound, in
helping first-grade students to acquire and use certain aspects
of scientific theory in explaining physical phenomena.

Sample: 26 first-grade children, divided equally into experimental
and control groups.

Program: 432 items on molecular theory as related to evaporation
and condensation, divided into 13 daily\l}essonm
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After working through the program, the experimental group demon.
strated significantly more learning than the control group (which had
received no special instruction in the-topic). Success on the post-test
was significantly (and negatively) related to the number of errors
made during the program. Authors conclude that, while there are

“great individual differences, first-grade pupils cah learn an abstract
scientific language and can learn to use this language as part of the
chain of intraverbal responses in explajning physical phenomena.
Even though the multiple-choice method was used as the sole means
of responding, most of the children were able later to use the new
vocabulary in explaining problems of evaporation and condensation.
The autoinstructional device held the interest of the students for the
3 weeks of the project.

KimBLE, GrEGorY A., and Wurrr, J: JepsoN. “ ‘Response Guid-
ance’ as a Factor in the Value of Student Participation in
Fim Instruction.” In Lumspaing, ed. (1961a), 217-26.
Problem: Guided vs. unguided responses during student partici-
pation in a learning task.
Sample: 660 airmen.
Program: Film teaching the use of the slide rule.

Guided responses, making for 8 minimum number of errors during
practice, were found to result in higher proportion of correct test
answers and a reduction of common errors.

K1mBLE, GREGORY A., and WuLrF, J. JErsoN. “The Effectiveness of
Instruction in Reading a Scale as Influenced by the Relative
Amounts of Demonstration and Problem Solving Practice.”
In LumspAINE, ed. (1961b), 227-39.

Problem: What is optimum amount of active practice in learning
a skill from a programed demonstration?

Sample: In first experiments, six replications with greups of 14
or 15 Air Force trainees; in second, 5 replications with groups of
40 to 60.

Program: Instructional film on using slide rule.

Results indicate that an intermediate amount of active practice
(finding correct setting and drawing line at correct point on picture
of slide rule) may be superior to less or more practice. In first experi-
ments, practicing 8 of 16 examples was superior to practicing more or
less examples. In the second, the trend was likewise toward a middle
point optimum, but differences were nonsignificant.

Kvavs, Davip J, and LumspaINE, ARTHUR A. An Ezperimental
Freld Test of the Value of Self-Tutoring Materials in, High
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School Physics (an interim report of progress and findings).
Pittsburgh: American Institute for Research, 1960.

Problem: Effectiveness of programed materials as supplement to
telecasts.

Sample: 450 high school students.

Program: Linear program on elementary physics; about 3,000
frames.

Students in randomly assigned classes were furnished programed
- materials to supplement the Harvey White physics telecast, which
they were following in addition to their regular classroom work.
Comparison of these experimental classes with a random selection of
otherwise similar control classes which were not given the programed
materials was made by means of a comprehensive examination at,
the end of the ninth unit of materials. The programed materials
produced a significant gm}g in amount of learning from the course.

Knigur, M. A. G, and TuLey, K. W. Report on experiment, in
Teaching Machines and Programmes, a bulletin prepared by the
Department of Psychology, University of Sheffield. Sheffield,
England: January 1962. . : :

Problem: Time required to learn to criterion, programed instruc-
tion vs. conventional instruction: -

Sample: 29 Royal Air Force trainees in experimental group, 30
in control.

Program: Trigonometry.

Using Auto Tutor, experimental group learned to same criterion in
about half the time required by control group. (No details given.
Full report not available.)

KopsteiN, Feuix F., and Cave, Richarp T. Preliminary Cost
Comparison of Technical Training by Conventional and Pro-
gramed Learning Methods. Behavioral Sciences Laboratory,
6570th Aerospace Medical Research Laboratories, Aerospace
Medical Division, Air Force Systems Command, Wright-
Patterson Air Force Base, Ohio. Technical Documentary
Report No. MRI-TDR-62-78, 1962a. 19 p.

Problem: Cost of programed vs. conventional teaching.

Sample. Air Force students in electronics.

Program: 19-week course in Communications Electronics
Principles, s

The difficulties and uncertainties in estimating comparative costs
of automated vs. conventional instruction are candidly stated.
Costs are estimated in three different ways, and the costs of auto-

t
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mated instruction compare favorably with those of conventional
teaching regardless of the method of estimation. Automated teaching
requires a large initial expenditure, but costs per student diminish as
the number of students increases. Costs per student of conventional
teaching, on the other hand, remain relatively constant. Therefore,

- there appears to be a point of equal cost, after which automated
teaching appears to be cheaper.

KoprsTEIN, FELIX F., and Cave, Ricuarp T. Preliminary Evaluation
of a Prototype Auwtomated Technical Training Course. Behavioral
Sciences Laboratory, 6570th Aerospace Medical Research
Laboratories, Aerospace Medical Division, Air Force Systems
Command, Wright-Patterson Air Force Base, Ohio. Technical
Documentary Report No. MRL-TDR-62-78, 1962b. 22 p.

Problem: Effectiveness of automated vs. conventional instruction.
Sample: Experimental, control, and blind-control groups of 14
airmen each.
R Program: Intrinsic program on Communications Electronics
Principles presented on teaching machine.

Experimental group received major instruction from Auto Tutor,
but had usual practical problems and homework. (‘ontrol groups
had classroom teaching plus homework plus practical problems
Blind-control group did not know it was participating in project;
other control group did know. Study was done twice. Such sig-
nificant differences as were found favored control group, but these
were mainly in the earlier part of the course. Authors conclude, “1t
seems justified to conclude that students trained with the Auto Tutors
progressed at a rate and to a level nearly (‘omparabl: with the students

instructed in the conventional fashion.”

KorsTEIN, FELIX F., and Rosuar, SoL M.  “Methods of Presenting
Word Pairs as a Factor in Foreign Vocabulary Learning.”
(Abstract) American Paychologig, 10 (1955), 354. <

Program: Prompting vs. confirmation.
Sample: 2,080 basic airmen in basic training. - -
Program: 8 foreign words with English equivalenta.

Found that paired-asociate word< were learned more quickly when
paired terms were presented together rather than consecutively.
Advantage for contiguous presentation is greater in early stages of
training, less as substantial levels of learning are reached.

KorpsTEIN, FELIX F., and Rosmar, So. M. “Verbal Learning
Efficiency as Influenced by the Manipulation of Representa-

s
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tional Response Processes: Pictorial-Verbal and Temporal
Contiguity Factors.” In LuMsbpaink, ed., 1961, 335-50.
Program: Effect on learning paired associatgs of using pictorial
or verbal stimuli for verbal responses, and of presenting
stimulus and response terms simultaneously or in sequence.
Sample: 2,080 airmen.
Program: Paired associates; response terms were eight Russian
(. Words, stimulus terms were either picture or English equiva-
lents of these words.

The use of pictures as stimulus terms proved to be uniformly more
effective than the use of the equivalent words. Neither embedding
the terms in contextual sentences nor testing with pictures or with
words contributed any significant variance. There was a high degree
of transfer from picture training to word testing, and vice versa. A
simultaneous presentation of stimulus and response terms was more
effective than a staggered presentation. However, the superiority of
the simultaneous presentation diminished at about the 50 percent
mastery level. ’

An abstract of the original paper was published in the American
Psychologist, 10 (1955), 354.

Kormoxpy, E. J. Oberlin Ezxperiments in Self-Instruction in General
Zoology: Preliminary Analyses. Cited in Automated Teaching:
A Review of Theory and Research, by Robert E. Silverman
(Port Washington, N.Y.: U.S. Naval Training Device Center,
1960. 17 p.).

No significant differences, overt vs. covert response modes. De-
tails not available.

KRrumsortz, Jous D. The Nature and Importance of the Required
Response in  Programed Instruction. Paper presented to
American Educational Research Association, Chicago, Febru-
ary 1963. 11 p. (mimeao).

Problem: Effectiveness of key-word response vs. trivial-word
response in programed instruction vs. reading of same ma-
terial in paragraph form (no requested response).

Sample: 53 college undergraduates and 67 graduate students.

Program: 89 frames, linear, designed to teach some fundamentals
of educational measurement.

Samples were ded into four groups each: (a) A group which_
responded with a key word—i.e., an important concept—to each
frame, (b) 8 group which responded with a trivial or minor word, (c)
8 group which read the identical material written as paragraphs of
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L2
textbook prose, and (d) a control group. On immediate and delayed
post-test, the key-word and paragraph-format scored about the sanie,
and both were significantly higher than the trivial-word group.

Krumsourz, Joux D. and Boxawitz, BARBARA. “The Effect of
Receiving the Confirning Response in Context in Programed
Material.” Journal of Educational Research, 55 (1962), 472-75.

Problem: Effect on learning from programs presenting confirmn-
tory response as complete thought or as isolated, single word
or phrase.

Sample: 32 undergraduates in educational psychology.

Program: Test writing, linear, 153 frames.

No significant differences were found in knowledge of terms that
were being taught, but group that received confirmation in context of
complete sentence was significantly better able to apply principles
learned from prograrn. K

Krumsourz, Joux D, and Weismax, Roxawp G. “The Effect of

Intermittent Confirmation in Programed Instruction.” Jour-
nal of Educational Psychology, 53, 6 (1962), 250-53.

Problem: Effect of intermittent confirmation, in fixed and vari-
able ratios, on learning from programed instruction.

Sample: 121 college students in educational psychology.

Program: 177 frames of a linear, program, in programed textbook
form, designed to teach prospective teachers how to interpret
educational test results.

