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ABSTRACT
THE HIS-TRIAD PROJECT:
THE EXPERIMENT AND THE EXPERIENCE

by William Xavier Andrews

This dissertation is an examination of an experimental
college level American History survey course which was
taught in 1985 and which made use of computer technology,
locally produced audio-video programs, and seminar-style
discussions. The development of the instructional programs
began in 1984 at Columbia State Community College in
Columbia, Tennessee.

The study is a description of the development of the
three instructional components, the implementation of the
program, and its evaluation. Because the computer-managed-
interactive video component is regarded as the most
innovative in conception and the most labor-intensive in
development, it is the component which the dissertation
emphasizes. The author of the dissertation is also the
project's designer, director, and instructor.

The findings are based on student evaluations,
comparative testing with control and experimental groups,
and the observations of professionals in education and
instructional media. One conclusion is that the project's

multiplicity of instructional methods, its element of
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William Xavier Andrews

independent and self-paced study, and its discussion
component contributed significantly to the very positive
affective student responses. Another conclusion is that,
given the production costs and the labor-intensive work,
those costs may not have been justified by the marginal
advantage in the comprehensive exam grades enjoyed by

experimental students over those in the control groups.
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INTRODUCTION

In the spring of 1984, Dr. Charles Babb was teaching a
graduate level course on instructional innovation, and I
was one of his students. In our major project, Dr. Babb
challenged us to design a new and innovative class
tailored to each of our specific disciplines. There were
few constraints, so I had an opportunity to bring several
new methods to bear, hopefully to stimulate student
interest in history and to improve student performance at
the critical level--that of learning facts and
understanding concepts in history. At this time I intended
to integrate the MTSU class project into my history classes
at Columbia State Community College where I was teaching.
This was the project which would later evolve into the
subject of this dissertation.

One of the most glaring limitations of this work is
the fact that I am both author and subject; a fact which
will undoubtedly make for some awkwardness. I am aware
that there is the potential for conflict of interest, for
complaints regarding objectivity and emotional distance.
Despite this, I believe that the subject is valuable as a
lesson for others who may wish to duplicate, modify or

otherwise learn from the teaching methods described in this

1
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work. It is also valuable because, as both course designer
and instructor, I have some special insights into areas of
strength and weakness based on intimate familiarity with
all aspects of the program's development and
implementation. With regard to evaluation, I shall let the
surveys, the evaluation instruments, and the critics speak
for themselves.

Furthermore, it should be pointed out that the HIS-
TRIAD Project is no longer taught at Columbia State in its
original form. As so often happens in the case of
education, initial expectations do not always square with
reality. What modifications exist today do so in
recognition that some very serious problems were
encountered along the way. This recognition on my part
benefits objectivity. The HIS-TRIAD Project was an
experiment conducted six years ago. With the passing of
time comes greater perspective and objectivity. There can
be greater ease in criticizing aspects of the project which
deserve criticism without an accompanying sense of
self-effacement.

Finally, the Project began as a graduate school class
in innovative instruction. The fact that it only later
became the subject of a dissertation meant that much of the
concomitant quantitative analysis beyond that provided in
the original course design had to be introduced piecemeal

on a program already in progress. Because the subject of
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this work relates to the academic disciplines of history
and education and because its emphasis in the narrative
will be a description of the development, implementation
and evaluation of a teaching experience, the style and
structure of this dissertation will be non-traditional.
Occasionally the names of HIS-TRIAD students can be
found in this work; however, these names have been altered
to protect the privacy rights of individuals. 1In an effort
to make the narrative body of this work as concise and
readable as possible, reference will frequently be made to
documentation which will be placed in a sizable appendix.
These documents will be in their original form, unedited
and not corrected for grammar. Research in the traditional

sense will be cited in the Chapter 1II.
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Chapter I

DESCRIPTION OF THE HIS-TRIAD PROJECT

General Description of Components

The HIS-TRIAD Project was an experiment at Columbia
State Community College in developing and implementing a
package of instructional programs for a survey course in
American History. The acronym "HIS-TRIAD" suggested the
use of three instructional methods--the traditional
lecture, formal class discussion, and computer-managed-
interactive-video-instruction or CMIVI.

It was hoped that a variety of teaching methods would
yield a more enriched and personalized exposure to the
subject of American history. The discussion class, called
the "Tutorial," was designed in response to students'
expressed desire to debate the issues of history in an
environment conducive to self-expression.1 It also came
from the recognition that issues and concepts were often
not adequately addressed in the traditional lecture due to
obvious limitations on time, the size of classes, and the
necessity of covering the essential facts. The principal
rationale for the computer-managed-interactive-video-

instruction (CMIVI) was to give the instructor and the

4
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students the extra time each week to justify the
discussion. The CMIVI was designed in response to an
expressed desire by many students for flexible scheduling
of classes, for physical hands-on experience with
information in history, for the use of quality audio-visual
programs, and for some unsupervised instruction. If the
Project placed a greater burden of responsibility on the
shoulder of the student, there was the hope that mutiple-
teaching strategies would increase the student's ability to
integrate information from the text, the lectures, the
CMIVI and the discussions.

The HIS-TRIAD Project was originally planned for an
entire quarter with eight weekly units of study. However,
once the Project was ready for implementation in the fall
of 1985, only three units were finished. The HIS-TRIAD
Project which is described in this dissertation is the
first three units of this envisioned eight unit quarter.
Despite this, the program departed little in overall
planning from the original blueprint submitted for the
Middle Tennessee State University class on instructional
innovation.

The program as implemented in the HIS-TRIAD Project
called for three weekly units in American History I during
the fall guarter of 1985. There were two experimental HIS-
TRIAD classes and two lecture format classes, the latter

intended as control groups for purposes of comparative
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testing. Students in the HIS-TRIAD classes were not
informed in advance that they were part of an experiment.
To have advertised the class during registration as a
course for gifted students or for those desiring a minimum
of supervision would have invalidated many of the
conclusions drawn from comparative testing. During the
first week of classes, all students in HIS-TRIAD and
control groups took a pretest and at the end of the first
three weeks all students took a comprehensive multiple
choice exam which included the pretest.

The weekly HIS~-TRIAD schedule began with formal
lectures on Monday with all students present. Then the
lectures were divided into two tutorial groups with Group A
meeting on Wednesday and Group B meeting on Friday. 1In
these tutorial classes, students discussed and wrote a
short essay based on a composition written or selected by
me for each week's class. Students were graded on the
basis of the quality of their submitted papers and on the
basis of active discussion. Throughout the week, all HIS-
TRIAD students went to the Learning Resources Center at
their own convenience to view independently and
individually the computer-managed-interactive-video
program. These CMIVI lectures were taped on location at
historic sites and the student was expected to take regular
lecture notes. By using a computer, the student had the

ability to stop the lecture at any point for reviewing.
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7
Furthermore, each of the three CMIVI modules contained nine
or ten multiple choice questions which appeared throughout
the lecture and which the student answered. The computer
interface had, by design, the capability to explain to
students why their answers were right or wrong and to
provide students with additional information to reinforce
learning. The Monday lecture component of the HIS-TRIAD
Project was content based, like the CMIVI, imparting such
information as names, dates and events. Because of the
challenge of coordinating several instructional components
in a fixed amount of time, the lecture of necessity was
highly structured. It was designed to complement the CMIVI
module with an effort made to avoid overlapping except for

very important information.

Early Use of Discussion Groups, Video and Computers

Many students appear to enjoy classes in which a
verbal dialectic of student-to-student and student-to-
teacher exists, provided that the interchange is not
intimidating. It seems that the students become more
involved when mention is made of current events. Many
students, particularly the more outgoing, often wait for an
opportunity to participate; however, survey history classes
can ill afford the time to pursue and debate these topics.
The race with time is often noted with regret by students

commenting on evaluation forms.2 They often express a
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desire to explore some subjects in more depth; therefore,
the HIS-TRIAD Project design included a formal discussion
and debating component.

During my college days at St. Louis University, I can
not recall a single instance in which audio-visuals were
used in class. Because of this fact, I acquired the belief
that AV's were unessential to the learning process, an
extravagance which time and subject matter could ill-afford
to indulge. St. Louis University was Jesuit education in
its traditional sense, eschewing the lecture in which the
professor orchestrated a classroom climate which was
formal, cold and respectful. The sense was that history
professors at the institution were contemptuous of AV's for
their tendency, I am sure they would argue, to entertain
rather than enlighten. By the time I began teaching at
Columbia State in 1976, those prejudicial views on AV's
were in the midst of change. The pedagogical potential of
the media was becoming more obvious with time. Programming
which was educational could also be entertaining, and the
two qualities need not be mutually exclusive. Many of the
PBS documentary programs in history and biography were
being broadcast in a format which was professional and of
high technical quality. Many were in color, well written
and directed, and benefiting from impressive budgets. 3

The student profile at Columbia State was far

different from that of students at St. Louis University.
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Columbia State students were largely from a rural or small
town background, working full or part-time, and children of
parents who were generally not college graduates.4 There
were more older students. There was a recognized gulf
between those publishing professors at St. Louis University
and the typical community college instructor who, at least
theoretically, expected to emphasize the mastery of
teaching skills over research abilities. 1In recognition of
the differences in demographics and teaching
responsibilities, I discovered that some reliance on AV's
was helpful.

These attitudes regarding AV's changed as a result of
an association I made early at Columbia State with Mr. Bill
Muehlbauer, director of the Learning Resources Center and
an aggressive apologist for the use of the new media in
instruction. From him I learned of the work of
institutions like Miami Dade, Nova University, and the
Dallas Community College System in PSI, computers and
instructional TV.® We collaborated in the purchase of a
number of audio-visual programs which could be used in
class and by students working independently in the Learning
Resources Center. This was before the days of the video
cassette recorder (VCR), and most of our purchases were
filmstrips, slide programs and an occasional 16mm film.

One film series which was appealing in the late 1970's

was The America Series narrated by Alistair Cooke and
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10
marketed only through the 16mm film format. Some limited
use of the series was made during my first years at the
collage, but the history budget was insufficient for the
purchase of all thirteen segments. Furthermore, the

British Broadcasting Company-produced The America Series

was a "personal history" from the perspective of a
journalist and, despite his competence as a communicator
and his enthusiasm for the subject, some of his
observations and interpretations lacked the refinement and
polish of the professional historian. Cooke was describing
American History originally to a non-American television
audience, and certain liberties were taken. The most
useful segments of the series were those which examined
ethnic pluralism, the Constitution, issues leading to Civil
War, industrialization in the Gilded Age, and the Second
World War. During these years, Muehlbauer was actively
building up the school's inventory of AV's at the Learning
Resources Center. Although some filmstrips were used in
the classroom, they were judged to be better suited for
students experiencing the programs independently in the
LRC. This idea of independent, individual viewing of AV's
in the LRC, then, was already in place by 1978 for history
students.

Another experience which influenced the HIS-TRIAD
Project was my use of slides. Each fall during the first

class, students were given a slide show as a preview to
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11
subjects to be covered throughout the quarter related to
the subject of history and the experience of travel.

On the eve of the MTSU class on instructional
innovation, that component of the soon-to-be HIS-TRIAD
Project with which I was the most unfamiliar was computer
technology. A number of articles which were read in the
innovation class related to the advantages of computers in
education and carried the theme that there was not an
academic discipline which could not be improved by
computers.6 For some in the class, however, there was the
sense that the technology was merely educational gimmickry
and possibly a threat to job security.

Apathy was probably most occasioned by the sense that
computer skills were difficult to master and unnecessary in
teaching history. However, by 1984 I had undergone another
conversion because of the influence of Joe McCormick,
assistant professor of Sociology and Anthropology at
Columbia State. He claimed that a computer in the hands of
a skilled educator and a creative programmer could improve
the delivery of information to students without forcing the
instuctor to sacrifice his individual style of teaching.
Professor McCormick argued that, if the design and
development of CAI computer programs like test, text, and
note reviews appeared labor intensive, they were so only
“up front" and that, once in place, they could basically

maintain themselves.
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Notes to Chapter I

1. In 1982 I gave students in one of my larger American
History classes an evaluation handout similar to the HIS-
TRIAD class survey which will be described in Chapter 8.

In this 1982 survey I asked students to prioritize the
teaching methologies which most appealed to them. They
selected between field trips, guest lectures, traditional
lectures, independent readings in the LRC and AV's.
Unfortunately, I did not also ask them by what method they
thought they could best learn. Student criticisms
specifically directed at history instruction are catalogued
by Nancy Fitch in “The Crisis in History: Its Pedagogical
Implications," Historical Methods 21 (Summer 1988):
104-105.

2. The evaluation of my lecture class by MTSU students
in History 201 is listed in Appendix X and can be examined
in Clement 207 on the campus of Columbia State Community
College. Many students complained of covering too much
material in a limited amount of time.

3. Examples of instructional TV programs in history
during the mid to late 1970's can be seen in the
Civilisation series written and narrated by Kenneth Clark
and the America series written and narrated by Alistair
Cooke. Also impress;ve were historical documentaries like
George C. Herring's America's Longest War (1979) and The
Sorrow and the Pity (1972). Despite the educational value
of these programs, Gerda Lerner wrote a piece in the
Journal of American History in which she noted that such
AV's are strikingly deficient when compared to
print-oriented history. See Gerda Lerner "The Necessity of
History and the Historical Profession," Journal of American
History 69 (June 1982): 16-17.

4. Statistical Study for Fall 1976 prepared by the
Office of Admissions and Records (Columbia State Community
College, 1976): 1-4.

5. John A. Scigliano and Barry A. Centini "Nova
University: Pioneer in Computer-Based Learning," The
Chronicle of Higher Education 24 (September 1986): 40.
Stephen K. Mittelstet “Telecourses: Recruit in Dallas.”
Community and Junior College Journal 48 (March 1978):
20-21; J. Terrence Kelly and Kamala Anandom “RSVP - An
Invitation to Individualized Instruction.* Community and

12
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Junior College Journal 48 (March 1978): 24-25; John E.
O0'Connor "History in Images/Images in History: Reflections
on the Importance of Film and Television Study for an
Understanding of the Past." American Historical Review 93,
no. 1 (1988): 1200-1205. Another source of information

on history video production for college students is Brenda
Royce of the Telecommunications Center for the Dallas
Community College System. In a telephone conversation (12
July 1990) she described the characteristics of her
Center's three films in American History, the thirty
half-hour episodes of The American Story (1980), the thirty
episode America: The Second Century (1982), and the
twenty-six episode The American Adventure (1987). Sally
Beatty of the Southern California Consortium likewise
described AV programs in history for California community
colleges. See also Dan Angel and Bill McCusker *"Survey
Reveals Dramatic Growth of Computer Use," Community and
Junior College Journal 53 (May 1983): 23-24 and Bernard
Luskin and James Zigerell "Community Colleges in
Forefront of Telecourse Development,® Community and Junior
College Journal. 48 (March 1978): 8-9, 44.

6. Genine Amanda “Why Educators Should Take the
Interactive Media Plunge.® Educational and Industrial TV
(June 1983): 45-46; Delbert A. Jurden *"Computers for
Clio? Historian Asks," Community and Junior College
Journal 53 (May 1983): 38-39, 58-9; and Dan Angel and
Bill McCusker "Survey Reveals Dramatic Growth of Computer
use,* Community and Junior College Journal 53 (May 1983):
23-24. This infatuation with CMIVI can also be seen at
local educational conferences such as the Tennessee State
Board of Regents' Conferences on Teaching and learning.
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Chapter II

PUBLISHED LITERATURE ON COMPUTER-MANAGED-

INTERACTIVE-VIDEO

The intellectual and educational advantages of class
discussion and debate have been manifest since Socrates
exhorted his students to think critically. Likewise, the
lecture method of imparting knowledge from professor to
student requires no formal defense. Apologists abound.
However, teaching by instructional television and computer
is an altogether different matter. Debate flourishes on
the pedagogical benefits or liabilities. This chapter will
review the literature on the technology of CMIVI, focusing
on four subject areas. We will examine the debate over the
use of computers in the classroom, the more salient
literature on the learning theory behind CMIVI, the current
consensus on the technology's instructional effectiveness,
and the CMIVI software currently available in social

studies subjects in general and history in particular.

Conflicting Views: Information Technology in the Classroom

Before we begin our survey of the literature, it
should be noted that many in academia question and resist

14
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the mission of high technology in college instruction.
Although they may be perfectly willing to see
administrative duties managed by computers, they regard
such high technology in the classroom as computers, video
and instructional TV as unwelcome intruders, like corporate
raiders in bids for hostile takeovers. They see jobs
threatened and people replaced by impersonal machines.
This obstructionism resides most conspicuously in the
Liberal Arts. As an illustration of this tension, two
professors with a sense of humor recently submitted an
article for a technology journal. Entitled "The
Contribution of Metaphysics to Instructional Technology: An
Existentialist Perspective Based on Sartre's Being and

Nothingness,* the brief text read simply "Much Ado About
1

Nothing - Shakespeare."
Those in academia who guestion the most optimistic
forecasts of teaching via technology have found an
articulate spokesman in Princeton History Professor Michael
Mahoney. Defending himself from the charge of being
“reactionary cabal®" on the issue, he declares that the
processing of information by computers does not constitute
learning and that those who think it is....
autodidacts and scientists who turn to history as a
hobby in retirement - quickly reveal themselves as the
amateurs and dilettantes they are in matters of
scholarship and learning. They make the mistake of
confusing the footnotes for the text. The ‘priesthood’
of scholars who insist that students need teachers is

not trying to stave off educational automation; it is
denying that automation produces education. 2
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Mahoney is critical of those whom he calls
professional curriculum designers who are not scholars and
teachers. He continues his cannonade against non-teaching
curriculum experts and computer-smitten methodologists by
saying that school systems around the nation are today
attempting to correct problems created by generations of
teachers trained in education but not in their academic
disciplines. He declares that “the single greatest
impediment to realizing the potential of the computer in
higher education lies in our still imperfect understanding
of how students learn and how teachers teach. >
If Mahoney is yet unconvinced of the computer's

potential in teaching, many others are free of such doubts.
Philippe Kahn, a former math professor who now heads a
company providing software to engineering, business and
computer science students, believes that high technology in
the classroom will improve learning in the same way that it
has led to success in the corporate environment when more
academicians enter into the development of quality

4 A fellow traveler, Diane Balestri of Princeton

software.
University, likewise suggests that the variable for success
in the classroom with information technology is the
*thoughtful use" of the computer and quality software. She
cites examples of success in university level philosophy
courses, writing classes, and chemistry labs. 3

R. C. Schank and R. Farrell, suggesting that course

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



17
designers go beyond the idea of merely inserting computers
into the curriculum, advocate a thoroughgoing change in the
curriculum to promote creativity and critical thinking in
students through educational software. If staid academics
like Mahoney would doubt the computer's ability to handle
this tall order of "higher learning,* Schank and Farrell
base their rather unconventional and optimistic
prescription on the belief that traditional curricula
discourage creativity because they are based on a
"cognitive psychology which has been producing
non-prescriptive theories.* They explain that
non-prescriptive cognitive theories encourage educators to
evaluate students for the purpose of putting them into
categories while they do little to generate useful
curricula. They further claim that educational psychology
is not only unrelated to cognitive functioning but it is of
little impact on actual classroom instruction. The
researchers claim that the necessary changes in curricula
to promote creativity “can be most quickly brought about by
computer technology."” 6

Robert S. McLean of the Ontario Institute for Studies
in Education advances a holistic perspective which can
serve as a synthesis to reconcile the two philosophies in
conflict. He suggests that new frontiers of information
technology are within the schema of human biological

evolution and that to think of microelectronics as merely
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data banks and information retrieval services is too
parochial an idea. Rather, he reports, microcomputers
offer all humans the potential for extensive augmentation
of the intellect. By distinguishing between the process
and the data aspects of computers, he draws an analogy to
the student's ability to use information effectively as
well as to simply retain it. The significance of the
microcomputers, he tells us in a mindset which challenges
Mahoney, is the "democratization and popularization of
information processes by which the species evolves in and
adapts to tomorrow's intellectual environment.* 4
One eminent researcher who is reluctant to blindly
endorse CMIVI technology tries to place the debate into
perspective with an interesting analogy. He claims that
Socrates himself was so convinced of the educational
benefits of his question/discussion method that he
condemned the idea of reading the written word. He felt
that reading was a new fangled notion which would make
students lazy, lethargic, and uncritical in their

thinking.8

The Learning Theory Behind CMIVI Technoloqgy

To be accurate, we should begin by noting that
technically CMIVI is only collectively a medium. It is
really media. It is instruction in a video-image-graphics

medium, an audio communication medium, a textual medium
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requiring reading skills, and a computer activity medium.

One of the problems in trying to study the learning theory
behind the "media® is that instruction takes place on a
variety of levels. Unfortunately, this makes for confusion
when attempts are made to compare CMIVI with, say, the
traditional lecture. It is somewhat like comparing apples
with oranges. 1In the early years of CMIVI development,
this fact was overlooked. Even today we can find
enthusiastic apologists for the technology who describe its
instructional potential and rationalize its use on the
basis of learning theory.

Richard Clark, Professor of Education at the
University of Southern California, urges caution when it
comes to learning theory and CMIVI. Although he claims
that serious current research is beginning to focus on
learning theory and realistic instructional outcomes for
the technology, he claims that many doctoral students
working in the medium and computer apologists whose bias
clouds objectivity, persist in selectively interpreting
data and learning theory.9 Exhibiting both enthusiasm for
the medium's potential with some reasonable caution, one
recent doctoral candidate in Indiana University's School of
Education claims that the video component of CMIVI
significantly transcends such impressive teaching functions
of the computer as interactivity, individualization, degree

of learner control, feedback to learners and the monitoring
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of student progress. He claims that the "physical realism

of filmic images and sound...adds an analog to the digital
representation of the world." 1If, in his view, video
provides for documentary, drama, comedy, and animation
among other functions, it also creates a temsion in the
alliance of the two media--video and computer. He sees
this conflict as the natural consequence of combining two
inherently different sets of symbolic systems. Because, as
he concedes, we know so little about how each--video and
computer--relates to the "internal processes of human
learning, " the union of the two into a single medium defies
easy integration.10 |
Dr. Brockenbrough S. Allen of San Diego State's
Department of Educational Technology is likewise concerned
with the medium's need to integrate functions but he sees
the greater challenge for CMIVI in the effort to provide
for the "controlled integration of subject matter knowledge
with various teaching strategies for the purpose of
tailoring methods to individual student characteristics.* !l
Allen is hopeful that the considerable capabilities of
rule-based expert systems which characterize many of the
more sophisticated CMIVI modules today can succeed by
separating knowledge to be imparted to students from the
methods of instruction. In this hope, he has much in
common with other educational theorists who see effective

CMIVI instruction as flexible to the needs of student
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learners and capable of varying methods and strategies
while the desired outcome does not change.12

Other recent apologists for CMIVI based on learning
outcomes judged to be positive are David W. Dalton of
Florida State University and Michael J. Hannafin of
Pennsylvania State University. They believe that, as the
quality software is improving, research is recording a
concomitant increase in instructional effectiveness. They
claim that diversity in the planned outcomes of interactive
video instruction is impacting on different types of
learning. Mastery-oriented interactive video lessons, they
report, have led to improvements in the levels of
acquisition of simple “declarative knowledge® while the
more sophisticated interactions are designed to promote

13 They suggest that learning

higher-level learning.
stimuli found in CMIVI instruction may enhance both short
and long-term recall of lesson material because, they
reason, the multiple coding of CMIVI lesson information
with "general lesson design strategies and the type of
lesson-learner interaction will affect learning
differentially." 14 However optimistic their rendering of
potential CMIVI successes, the arguments of Dalton and
Hannafin are yet characterized by a caution and reservation
typical of today's researchers. They declare that CMIVI

lessons must be well designed to provide effective

instruction on information-intensive content.15
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Although there is no shortage of recent literature on
computer-based instruction in the computer trade and
educational journals, there is a consensus among serious
advocates of instructional innovation that there is a
relative absence of empirical research on CMIVI teaching
effectiveness and this in turn provides an insufficient
theoretical structure from which to design effective
software. In the interest of order, efforts are now being
made to categorize research on the basis of behavior
characteristics, cognitive considerations, affective
issues, and on economic cost-effectivness. One of the most
important recognitions by the conventional wisdom is that
media do not influence learning. Rather, as Richard Clark
points out, the medium serves as a vehicle to deliver
instructional designs and methodologies to the learner. To
use his analogy, the media do not influence student
achievement any more than a truck delivering groceries

influences one's nutrition.16

Consequently, the shift in
research has been increasingly emphasizing the method and
the message over the medium. Concomitantly there has been
a "paradigm shift* from a behavioral orientation to a
cognitive orientation.l? wWhen the effects of different
media are examined or measured, all other components must
be identical, including methods and content. 1In the case

of CMIVI, it is compared to traditional computer based

instruction, traditional lectures, video which is not
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interactive, laboratory exercises, and print based
material. It is a challenge for comparative research to
control variables. 1In a study reported in 1986, high
school students with moderate learning disabilities were
offered instruction on social skills by means of three
independent variables--CMIVI, workbooks or no treatment at
all. The researchers were so concerned with matching the
two media that instructional activities in the CMIVI had a
parallel activity in the workbook and a single teacher
delivered both activities. Even in this case, a
confounding variable could be considered the interest in
the CMIVI activity due to its novelty and this may have
influenced the positive CMIVI results on the criterion
referenced exam administered to the students. 18

As we noted above, the shift in research emphasis has
been toward cognitive issues. The research on CMIVI
strategies is, in part, to discover if the medium can
successfully activate mental skills. The CMIVI functions
of interactivity, feedback and practice are not only
studied as instructional strategies, but also for their
presumed effects on information processing by the student
who experiences learning. 19

A study conducted in 1986 and using CMIVI as a
research tool suggests that orienting activities can
influence both the type and amount of learning. It was

found that, at least in these experiments, students exposed
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to CMIVI orienting activities performed well in spite of

reduced time-on-task. When the researchers provided for
interactions between processing time and orienting
activities, the results suggested that neither element
alone affects learning.20 The principal researcher,
Michael Hannafin from Pennsylvania State, conducted that
same year an investigation which suggested that practice
using CMIVI influenced the learning of declarative
knowledge and problem solving skills while it had an
inconsequential effect on procedural knowledge.21
In another cognitive oriented experiment in 1987 using
CMIVI as an independent variable, researchers tested
college students on a video disc on the subject of art
history. Comparisons were made involving elaboration and
practice, using the disc and subjecting the students to
practice only, and using the video disc alone. The
practice amounted to what was referred to as "active
processing” by the learners. The results showed that the
disc-only group differed significantly from the other two
groups. The problem was that the sample size was judged to
be too small for any thoroughgoing conclusions. Elisa Slee
of Syracuse University's Department of Educational
Technology suggests that this art history study could prove
that additional practice in the form of mental rehearsal
might be unnecessary for concept level learning. This

could occur, she says, if students had in fact performed
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the intended mental rehearsal strategy which the activity
entailed and if the results could be replicated in larger
sample groups. She claims, however, that the evidence
points to effective principle or procedural learning using
mental imaging activities for CMIVI application. 22