Four levels of fixed-ratio confirmation (no confirmation, 33 per-
cent confirmation, 67 percent confirmation, and continuous confirma-
tion), and two levels of variable-ratio confirmation (33 percent and
67 percent) were used in different treatment groups. A negative
linear relationship was found between number of errors made on the
program and the amount of confirmation provided., No significant
effects were found on post-test scores from the various proportions of
confirmation, and no evidence of differential effect between fined-
rath variable-ratio confirmation.

Krumpourz, Joun D., and WesMan, Ronatp . “The Effect of
Overt. vs. Covert Responding to Programed. Instruction on
Immediate and Delayed Retention.” Journ of Educational
Psychology, 53, 2 (1962), 8992, :

Problem: Overt vs. covert résponse.

Sample: 54 undergraduates in educational psychology.

Program: Fundamentals of dducational testing, 177 frames,

linear.

ﬁ
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Subjects were divided into a group which wrote down each response,
& group which mentally composed each answer but did not write it,
# group which read the program with the blanks already filled, and a
control group which studied a different program of about the same
length. On an immediate post-test there was no significant difference
among the experimental groups, but on a 2-week-delayed retention
test the group which wrote answers scored significantly better than
the others. Thus, overt responding seemed to increase delayed reten-
tion. The control group was significantly lower on both tests.

LAMBERT, Prmir; Mmier, Donawp M.; and Wmey, Davm E.
“Experimental Folklore and Experimentation: The Study of
Programed Learning in the Wauwatosa Public  Schools.”’
Journal of Educational Research, 55 (1962), 485-94.

Problem: Overt and covert response modes, and levels of intelli-
gence.

Sample: 552 ninth-grade students.

Program: Sets, relations, and functions; linear: 864 frames.

Intelligence was found to be significantly associated with the amount,
of information acquired from the program. (overt responses proved
to require less time than overt ones and to result in about as much
learning (n.s.d.).

LEvIN, GEraLD R., and BakEeR, Bruce .. “Item Scrambling in a
Self-Instructional Program.” Providence, R.I.: Brown Uni-
versity, 1962. 22 pp. (mimeo). Also in Journal of Educational
Psychology, 54, 3 (1963).

Problem: Effect of scrambling item sequence in an instructional
program.

Sample: 36 second-grade pupils.

Program: 180 frames on geometry for the second grade, 1 unit of
which (60 frames) was presented either in logical or in random
order.

No significant differences were found on acquisition, retention, or
transfer between the groups which studied the ordered, and those
which studied the randomized, unit.

3

LEwis, EArL N.  Erperimentation in the Development of More Effective

Methods of Teaching Foreign Languages by Making I rtensive
Uses of Electro-Mechanical Aids  Baton Rougé, La.: Depart-
ment OQ’oreign Langunges, Louisiana State University, 1961.
19 p.

Problem: Effectiveness of delegating some of teaching process to
sutomated, programed audiovisual equipment.

732-280 0--84-—6 _ »
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# No significant differences found in either experiment between con-
trol groups, which were taught conventionally, and experimental.
groups, which spent a larger proportion of their time on the automated
program, thus freeing the teacher for other work.

Liepert, HEnry T, and StoLurow, 1. M. Teaching Machines and

Binet Mental Age was not a significant predictor of the leaming
mesasures. It was, however, significantly related to retention. The
subtest scores of the Illinois Test of Psycholinguistic Abilities were
not heavily weighted in the performance on this learning task. This
was interpreted to mean that the learning task does not demand
high psycholinguistic abilities for success. Some psycholinguistic
entry levels were significantly related to successful performance in
recalling (but not recognizing) words taught and some were not.
Those which were significant were the visual decoding, visual motor
association, visual motor sequential, and the auditory vocal auto-
matic abilities. Other psycholinguistic abilities were not heavily
weighted or in some cuses were negatively related.

The length of the words (from 3 to 9 letters) was not related to
ease of learning or to successful retention. The Peabody Picture
Vocabulary Test was positively related to ease of learting, and a
high score on this test was significantly associated with successful
transfer to success after the withdrawal of the prompt under the
confirmation teaching strategy. The relative number of prompting
and confirmation trials did not seem to be ns important in predicting
learning as the total number of trials, regardless of the balance.*

*This sbetract was prepared by the Training Ressarch Laboratary. University of Illinots. )

ﬂ
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Sample: Experiment I, 46 experimental, 52 control; experiment
IT, 35 experimental, 25 control; all college students.

Program: Locally written programed textbook integrated with
language laboratory.

Programed Instruction in Special Education. University of
Illinois, Training Research Laboratory (undated—probably
written in 1963).

Problem: Review of use of programed instruction in special
education; report of findings of a study on combined prompt-
ing and confirmation in teaching sight vocabulary.

Sample: 25 educable mentally handicapped public school children.

Program: Picturable nouns were taught by the strategy of prompt-
ing trials followed by confirmation trials to various learning
criteria. A correction procedure was used with the 900-frame
program used in an earlier study by Stolurow and Lippert.
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Lrrrie, J. K. “Results of Use of Machines for Testing and for Drill
upon Learning in Educational Psychology.” Journal of Ex-
perimental Education, 3 (1934), p. 45-49.

Problem: Effectiveness of quick knowledge of results.
Sample: 340 college educational psychology students.
Program: Educational psychology.

Students in educational psychology’ were taught in three groups:
, (1) By conventional classroom methods, (2) by ordinary classroom
procedures plus very quick machine grading of their quizzes after
which they were given a chance to make up deficiencies by additional
tests, (3) by ordinary classroom procedures plus a drill machine which
instantly apprised them of results and let them practice until they
could always get the item right. Conditions (2) and (3) made for
significantly better final examination scores than (1). lr"estigntor
concluded that greatest benefit from these two methods accrues to
students in lower half of distribution.

Lumsoaine, A. A, ed. Student Response in Programed Instruction.
A Symposium on Erperimental Studies of ('ue and Response
Factors in Group and Indiridual Learning from Instructional
Medwa. Sponsored by Headquarters, Air Research and De-
velopment Command. U.S. Air Force. Washington, D.C.:
National Academy of Sciences, National Research Council,
1961.

Papers from this important. collection are listed in this bibliography
under the names of individual authors. Lumsdaine’s concluding
chapter summarizes and brings together commmon theoretical factors
investigated in the studies reported in the preceding 30 chapters.

LumspaiNg, A. A.; Sunzer, Ricuarp L.; and Kopstriy, Fruix F.
“The Effect of Animation C'ues and Repetition of Examples on
Learning from an Instructional Film.” In Lumspaine, ed.,
1961, p. 241-69.

Problem: (1) Effectiveness of animation in programed instruc-
tional filin; (2) effectiveness of increasing number of examples. c

Sample: 32 classes of Air Force basic trainees, assigned as units
to experimental treatments.

Program: teaching film on micrometer use.

Overlay animation devices (moving arrows, superimposed labels,
etc.) in a filin on the microggeter contributed significantly to learning; .
increasing thenumker pl examples from 3 to 6 to 10 also contributed
significantly, but the rate of improvement diminished ss the number
of examples was increased, suggesting a saturation point in the use of
additional examples. Giving a short pretest on micrometer reading

r )
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(without knowledge of results) also added significantly to learning of
this skill. These results were consistent across a wide range of condi-
tions in a 2X2X 2 factorial design. The saturation point for repeti-
tion was reatrhed sooner for the less mtelhg(‘nt learners than for the
more intelligent, suggesting that programing techniques other than
meregrepetition are needed to improve the performance of the former
group.

MaccoBy, NatHan; Micuael, DoNatp N.; and’ 'LEVINE, SEYMOUR.
“Further Studles of Student Participation Rrocedures in Film
Instruction: Review and Preview (‘overt Practice, and Moti-
vational Interactions.”” In LumspaINE, ed., 1961, p. 295-325.

Problem: Causes of student participation effects. !

Sample: 993 Air Force trainees.

Programs: A film on “Patterns for Survival” and one on “Air-
planes Change the World Map.”

Among the results of these two rich experiments were the follo\ung

(1) When review questions were asked in participation sessions and
the learners merely thought about (covertly practiced) the answers,
significantly more learning resulted if and only if the instru('tnr
supplied the correct answers after the students had responded.

(2) Evidence was found that the additional learning produced by
participation was of the “meaningful’’ rather than the “rote” type.

(3) Participation gains are overwhelmingly due to the added prac-
tice generated by the procedure and not to increased motivation when
the general level of motivation is already very high. When the general
level of motivation is low, a relatively small part of the participation

Maccosy, N, and SuerrieLp, F. D. “Theory and Experimental
Research on the Teaching of Complex Sequential Procedures
by Alternate Demonstration and Practice.” In Symposium on
Air Force human engineering, personnel, and training research.
Ed. by G. Finch and F. Cameron. Washington, I).C.: Na-
tional Academy of Sciences, National Research Council, 1958.

Problem: Size of step and control of pacing, as they affect learn-
ing from a programed film.

Sample: Experiment I, 4 groups of 40 undergraduates individu-
ally seen; experiment I, 40 classes (n =900) of undergradustes,
plus 4 groups of high school students.

Program: Filmed demonstration of an assembly task.

For superior students, a self-pacing procedure in which the student
himself regulated the length of sequence before practice worked best.
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before practice. It was theorized that small demonstration-practice
units would result in fewest errors, but that longer units would be
necessary to provide integrated learning. In a series of interrelated
experiments the predictions were confirmed. The optirmum procedure
turned out to be a transition one in which the beginning steps were
short and the subsequent on progressively longer until the entire
demonstration was run through prior to practice. ’

MAGEeR, RoBerT F.  “On the Sequencing of Instructional Content."”
Psychological Reports (1961), p. 405-13.
Problem: Sequence of learning topies and exercises as determined
by learner, rather than by instructor. .
Sample: 6 adults.
Topic: Electronics.