Another context within which to evaluate the research
on CMIVI is in the area of affective or motivational
influence. Claudia Pask-McCartney of Syracuse University
defines motivation to include "all the factors which
arouse, sustain, and direct behavior” and she declares that
the construct of motivation is the study of all of the
"antecedents, all of the processes, and all of the
consequences of learning which link all of the individual's
feelings, thoughts, and actions to learning." 23 The
novelty effects of CMIVI experience, learner stress,
anxiety and worry, learner expectations, and the
orientation of novice versus the experienced learner, she
emphasizes, are components of motivation in students which
must force researchers to match the interaction of design
and delivery with personality and experience. 24

In examining how these variables have been studied in
the use of interactive video, Elisa Slee claims that little
has been done to date because of the research emphasis on
the effectiveness of the medium. Degrees of engagement,

levels of effort, perceived demand factors, and the novelty

factor, she suggests, impact on achievement to some
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extent.25 Intuitively, Claudia Pask-McCartney agrees:
CBIV [computer-based interactive video] in particular
is a medium which has outstanding potential for
delivering programs which have been motivationally
designed. CBIV offers a cluster of attributes which
may effectively combine instruction with motivational
elements to encourage learning. It is a responsive
and participative medium whereby the motivational
design elements can be ... applied, choices offered,
databases for a richness of relevant examples and
practice quickly accessed, and learner needs recorded
and adopted. {It] is a multi-sensory approach
learning which may vividly portray the human
qualities of the ... teacher. 26

Although research is sparse on the role of motivation and

achievement results in CMIVI, there are many educators who

. cy s C s 7

intuitively accept the assocxatlon.2 Because of the

presumed preference learners have for visual motion over

static imagery and because some research suggests that

pictures enhance simple recall knowledge in testing, some

experiments have been conducted to isolate the “television*

28 If viewer

feature of CMIVI as the key learning tool.
interest and attention are expressions of motivation and if
television and film viewing have deeply-rooted expectations
of information delivery, then in the opinion of one
researcher, Brochenbrough S. Allen, filmmakers and
videographers have a case for CMIVI success. 29 Edmund J.
Hansen concurs when, in describing the fact that because
video scenes appear contextually richer than mere written
descriptions, the visual component of CMIVI "adds a

30

motivating element to the learning experience.*

As an example of affective factors being observed, a
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1988 study was conducted which assessed the attitude of

auto workers in comparing computer interactive video and
classroom instruction making use of simple linear video.
All workers received instruction in both formats and,
because both formats were new to the workers, it was
presumed that the Hawthorne or novelty effect would be
controlled. The subject was regarded as important because
it dealt with the handling of hazardous waste and interest
would therefore be high. The result was that the workers
preferred the CMIVI format, their preference being méasured
as an affective response.

When the HIS-TRIAD experience at Columbia State is
reviewed, one of the more glaring inconsistencies is the
disparity between learning outcomes and motivation in the
use of the CMIVI component. As we have noted in the
previous chapter, students on the survey questionnaire
overwhelmingly expressed their enthusiasm for the computer
modules. This feature of the HIS-TRIAD Project may be

found to be its most singular success.

The Instructional Effectiveness of CMIVI

A survey of the early literature on CMIVI in
educational and computer journals revealed a definite
interest in the instructional potential for the medium.
There was certainly a fad factor at work, a Hawthorne

Effect which would infect curriculum designers and

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



28

educational administrators in much the same way that it
would influence positive student attitudes.32 Because
much of the earlier interactive video experiences were
formatted with objectives in training, particularly in
industry, in the military and in sales, simulations were
common. As a rule, observers in these areas regarded the
activities as successful possibly because they did not
concern themselves with complex psychological skills. The
emphasis was generally on technical or communication skills
and the medium was judged suitable for these activities. 33
In any case, there was no shortage of apologists singing
the praises of the medium. 1In 1982, DeBloois declared
unabashedly that computer managed interactive video was not
merely the merging of computer and video components. It
was an entirely new medium which enjoyed greater
capabilities than computers or video alone. 1In 1983,
articles by Keener, Bright, Donahue, Newell, Brawley,
Peterson, Buchan, Sims and Myers endorsed the medium. The
following year, 1984, Ebner, Reigeluth and Garfield added
their names to the pro-CMIVI literature. In 1985, Sturm
was promoting the medium.34
When instructional designers did begin to confront and
attempt more complex skill activities, they began to
encounter technical problems. 1In the case of a program on

leadership and counseling skills which was described in

1986, program designers were forced to remain within very
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restricted quidelines and simulations because of the
inherent limitations of the computer authoring system. The
program never exceeded ten brief exchanges before the
situation was resolved and, for reasons of economy,
students could not venture beyond three choices off the
correct path.35 Edmund Hansen, in reviewing these rigidly
structured interactions, believes that they contradicted
the very nature of interpersonal skills which, he claims,
are content-specific and impervious to simple or systematic
resolution.36
In a 1986 analysis of CMIVI studies for effectiveness,
James Bosco, director of the Merze Tate Center for Research
and Information Processing at Western Michigan University,
defined success by achievement, performance, and attitude
measures. He observed ten evaluations conducted by the
military, eight in higher education, four in elementary
education, four in junior and senior high school, two in
industry and one in social services. As is so often the
case, Bosco's conclusion is a judicious non-committal. The
benefits he reported concerned most frequently training or
learning time and user attitude. On the important category
of achievement outcome, Bosco reported about a fifty
percent favoring of CMIVI use. 37
Bosco's 1986 study suggested that there were four

categories of issues. With regard to hardware, he felt

optimistic that effectiveness would increase because of
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greater availability, increased reliability, improved

enhancements in graphics and interactive capabilities, and
decreasing costs. On the issue of production, he claimed
that there is increasing availability for both commercial
and in-house work. On the issue of instructional design,
Bosco wanted to see more creativity and fresh ideas in
maximizing the capabilities which computer and video inter-
activity promises. He intimated that we have passed the
point where the novelty of the medium can mask inferior
instructional designs and he believed that tougher
evaluation criteria can "push" design to new and more
challenging limits. The final issue, according to the
researcher, is the integration of CMIVI within the "customs
and procedures” of ongoing organizations. He found that
few studies consider the organizational problems in
applying CMIVI to real life situations. Bosco's conclusion
was that the challenge of CMIVI is "not to paint the same
pictures with new colors, but to paint new pictures."38
In isolating the video component of the CMIVI medium,
studies on effectiveness have likewise generated
conflicting opinions. Gabriel Salomon, after studying the
learning rate of children watching television, revealed in
1983 that the problem with video alone is that viewers
assume a largely passive role in learning. The problem for

39

Salomon was that, in the AIME tests conducted on his

experimental groups, students regarded television as an
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“easy medium" and the perception was that learning from
books was more demanding than learning from television. 40
In an interesting parallel reported in 1989, students in
Holland were administered the same test Solomon gave to
American students and the results were quite different.
Students in the Netherlands did not necessarily think that
television was an easier medium than book reading. 4l
Michael J. Hannafin of Pennsylvania State's Center for
Research and Development in Education Computing, claimed
that the effectiveness of CMIVI is the result of the
computer's ability to embed questions which counters the
learner passivity by increasing the perceived demand
characteristics and raising the level of mental effort.42

Certainly the verdict is not yet in on CMIVI
instructional effectiveness. While the debate persists, the
medium's apologists continue to cite research cases and

apparent empirical data to argue their case. The titles of

their works reveal their mindset: It's Becoming An

Interactive World or Making Interactive Video Technology
43

Work Effectively. Another fact which skews the findings

in favor of high technology is the tendency of the computer
trade journals and often educational periodicals to favor
for publication those articles with a pro-computer or high
tech bias.44

Our task would be much enhanced had we an eminent

scholar with vision and overview who could provide us also
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with some perspective, to guide us out of the forest.
Fortunately, a special symposium was convened in Dallas in
February of 1989 with the express purpose of reviewing the
data and literature available on CMIVI effectiveness as an
instructional tool. 1In deference to the meeting's most
celebrated guest and participant, Richard E. Clark of the
University of Southern California, the conference was

entitled The Singer or the Song: An Extension of Clark's

Media Research Discussion. As we have briefly noted

earlier, Clark claimed that in comparing media
effectiveness, a medium can not be evaluated independently
of its message, its methodologies and teaching strategies
all of which impact on learning. Clark had used the
analogy of the truck (the medium) carrying the groceries
(teaching strategies and content) to the consumer (the
learner) for the outcome of nutrition (education). The
symposium's chair was Dr. Barbara L. Grabowski of Syracuse
University.45

Professor Clark's paper was entitled The Singer As

Iconoclast and he presented six argquments about the use of
CMIVI in teaching. With regard to the video component of
CMIVI, he claimed that research in the United States,
Canada and the United Kingdom as well as several Third
World nations provided “dramatic evidence that television
increases student learning an average of twenty percent

w46

over more traditional means of teaching. However, to
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return to his old theme, he declared that no evidence
exists to suggest that it is the medium responsible for the
learning gains. 1Instead, he says, the gains are probably
due to the accompanying introduction with television of
curriculum reforms and the increased investment of
resources to design lessons and to prepare students for
instruction. He sees the "new media® like CMIVI as an
important "context® in which priorities are reset for
education. Clark also suggests that the same learning
gains measured from the newer media like CMIVI would also
be possible with traditional forms of instruction. By
recognizing coincidentally that the newer media attract the
interest of educational reformers, they encourage more
resources to education. 47

The second issue Professor Clark addresses is the
relationship of video imagery and creative thinking by
students. He declares in what he calls a “counter-
intuitive surprise to many psychologists" that the visual
media does not increase or enhance creative thinking
despite the prevalent belief that visual instruction is an
effective tool. However, he qualifies this to say that,
under some conditions, visual images can enhance thinking
and problem solving. The power of video, he concedes, is
that it places "pictures in our minds" which serve as
powerful analogies to problems to be solved. Furthermore,

he notes that textbooks are conspicuously lacking in their
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use of analogies.

Another belief which Clark dispels is the so-called
"cone of experience" theory, the belief that the closer
instruction comes to depicting the way events are
experienced [video and television], the more learning is
possible. Although he says the theory appeared intuitively
correct, the bulk of research is against it. The evidence
suggests that video can "distract" some learners
(especially slow learners] by the irrelevant features of
realistic representation. For more advanced students,
realism through video neither helps or hinders.49

The two areas where Clark reveals real optimism
concern the increased levels of motivation shown by
students and, the related issue of freedom of instructional
choice provided students by CMIVI. He claims that student
enthusiasm for the newer media is probably responsible for
some of the increased learning yet he qualifies this by
saying that motivation diminishes over time and that
students often are wrong about how much effort will be
needed to learn from the newer media. 1In both components
of CMIVI, video and computers, student enthusiasm is
generally high, particularly because computer operations
are simple due to the authoring systems. After a period of
time, generally the motivational level drops to a point
where it equals that of traditional presentations. And

student expectations can be a factor in learning under
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newer media like CMIVI. For example, students universally
believe that books are a more difficult source of
information than television and that television makes
learning easier and more entertaining. Claiming that this
belief may be the reason for initial increased motivation,
students need to be instructed on how to learn from the new
media and how to focus.

Clark is most enthusiastic in his appraisal of the
"individualizing® instruction provided by CMIVI and the
array of choices that it gives to students. He claims that
nearly all psychologists agree that different students
learn best from different instructional strategies.

Because students like choices, they generally have higher
motivation in classes where choices are offered. He says
that in universities where “individualized" media is
offered, about half of the students offered these classes
take them. The problem, he admits, is that student choices
are not always good. Some students need structure,
particularly the less capable and others benefit from
freedom and flexibility.

Very important is the point Clark makes about computer
utilization. He reveals that computerized instruction is
seldom fully utilized because such requires enormous
efforts of integration. However, Clark believes that if
fully implemented in schools, the cost of computer

instruction is much less than many anticipate and "the
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learning benefits are potentially greater if adequate
instructional programs are used. Although as a researcher
Clark is committed to the use of media in education, he
also cautions that final success requires "most of all a
willingness to let our rational and substantive concerns
about learning control our enthusiasms.® 29
At the heart of Clark's work is the theme that the
medium is not the significant contributor to learning.
Rather the instructional strategies are the true
independent variables. Because most media comparison
studies fail to control for the effects of these
strategies, they actually compare apples with oranges. They
are subject to a confounding effect by other equally
rational reasons for differences. An interesting sidelight
to this theory is a qualifying note offered by Syracuse
University's Michael Yacci, also a panelist at the CMIVI
symposium in Dallas. Indeed he accepts the Clark thesis
that the instructional strategies are more important than
the medium. However, Yacci proposes that the messenger,
too, can be important. He uses the analogy of the singer
and the song. The song is the content but for many fans
of, say, Frank Sinatra or Michelle Shocked, the singer can
evoke emotion by his or her vocal and artistic
interpretations and interpolations of the lyrics. Yacci
submits that when we consider the effectiveness of a

particular set of instructional strategies carried by a
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medium, we must consider the learner's affective attraction
to the medium. He also concedes that a strong negative
effect for a particular medium can destroy motivation,

interest and inltructional goals.51

CMIVI Software Available for American

History Classes in Colleqge

As we have seen, researchers and apologists for CMIVI
reiterate that for the medium to be successful and
effective, the software must be of high quality,
imaginative, well designed and challenging. As the medium
receives more attention and acquires more popularity, more
in the way of software is being made available. The
problem with commercially produced interactive video
software is that it comes prepackaged and can not be
tailored to the specific tastes or instructional needs of
all teachers. This is why the major computer companies and
their support firms design authoring systems so local
schools can design and develop their own programs.
However, before we consider the locally produced or
in-house software, let us briefly examire the commercially
available programs for American history instruction.

The educational computer software industry is
extensive, highly competitive, and, until recently,
sufficiently independent to discourage uniform or

collaborative marketing strategies. Information to benefit
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consumers was limited because the industry was handicapped
by the phenomenon of technological growth outdistancing
efforts at networking, standardization, and understanding

52 1o appeal to a mass consumer

of learning theories.
market, software often concerns itself with more than

strictly educational subjects. For example, a perusal of a
typical multimedia software catalog indicates the following

emphasis in terms of the number of pages devoted to each

subject:
1. Industrial technology - 20 pages
2. Data processing/computer applications - 15 pages
3. Personal computers - 12 pages
4. Management/Professional - 9 pages
5. Health and Medical - 8 pages
6. Educational - 4 pages

Of course, all of these could be considered
educational but the catalog allocation of courseware to
education is more strictly defined. If educational
software enjoys a rather meager representation, it is
interesting to note that within this realm social science
courseware is dwarfed by math, natural sciences, and
developmental skills. Also, the commercial producers of
courseware overwhelmingly prioritize the pre-college grades
because they concern themselves with volume. On the

college level, courseware, as with textbooks, is more often
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chosen at the discretion of the instructor whose whims,
class needs or expectations in software may be a challenge
to meet. If the new media can be justified more on the
basis of the positive affective influence it has on
students, in higher education content is more often
publicly acclaimed over motivational objectives.

Because software vendors emphasize the motivational
impact of their products, they tend to promote the
simulation features of computer-based instruction. Much of
this courseware for pre-college students in history tends
to be simple computerized versions in simulation format of
historic battle scenarios which evolved from popular board

games sold in hobby shops. One sees The Battle of the

Bulge, Wolf Pack, or The Battle of Gettysburg in computer-

assisted game-like exercises. In journal advertisements
aimed at the market of elementary, middle and high school
teachers, such simulations are described in such
expressions as “riveting, revolutionary, extremely
motivational, the best educational tool since chalk.” 1If
the programs sell well, researchers yet have reservations
as to real instructional value when entertainment features
are so brazenly heralded by the advertisers. One writer
who examined college level history students and their views
on historical simulation exercises by computer reports that
these attitudes are mixed and that there is the recognition

that even good simulations are no substitute for thoughtful
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and sensitive lecturers.

In order to get some perspective on “"what is out
there® in the jungle of instructional software and to
confine our search to college level history classes, the
author was forced to seek the assistance of a number of
intermediaries. I made use of the following research tools
for the software search:

1. WiSC-Ware Academic Computing Center at the University
of Wisconsin in Madison.

2. The Information System for Advanced Academic
Computing (ISAAC).

3. The On-Line Academic Software Information System
(OASIS).

4. The Association for the Development of Computer-Based
Instructional Systems (ADCIS).

5. The Association for Educational Communications and
Technology (AECT).

6. The International Council for Computers in Education
(ICCE).

7. Marketing representatives for major computer
companies

8. Dissertation Abstracts International (DAI).

9. ERIC Computer Search.
10. Learning Services Inc.
The search revealed that where there is computer

software for college level history instruction, the
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software is overwhelmingly computer-assisted (CAI) rather
than computer-managed-interactive video (CMIVI). It also
revealed that, despite all the enthusiastic advertising and
commercial promotionals for the medium over the past
decade, in fact there is actually very little out there.
Aside from a few programs which will be described shortly,
the big computer software firms have been content to
aggressively sell the authoring systems for local
instructional development. Of course, the authoring
systems are promoted by the rationale that they permit
local tailoring for local needs and unique instructional
strategies suited to the producer's peculiar tastes and

>4 The search also reveals that the few commercially

whims .
produced CMIVI software modules in history emphasize
subjects in the twentieth century due to the availability
of documentary and news film footage.55 And finally, the
search reveals that the most sophisticated and
pedagogically impressive computer courseware for college
level history classes is not the ready-made, pre-packaged
CAI or CMIVI modules, but rather locally produced CAI
instructional programs designed by classroom history
professors.56
WISC-Ware Academic Computing Center at the University
of Wisconsin at Madison had only one computer program in

American History. This was a simple CAI database of

twenty-five multiple choice questions for each of nine
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units. Impressive, although more in the discipline of
archaeology, was a CAI program for college students
produced by professors in Wisconsin's Department of

Anthropology. Entitled Fugalweland, the program permitted

students to interact with graphs, maps and grids to
excavate a hypothetical archaeological site.57

The Information System for Advanced Academic Computing
(ISAAC), a computer clearinghouse funding by IBM and
operated by the University of Washington, was contacted for
its search capabilities. The system has an extensive
database in college level instructional software and also
an electronic bulletin board whereby professors with IBM-
compatible microcomputers and modems can freely access
system files. An ISAAC search of its software information
database using the parameters "computer video-interactive-
history" revealed no holdings.5

In January of 1990, the Association for the Development
of Computer-Based Instructional Systems (ADCIS) at Western
Washington University was contacted and asked to do a
search of its computer files on the same parameters. Ms.
Peggy Bishop conducted a search which proved to be likewise
unsuccessful. One of the association's directors, Dr.
Jerry Blumenfeld of the University of Akron, reported that
in all his efforts to centralize and catalog information,
he has found not one locally produced college level

. . . 59
interactive program in history.
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The Association for Educational Communications and
Technology (AECT), located in Washington D.C., also ran a
computer check of its software database using the same
search parameters. An association member, Dr. Stan Zenor
of the University of Delaware, reported that a Federal
grant of $470,000 was presently funding the production of a
computer-managed interactive video on the history of music.
It was his belief that with the financial backing and the
highly qualified producers/directors, the program should be
technically and instructional impressive when it is
on-line.%°

Although the University of Oregon's International
Council for Computers in Education (ICCE) does not focus on
college level computing, it provided me with some contacts
who proved to be very helpful. Dr. Edward Schwartz of the
Virginia Polytechnic Institute was the first to say that
locally produced college-level CMIVI in history was
probably being developed and implemented but, like our HIS-
TRIAD Project, information on such work is limited due to
the lack of published reports by their creators. Schwartz
revealed that, for professors wishing to produce CMIVI
modules in history, an impressive tool was the Video

Encylopedia of the Twentieth Century compiled and

distributed by the CEL Educational Resources Company of New
York. The encyclopedia contains seventy-two hours of

"generic" video clips in over two thousand video units.
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Because it is produced on the videodisc format, it can

interface with a HyperCard-based laser guidance system
called the Twentieth Century Navigator, and because the
video is in an unedited primary-source format, local CMIVI
college producers can tailor the resource to their own
instructional needs in history classes. More specialized
resources helpful to local CMIVI producers are available in
videodisc form of the celebrated documentary series Victory

at Sea and Statue of Liberty.61

Contacting marketing representatives for Tandy,
Macintosh and IBM--the major commercial producers and
vendors for instructional software--revealed a number of
history CAI programs. There was nothing in CMIVI. Programs

like Where in Time is Carmen Sandiago? by Broderbund is a

game-detective methodology in teaching history with
impressive graphics and sophisticated interactivity but
geared to pre-college learners. Other CAI programs which
are advertised as history instruction but which are more
accurately characterized as simulation games for high

school students and under are Tigers in the Snow on the

Battle of the Bulge, marketed by Strategic Simulations

since 1981, Lincoln's Decisions (marketed by Educational

Activities in 1982), Watergate Simulations (marketed by

Social Science Research and Instructional Computing Lab in
1984), and Rails West (Strategic Simulations in 1984). A

simulation game which has just reached the market and which
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is being heralded as "history instruction" is Wolf Pack.
An impressive computer-managed-interactive video program on
the impact of geography on American History has been
endorsed by the National Geographic Society and produced by
Optical Data Corporation with the collaboration of the
California State Department of Education. However
impressive, it is pre-college in its design.62

Computer searches conducted at the University of
Tennessee and Vanderbilt over the last two years in

Dissertation Abstracts International (DAI) reveal an

increasing use of CMIVI in a number of disciplines with
history being the conspicuous exception. Dissertations
which do focus on computers in history instruction relate
primarily to research uses of microcomputer technology, CAI
delivery of classroom history instruction, and pre-college
learners.6

Much more useful information on the use of computers
in college-level history instruction was obtained through
the so-called ERIC computer search system. Although
designed for CAI application, these activities and
exercises were locally produced, intelligent and
imaginative. For example, one professor used the CAI
Statistical Package for the Social Sciences (SPSS) to
design a program in which his upper level American Studies
students could examine incrementally the transition of two

Mississippi River towns from traditional rural and
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agricultural communities to modern industrial societies.
Computers permitted students to formulate and test
hypotheses for higher level learning.64 In another CAI
application at Tulane University, students made use of a
statistical package to do a quantitative research analysis
of late seventeenth century Salem with information
contributing to a better understanding of the witch trial
phenomenon.65 And in a locally produced CAI simulation
exercise which emphasized content and analysis over
entertainment, university students examined the economic
history of the United States by decade from World War I
through World War II using cliometric models.

Despite the inability of computer searches to find
locally produced college level history programs in CMIVI, a
computer software clearinghouse provided information on
several commercially produced and pre-packaged interactive
video programs. Mr. Wade Olinger at Learning Services of
Eugene, Oregon, revealed that at least six videodisc CMIVI

history programs were on the market. The Constitution

Papers produced by Educational Resources is an examination
of the political theories and ideals behind the Federal

Constitution and the Bill of Rights. Eisenhower and the

Cold War and the followup Kennedy and the Cold War are two

CMIV1 programs created by Encyclopedia Britannica and
focusing on foreign policy during the 1950's and early

1960's. Franklin D. Roosevelt and the Second World War,
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produced by IBM, examines U.S. history from 1933 to 1945.

Heritage in Black concerns the Civil Rights movement and

the seven part series A More Perfect Union examines

constitutional issues. Both are produced by Encyclopedia

Britannica. Vietnam: The 10,000 Day War, produced by Video

Discovery Inc., is a six volume CMIVI treatment of this

conflict.66

Although these programs are pre-packaged,
ready for use with microcomputer and videodisc player, and
relatively inexpensive (the Vietnam program runs for $49
per module), they are not being purchased in any great
volume. The software may be modest in price but the
hardware costs could be a debilitating factor. Another
reason, as we have noted, is that laser-disc video players
are less available to history departments than the readily
accessible and convenient VHS format in VCR's.

After an extensive software search, I must admit that
I have increased pride in the CMIVI modules of our HIS-
TRIAD Project and the even earlier CMIVI program on
Sumerian cunneiform (1983). If Columbia State was not the
first institution of higher learning to create from an
original video a CMIVI program in history (perhaps we

were), at least we can say that we were one of the first.
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Chapter III
BACKGROUND TO PROGRAM DEVELOPMENT

The HIS-TRIAD Project's design was neither original
nor creative. 1Its foundations were already laid at
Columbia State through the work of many people. Audio-
visuals were being used in classrooms as were computers.
Many faculty worked hard to promote class discussion and
the examination of issues through critical thinking in
students. A number of teachers were enriching students
through fieldtrips. My contribution was merely to take a
number of teaching methods already proven by the
educational pathfinders at Columbia State and to integrate

them into a single class for history instruction.

Early AV History Programs Produced at CSCC

Soon after my arrival at Columbia State, Bill
Muehlbauer suggested a professional collaberation between
the History Department and the LRC in the local production
of AV materials for students. In 1978 he suggested that we
produce a "multi-media” program from slides taken at the
Mayan ruins of Mexico and Guatemala. The slide visuals
were linked to a synchronized tape recorded narration and

background music. The program was.designed for both
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American History and World Civilization classes. I wrote
the script, Muehlbauer narrated the program, and media
specialist Paul Whitman performed the technical tasks of
recording, synchronizing tape to slides, and "laying down"
the background music track of Inca flute renditions. ! In
retrospect the program was very unsophisticated but it was
our first collaboration. In fact, the program provided
some valuable lessons for future productionms.

The next program produced by Muehlbauer and me was a
slide show for Columbia State World Civilization classes on
cuneiform script, the first written language. The year was
1980. Again I researched, wrote the script and directed
the program and Muehlbauer did the narration. The problem
was in locating a sufficient number of visuals to "carry"
the script. Using the rationale that the program was
designed only for our students without any thought of
personal or institutional profit, we copied photographs
from books. At that time I was yet unfamiliar with the
copyright restrictions on such practices.