Each of six adults was given an opportunity individually to learn
about electronics in whatever sequence of topics he wished to follow.
The instructur behaved as a response mechanism, answering questions
and giving information as asked by the learner. The question was
whether a learner-generated sequence would be similar to an instructor-
generated sequence, and whether there would be any commonality
among sequences generated by independent learners. (onsiderable
commonality was found, even though no specific objectives within the
broad ﬁgld of electrenics were set for the learners. However, the
learner-generated sequences bore little resemblance to that used in
most introductory eleetronics curricula. In general, the learner pro-
ceeded from a simple whole to a more complex whole, whereas tradi-
tional sequences proceed from parts to whole, i.c., from components
to system. The learners’ motivation increased with the apparent
control they were allowed to exercise over the learning experience.

See also others papers in which Mager is senior author (notably
Explorations in student controlled instruction, Mager and Clark, 1963;

and Mager and McCann, Learner-controlled instruction, no date,

. both offset) describing further trials of student-controlled learning
b sequences. These trials resulted in reduicing tminimimo as -much
. 88 65 percent, and resulted in well-equipped and cotfident students.
The content selected for study and the sequence varied fmx(; student
to student, but in no case coincided with the sequence used previously .

MaRraorivs, Garry J., and SREFFIELDFRED D, “Optimum Methods
of Combining Practice with Filmed Demonstration in Teaching
. "Complex Response Sequences: Serial Learning of a Mechanical
Assembly Task.” In LumspaiNg, ed., 1961, p. 33-53.
Problem: Most effective combinations .of practice with demon-
stration; size of step.
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Sample: Experiment 1, 40 male college undergradqgtéé; Experi-
ment 2, 30 male college undergraduates.

Program: Film on how to assemble an automobile ignition
distributor.

Experiment 1 compared (a) practice after each relatively short °
segment of the film, the segments having been proved in pretest to be
assimilated on the first trial by about 75 percent of the type of sub-
Jects used, (b) practice after longer segments, (¢) practice only after
the entire film had been shown, (d) practice at first after short seg-
ments as in (a), .2en after gradually lengthening segments. Treat-
ments (a¢) and (d) were superior to the others in teaching accurate
perfarmance, and all others were superior to (c).

Experiment 2 compared two forms of gradually increasing steps
with a third form, in which the student was allowed to set his own
length of step, i.e., to stop the film whenever,he felt he was ready to
practice what he had seen. The form of gradually lengthening steps
used in experiment 1-d proved significantly superior to the self-pacing
method in rate of improvement, and superior, though not at the .05
level, in overall learning. ‘

The advantages of perfect practice, which are gained with short

demonstration-practice periods, can be combined with the advantages
J of whole demonstration-practice for maximum task integration. This
can be achieved best by a skillful combination of these methods.
Self-pacing, when done by bright students, approaches this optimum.

MaRreoLIvs, GARRY J.; SHEFFIELD, FRED D.; and Maccony, NATHAN.
Repetitive versus Cons~cutive Demonstration and Practice in
the Learning of a Serial Me("hanical-Assembly Task.” In
LuMspaINE, ed., 1961, p. 87-100. '

N Problem: (Considering d as demonstration; p as practice; and
1, 3, 8nd ; a8 consecutive steps) d\py, dypa, dspy, dip,, dyp,, ete. vs.
lel, dipy, dap, dyp,. [ |
Sample: 20 male college undergraduates.
. Program: Experiment 1, a film teaching assembly of an automo-
bile distributor; Experiment 2, a film teaching assembly of a
servomotor. 2

Experiment 1 showed superiority, both in practice and final test,
of repeating a unit until learned. Experiment 2 showed advantage
for repetitive group only in second practice, and the advantage was
lost in the final test. Authors attribute different results partly to
difference in task, suggesting that a task which is intrinsically well-
organized and which is presented in this well-organized pattern is
probably learnéd readily in a consecutive mapner with little intra-
serial interference between parts of task.

ERIC
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Maraouiva, Garny J., SHEFFIELD, FRED D., and Maccony, Natuax.
“Timing of Demonstration and Overt Practice as a Function
of Task Organization.” [n LuMspaINE, od., 1961, p. 101--05.
Problem: Whether practice is more efficient at the end of “natural
units” of a task, or elsewhere.
Sample: 20 university undergraduates. ¢
Program: Film intended to teach assembly of a servomotor.

No difference was found in amount of learning resulting from
practice interspersed at end of each subassembly in the task, and.
practice interspersed without regard to these natural division points.
The authors suggest that the natural unit organization procedure
might prove to be effective in other less well organized tasks.

McDoxavp, FREDERICK J., and ALLEN, DwiGHT. “An Investigation
of Presentation Response, and Correction Factors in Pro-
gramed Instruction.” Journal of Fducational Research, 55
(1962), p. 502-07.

Problem: Effect of diﬂ'eré_nt arrangements of programed material.
Sample: 122 high school students.
Program: Teaching an unfamiliar game.

Program forms were these: (a) Information, example, response
from learner, correct response, explanation for correct response:
(8) same, except for absence of explanation; (¢) information and
example only; (d) same as (a), except for absence of example; (¢) infor-
mation only. No significant differences were found in learning from
these forms.  Authors suggest that result may be in part a function
of length.

MecGuire, Witniam J.  “Audience Participation and Audiovisual
Instruction: Overt-Clovert Responding and Rate of Presen-
tation.” In LuMspaIng, ed., 1961, p. 417--26.

Problem: Qvert vs. covert vs. no participation, at different rates
of presentation.
Sample: 48 subjects, males, inmates of correctional institution,

aged 17 to 26.
Program: Slides intended to teach names of nine mechanical
parts. .

Subject was asked to participate overtly, covertly, or not at all
after each teaching unit. Overt participation resulted in more
| learning than no participation at a slow rate of presentation, less
~ at afast rate. Covert participation was superior to no participation
at both slow and fast rates, and superior to overt at the fast rate.

.. | N /
-
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McGuire, WiLLiam J. “Effects of Serial Position and Proximity to
‘Reward’ Within a Demonstration Film.” In LUMSDAINE, ed
q 1961, p. 209-16.

t Problem: Usefulness of presenting vicarious “rewards” during
learning task (e.g., rewarding an actor for carrying out task
properly), and effect of serial practice during learning.

Sample: 32 male college undergraduates.
Program: 10-minute film teaching a motor skill.

Instructions given early in film werd remembered best; those
toward end, next best; and those in the middle, least well.  Vicarious
rewards shown in the film also benefited the learning of items imme-
diately before or after the reward. ‘

McNEew, Jorn D. ““Programed Instruction as a Research Tool in
Reading: An Annotated Case.”” Journal of Programed In-
struction, 1,1 (1962), p. 37-42.

Problem: Effectiveness of oral responding in program designed
to teach reading.

Sample: 188 kindergarten children.

Program: Elementary reading skills, 700 frames, linear.

J Oral responding (saying, rather than merely looking at, the word)
resulted in significantly greater learning. The oral response was
particularly effective for children with lower 1Q’s, and resulted in
more children wanting to read. For some reason, males learned sig-
nificantly more than females from the programed instruction.
A more complete account of this experiment is scheduled for pub-
lication in the British Journal of Education Psychology under the title
“Value of the Oral Response in Beginning Reading.”

McNen, Joun D. Superior Reading Achievement of Boys Through
Programed Instruction versus Inferior Progress Under Female
Teachers. los Angeles:, University of Californis (undated--
probably written in 1962).

Problem: Sex differences in the reading performance of pupils

taught by programed instruction, and taught by female
teachers, :

Subjects: 132 kindergarten children (72 bbys, 60 girls), 91 of whom
(49 boys, 44 girls) were later studied as first-gruders with
female teachers. -

Program: 17 daily lessops, each consisting of approximately 35
{rames, designed to teach students to recognize 40 words.

Boys scored significantly higher than girls under programed in-
struction, but significantly lower than girls in the classroory under
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female tenchers. Author concludes that female tenchers may fail to
adjust themsélves or their school procedures as well to the traits of
boys as to those of girls, and that a study of the feat®ires of nuto-
instruction might help in developing teaching behavior more appro-
priate for boys.

McNen, Joun D., and KEisLaR, Bxan R, “Questions versus
Statements as Stimuli to Children’s Learning.”” " AV Commu-
nication Review, 10 (1962), p. 85-8.

Problem: Relative effectiveness of questions vs. stautements as
stimulus elements in programed instruction.

Sample: 134 first- and third-grade children.

Program: Linear program on molecular theory, 432 frames.

This experiment was intended to test the hypothesis that because
covert responses would occur more readily to questions than to
statements, a program made of questions would elicit more learning
than one made of statements. No significant difference was found in
the learning resulting from the two kinds of progragy. '

MELARAGNO, Raren J. “Effects of Negative Reinforcement in an

Automated Teaching Setting.”’ Psychological Reports, 7 (1960)
p. 381-84.

Problem: Effect of negative reinforcement on learning from
programed instructioé

Sample: 28 junior college students.

Program: Translation of logical symbols, 50 multiple-choice
items.

Subjects were divided into three groups, one having an all-positive
reinforcement sequence, one a spaced negative-reinforcement sequence,
and one a massed negative-reinforcement sequence. For negative
reinforcement, five ambiguous items were inserted in program. ‘These
items had no correct answer. On post-test, found that massed nega-
tive reinforcement depressed the learning from the program, but. that
spaced negative reinforcement did, not depress learning sigmificantly
below all-positive reinforcement.

¢

MEYER," Susan R. “Report on the Initinl Test of a Junior High
School Voeabulary Program” in Teaching Machines and Fro-
gramed Learning, ed. by Lumsdaine and Glaser. Washington,
D.C.:- Department of Audiovisual Instruction, National Edu-
cation Association, 1960, p. 229-46. “

Problem: Effectiveness of immediate knowledge of results; and of
correcting errors.
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Sample: 55 eighth-graders in 4 groups.
Program: English vocabulary, linear program, 580 frames.

Groups that received immediate confirmation of results .learned a
greater amount (.03) than group that received knowledge of results
later, when teacher had graded the answers. Significant differences ¢
in learning ‘were mot found to result from students’ reviewing the
program and correcting their errors. Greatest predictor of score on
post-test was error score on program itemps. -

MicuaiL, DonaLp N.. and Maccony, NatThaN N. “Factors Influ-
encing Verbal Learning From Films Under Conditions of Audi-
ence Participation.” Journal of Erperimental Psychology,
46 (1953), p. 411-18.

Problem: The relative contributions of practice and motivation
to the audience participation effect under varying conditions.

Sample: 1,029 high school students in 12 groups, 4 of them
controls.

Program: Film on civil defense against atomic attack, with
questions inserted at regular intervals to provide for viewer

response. ) s

Half of the test items on the film were practiced at breaks, and
all items were tested at the end. All audience participation gains
were in the practiced items; none were on the nonpracticed items.
This gain in practiced items held for all conditions of practice—overt-
covert, with or without provision of Knowledge of the Correct
Response (KCR). However, KCR was far superior to no-KCR
under all conditions of practice. Jhe investigators also attempted,
by announcing to half the classes that they would be tested, to study
the relative contributions of varying levels of external motivation to
the beneficial effect of audience participation. The attempt failed,
probably because motivation was already extremely high.

Moore, J. WiLLiaM, and Suith, WeNDELL 1. ““ A Comparison of Sev-
. eralTypes of Immediate Reinforcement.’ '’ Preliminary report
of study supported by Air Force Office of Scientific Research.
In Programed Learning, ed. by Smith and Moore. New York:
Van Nostrand, 1962, p. 192-201.
Problem: Effect of different kinds.and amounts of reinforcement
on learning,
Sample: 220 university students in 10 groups.
Program: 1,152 frames of Skinner-Holland linear program.

Different experimental groups were given (a) no knowledge of
results, (b) correct answer after each response, (c) a flashing light
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L
after the correct response, (d) one penny for euch correct response,
(e) a program with response blanks filled in in advance. No sig-
nificant differences in learning were found among the groups.
13

Moorg, J. WiLLiam, and Smith, WeNDELL T. “Knowledge of Results !
in Self-Teaching Spelling.” Psychological Reports, 9 (1061),
p. 717-26.
Problem: Effect of knowledge of results and controlled pacing ‘
on learning from programed instruction,
Sample: 62 and 35 sixth-graders, respectively, in the two studies.
Program: Linear program on spelling, 846 frames.

Found no significant difference between criterion learning of (a)
students who received knowledge of results and those who did not,
(b) students who worked at their own speed and those who worked on
n specified number of units each week. '

NauManN, THEODOR, F. “A Laboratory Experience in Programed
Learning for Students in Educati#nal Psychology.”  Journal
of Programed Instruction, 1, 1 (1962), p. 9--18.
Problem: Student reactions to and performance on program.
Sample: 44 college studants in educational psychology.
Program: First 16 sets of Holland-Skinner psychology (linear)
program. . :

Students worked through first 16 sets of program, reacted ina
generally favorable way—more favorably than the Oberlin students
reported by Van Atta, slightly less favorubly than the Harvard
students reported by Holland. Attitude data for these three studies
are presented in this article. Author concluded that program was -
usable by students in educational psychology, but that some sets
needed revision designed to lower the error rate, and also that pre-
viously published time data on the program were lower than the ex-

- perience here reported.

Oakes, WiLLIau F." “Use of Teaching Machines as 2 Study Aid in.
\ an ‘Introductory Psychology Course.” Psychological Re ports,
7 (1960), p. 297-303.
Problem: Effect on test performance of availability vs. an-
availability of teaching machines for use as a study aid.
Sample: 72 students in university evening classes.
Program: Psychology, linear program, 450 frames.

All students were from the same class, and all were taught by con-
ventional methods. Half were permitted to use the machines to study
on their own-time. No significant differences were found between

. ' .
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students who did, and those who did not, have access to programed
g materials.

PerersoN, J. C. “The Value of Guidance in Reading for Informa- .
tion.”  Transactions of the Kansas Academy of Science, 34
(1931), p. 291-96.

Problein: Effectiveness of programed instruction. 1
Sample: Information on sample not avilable. 4 ‘
Program: Psychology.

A small multiple<choice drill machine giving immediate knowledge
of results resulted in significantly more gain in knowledge by a psy-

J » chology class that used the machine than one which did not use it.
<

Popuam, W. James. The Influence of Novelty Effect upon Teaching
Machine Learning. San Francisco: The San Francisco State
College, 1962 (mimeo).

Problem: Extent of novelty effect resulting from a student’s
first use of programed instruction.

Sample: Groups of 11 and 12 sixth-grade students matched ac-
cording to scores on California Test of Mental Maturity and
SRA Arithmetic Test.

Program: Plane geometry, 1,000 frames.

One group used programed instruction first semester; both groups
used it second semester. There was no discernible novelty effect in
the second semester, inasmuch as no significant difference was found
between the groups.

Porter, Douaras. An Application of Regforcement Principles to
Classroom Teaching. Cambridge, Mass.: Laboratory for Re-
search in Instruction, Graduate Schoold Education, Harvard
University, 1961 (mimeo).

Problem: Teaching machine vs. conventional classroom instruc-
tion. .

Sample: 45 second-grade, 63 fourth-grade, and 37 sixth-grade
students.

Program: Linear program on spelling.

Students learned as much from teaching machine as from conven-
tional teaching, and in about one-third the time. Greatest gains in
spelling were achieved by students in the lower-1Q half of the teach-
ing machine groups, the least gains by individuals in the comparable
groups taught by the teacher. In upper-1Q groups the machine pro-
duced a nonsignificant advantage. Investigator points out that the
smaller gains in higher-1Q groups were primarily due to poor matching
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between subject matter of program and subject matter level of stu-
dents, and that 1Q correlations with spelling gains were heightened
by teaching machine treatment when subject matter matching was
good. A drop in achievement was observed over the entire period |
of the experiment, but it was no greater on the teaching machine !
than on the teacher-taught lessons. Attempts to teach and measure
trapsfer of training to unfamiliar words, in fourth- and sixth-grade
students, produced negative results, which investigator attributes to
content of teaching rather than to the use of programed instruction.

PRESSEY, SIDNEY L. A4 Puncture of the Huge ‘“ Programing” Boom?

Tucson, Ariz. (undated—probably written in 1963) (ditto).

Problem: Comparison of learning from linear program, prose
text, and text plus Pressey questions.

Sample: 3 classes (about 120—exact number not stated) of
university students in beginning course in education.

Program: First 54 frames of Skinner-Holland program on
psychology.

The first section of the Holland-Skinner program was rewritten in
six prose paragraphs.. Classes of the beginning course in education
were given, respectively, (a) the 54 frames of the program, (b) the
6 prose paragraphs carrying the same content, (c) the 6 paragraphs
plus 6 objective Pressey-type questions. A fourth class. served as a
control group. All the classes were then tested on two summary
questions. All the experimental groups did significantly better than
the control group. Groups (a) and (b) did equally well on the test,
but group (b) required about one-tenth the time to work through
the learning materials. Group (¢) did better than the others but not
significantly so.

4
PrEssey, S. L. ‘“Development and Appraisal of Devices Providing
Immediate Automatic Scoring of Subjective Tests and Con-
comitant Self-Instruction.” Journal of Psychology, 29 (1950),
p. 41747,
Problem: Validation of punchboard as testing and teaching
tool. '
Sample: Various numbers of university students.
Programs: Tests on Russian vocabulary, English vocabulary,
and psychology. :

Conclusions: (a) Punchboard discriminates better among students
than does regular test; range of scores is significantly greater; (b)
with students who use punchboard, errors drop significantly more on
retest; (c) same trend obtains when retest 18 of recall rather than
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recognition type, but results are not so clear-cut; (d) when questions
from first test are repeated in later test, punchboard users do better
with them than students who took ordinary test first; (e) there is
some evidence that punchboard makes for more gains in learning
with brief practice tests; (f) significant gains result when punch-
board is used as major part of course; these gains are slightly, but
apparently not significantly, greater than those resulting from similar

use of regular tegls.

Price, James E. A Comparison of Automated Teaching Programs
with Conventional Teaching Methods. as Applied to Mentally
Retarded Students. Tuscaloosa, Ala.: The Partlow State
School and Hospital, 1962 (mimeo).

Probleny: Constructed response vs. multiple—choice response vs.
conventional classroom teaching for mentally retarded students.
Sample: 36 mental retardates, divided into 3 groups which were .
equated for chronological and mental ages, and arithmetic

achievement level.
Program: Addition and subtraction; 3,635 frames; linear.

One group received conventional classroom instruction; the second,
8 program that required constructed responses; the third, a program
requiring multiple-choice responses. All groups showed significant
improvement during the addition part of the program, and there
was no advantage for any one group. In the subtraction part of the
program, the group using the multiple-choice program made signif-
icant improvement, whereas the other two groups did not. The con-
ventionally taught group spent 2 semesters, or 130 class periods,
studying arithmetic, while the pupils in the teaching machine group
averaged 86 class periods.

i

Reeo, Jerry E., and Havman, Joun L., Jr. “An Experiment
Involving Use of English 2600, An Automated Instruction
Text.” . Journal of Educational Research, 55 (1962), p. 476-84.

Problem: Program vs. conventional teaching.

Sample: 250 tenth-grade students.

Program: English grammar and usage; linear program; approxi-
mately 2600 frames.