The final audio-visual undertaking before the HIS-
TRIAD Project was a multi-media (slide-sound sync) program
on the United States and the Spanish Civil War. Much of
the research had already been done and the visuals
collected while I was residing in Barcelona. Because of
Muehlbauer's injunction that a program should not exceed

thirty minutes due to the limited attention span of the
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average undergraduate, there was a challenge in compressing
much diplomatic, political and military history into this
time limit. There was a learning process in the production
of this work and an effort was made to obtain permission
from publishers for the use of copied photographs. The
pictures of pro-Loyalist and pro-Fascist American
journalists and intellectuals were obtained, with
permission, from photo collections at Brandeis University

and The New York Times.3

The First Use of CMIVI at Columbia State

Computer-managed-interactive-video-instruction was
introduced to Columbia State in 1982. Again, Muehlbauer
was the driving force. His early interest in visuals and
non-traditional approaches to learning made him responsive
to video tape technology when it began to invade the
educational markets in the late 1970's. Similarly, he was
receptive to the use of computers in teaching. He saw the
merits of computer-assisted instruction (CAI) which people
like Joe McCormick were introducing to their desciplines.
However, while McCormick was writing computer programs for
use in text reviews, note review and test previews,
Muehlbauer wished to take the computer technology one step
further. He wished to integrate computer-assisted
instruction with the new video technology at the college.

As innovative as CAI was at this time, the interactive
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powers of the computer were limited to presenting materials
to the student only in text form. A student had to read
the text on the monitor screen, read the questions or
instructions, and then read the results of his choice of
options and answers. With the computer now able to control
a video tape machine or VCR, the student could experience
instruction through words, diagrams, animation and video
tape. As an enthusiastic apologist for CMIVI, Muehlbauer
decared that "the future of interactive video is virtually
unlimited.... It is here to stay and its impact will
continue to be felt in education.*®

That same year the LRC director approached me with the
idea of producing a program for computer-managed-
interactive-video instruction. 1Initially the proposal
appeared well beyond our abilities but the suggestion was
made that we make use of a video program already being used
by students and adapt it to computer management. A slide
program merely had to be converted to video tape with an
accompanying audio track imposed. The LRC production staff
made use of its new Panasonic 555 studio camera for the
copywork. The cuneiform program was selected for the
conversion and Mark Kramer, the new media specialist at
Columbia State, performed the work of video taping the
slide show. Mark Kramer was the technical genius behind
CMIVI at Columbia State. Qualified in video and computer

technology, he made use of the Whitney authoring system to
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produce our program. I merely had to give him the
questions, answers, and explanations for the CAI-type
interaction with students and he did all the rest of the
work with the computer's interfacing functions for the
video tape.

In the fall of 1982, the project was completed.
Students had but to sit down in the computer workstation in
the Learning Resources Center, turn on the power, insert
the diskette into the disk-drive and follow the simple
directions indicated on the screen. Keyboard, diskdrive,
monitor and VCR were all compactly laid out at each carrel.
This proved to be the first use of a locally produced CMIVI
program specifically for a college level World Civilization
course anywhere in the United States.5 The students in
this World Civilization class, in a questionnaire completed
immediately after viewing the CMIVI on cuneiform, were
unanimous in their endorsement of the technology, and it
was this positive student reaction which prompted us to
consider a continued and expanded role for the technology
in the future.6

The Humanities Tutorial Program

One of the most important influences in the
development of the class discussion or tutorial component
of the HIS-TRIAD Project was the Humanities Tutorial
experience at Columbia State. It was an experimental pilot

project funded by a National Endowment for the Humanities
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grant and implemented at Columbia State from 1979 to 1982.
Although the subject was English and most of the Humanities
Tutorial faculty were from that department, a number of
faculty members from a variety of disciplines taught the
classes. This was one of the more innovative features of
the program. Participating faculty were Dr. Lewis Moore
from Political Science, Mr. Fred Behrens from Art, Dr.
Steve Banks from Psychology, Mr. James Spresser from Speech
and Drama, and myself from History. The classes exposed
students to the analytics of logic, the examination of
concepts, and the discussion of values. The operating
rules were that courtesy and respect were to be shown to
all participants at all times when we were criticizing
ideas not supported by good evidence. Although it was the
job of the instructor to facilitate discussion, it was also
to keep the discussions theme-oriented and tied to the
required reading material. An independent evaluator
claimed that the project was extremely successful from his
point of view.

The other great achievement of the Humanities Tutorial
came in the form of faculty enrichment and professional
development. Among the tutorial faculty there was a strong
sense of unity of purpose and camaraderie. There were
numerous brainstorming sessions. These special sessions
helped to prevent "burnout®". We had a special faculty

session for each new book studied--Romeo and Juliet, Much
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Ado About Nothing, Antigone, The Canterbury Tales, Utopia,

and 1984. For the Shakespeare works, the NEH grant
furnished performances by the National Shakespeare Company
at our college so students could appreciate the dramatic
powers that their readings could elicit. The Humanities
Tutorial program was exhilarating and I planned to make use

of its methodology in history class.

Influence of Field Trips on the HIS-TRIAD Proiject

By the time I began teaching at Columbia State in
1976, I was influenced by travel in Southeast Asia, Europe,
the Americas, and the Middle East. Almost immediately I
began to organize history field trips for students. By
1982 we were taking regqular field trips to Tennessee's
Civil war battlefields, Colonial Williamsburg in Virginia,
and Franklin Roosevelt's Little White House in Georgia.
Furthermore, students were accompanying me on several trips
to Central America to examine Mayan archaeological ruins or
to visit historic sites in Mexico City.

Although only a minority of students actually
participated in these organized trips, all benefited from
the slide presentations in the classroom. The proximity of
so many important historic sites and my inability
logistically to bring all students on these travels
prompted the creation of the independent field trip.

Museum custodians and historic site managers were contacted
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by mail and provided with forms with which to document a
student's visit. The independent field trip also protected
the college from liability and I began to use the term
"independent" even for those large organized trips which I
led.

It was always a regret that more history students at
Columbia State could not take advantage of the field trips.
Considering the demographics of our institution, our
students were hampered by finances, work schedules and
family obligations. The computer-managed-interactive-video
(CMIV1) component of the HIS-TRIAD Project was the
mechanism which reconciled interest in field trips to the
realities of the present--rising costs, anxieties over
possible accidents and liabilities, logistical nightmares
of scheduling large groups, and the fact that only a

minority of students ever benefited directly.
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Chapter IV
DEVELOPMENT OF THE NON-CMIVI COMPONENTS

At the heart of the HIS-TRIAD Project was the Tutorial
class discussion component. The main rationale for the
CMIVI was that, without adding in-class time for the
student each week, enough facts would be presented through
computerized video to permit discussion sessions. If the
CMIVI was the most innovative feature of HIS-TRIAD--and
certainly it was the most time-consuming in development,

then the Tutorial could be regarded as the main objective.

Objectives of the Tutorial Component

When this program's outline was designed, the earlier
Humanities Tutorial experience was used as a conscious
model. There were a number of differences in instructional
goals but the similarities were many. Of the thirty course
objectives listed for the Humanities Tutorial in 1979,
nineteen were desired for the HIS-TRIAD Tutorial component.

Because the Humanities Tutorial experience preceded
that of the HIS-TRIAD Project by several years, problems in
the first could be avoided in the second. When students in
the Humanities Tutorial were surveyed at the end of the
course, they often claimed that the experience did not help
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them to understand themselves better or to develop a sense
of values--further objectives of the program. By
learning the survey results for this first experience, I
decided not to over-indulge in listing objectives which
students might find difficult to measure in themselves.
The following objectives for American history students in
the envisioned tutorial component were listed. A student
would be successful if he or she:

1. became more experienced in public speaking

2. learned about the interpretive nature of history

3. learned to defend and attack a thesis based on facts

4. learned to analyze, compare, contrast and synthesize

S. related lecture, text and CMIVI materials to class

6. improved writing skills by submitting compositions

7. improved reading skills by reading tutorial articles

Although I wished to keep the HIS-TRIAD's tutorial

objectives few and simple, still it would be difficult in
only a couple of weeks for student and instructor to gauge
progress in sharpening one's analytical skills or being
able to relate information in the CMIVI, text and lectures
to the tutorials. Most students would admit that by
writing essays, writing skills would correspondingly
improve. However, a reading of a particular story would
not necessarily, in the eyes of a student at quarter’s
end, provide an appreciation for world relationships--a
goal of the Humanities Tutorial. I wished to avoid
over-objectifying because I was aware of what so often

happens in faculty contracts based on management-by-

objective (MBO) efforts. By committing oneself to too many
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goals with energies diffused and goals not prioritized,
results are often less than flattering. The hope was that
by writing three essays over three weeks, students would
improve their writing skills somewhat and be cognizant of
the general level of improvement. The same could be said
of reading skills.

While preparing material for the experiment, I decided
to write an essay about the Salem witchcraft trials for the
tutorial component. In terms of objectives, the hope was
that by having students read about the travesties of
justice due to prejudice in old seventeenth-century Salem,
students might better identify prejudicial and bigoted
behavior in our communities today. However, it was
recognized as improbable that a student, insensitive to
prejudice before experiencing the discussion class, would
be suddenly changed by a single reading. The hope was
that, by adding to the reading a vigorous class discussion
seeking out modern day analogies, an awareness might be the
more easily acquired.

The goal of analyzing historical data could be
measured by a student's ability in an essay to explain, for
example, why England lost the American Revolutionary War.
The belief was that an understanding of important
historical events could more easily be acquired by
comparing older events with those more recent and more

familiar to students.
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Researching and Writing the Tutorial Articles

The HIS-TRIAD Project was originally a theoretical
model of innovative instruction organized in flow charts
and diagrams. At that time I had a vague idea that the
first three tutorial sessions would be based on subjects
pertaining to Spanish and French exploration, the Salem
witchcraft hysteria, and a comparison of British
experiences in Revolutionary War with American experiences
in the Vietnam War.

The first article for the discussion class was

entitled A Man and A Woman. The two subjects were a

Spanish conquistador by the name of Cabeza de Vaca and a
French noblewoman named Marguerite de La Rocque. Both were
involved in exploration and the struggle to survive in
sixteenth century America. The French girl was an
aristocrat who accompanied her powerful uncle, the County
of Roberval, to America to find the legendary kingdom of
Saquenay where diamonds and gold were reputed to be in
abundance. Because of the strict Calvinist scruples of her
uncle, when the girl was caught in a sexual relationship
without benefit of marriage, she was marooned on a desolate
island off the Canadian coast of Labrador. Her lover and
nurse decided to join her there and the three made an

effort to survive the terrible winters. Her lover died
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first, then her newborn infant, and finally the nurse. The
solitary Marguerite was finally discovered by Breton
fishermen in her third year and returned to France.

I felt that students would find her story fascinating
reading because of her youth, resourcefulness and her
energy. The problem came in locating information on the
girl. It seemed that, although many works on Canadian
history were consulted, scant reference was made to this
subject. Canadian histories, both Anglo and French, were
apparently reluctant to mention the tale. The Canadian
historians' unfamiliarity with Marguerite may not have been
intentional. Apparently the event was regarded as so
unworthy of note by her contemporaries that much of the
story was lost to memory.1

Research for the second character of the article A Man

and A Woman was much easier because the protagonist, Cabeza

de Vaca, was not only an officer in the doomed Narvaez
expedition to Florida in 1528, he was also the official
chronicler. Because the first-person narrative gave drama,
credibility and immediacy to the story, quotations were
frequently used.2 The odyssey began in Florida and ended
eight years later in the Mexican province of Sonora.
Students reading the account could learn a good deal of
history, Indian culture, and geography. Cabeza de Vaca
began the expedition to Florida with four hundred men and

eight years later emerged from the wilderness one of only
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four survivors. Like Marguerite de La Rocque, he struggled
against the odds to survive. Unlike the de La Rocque
account, the Spaniard's story involved detailed
observations on Indian life and the mind-set of the
conquistadors. An important point which the chronicler
consistently made was the extent to which he regarded God's
intervention responsible for his deliverance. Very similar
to the Huguenot Marguerite, the devoutly Catholic Spaniard
exhibited a mind-set steeped in the prevailing dogmas and
anxieties of late Medieval Christendom. For HIS-TRIAD
students reading the account, it was hoped that they could
find many ideas worthy of debate. The Black Legend and
the attributes of heroism seemed to be a good topic for

discussion. The tutorial article A Man and A Woman is

listed in Appendix X and can be found in Clement 207 on the
Columbia State campus.

The second tutorial article related to the phenomenon
of witchcraft at Salem Village in 1692. It was one of the
selling points of the program to know that I would write
all three compositions for students to read, discuss and
write about. However, as the implementation date
approached for the HIS-TRIAD Project, I did not have the
time to research and write two additional tutofial
compositions. The time expended on the story of Marguerite
and Caveza de Vaca was considerable. Because of this, I

selected for the second weekly tutorial article an edited
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excerpt of the book Salem Possessed by Paul Boyer and
3

Stephen Nissenbaum.

Unlike A Man and a Woman which was my original

composition, I felt that the article, Salem Witches, needed

an introduction which could offer some kind of
historiographical perspective for the tutorial students.
In this short introductory essay, I wanted students to know
that historians of repute still disagree as to why events
in 1692 Salem transpired as they did. The role of the
clergy, the adolescent girls, the civil authorities, and
the accused themselves were discussed.

It was felt that the most valuable educational use of

Salem Witches was the ability of teacher and students to

draw upon analogies. One of the lessons of Salem could be
the recognition of the ease with which majorities victimize
minorities based upon faulty or prejudicial information.
The plan was to use the topic for a class discussion of
prejudice today and in the recent past. Topics like the
McCarthy Era, Japanese-Americans in World War II, and Jim
Crow laws were the more obvious. For the sake of space and

convenience, the introductory essay to Salem Witches can be

found in Appendix I.

A historical analogy between the British experience in
the American Revolutionary War and the American experience
in Vietnam was to be the subject of the third and final

tutorial composition for student discussion and papers.
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Like the Salem piece, I found what I needed in an article
entitled, "England's Vietnam® by Richard Ketchum which was

published in American Heritage in 1971.% 1 felt that this

piece would complement well the third module of our CMIVI,

The Allegiance Severed, which also touched on the Revolu-

tionary War-Vietnam analogy in its concluding narration.
Also, like the article on Salem, I felt that the Ketchum
work needed a short introduction because that piece was
written in 1971 when the Vietnam war was still an issue.
For students a decade and a half later, additional perspec-
tive and a historiographical note seemed necessary.
Essentially the introductory essay noted that there is
danger in overextending the analogy and that the
differences were conspicuous. However, I felt it important
to say that over the centuries human nature remains much
the same and that actions are often motivated by similar
objectives. Because the Ketchum article emphasized the
American Revolution and left it up to the students
themselves to draw the analogies with Vietnam and because
of the relative lack of familiarity with Vietnam in 1985, 1
wished to make the comparisons more explicit. Thirteen
parallels were made in the introductory article. I felt it
was important to note that domestic discontent, the
overoptimism of military and political leaders at the
outset of the conflict, the overextension of military

power, the exorbitant costs in lives and finances, and the
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foreign aid factors were all elements of the Vietnam
conflict which had parallels in the eighteenth century.

The introductory piece for the article England's Vietnam

can be found in Appendix I.

Because I felt that American History students should
be generally familiar with the interpretive nature of the
discipline, I wrote another short essay on historiography
which I wanted to use as an introduction to the three
tutorial articles. 1Instead of distributing each of the
three articles to students piecemeal as had been planned
originally, I found it logistically convenient to have all
three works bound together into a single booklet with the
introductory essay beginning the tutorial section of the
booklet and with a two-page explanation of student
responsibility and requirements concluding that section.
This introductory tutorial essay can be found in Appendix
I.

One of the most important parts of the booklet was the
set of directions for students preparing to read the
tutorial articles and write their papers. Students were
told to read the weekly article and select one of the
suggested topics for their weekly compositions. They were
told to use a rough outline and notes for use in the class
discussions. Then they were directed to write a short
essay of three to four words. The section of directives

was called "What You Must Do For Tutorial Classes." These
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directives were followed by a list of essay topics which
students could select for their weekly compositions. They

are found in Appendix I.

The Development of the HIS-TRIAD Lecture Component

The HIS-TRIAD Project forced some changes in the way I
lectured. Many educators are most comfortable with the
narrative or story telling approach and many classroom
lecturers in history can confirm that students relate well
to this narrative style. 1In 1981, before the American
Historical Association, Harvard History Professor Bernard
Bailyn claimed that the greatest challenge for us is not
"to deepen and further sophisticate [our] technical probes
of life in the past but...to put the story togeﬁher
again."

I also am comfortable with a biographical approach to
lecturing in history. 1If historians admit that man is the
central figure in the story of the past, then it makes
sense to emphasize the individual in the study. 1I also
like to explain how interpretation can influence our
understanding of historical events. When, for example, we
examine the Great Depression, we view the actions of the
Federal Reserve Board from both the John Kenneth Galbraith
as well as the Milton Friedman economic viewpoints. On the
subject of Reconstruction, we always look at the evolution

in attitudes from a William Dunning to a Kenneth Stampp.
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Controversial interpretations like Frederick Jackson
Turner's Frontier Thesis or A.J.P. Taylor's thoughts on the
origins of World War II give students in lectures, I
believe, a sense that their own opinions might matter.

These, then, are some of the features of a lecture
style which has evolved over years. Because I would be
required to make some rather major changes in the lecture
method and to prioritize subject matter, the HIS-TRIAD
Project was a major challenge. The main problem stemmed
from the fact that I would be forced to go from a three
hour per week lecture class to a single hour per week, and
the jettisoned information had to be made available to the
students either in the CMIVI component, in the textbook or
in both.

Of the three instructional components of the HID-TRIAD
Project, the lecture was the least innovative. It was
already a fact. The only work was in the cutting of
material and insuring that it could be digested elsewhere.
As I drew up a lecture outline, I had the sense that the
CMIVI might not be able to compensate for the lost time and
I was not convinced that the textbook treatment of these
subjects would be satisfactory. 6 Therefore, I listed in
outline form what general subjects would be covered in each
unit by lecture and CMIVI. See the outline in Appendix I.

I chose not to differentiate in the outline between

the Monday lecture and the CMIVI because, in fact, the
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computer program was a lecture. I wished to leave myself
enough flexibility to address in the Monday lecture a fact
covered in the CMIVI if a student were to request further
elaboration. Still, there was the sense that some of the
usual spontaneity might suffer due to the compressed time.

The very general lecture outline was an outline for
both Monday presentation and CMIVI. 1In Unit One, the
entire segment on Native Americans before Columbus would be
found in the Monday lecture. Although the CMIVI would list
but not elaborate on the conditions in Europe which
prompted exploration, the Monday lecture would go into more
detail on this point. Although the CMIVI would only devote
one sentence to the conquest of Mexico by Cortez, the
Monday lecture would provide details. On the subject of
mercantilism in Unit One, the Monday lecture would
exclusively address this topic. In Unit Two the Monday
lecture would exclusively examine the English background,
English colonial life and culture, and mercantilism in the
British colonial realm. 1In Unit Three, the Monday lecture
would detail the French and Indian War, provide greater
detail to the causes and the general characteristics of the
Revolutionary War, and exclusively address the Peace of

Paris.
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Notes to Chapter IV

1. Two years after writing A Man _and a Woman, I came
across a very detailed account of Marguerite. The
paperback book was Elizabeth Boyer's Marquerite de La
Rocque: A Story of Survival (New York: Popular Press,
1975). It was so fanciful, however, that it should have
been regarded as historical fiction. Nonetheless, I found
it useful because it was the only account which went into
greater detail than the primary souces already mentioned.
Boyer did some impressive research on Marguerite’'s village
background. The detail, of course, was occasioned by some
creativity. 1In violation of the tenets of professional
historians, she manufactured conversations and moulded
characters to fit her needs. Worse, she changed the
historical record. According to the Boyer account,
Marguerite was in fact married to the man on board the ship
and the marooning occurred because her devious uncle wished
to acquire possession of her vast holdings back in France.
In fact, her holdings were meager and the nobility who
accompanied Cartier and Roberval to Canada were mainly old
aristocrats desperate to replenish their spent wealth.

2. According to many, the return to writing history
in the narrative style has increased student interest in
the subject. See Karen J. Winkler, "'Disillusioned' with
Numbers and Counting, Historians Are Telling Stories
Again," The Chronicle of Higher Education 13 (June 1984):
5.

3. The article was taken originally from Paul Boyer
and Stephen Nissenbaum's Salem Possessed (Cambridge:
Harvard University Press, 1974). However, the condensed
version used for my HIS-TRIAD students was taken from
Annual Editions: American History, Volume I edited by
Robert James Maddox (Guilford, Ct: The Dushkin Publishing
Group, Inc., 1981).

4. The article was taken originally from Richard M.
Ketchum's "England‘'s Vietnam: The American Revolution,*”
American Heritage (June 1971): 67-72.

5. Raren J. Winkler, "Disillusioned with Numbers and
Counting, Historians Are Tellings Stories Again, " The
Chronicle of Higher Education 13 (June 1984): 5. See
also Henry Steele Commager, "The Future of History and
History Teaching,* New England Social Studies Bulletin 40
(Autumn 1983): 5-16.

74

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



75

~ 6. The textbook for both experimental and control
groups was America: Changing Times by Charles M. Dollar,
general editor (New York: John Wiley & Sons, 1982).
Contributing writers were Joan Rezner Gundersen, Ronald N.
Satz, H. Viscount Nelson, and Gary Reichard.
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Chapter V

DEVELOPMENT OF THE LINEAR VIDEO COMPONENT OF THE CMIVI

Computer-managed-interactive-video-instruction (CMIVI)
is the union of two very powerful and sophisticated
technologies for the purpose of teaching and learning. It
is the union of the science of the computer and the
breakthroughs in the audio-visual technology of the video
tape or videodisc. 1In this chapter we will discuss the
process by which the video component of the CMIVI was

developed at Columbia State for the HIS-TRIAD Project.

The Equipment

In the summer of 1984 when we began the on-location
video taping for CMIVI modules two and three, with only a
Panasonic VHS portable video cassette recorder (VCR) and a
Panasonic color video camera. There were two conspicuous
disadvantages with the VCR. For one thing, it was only
half-inch in tape width which meant that the quality and
resolution of true image would be significantly below
professional or broadcast standards. The second problem
was that the unit, although called portable, was very

heavy by today's camcorder standards, weighing twelve
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pounds with accessories and over fifteen pounds with
battery packs.

In addition, the video camera which complemented this
VCR was a single-tube unit capable of generating only a
horizontal resolution of 240 lines, again significantly
below professional standards.1 Despite this, we knew that
students experiencing the CMIVI would be viewing the
production on small-screen ten or thirteen inch monitors
whose size would not reveal problems in resolution. We
also felt that later, when we were ready for the editing,
we could have the half-inch source tape transferred to a
three-fourths inch tape and pay a commercial studio in
Nashville to "electronically enhance" that tape for us.2

The equipment situation was somewhat better in the
audio-visual production studio at the Learning Resources
Center. There were a number of large and heavy Panasonic
U-Matic three-fourths inch video recorders for our use.
Because the tape surface was larger and the tape speed was
faster, the resulting high resolution would make for a
quality image. There was also a time-based-corrector,
known as a TBC, which could further enhance the image to
broadcast quality by stabilizing the sync signal.3

A Panasonic editing controller would be used to
produce the final "master" video program from various
"source" tapes. To make the final master tape appear even

more professional with various wipe, mix and fade
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patterns, we planned to make use of a JVC special effects
character generator or what is usually called a switcher.

A character generator could superimpose titles and credits.
For studio use we had one Panasonic WV-555 video camera
with an impressive 525 horizontal lines of high

resolution.4

Scriptwriting

Writing the scripts for the three CMIVI modules was
one of the easiest labor-related activities in putting the
HIS-TRIAD Project together. There were two reasons. I had
an entire year to design and develop the modules. By the
end of summer in 1984, three scripts were written in their
rough first drafts. Work could now begin on the photo
research and the plans for video taping on-location and in
studio. The other reason the script writing was relatively
easy was because the CMIVI scripts were essentially
lectures with material used for eight years at Columbia
State. Little was required in the way of research. The
lectures were "content based,” employing facts and saving
the more interpretive and analytical subjects for the
discussion classes.

Toward the end of the summer of 1984, Bill Muehlbauer,
Mark Kramer and I made plans for a video taping trip to

Virginia for CMIVI Module 2, The Seed Transplanted, and

Module 3, The Allegiance Severed. The script for Module 2
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was reworked and refined while that of Module 1, God, Glory
and Gold, was temporarily shelved. Prior to our departure,
the LRC support staff prepared copies of the revised
scripts on layout sheets divided into three columns, one
for the script itself, one for appropriate visuals, and the
final column for the audio. In this audio column we
indicated whether the script was to be narrated by me “on
location" or by the "voice over" technique prepared in the
sound room of the Learning Resources Center.5 The trip to
Virginia was intended only for the “on location®" narrations
and for what are called video clips or short video segments
of buildings, landscapes, historical markers, monuments,
and reenactments which help to visualize the script. This
third "audio* column also designated the background music
scores used in the production.

By the time the “on location" trip was made, whether
to Williamsburg for Module 2, Yorktown Battlefield for
Module 3 or St. Augustine for Module 1, the appropriate
script had gone through what was thought to be the final
revision. However, when we were impressed by an unusually
imposing sight, an additional paragraph or two were written
into the script. When we were shooting video at the Castle
of San Marcos for Module 1, the interior walls of the
Spanish fort were so impressive that we added a long
narration scene to the original script. The homes, taverns

and shops of Williamsburg prompted an additional paragraph
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for Module 2.
When we made the trip to Virginia in August of 1984,
the script which was the least refined and polished was

The Allegiance Severed. It was still an inferior script on

which to base the subsequent video. There were two major
themes to be presented--the causes of the American
Revolution and the reasons for the British defeat. Given
more time, the program would have benefited from the usual
revisions. The three scripts which are presented in the
Appendix represent the final version taken to the studio

for the production of the master video tape.6

On-Location Filming

Videotaping for the three CMIVI modules involved
traveling nearly five thousand miles on three extended out-
of-state trips and numerous in-state journeys. God, Glory
and Gold was the first script written and it enjoyed the
advantage of being the most reworked and revised for
thematic unity and clarity. However, our first video work
in on-location filming was for CMIVI Modules 2 and 3. We
would be video taping out of chronological order in terms
of the three scripts and we would be likewise taping out of
time sequence within each of the scripts. Because of
planning, funding and time considerations, videotaping
sequentially by script would have been a luxury none of us

could have afforded.
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The original plan for CMIVI Module 1 was to shoot the
Spanish segment in St. Augustine, Florida, the French
segment in New Orleans, and the Dutch segment in New York.
For CMIVI Module 2, I wanted to shoot the segment on the
Southern Colonies at Williamsburg, the New England Colonies
in Boston, and the Middle Colonies in Philadelphia. For
CMIVI Module 3, still with no clear idea of the final form,
the plan was to shoot the section on the causes of the
American Revolution at Concord Bridge near Boston and the
reasons for the British defeat at Valley Forge and
Yorktown. It was agreed that, because of the nature of the
equipment and the amount of work involved, we would have to
employ a team of three people. As director of the LRC,
Muehlbauer's presence was required and Mark Kramer, as
media specialist, had to operate the equipment. My

presence was required for the on-location narration.