No significant differences were found overall between experimental
and control groups, but high-ability students did significantly bettér
with the program than with conventional teaching whereas low-ability
students did significantly better with conventional teaching. Con-
siderable differences were found ‘in time required by students iof
different ability levels to finish program. j

Q i

N o
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RiaNEY, Joserrn W, and Bupnorr, Irvina J.  The Relative Efficiency
of Different Combinations of Prompting and Confirmation for
Learning a Boolean Algebra Program. Prepared for Personnel
and Training Branch, Psychological Sciences Division, Office
of Naval Research, Los Angeles: Department of Psychology,
University of Southern California, 1962 (mimeo).

Problem: Relative effect of prompting (P), confirmation (C), and
three combinations (PP, PC, and qg-)_ on léarning from a
. program. s
Sample: 105 high school students. \“‘:« ‘
Program: 107 frames on Boolean algebres.

P )

It was hypothesized that (1) the PC oqmbf}}htion would be superior
to the CC combination for acquisition of aggqciations, and to the PP
combination for retention of associations; {2) the PC and CC combi-
nations would produce higher transfer scores than the PP combination;
and (3) the brightest students would be less affected by these combi-
nations of experimental variables than the other students.

None of these hypotheses was confirmed by the main effects of the
experiment. Tests of the simple effects revealed evidence contradie-
tory to hypothesis (1): treatment CC resulted in lower error scores
on acquisition tests than did PC for upper and lower intelligence
groups, with the middle group showing the reserve. All these simple
effects decreased over retention intervals. Acquisition scores of the
brightest students (hypothesis 3) were differentially affected by the
experimental treatments.

Rog, ArNoLp. “A Comparison of Branching Methods for Prog‘ramed
Learning.” Journal of Educational Research, 55 (1962), 407-16.
Problem: Simple branching methods vs. linearbprograming.
Sample: 189 freshman engineering students. '
Program: Introduction to certain probability concepts, linear
program, 107 frames.

Significant learning took place from program, but there were no
significant differences between any of the simple branching methods
and the linear program when measured by amount of learning.
Forward branching saves time over backward branching. Logical
sequence of program results in more learning than random sequence .

Rox, ARNoLD; MassEY, MILDRED; WELTMAN, GERsHON; :and’ Lkebps,
" Davip.  Automated Teaching Methods Using Lineay Programs.
los Angeles: UCLA Department of Engineering, 1960. 57 pp.
Ssme data also in Roe, Arnold, Automated teaching methods
using linear programs. Journal of Psychology, 40 (1962), 198

201.
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Problem: Constructed vs. selected response, overt vs. covert
response, use of teaching machines in private and in group,
programed vs. nonprogramed lectures.

v Sample: 186 freshman engineering students.

Program: Elementary probability, 230 frames, linear.

No significant difference was found between student performance
on any of the programed methods—machine, lecture, or book;
and all the programed methods were significantly better than the
nonprogramed lecture. Learning time, however, is significantly
more for the machine methods, less for the lecture.

Roe, Kikt ViacmouLr. Serambled vs. Ordered Sequence in Audo-
Instructional Programs. Report 48. Los Angeles: Depart-
ment of Engineering, Univemity of California, 1961. 10 pp.
(mimeo). Same data also in Roe, K. V., Case, H. W_, Roe, A.
“Scrambled vs. ordered sequence in auto-instructional pro-
grams.” Journal of Educational Psychology, 53 (1962), 101-
04.

Problem: Effect on learning of random vs. logically sequential
ordering of items.

Sample: 36 university freshmen, in two groups.

Program: 71 frames from a program on elementary probability.

For a short program (equivalent to a I-hour lecture), the mean
criterion test score of students using the random sequence was not
significantly different from that of students using the ordered sequence.

RosHaL, SoL M. “Film-Mediated Learning with Varying Presentation
of the Task: Viewing Angle, Portrayal of Demonstration,
Motion, and Student Participation.” 1In LLuMsSDAINE, ed,,
1961, 155-75.

Problem: Effectiveness of presenting cues during learning that
correspond as closely as possible to cues to be used in later
performance.

Sample: 4,200 naval recruits. )

Program: Eight different versions of a film designed to teach how -
to tie certain knots. h

Results indicate that learning is more efficient if the presentation
approaches a representation of the learner himself performing the
desired task. This includes “subjective’’ camera angle and accurate

representation, consecutively, of the motions' and changes involved
. in the act.
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RoTtakopr, ErnsT Z. “Automated Teaching Devices and a Com-
parison of Twg Variations of the Method of Adjusted Learn-
ing.”  Psychological Reports, 8 (1961), 163-69.
Problem: Effect of different amounts of review in programed
instruction. .
Sample: 100 airmen, divided into 2 experimental and 2 control
groups. . |
Program: Eight ‘paired-associate items.

No significant differences were found in learning between two
versions of the method of adjusted learning. Both versions resulted
in subjects’ responding to each item correctly exactly twice before
being tested. In one version an instructive item was dropped out
after one correct response, and when all items had met this ctiterion
the entire procedure was repeated. In the second version each item
was dropped out only safter two correct responses. '

Rotukorr, ErnsT Z. “‘Programed Self-Instructional Booklets,
Mnemonic Phrases, and Unguided Study in the Acquisition of
Equivalences.” Journal of Programed Instruction, 1, 1 (1962),
19-28.

Problem: Relative effectiveness of pairs, mnemonic phrases,
and linear programs in learning and retention of simple equiv-
alences. \

Sample: College students in groups of 32, 31, and 33.

Program: Resistor color code.

Three treatments were used in an effort to teach the, color code S
used for identifying electronic resistors: (a) A list of simple color- :
number equivalents, (b) a similar list with the addition of a short
mnemonic phrase for each pair, and (c) a 60-item booklet in linear
program form, also making use of the mnemonic phrases. No differ-
ence was found as a result of the experimental treatments when
subjects were tested within 2 days after the exposure. On retention
tests, administered up to 120 days after thé exposure, however, the
programed booklet resulted in better performance than the simple
list of pairs. During the first 60 days, the mnemonic list produced
about the same result as the simple list, but in later tests it was sig-
nificantly superior to the simple list and about as effective as the
program. Subjects who reported that they used mnemonic aids
retained substantially more than others.

Rortrxopr, ErNsT Z. “Some Observations on Predicting Instruc-
tional Effectiveness by Simple Inspection.” To be published
in Journal of Programed Instruction, 1963.

733-280 O—44——7
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Problem: Ability to predict, effectiveness of qelf instructional
program by reading it.

Sample: 12 high school teachers or principals.

Program: Seven versions of a program designed to teach relation-
ships between pairs of nouns in fictional anthropologicul
subject matter.

. Actual effectiveness of the seven treatments had been previously
determined experimentally (Rothkopl and Coke, 1963). The rank
correlations between actual effectiveness and the prediction of the
12 educators was —.75.

Rorukopr, Ernst Z., and Coke, Estuer U. “Repetition Interval
and Rehearsal Method in Learning Equivalences from Written
Sentences.” To be published in Journal of Verbal Learning and
Verbal Behavior, 1963.

Problem: Relative effectiveness of three kinds of rehearsal modes,
and of different numbers of items interposed between initial
presentation of an item and its subsequent rehearsal.

Sample: 544 clerical personnel.

Program: - Different. forms of a program designed to teach rels-
tionship between pairs of nouns in fictional anthropological
subject matter.

The three rehearsal modes were (1) stimulus anticipation—antici-
pating during practice the term which would be used as a stimulus in
subsequent test trial, (2) response anuc1pauon—antlclpatmg during
practice the term which would be the required response in a subsequent *
test trial, and (3) simultaneous presentation of the two terms side by
side, wnh mere instructions to the subjects to read them. Rehearsal
took place either immediately after the initial presentation of an item
(zero interval), or after a randomly determined number of other items
had been interposed. It was found that zero interval was appreciably
less effective than randomly determined interval. Rehearsal through
active anticipation with zero repetition interval'was the worst practice
condition examined. Simultaneous presentation used throughout the
experiment proved to bews good as g better than active anticipation,
although active anticipation is a mor®effective mode of rehearsal than
simultaneous presentation for subjects who use both modes in practice.
Response anticipation i8 more effective than stimulus anticipation
when subjects operate under only one rehearsal mode.

ScHaerER, HaLmuth H. “E. A. Poe a8 a Reinforcer.”  Psychological
Reports, 8, 1961, 398. .

See GLABER AND TABER, 1961.

’
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SEVERIN, D. G “Appraisal of Special Tests and Procedures Used
with Self-Seoring Instructional Testing Devices.”  Abstracts of
Doctoral Dissertations, 66 (1955), 323-30. :

Problem: Effectiveness of punchboard in contributing to learning.
Sample: 2,000 college students.
Program: ““A nuinber of different topics.”

Advantages of punchboard as testing device ure pointed out.  Trials
of it with college students on a number of different topies proved that
it alo contributed to learning. In comparison of punchboard study
with ordinary text study, punchboard came out ahead more often, but
differences were small.  Coneluded that if learning rather than testing
is the object, two-choice multiple-choice items are sufficient. N

SHAY, Canvterox B, “Relationship of Intelligence to Step Size on a
Teaching Machine Program.”  Journal of Educational Psychol-
ogy, 52 (1961), 98-103. :

Problem: Relation of step size and 1Q to amount of learning
from programed instruction.

Sample: 90 fourth-grade pupils.

Program: Use of Roman numerals; programs of 103, 150, 199
steps in decreasing step size.

Inferring step size from nuinber of errors made d;]/pr()gnun, Shay
found no relationship between intelligence and step size in amount
of pupil learning. Step size was measured in terms of “difliculty of
giving the correct answer,” i.e., number of errors made on given items.

SHEFFIELD, Fren DD Mancortus, Ganny J.: and Hokunx, Arthnun J.
“Experiments on Pereeptual Mediation in the Learning of
Organizable Sequences.” In Lumsparve, ed., 1961, 107-16.