The Virginia Trip

The East Coast trip was a priority because the bulk of
the on-location narration shots for both CMIVI Modules 2
and 3 could be taken. However, we had to limit our trip to
virginia because the college could not fund so ambitious a
traveling schedule and because, as year-round staff
employees, Muehlbauer and Kramer could not justify an
absence of much duration. The college agreed to pay for

the gas expenses if I took my personal car. Consequently,
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we agreed to camp at a state park in the proximity of
Williamsburg. In a 24 July 1984 memo to Dean of the College
Paul Sands and Assistant Dean of Arts and Sciences Douglas
Eason, I formally requested funding and I included a very
specific list of shooting objectives. In this memo, each
proposed video clip was rationalized.7

The Administration was also provided with an itemized
mileage chart totaling one thousand six hundred and seventy
miles round trip. I managed to get a local insurance
agency to provide theft and damage coverage for the
property but I had to pay the insurance premium. The school
equipment taken to Virginia was listed in a memo to Bill
Summers, property custodian for the college, and Dean
Paul Sands approved the equipment removal for the period 14
to 20 August 1984. The equipment taken was a Panasonic
NV~-8410 Video Recorder, a Panasonic WV-3890 Video Camera
(back up camera), a Panasonic WvV-3150 Video Camera, a
Panasonic NV-8400 Video Recorder, a Negra Audio
Recorder/Transmitter, and a Sony KV-9200 Video Monitor.

We arrived in Williamsburg Wednesday afternoon, 15
August and picked up the official filming permit which
authorized video work at specific sites.® our first day of
shooting began near the Governor's Palace. We began by
doing an extended video clip of the entire block of homes
by filming from the slowly moving car. Considering the

fact that the scene was born of a whim, it was artistically
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impressive. The next scene was a narration shot
introducing the segment on Williamsburg. We had problems
with the audio because the transmitter or the receiver at
the VCR periodically shorted out. We shot about four
takes. Because the camera, the Panasonic WV 3150, was too
unsophisticated to rely on memory, the white-balance had to

9 The next

be reset each time the power was turned back on.
scene related to the settlement of the colony of Maryland.
We shot a number of takes because the Nagra audio
transmitter/recorder was creating problems. We next got
some good video clips of a fife and drum parade and the
firing of cannon and muskets. There were no audio problems
here because the boom mike coming directly out of the
camera was used. One final narration sequence before a
lunch break was a description of the colony of Georgia.
Preparing for the afternoon shoot, it was decided that the
audio problem could only be settled by using an audio cable
going from my lavaliere mike directly into the audio input
of the operating VCR. We shot at the Williamsburg Magazine,
the jail, and the House of Burgesses.

Shooting at Jamestown on the second full day of work
went fairly well in terms of time; however, a number of
narration sequences were shot at such distances that the
audio cable or Nagra was unnecessary. The narrator was out
of range of lip sync. The Jamestown shots introduced The

Seed Transplanted and visualized the problems facing the
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first Englishmen to settle permanently in North America.
At the Shirley Plantation we gave up on any efforts to
narrate on location. On our last day of work, we arrived
at Yorktown Battlefield before sunrise. At this historic
site we shot the narration sequences pertaining to the
strength of the American cause, the role of the French in
the war, and the contribution of George Washington. There
were some impressive video clips taken at redoubts,
trenches, artillery pieces and historical markers.lo

The trip to Virginia was a valuable lesson. We now
realized how much time and energy were required for good
filming. We also realized how important it was for
equipment to function properly, with backup equipment in
the event of problems. We had video backup but lacked a
backup audio transmitter/receiver. I learned that
memorization of script had to be thorough for the narration
sequences and that reading off cue cards inhibited
spontaneity and freedom of movement. In short, the
problems on the Virginia shoot contributed to an

understanding of the process of filmmaking.

The New Orleans and St. Auqustine Trip

The second videotaping trip came during Christmas
vacation in 1984. Neither Muehlbauer nor Kramer could get
away because, as year-long staff members, their vacation

began only four days before Christmas. Because there was a
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need for one person to do the camera work during narration
scenes, my brother David accompanied me. Columbia State
had recently received a $5,000 grant from the Southall
Foundation from a proposal I had written and the grant
money was set aside for, among other things, a CMIVI
program in history. I requested $400 from this for gas and
subsistence on the trip.

Without LRC staff on the trip, LRC equipment could not
be taken. James Spresser, speech and drama instructor at
the college, provided us with his speech class video camera
and Mr. Ricky Martin, student activities coordinator,
loaned us his portable VCR. Because both pieces of
equipment were aging, the camera had even less resolution
than what we used in Virginia and the half-inch VHS VCR was
even heavier than the one at Williamsburg. Because of the
problems experienced with the audio transmitter/receiver in
Virginia, we decided only to use the extended cables run
directly from camera to narrator.

Arrival in New Orleans was late on Wednesday, 12
December. When we got to the Cabildo or the old colonial
administration building next to the Cathedral, we were
pleasantly surprised to find that there were large blue and
red banners hanging from the building facade proclaiming an
exhibition on King Louis XIV of France and French
colonization of Louisiana. The script on the French

sequence of God, Glory and Gold began with Louis XIV so
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this chance encounter was fortuitous. It was here at the
Cabildo that the opening narration on the French colonial
claims to North America began. We needed a “fluid head"
tripod for smooth and consistent pans but what we had was a
tripod designed for a light 35mm camera and it required so
many takes that much battery power was consumed. In an
effort to capture the French flavor of the city, we shot
the buildings in Jackson Square, the cast-iron balcony
rails, fountains, plaques with street names, street lamps,
and people walking through the mist. To take advantage of
the banners commemorating the reign of Louis XIV, two
additional paragraphs were added to the script. The
narration at the Cabildo required ten takes because of a
combination of traffic sounds and my faltering performance
trying to communicate the new material.

On Sunday, 16 December, we were at Cocoa Beach,
Florida where we shot the opening narration video for God,

Glory and Gold. The ocean background was appropriate

because we were discussing the technological breakthroughs
in navigation which made late fifteenth century voyages on
the open sea safer. At first light on Monday, the 17th, we
shot sunrise video clips at St. Augustine Beach shooting
sunrise shots for video clips. The primary site was the
Castle of San Marcos. Beneath a corner turret we filmed
the narration sequence introducing the fort and explaining

its purpose in protecting the annual treasure fleets for
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Spain. In one of the supply rooms, the story of Cabeza de
Vaca was narrated and from the parapets, the Encomienda
system was explained. The afternoon was spent taping the
important scenes within the city itself, the oldest house
in the United States, the oldest church, the statues of
Ponce de Leon and other conquistadors, and panoramic views

of the city from the Bridge of Lions.

Philadelphia

After the December 1984 trip to Louisiana and Florida,
something of a hiatus was experienced during the winter
quarter. Although not a single CMIVI had been produced, 1I
began to entertain the idea of a possible fourth module on
the Constitution. On 22 February 1985 I sent a memo to the
Dean of the College suggesting that a trip to Philadelphia

11 The rationale was

be undertaken for a further taping.
that in the Philadelphia area we could shoot video for much

of Module Three, The Allegiance Severed. Locations like

Carpenter's Hall, Congress Hall, Independence Hall, and
Independence National Park would be ideal for a discussion
of the Declaration of Independence in Module 3 and for our
examination of the Articles of Confederation, the
Constitutional Convention of 1787, and the first
presidential administrations in the proposed fourth module.
Once my request for travel was approved for the week of the

spring break, I wrote a new script, The New Nation, and I
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gave it to my colleague Dr. Gabrielle Hubert for proofing.
A Dominican nun with a PH.D. in history from Catholic
University, she critiqued the material and suggested
improvementé.12

On this trip we used the more sophisticated high
resolution camera, the Panasonic 555, which had been
employed as a studio camera. We also brought along a
recently acquired three~fourths inch Port-a-Pack VCR unit.
And to alleviate the sound problems experienced in
virginia, we brought along a new audio transmitter. At
Independence National Park we picked up our National Park
Service authorization to video tape inside Independence
Hall. It was Friday, 15 March. After studying the layout,
we began shooting around 11:00 am in the great hall where
the Declaration of Independence was signed, but the quality
of the narration was compromised by my growing laryngitis.
We considered a “voice over" effort but gave up on this
because of the problem with lip sync in too small a room.
We had planned to spend Saturday only at Brandywine Creek,
Germantown, and Valley Forge for Module 3 but realized we
would need more time for the Independence National Park
narration. The next day the voice was even worse. We had
to admit that a narration sequence was impossible.

Because of the fact that we were so far behind
schedule, we drove out to Valley Forge for video clips and

from here we left for Tennessee. In retrospect, this
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Philadelphia trip was a very great disappointment because,
although we got much good video, we returned to the college
without any narration, a major justification for the time
and expense. On a positive note, we did feel enriched by

the historical sites.

Local Video Supplements

As the summer of 1985 approached, the conspicuous
problem was a lack of narration sequences for the French
section of Module 1 and roughly half the narration
sequences in Module 3. The failure to do narration shots
on the Philadelphia trip forced us to recognize the
impossibility of producing a fourth module by
implementation time in September. Rather than start
editing without all important on-location video clips, we
decided to shoot in Tennessee, in surrounding areas which
might appear to be rough facsimiles of the true sites. It
was a compromise. Our better instincts saw this as
deception but we also had to find video to give visual
expression to our three scripts.

In order to visualize the importance of tobacco to
Tidewater Virginia in Module 2, Kramer shot video clips of
tobacco harvesting in Maury County. In an effort to
visualize the impact of topography on New England village
settlement, we shot the small town of Santa Fe in the hill

country of the county. Goshen Methodist Church was the
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setting for a narration sequence on the influence of
predestination and church governance in Congregational New
England. For Module 1, my father used his video equipment
for the narration sequence on the role of the French
trappers and Jesuits in the settlement of New France. This
segment was taped in a canoe traveling down the Duck River.
For module three, Kramer shot some narration sequences at
Shiloh National Military Park despite the obvious

differences in Revolutionary and Civil War cannon.

Studio Work and the Editing Preparation

Although I wanted very much to learn how to shoot, edit
and produce video programs in history, I ran into a
problem, in part the result of the nature of the expensive
LRC equipment. Its use required the presence of
professional staff and staff did not always have the time
or the inclination to teach an outsider the particular
skills.

In the fall of 1984 I acquired some familiarity with
studio television production independent of our LRC.
VIACOM Cable Televison in Nashville offered classes on
television production, and I enrolled. The classes were
designed for those people interested in public access
television productions. The sessions were held for six
weeks for a total of eighteen contact hours. The first

class concerned the use of studio cameras. The next was
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the use of the sound system and audio control boards. The
third week involved work on the editing machine and
switcher. The last class was held at VIACOM's public
access studios at the Metro Center in Nashville, where I
was given command of the switcher (video controller) which
directed the video reception from three studio cameras in a
live broadcast. Despite its brief duration, the VIACOM
classes gave me an appreciation for the meticulous demands
of studio production work and they served as a yard stick
by which to measure the future quality of our HIS~-TRIAD
video productions at Columbia State.

One of the most fundamental tasks of our studio work
was the process of logging all the source tape shot on
location or in studio. This work consisted of viewing each
tape on a monitor and writing down a brief description of
each scene, noting its location on the video by recording
the notation on the counter. Because of the amount of film
shot, particularly on the Louisiana-Florida trip, the
logging required many hours. Kramer wanted me to do this
work since it required no special skill and it would
relieve him of menial tasks which took him away from more
important HIS-TRIAD production work. I enjoyed the logging
because I could recommend what I regarded as the best shots
for the final master edit. 1In the logging work I realized
the advantage of shooting several "takes" of each scene,

whether video clip or narration scene. In Florida and New
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Orleans, we had sometimes shot ten sequences of the same
scene, s0 back in the studio we could enjoy a degree of
selection. The true measure of this selection was apparent
during the logging. The Virginia trip accounted for less
than two hours of log time compared to eight hours for the
Louisiana-Florida trip. The half-inch VHS tapes were
logged by a counter which measured the distance of tape.
The three-fourths inch studio VCR for editing had a counter
which was calibrated to true time. Consequently, whenever
I logged three-fourths inch tape, I could designate true
time.

Another time consuming task was the photo research for
the "still" shots. The video productions were roughly
based on Alistair Cooke's America series which made use of
three video approaches--the on-location narration, the
voice over shots of images shot on location, and the voice
over shots of photographs, sketches, maps and paintings.
For these latter shots, the BBC producers had to obtain
permission or purchase the right to copy these visuals.
Because our video productions would similarly make use of
copied maps, sketches, and paintings, I should have written
for permission. However, the convenient rationalization
was used that, unlike Alistair Cooke's series, our program
was designed as an experiment only for our students with no
thought of personal or institutional profit. Consequently,

throughout the period June of 1984 to September 1985, I
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researched hundreds of books looking for pictures with
which to visualize our script. In video productions, one
must move quickly from one scene to another, or fatigue and
boredom in the viewer consequently reduce the motivation
for learning. The photo research was another learning
experience. Originally useful photographs were copied from
books by shooting slides from a 35mm SLR camera. Many were
the books on the American Revolution and English colonial
America. I had a little more difficulty obtaining visuals
for Module One on the Spanish, French and Dutch in North
America. Because history books for elementary and high
school students enjoyed a greater number of visuals, it was
discovered that the children's section of the public
library was a good source for photo opportunities. The book
illustrations were video taped by the studio Panasonic 555
camera either directly on the master tape or onto a second

generation tape.13

The Editing Operation

Looking back on the HIS-TRIAD Project, I can say that
one of the most positive gains for me personally from the
experience was the technical education I acquired in the
long hours of doing editing work in the LRC's audio-visual
production studio. 1In the following paragraphs of this
chapter, I will describe the process by which we edited our

three CMIVI modules. The language will often be technical
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but working definitions and diagrams will appear either in
explanatory notes or in a detailed step by step description
of the procedure in Appendix XI.