Problem: Advantages, if any, of short pictured review of me-
chanical assembly at end of each sub-unit of assembly  task.

Sample: 60 university students. ’ c

Progrant: Film teaching assembly of a servomotor.

Pictured review of this kind as compared to no review, was found
to enhance significantly the effectiveness of learning.

SHETTEL, Hanwis H., and Lixotey, Ricuarn H. An FErperimental
Comparison of Two Types of Self- Instructional | rograms _for a
SAGE System Paired-Associate Task. Pittsburgh, Pa.: Ameri-
can [nstitute for Research, 1961. 21 p.

Problem: Effectiveness of different programed methods vs.
different uses of flashcards in teaching the phonetic alphabet.
Sample: 60 college students, in 6 groups.

- v
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Program and conditions: (a) 90-frame constructed-resp’dnse' pro-
grain, overt response, training time not limited; (5) 30 frames
selected from longer program, same conditions; (¢) same as b,
but with covert responding; (d) flashcards, covert responding,
training time limited; (¢) same as d, but training time un-
limited; (f) same as d, but with ‘“‘drop-out” feature—all de-
signed to teach the military phonetic alphabet.

Least number of errors on two post-tests . were made by subjects
who studied the long program (a) or any of the flashcards (d, e, /).
Since the flashcard groups led to high performance in about 14 min-
utes as compared to 40 for the long program, author concludes that
in this type of paired-associate task there is no advantage in programed
self-instructional methods.

SRUNNY, JOHN. A Repbrt on the Naval Reserve Russian Course
Albuquerque, N. Mex.: Naval Training Center, 1961. 9 p.
Problem: Effectiveness of a vocabulary program, plus grammar
and tape recording study.
Sample: 11 Naval Reserve officers.
Program: Russian linear program.

Officers devoted 70 hours during 10 days to full-time study of the
Russian language. As each one finished the program, he was put
on the Semeonoff text half-time and on the spoken Russian recordings
half-time. Criterion was to be able to write simple Russian sentences
and translate Russian passages into English. The supervisor sums
up results by saving that these students learned about as much
Russian in these 70 hours as they would have learned in about one
and one-half semesters of a college-level urse.

Siowsk1,—Josern B., KorstEIN, FELIX F.; and SHILLESTEAD,
IsaBEL J. “Prompting and Confirmation Variables in Verbal
Learning.”  Psychological Reports, 8 (1961). 401-086.

Problem: Prompting vs. confirmation; overt vs. covert response.
Sample: 120 college students, in 6 groups.
Program< 15 Russian-English paired vocabulary items.

Taking into account both ‘time and amount of learning, covert %
response proved more efficient than overt; and prompting (pairs
presented together) more efficient than confirmation (words presented
consecutively). . :

S1BERMAN, HaRRY; CouLsoN, JorN ; GunN, EvELYN; and Mnun-
AaNo, RaLpH. Development and Evaluatfh of Self-Instruc-
tional Materials for Underachieving and Overachieving Students.

v
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Santa Monica, Calif.: System Developinent Corporation, 1962.
Problem: Rote form of program (which moved step by step
from beginning to end of theorem) vs. conceptual forin (which
started from what had to be proved and worked backward)
for students of different achievement groups. '
Sample: 258 high school students in accond-semester geometry.
Program: Linear program on plane geometry (rote version H26
items; conceptual version, 550). e

~ Students were divided into three achievement-level groups on
bagis of standard tests. Each achievement group was divided into
two treatment groups, one of which received the rote program; the
other, the conceptual form of the program. The high-achievement
group did better than the medium-achievement group, which did
hetter than the low-achievement-group, with aptitude level and
pretest scores controlled. There was no significant difference related
to form of program. Significant internctions were obtained when
data from each school participating in the study were separately
analyzed. In one school, the overachievers did better on the rote
form while the other groups did better on the conceptual form. JIn
a second school, overachievers did better on the conceptual form
while normal-achievers and underachievers did better on the rote
form. A third school showed a significant difference in favor of the
rote nethod on the application portion of the criterion test.

SitsErMaN, Hagrny F; MevaraaNo, Rawen J.; and Couison,
Joun ‘E. “Confirmation and Prompting with Connected
Discourse Material.” Psychological Reports, 9 (1961), 235 -38.

Problem: Prompting vs. confirmation.

Sample: 44 junior college students. .

Program: Linear program on simple and compound statements,
connectives, arguinents (61 frames).

Compared achievement of three groups receiving three different
treatments: (1) Items with confirmation; fixed sequence, (2) items
with prompting, but no confirmation; fixed sequence, (3) paragraph
statements without’ confirmation; student-controlled sequence. No
significant differences were ‘found in amount of learning, but no-
response conditions (2 and 3) took less time.

SiLBERMAN, Harry F.; MEeLaraagno, Raven J.; CouLsoxn, Joun E._;
and Estavan, DonaLp. “Fixed Sequence vs. Brapching Auto-
Instructional Methods.” Journal of Educational Psychology,
52 (1961), 166-72.
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Problem: Effectiveness of fixed sequence vs. voluntary rewiew
and voluntary sequencing; fxed sequence vs. branching.

Sample: Experiment I, 3 groups of 17 high school students each:
experiment II, 36 high school students.

Program: Experiment I, 61 multiple-choice items on logic;
experiment II, 411 multiple-choice items on logic, using a
digital computer as a teaching machine.

Experiment I compared three conditions: (1) fixed sequence with
confirmation procedure. (2) same items as in (1), but with subjects
being allowed to review at will, backing up one card at a time, (3) items
in statement form, with subjects being allowed to choose their own
way of studying the cards. Treatment (3) proved significantly better
than (1). Between (1) and (2) there was no significant difference.

Experiment II compared (1) branching determined by errors and
(2) fixed sequence. No significant differences were found.

SiLvERMAN, RoBERT E. The Use of Context Cues in Teaching Ma-

! chines: Port Washington, N.Y.: U.S. Naval Training Device
Center, June 1961. 69 pp.

Problem: Effectiveness of different response modes.

Sample . Information on sample not available.

Program: Information on program not available.

Compared groups using programs with (1) written response, (2)
written and vocalized response, (3) vocalized response, (4) covert re-
sponses. Found greatest learning for the covert msp‘onst group.

SILVE‘RIAN, RoserT E,, and ALTER, MILLICENT. “Note on the Re-
sponse in Teaching .Machine Programs.” Psychological Re-
ports, 7 (1960), 496. ’

Problem: Overt vs. covert response. )
Sample: 60 college students.
Program : Basic electricity; linear; 87 frames.

Students who simply read items learned significantly more than
students who read itéms and responded actively. Preliminary report
of same data described later in SiLvErRMAN and ALTER (1961), and
ALTER and SILVERMAN (1962).

SiLvERMAN, RoBERT E., and ALTER, MILLICENT. Response Mode,
Pacing, and Motivational Effects in Teaching Machines. Port
Washingtop, N.Y.: US. Naval Training Device Center.
Tech. Rep. 507-03, 1961. 69 p. (Five experiments were
reported in this document. For experiments I, ITA, and IIB
see ALTER and SILvERMAN, 1962.)

. | B
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Experiment II1:

Problem: To compare three degrees of pacing: self-pacing, auto-
matic pacing that allows ample time, and automafic pacing
that allows excessive time.

Sample: 45 college students.

Program: 87 frames on basic electricity ; linear; constructed
response.

Results: No significant differences in achievement test, but
group that was allowed excessive time reported boredom.

Experiment IV:
Problem: To investigate novelty effect of teaching machines.
Sample: 30 college students and 30 high school students.
Programs: .

90 frames on psychology; 90 frames on binary numbers.
Both were linear, constructed-response programs.

One group used a programed text; a second used s crude
spool-type device; a third used an elaborate electrome-
chanical device. Each subject took one of the programs
and after an average interval of 1 week, returned to take
the other program on the same device.

Results:. No significant achievement differences as a function of
the device used or as a function of repeated exposure.

SuitH, Epcar A, and QUACKENBUSH, Jack. ‘“Devereux Teaching
Aids Employed in Presenting Elementary Mathematics in a
Special Education Setting.”  Psychological Reports, 7 (1960),
333-36. '

Problem: Effectiveness of automated instruction with slow
learners.

Sample: 23 slow learners.

Program: Multiple-choice items on arithmetic: 1,440 items ini-
tially, later 9,216. ”.

Program was in form of a workbook resting on 8 machine with two
rows of pushbuttons. When subject pushed button adjscent to what
he considered correct response, buzzer sounded if the response was
correct. Instruction continued for a year, resulting in average gain
of 0.51 grade levels as measured by California achievernent test.
i Corresponding gains by similar students in previous year had been
0.19 grade levels in arithmetic, and an average of 0.25 of a grade in
other academic areas. , '

See also SmiTH, Epaar A., McKEaN, MoRraaN W., and Kunsuav,
BarBARA, “Specialized Use of Teaching Machines in the Classroom,”’
Devereux Schools Forum, 1, 2 (1961). This report on three interre-
lated studies using Esperanto as subject mattér is obtainable from
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MorGan W. McKEan, The Devereux Foundsation, Devon, Pa.
Primary attention is on retention and IQ.

SurtH, H. Noruan. “The Teaching of Elementary Statistics by the
" Conventional Classroom Method versus the Method of Pro-
gramed Instruction.”’ Journal of Educational Research, 55
(1962), 417-20. :
Problem: Scrambled book program vs. conventional teaching. ‘
Sample: 128 freshman cadets, U.S. Air Force Academy.
Program: $erambled book treatment of statistics.

No significan{difference in performance between expefimenm and
control group,although the program required less time. Test of
interest showed no significant difference between the two groups.

A'n/

Surth, LroNE M.  Programed Learning in Elementary Sehool:
Ezperimental Study of Relationships Between Mental Abilities
and Performance. Urbana, Il1.: University of Illinois, 1962
(mimeo).

Problem: Relationship betweon different levels of ability in per-
formance under conventional methods of instruction and self-
instructional methods.

Sample: 8 treatment groups totaling 195 fifth-grade students.

Program: Same subject matter as that presented in an arithmetic
textbook used by teacher-taught groups; 757 frames.

Four learning conditions were identified, and these provided the set
of instructional procedures. The conventional classroom teaching
methods comprised one learning condition; sets of programed self-
instruction material ‘represented three other learning conditions. A
comparison of the two strategies of instruction showed (1) different
pstterns of correlgtions between ability and post-test scores of learn-
ing at diffe stages of learning and sccording to the kind of con-
tent, (2) both strategies produced correlations between the same
number of abulity test scores and post-test scores of learning, (3) op-
erationally different instructional strategies did not produce positive
correlations of significant magnitude when the same ability was cor-
related with post-test scores of learning.*

Surre, WenDEwL 1., and Moore, J. WiiiaM. Programed Materials
in Mathematics for Superior Students in Rural Schools. Lewis-
burg, Pa.. Bucknell University (undated—probably written
in 1062). 91 p.

*This abstrasct was prepered by tie Training Reeerch Laborstary, Unlversity of [Mitnots.
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Experiment I:
Problem: Effectiveness of programed instruction, by machine or

programed textbook, plus a weekly seminar vs. textbook
plus weekly seminar.

Sample: 100 high school juniors and seniors.
Program: Sets, relations, and functions; linear; 1,036 frames.

No significant differences in achievement related to use of teaching
machine, programed text, or conventional textbook.
Experiment II: )

Problem: Effectiveness of teaching machine program, programed
textbook, and conventional textbook without supplementary
classwork. )

Sample: Same as in experiment .

Program: Groups and fields; linear; 1,426 frames.

Machine group scored significantly higher than conventional text
group, both on immediate and delayed post-test.

Experiment I1{:

Problem: Effectiveness of teaching machine program vs. pro-
gramed textbook vs. reading and copying correct responses.

Sample: Same as in experiments I and II.

Program: Introduction to probability; linear; 970 framess -

No significant differences were found.

Reporting on studies of student attitudes during the experimental
periods, the authors say that “‘students believe they learn as well
with programed material as they do in a ‘traditional’ course; they
like programed material, particularly as a supplement to other
instructional materials and teacher-centered instruction; they prefer
8 programed textbook to a machine. They become bored with
sustained exposure to learning programs. let no one forget that
students also become bored with sustained exposure to lectures, to
films, to textbooks.” .

Surrd, WENDELL, and Moogrs, J. WiLLiax Size-of-step and achieve-
ment in  Programed Spelling. Lewisburg, Pa.: Bucknell
University, 1961. .15 p.

Problem: Effect of different sizes of step.
Sample: 96 fifth-grade students.
Program: Linear program on spelling.

Found no difference in weekly test grades or difference between
gains from pre- to post-test, associated with programs requiring
about 1,128, 830, and 546 steps, respectively to cover same ground—
and no difference when pictorial cues were used in any of the three
programs. Group with highest error rate had lowest mean gain.

L : L
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Swmrty, WenNDELL 1., and Moogrg, J. WrLLiam.' “Size of Step and
Cueing.” Psychological Reports, 10 (1962), 287-04. (Also
reprinted in Surre and MooRe. Programed Learning. New
York: Van Nostrand, 1962, p. 202-06.)

Problem: Learning as affected by interaction of size of step and
cueing.

Sample: 95 fifth-grade children, in 6 experimental conditions.

Program: Spelling of 166 words, in programed versions of 1,128,
83Q, and 546 frames each.

Three versions of program were used, each one with and without
pictorial cues. Small-step version of program had 4 to 9 frames per
word, medium-step version had 3 to 7, and large-step version had 3
to 6. No significant differences were found between gains from any
of the treatments. '

SorensEN, PriLir H.; ANpERsoN, JEANNE; and Ross, SHEILA.
An Ezperimental Test of Programed Instruction in Postgraduate
Dental Education. Menlo Park, Calif.: Stanford Research
Institute, 1963.

Problem: Relative effectiveness, utility, and acceptability of two
types of self-instructional materials for postgraduate profes-
sional dentists.

Sample: 57 practicing dentista.

Programs:- Two topics—‘periodontal membrane” and ‘‘cemen-
tum”—each treated in two styles of presentation. Programs
were brief, branching-style in scrambled book form in the body
of the program and linearstyle with constructed responses in
review sections. Competing modes were straight expository
narratives developed from the original programs with questions
from the programs converted to declarative statements.
Narrative versions required no overt respbnse and provided
no explicit feedback. Topic content of programs and narra-
tives identical.

Knowledge tests showed no difference in gains between program
groups and narrative groups for either “periodontal membrane’” con-
tent or “‘cementum’ content. Both program and narrative groups
showed significant gains between preinstruction tests and post-instruc-
tion tests. Narrative groups required about 35 percent less time than
program groups {o complete instruction in both topics. Narrative
groups were more likely to think they had learned “a great deal”
than were program groups. Findings suggest that learner character-
istics (e.g., prior knowledge of subject matter and interest in subject
matter) and instructional material characteristica (e.g., systemization

AN
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of eontent and mode of response required) interact to influence instruc-
tional effectiveness. For example, the requirement for active or overt ¢
responses was hypothesized as (1) helpful to persons with substantial
interest in the subject but little prior familiarity with it but (2) detri-
- mental (e.g., actively irritating) to persons with some prior knowledge !
of the subject but little interest in it. |
SroLurow, LAWRENCE M. A Comparative Study of Methods of Pro-
graming Materials for Efficient Learning in Self-Instructional
Devices.  Urbana, Ill.: University- of Hlinois, 1961. 14 p.
(mimeo).
Problem: Prompting vs. confirmation.
Sample: Retarded children; number not available.
Program: Vocabulary.

With a shorter practice time, prompting was su
tion; with a longer practice period, confirmation
tion. Prompting required fower trials to achj

ior to confirma-
ade for more reten-
ve desired learning.

Strovunow, L. M., and Lirpert, H. Pro pting, Confirmation and
Vanishing in the Teaching of a Sight Vocabulary. University
of Illinois, Training Research Laboratory, (undated—prob-
ably written in 1962) (mimeo).

Problem: Effect of warying numbers of prompting trials followed
by varying numbers of confirmation trisls on the learning and
retention of sight words.

Sample: 25 educable mentally handicapped public-school children
with a Binet mental-age range of 4 years, 3 months, to 6 years,
5 months.

Program: Vocabulary program consisting of 25 nouns, 5 in each
of 5 concepts (clothes, animals, toys, foods, and furniture);
presented in combinations of 1, 3, 6, 9, 12 criterion trials
where prompting was the first sequence and confirmation was
the second. 900 frames.

Median number of errors and trials to criterion waa zero under each
sequence, indicating this was a program with a low error rate. Reten-
tion was maintained at about the same level throughout the retention
testing period of 1, 7, and 30 days after learning. The effect of
vanishing the prompt by introducing the confirmation sequence after
,  various numbers of prompting trials was complex and not entirely
| consistent. The point biserial correlations between mental age and
recall at 1 day and at 30 days showed an increase as the total number
of criterion trials increased, indicating that mental age was accounting
for an appreciable proportion of the variance in the recall scores.
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The preschool mental-age group, i.e., children with a mental age below
5 years, 6 months, recalled a median of 3 out of 25 words taught,
whereas the kindergarten mental-age group, i.e., children with a
mental age above 5 years, 6 months, recalled a median of 11 of the 25
words.*

SroLurow, L. M., and WaLker, C. C. “A'Comparison of Overt
and Covert Response in Programed Learning.” Journal of
Educational Research, 55 (1962), p. 421-32.

Problem: Effectiveness of overt vs. covert response.
Sample: 51 university students in beginning psychology.
Program: Descriptive statistics.

No significant difference was found in learning from writing responses
or merely thinking them. Covert responses required less time than
overt,

Surpes, Patrick, and GinsBERG, Rose. “ Application of a Stimulus
Sampling Model to Children’s Concept Formation With and
Without Overt Correction Response.” Journal of Ezxperi-
mental Psychology, 63 (1962), p. 330-36.

Problem: Effectiveness of overt correction response.
Sample: Forty-eight 5- and 6-year-olds.

Program: Learning concept of 4-ness and 5-ness in binary num-
ber system.

Two groups were compared: (1) A group in which subjects were
required to make an overt correct response after every incorrect one,
(2) a group in which subjects were merely told whether their response
was correct. Group (1) performed significantly better.

Two methods of analysis were used: a paired-associate analysis,
in which the stimuli were treated as if they were independent items,
and a pure property analysis, in which all stimuli describing a single
concept were treated as if they were identical items. A simple sam-
pling model for paired-associate learning was applied to the data, and
a good fit was obtained for the paired-associate analysis. The pure
property analysis was applied to group (1), and did not approach the
adequacy of the paired-associate analysis.

Suppes, PaTRICK, and GinsBERG, Rose. “Experimental Studies of
Mathematical Concept Formation in Young Children.” Sei-
ence Education, 46, 3 (1962), 23040.
Problem: Concept learning from programed materials, and ap-
plication of a paired-sssociate learning model to the data.
, @ple: Experiment I, forty-eight 5- and 6-year-olds; experi-
'l\h.w'ummdbythmumum, University of Migpés.
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ment I1, 96 first-grade children; experiment 111, 32 first-grade,
32 kindergarten children; experiment IV, 36 kindergarten
children; experiment V, 60 kindergarten children.

Program: Sections of a program_on sets and numbers, with
variations i stimulus displays and response conditions.

Experiment [ is presented in greater detail in Suppes and Ginsberg,
1962b. Experiments I1I, I11, and IV involve stimulus variations; and
Experiment V, response variations.

Conclusions: (1) Learning is more efficient if the child who makes
an error i8 required to .make the correct response in the presence of
the stimulus to be learned. (2) Incidental learning does not appear
to be an effective method of acquisition for young children. (A group
of children who responded to & color discrimination gave no sign
subsequently that they had learned the underlying concept.) (3) A
condition which”focuses the child’s attention upon the stimuli to be
learned enhances learning. (4) Transfer of a concept is more effective
if the learning situation has required the subject to recognize the
presence or absence of a concept in a number of stimulus displays
than if the learning situation has only required matching from a
number of possible responses. A multiple-answer situation offering
three responses is more effegtive than one offering only two possible %
responses. (5) A young child’s learning tends to be very specific.
(In one of the experiments, prior training on one concept did not im-
prove learning on a related concept.)

A good fit was found between obtained frequencies in the concept
learning and frequencies predicted by a model that was derived from qu
a paired-associate analysis of learning. %

Taser, Junian 1., and Graser, RoserT. “An Exploratory Evalua-
tion of a Discriminative Transfer Learning Program Using
Literal Prompts.” Journal of Educational Research, 55, 9
(1962), p. 508-12.

See GLaSER and TABER, 1961.

TEACHING Macnines, INc. Some Industrial Uses of Programed In-
struction. New York: Teaching Materials Corporation (un-
dated—probably written in 1962). 6 p. (mimeo).

Problem: Effectiveness of programed instruction as used by
industry.

Sample: Sandia sample was 208 adult employees who completed
at least one course, out of 279 who had started.”

Program: Sandis used electronics (n?), algebra (1,91\31 frames),
and Russian (1,990 frames).

Generally satisfactory results are reported for programs used by

N
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ACF Industries, but no_figures. Sandia Corporatio#®reported on
programed courses offered to their employees. Percentage of comple-
tions for program-using employees was higher than that for class-
taking employees in same subjects. Students of algebra programs
did as well as class students of algebra. No pre- und post-test scores
were reported for other subjects. It cost $57.15 per completion to
teach Russian in classes, $20.19 per completion to teach it by program;
$20.50 per completion to teach algebra in classes, $16.79 to teach it
by programs. Costs of instructors’ salaries were approximately the
same for both types of teaching. -

See Utter, Robert F., “Programed self-instructional materials in
background courses’”. In Dolmath, T. B., Marting, E., and Finley,
R’ G, eds., Revolution in training: programed instruction in industry.
New York: American Management Association, 1962.

VAN Arta, Loche. ‘“Bebavior in Small Steps.” Contemporary
Psychology, 6, 10 (1961), p. 378-81.
Problem: Student attitudes toward programed instruction.
Sample: 90 college students at Oberlin.
Program: Holland-Skinner program on human behavior.

In a review of the Holland-Skinner program, investigator reports
data on reactions of Oberlin students to the program. Although
their reactions were generally favorable, the students objected to the
amount of repetition and the short steps in the program.

Vicory, ArRTHUR C. Preliminary Research Report of the Corrigan

« Telecommunication System. 23 p. (Place of writing or publi-
cation unidentified.) 1963. (Ditto.) ’

Problem: Effectiveness of overt response with immediate knowl-

edge of results vs. response without knowledge of results vs. no

1 overt response.
Sample: 87 college students.
Program: 45-minute presentation on the development of the
number systein, with 31 questions inserted for student response.

| Experjmental group A responded to each of the questions by pressing
one of a number of buttons, and received immediate knowledge of
results. Group B responded by marking on IBM answer sheets.
Group C neither réceived questions nor made responses. Group A
performed significantly better on a post-test than did either of the
other groups. Another part of the experiment tested whether the
program presents material comparable to the classroom course.

Vicory, ARTHUR C., and CorrigaN, RossrT E. Learning Math
Concepts through Required Responses and Feedback. San Jose,
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Calif.: Instructional Television, San Jose State College, 1963,
24 p. (mimeo).

Problem: Effects on learning math concepts with response feed-
back apparatus. i

Sample: 66 college undergraduates.

Program: Development of thie number systems—15 concepts.

The feedback apparatus used in this experiment is intended to be '
used with television. In this experiment, however, the students
were given oral instructions with visual examples in a classroom
situation. They listened, observed the examples, and responded to
multiple-choice questions that were asked at specific portions of the
programed instruction by pressing a corregt key on the multiple-
choice response apparatus. A green light signaled a correct response;
a red light, an incorrect response. The student was instructed to
press keys until the green light flashed.

Three subsamples were employed to test the learning effect of
immediate fecdback by the response apparatus. (1) One subsample
was asked questions and was instructed to respond with apparatus
during the program (feedback). (2) The second subsample was
asked questions, but was instructed to respond on IBM sheets (no
feedback). (3) The third subsample was given the same progral{\
without questions or response apparatus. A criterion test was give
to all three subsamples 1 week later. '

It was hypothesized that performance on the criterion test would
be significantly better for subsample (1) than for either subsamples
(2) or (3), and, further, that criterion test performance would not
differ significantly between subsamples (2) and (3). Both hypotheses
were supported.

Weiss, WaLTER; MaccoBy, NaTtran; and SrEfFiELD, FRED D.
“Combining Practice with Demonstration in Teaching Com-
plex Sequences: Serial Learning of a Geometric-Construction
Task.” In Lumspaineg, ed., 1961, p. 55-76. <

Problem: Length of demonstration between practice periods.

Sample: Experiment I, 900 high school students; experiment
* 11, 28 junior college and 37 senior college students.

Program: Film on how to construct a geometric pentagon.

Experiment I verified the assumption that short steps (short
periods of demonstration followed by practice) would result in perfect
trial performance by 75 percent or more of students. Experiment 11
compared (a) these short steps, with (b) gradually increasing steps,
with (c) self-selected size of step, with (d) practice only after the
entire film had been completed. Performance-rate scores (number
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¢prrect per unit of time) showed treatment (d) significantly inferior
to all the others, and treatmhent (b) significantly superior o treatment
(8). Treatment (c) turned out, by student choice, to be a series of
gradually increasing steps like (b). Performance gradually deteri-
orated among students practicing short steps only. This method of
short steps appears to give good pesults only during training, but
not during the final test, when there is no immediate support for

_training. The implication is that the optimum method of utilizing

" overt practice may not be the best method. for integrated unprompted
performance of the total task.

In comparing these results with those of MaRraoLius and SHEes-
FIELD (1961), it should be noted that dhe present experiment uses
.a shorter program on a different topic, and that the task did not
lend itself so readily to partition.

WEeNDT, PAuLR. and Rust, GRosVENER. “Pictorial and Performance
Frames in Branching Programed Instruction.” Journal of
Educational Research, 55 (1962), p. 430-32.

Problem: Teaching program vs. lecture, usefulness of branching
and of pictorial frames,

Sample: 12 sections of freshman English at a university.

p; - Program: Library use. '

4

Found that students could learn 88 much about library use from
program as from lectures. For brighter students, branching saves
some time over linear program. Pictorial frames proved effective
5 in this particular learning task.

WoLre, MARTIN S.  Effects of Expository Instruction in Mathematics
on Students Accusiomed fo Discovery Methods (doctoral disserta-
tion). Urbana, Ill.: University of Illinois, 1963 (mimeo).

Problem: Effect of change to an expository method of teaching on
students accustomed to “discovery’” methods of teaching.

Sample: 300 ninth- and tenth-grade students in second year of
University of Illinois Committee on School Mathematics ~
program. :

Program: Linear programs on modern mathematics, one made on
an expository model (in which the initial set in each teaching

) sequence was a verbal statement of the concept of generaliza- |

tion to be learned); the other, on a discovery model (in which *
each concept or generalization was developed inductively
before b'eing verbalized).

All students had been taught by discovery method the previous
year. During the test period, half the students studied the discovery
program, half the expository one. By means of mathematics achieve-
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ment scores, each group was divided into low-, average-, and high-
nbility subgroups. No significant differences were found between
treatment groups or between corresponding subgroups in different
treatments. Author concludes that there i3 no evidence in this experi- o |
ment that students taught by discovery methods early in school '
receive unsatisfactory preparation for later teaching in which dis-
covery 18 not emphasized; and algp that there is no reason to fear the

combining of discovery and expository methods, for example, in a
textbook.

Wurrr, J. JEPsoN, and KRaELING, DoRis. “Familianization Pro-
cedures Used as Adjuncts to Assembly-Task Training with a
Demonstration Film.”” [n Lumspaing, ed., 1961, p. 141-53.

Problem: Whether there is an advantage familiarizing a learner
with the relevant features of stimulus objects to be used in a
learning task, and, in particular, whether it is more effective to
do this before the entiré task or just before the part of the task
in which the stimulus objects are to be used.

Sample: 33 prison inmates. ,

Program: Film teaching assembly of automobile ignition distnb-
utor.

Familiarization was found to result in fewer selection errors, and the
group given familiarization training just before the appropriate part
of the task made fewer errors than the group given familianzation at
the beginning.

ZucxerMaN, CarL B.; MaRrsHALL, GEORGE R.; and GRroksskrg,
SANFORD.  Research in the Automation of Teaching. Port
Washington, N.Y.: U.S. Naval Training Device Center, Feb-
ruary 1961. 160 p. ‘ -

Problem: Effectiveness of different response modes and of ordered
v8. random sequence of items.
Sample: Information on sample not available.
Program: 60 items on electricity. '

No significant differences were found in gain scores between groups
which had studied constructed-response, multiplechoice, and true-
false programs. Likewise, no significant differences were found between
groups studying an ordered and a random program.
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