At the heart of the editing station in our LRC
production studio was our Panasonic NV-A960 Editing
Controller.14 Essentially this controller allowed us to
run raw source video tape into a highly sophisticated
electronic editing machine which in turn could fashion for
us a desired three-fourths inch quality master tape. This
final product was the culmination of hundreds of short
video clips, narration shots, music, and studio recorded
*voice~over" audio tracks. The editing controller was our
primary tool for making a movie.

The HIS-TRIAD modules were produced through the
*insert editing" method of operating the NV-A960 Editing
Controller. There was a need to insure the quality and
consistency of the sync signals or timing pulses in the
video tape. When one edits a master video tape from a
variety of "source" video tapes, there is a likelihood that
the various source videos will be out of electronic
synchronization, a fact which can lead to glitches, rolling
and incorrect colors in the master tape where edits are
performed. The insert edit method is the preferred
procedure for insuring the quality of this sync signal.15
The source tapes Kramer edited were both half-inch of the

type shot in Williamsburg or three-fourths inch of the kind
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shot in Philadelphia. This he edited onto a three-fourths
inch master tape, the final tape from which all subsequent
copies would later be made. For a visual understanding of
the circuitry and video editing procedures of this
operation, refer to the diagrams in Appendix IV and the
detailed description in Appendix XI.

The editing station consisted of the NV-A960 editing
controller, a three-fourths inch NV-9240 playback VCR four
source video, a three-fourths inch editor unit VCR to
produce the master tape, a half-inch source tape VCR and
two color monitors. This editing station can be seen in a
photograph in Appendix 1IV.

The first HIS-TRIAD CMIVI produced was the first nine

and a half minutes of Module 2, The Seed Transplanted. The

procedure was the same for all subsequent modules produced.
Kramer began by laying down the control-track pulses to
maintain electronic synchronization for all future edits.
Then he recorded color bars onto the master tape followed
by the opening scene, a video clip of the capitol at
Williamsburg. Each edit procedure required in
chronological order the following activities by Kramer. He
had to search for the desired video, he had to enter the
edit starting point and the edit ending point, he had to
perform a video preview operation which provided a
rehearsal, he had to initiate the actual editing function

by pushing simultaneously the preview and the edit-start
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buttons on the editing controller, and finally he performed
an edit review. To illustrate the work involved, for the
first nine and a half minutes of the second CMIVI module,
Kramer performed some thirty-seven separate edits for the

video alone.
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Notes to Chapter V

1. This was the Panasonic WV-3150 camera and the 240
horizontal lines represented luminance and resolution. The
more lines on a screen, the sharper and more brilliant can
be the image electronically captured on tape. The camera
was also characterized by a single 2/3 inch integral stripe
filter Newvicon tube which was advertized as a high
performance professional piece of equipment at the time it
hit the market.

2. According to Will Milheim, media technician at
Columbia State's Center of Emphasis, video can be enhanced
for sharper and clearer images by making use of
sophisticated TBC's or Time-based-correctors and by
*bumping up" the video to a wider format such as one inch.

3. A Time~-based-corrector (TBC) can stabilize video
signals. There are variations in a VCR's playback signal
caused by “wow and flutter®” in the mechanical transport.
This causes jitters in the video image. A TBC compensates
for the timing variations and eliminates the jitter,
according to Will Milheim, media technician at Columbia
State's Center of Emphasis.

4. The Panasonic WV-555 made use of a three SATICON
tube image pick up system, a prism optics system, and a
number of other high performance operating features typical
of the more expensive machines. At the time it was
purchased, it was regarded as a state-of-the-art
professional video camera with impressive colorimetry.

5. The "voice over" technique was undertaken in the
HIS-TRIAD modules in two ways. In the first, the narrator
read a script in the sound studio and this audio was later
“laid down" or dubbed on the master video tape. 1In the
other method, the audio track of video tape shot on
location was "laid down" on other video on the master tape.
Therefore, the narrator could be seen speaking, with a
dissolve to a photograph or other video while the
narrator's voice continued. The advantage of this latter
method is that outdoor sounds at on-location narrations can
add consistency of voice levels, acoustics, and tone to a
program which intermittently jumps from on-location video
to studio shot video.

97
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6. See the scripts for God, Glory and Gold, The Seed
Transplanted, and The Allegiance Severed respectively in

Appendix III.

7. See the 24 July 1984 memo in Appendix V.
8. See the letter to Ms. Dovespike in Appendix V.

9. Depending on its source, light quality varies
greatly and color "temperature* changes as lighting
conditions change. For lifelike color reproductions and a
clear video picture, the camera's tubes or chips must be
adjusted to the present conditions. This adjustment is
made by zooming in on a white object with the same lighting
as the subject and using the built-in white balance button
provided on the camera. Some cameras may also be equipped
with a black balance feature, although, according to Will
Milheim, this was not the case with the Panasonic Wv-3150
or the WV-555,

10. Photographs of the video taping work at Yorktown
can be seen in Appendices II and IV.

11. See Appendix V for the 22 February correspondence.

12. Because this fourth CMIVI module was never produced
for the HIS-TRIAD Project, I am not including the script in
the appendix.

13. I found both the American Heritage and the National
Geographic journals helpful in these efforts to visualize
the scripts.

14. The Panasonic NV-A960 Editing Controller was a very
useful piece of studio production equipment in 1984;
however, today it has been replaced by much more
sophisticated SONY equipment. For our purposes, the NV-
A960 performed well. It had the capacity to operate in the
basic system of editing for tape to tape recording from one
VCR to another. It was capable of remote operation by
editing video camera signals. It also had the ability to
be used with external synchronization for improved editing,
and it could be used with a Time-based-corrector (TBC) to
reduce jitter in the editing image.

15. According to Will Milheim, media specialist with
the Center of Emphasis, control track is often compared to
sprocket holes in a film. Gaps in a videotape's control
track are seen as "glitches® on the screen. Control track
can be laid down in the record mode of a CTR while dubbing
another tape. When insert editing is done, the tape must
be "blacked” in advance to establish a smooth control
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track. Sync pulses, on the other hand, are timing pulses
added to a video signal scanning process synchronization in
time. Synchronization is necessary any time more than one
video source is used. If the sources are not in sync, the
viewer will see rolling, tearing or incorrect colors in the
pictures whenever a transition is made between sources
(ie., switching between cameras and VTRs). Sync pulses are
therefore independent of control track.
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Chapter VI

DEVELOPMENT OF THE COMPUTER CAPABILITY OF THE

CMIVI COMPONENT

As we have noted earlier, of all three components of
the HIS-TRIAD Project, the CMIVI was the most innovative
and it represented the bulk of the work in the research,
writing, and development. Within the component, the
computer programming represented the greatest challenge
personally because I was least familiar with its
capabilities when work began. In this chapter, the
functions and capabilities of this computer feature will be
described, instructional objectives for the computer will
be discussed, the design of gquestions, answers,
remediation, review and branching capabilities in the
computer will be addressed, and finally the authoring
system and the process by which the computer programming
was realized will be treated. A more detailed step-by-step
account of the computer programming will be found in

Appendix XII.

Computer Functions and Capabilities

Computer-managed-interactive-video is the marriage

of the computer and the video tape or videodisc machine to
100

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



101
produce a teaching system in which the technology of
computer-assisted-instruction controls the interaction of
student and lesson. It permits instruction by both
computer texts as well as video images seen on a television
monitor. The computer directs or manages the process of
instruction by allowing students to proceed or repeat each
learning sequence until the material is understood. The
device which permits the computer to direct or manage the
video tape machine is the Interface card or Interface
board.1 This Interface board is the link which is placed
into the body of the computer, attaching itself to the
computer's "mother board" at one end with wire connectors
and cables at the other end attaching themselves to the
video output of the computer, video and audio outputs of
the VCR, and video and audio input to the television
monitor.

Although there are interface control boards for
several computers, at Columbia State we made use of the
Apple II E computer and the BCD Interface cards. The
authoring system we used for our CMIVI programming was the
software package known as Insight 2000 Plus, a creation of
Whitney Educational Service of San Mateo, California. It
was designed to help teachers arrange audio-visual
materials such as our linear video sequences in files and
to convert the simple English language instructions into

BASIC language which the computer can use for presenting
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lessons to students. The advantage of an authoring package
like Insight 2000 Plus is the fact that a program comes
ready-made, with sufficient built-in options to give any
instructor the sense that his or her students are
undergoing a truly unique educational experience. With
such an authoring pabkage, one can produce interactive
video instruction without having to do all the detail work
of actual programming.2 Routing the students through the
program is relatively easy because commands are generally
standardized and routine kinks have been avoided by the
program creators. The disadvantage is that, although many
options and functions are available to the teacher, the
system is inherently limited, in part because of its
creator's goal of producing a system which is simple to

3 The system is not open-ended. It is only

operate.
possible to ask the type of questions or to present the
type of text pages, or to provide the type of branching
capability which the system permits. In the BCD system
which we used for our interfacing, the computer program
allowed a limited number of words in a computer text as it
appeared on the monitor's screen and the system's answers,
elaborations, and reviews had to operate within those
strict parameters.

Despite some limitations, the advantages were

significant. The packaged authoring system permitted us,

within certain parameters, to design activities such as
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routing, branching, remediation, testing, reviewing, and
record keeping on hard copy print-outs. One could argue
that, if the process was standardized for simplicity of
operation, at least the final program created by the
instructor was unique by virtue of specific educational

content in the video program and the computer texts.

Objectives

In early March of 1985 in Orlando, Florida, I
presented a paper at the Kansas State University-sponsored
Conference on Applying New Technology in Higher Education.

Subsequently published in National Issues in Higher

Education, the paper was entitled *"Computer Managed Video
Lectures in History."4 This paper was presented just six
months after we had edited the first nine and a half

minutes of CMIVI Module 2, The Seed Transplanted, and it

was six months before we implemented the HIS-TRIAD Program.
It was still the honeymoon phase of the HIS-TRIAD work and
enthusiasm was high. In preparation for the faculty
orientation demonstration of our first CMIVI effort,

eleven multiple choice questions with answers, elaborations
and explanations had been written for the computer program.
For the orientation demo, we used the Insight 2000 Plus to
program the computer for the first three questions on the
CMIVI. Kramer had done all the labor-intensive work on his

own and when he finished, he asked me to try it out. There
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was the thirteen-inch monitor, the computer, the disk drive
and the VCR. The flawless interaction made an impression on
the LRC staff present. In that spirit I told those
assembled for the Orlando conference that the CMIVI
component under development at Columbia State was capable
of realizing some very important educational objectives.
These objectives are listed in Appendix IX.

I was guilty of oversell. Perhaps it was in part the
*fad factor" at work but I had become so enmeshed in the
technology that I was certainly losing much objectivity.
Certain plans which I had for the CMIVI in Dr. Babb's class
or at the time of the Orlando conference would not be
implemented in the fall of 1985. I had hoped, for example,
to supplement the CMIVI with an adjacent workstation in
which computer aided instruction (CAI) could be experienced
in computer-generated glossaries, definition of terms,
practicums, text review programs, test previews, and note
reviews. Such projects were simply beyond our powers to
produce given the time frame. Moreover, such computer
programming would have to be initiated by me and at this
juncture my familiarity with computer functions was

superficial.

Design of Computer Texts for Testing/Remediation/Review

When we began the work on our CMIVI programming in the

summer of 1984, we had a script for each of the three
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modules. The scripts were written with a lecture format in
mind and I never considered the questions which I would ask
of students in the CMIVI experience until after most of the
video taping was completed. According to the designers of
computer interactive video authoring systems, our procedure
was at variance with what is regarded as the ideal method.
One should first identify the major themes to be covered in
the video presentation and then write the script with the
questions as well as the answers always in mind.5 And it
is, according to these people, extremely important to know
before the video taping occurs whether the video is to be
interactive or simply linear. 1In the interactive format,
it is better in the remedial sections of the video to show
a more in depth answer than to repeat the very same video
segment which the student saw before. Professionals say
that the question must be known before filming in order
that video is shot in depth, editing in *"tight" for the
formal program, and remediation is in depth.6

If the formal video lecture was designed for the
average student, too much detail or unnecessary elaboration
could be boring for that student. Consequently, the in-
depth video segment could be reserved for those students
who proved by their incorrect computer response that they
were in need of greater elaboration. The better student
could bypass this "flagging" mechanism. In the HIS-TRIAD

Project, the computer managed questions and answers were
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regarded as the final stage. I told Kramer that I wanted
the students to have the option, after missing a question
and being corrected through a computer-text explanation, to
review that segment of the main video tape presentation
which was germane to the question and which included the
answer. It was not until years later that I realized that
our Whitney's Insight 2000 Plus authoring system permitted
us to use additional video not found in the main video
program.

Although the Insight 2000 Plus system permitted the
use of a number of objective test formats, I felt more
comfortable with the four-answer multiple choice question.
Because I was theoretically working backwards (fashioning
questions to fit the script rather than writing the script
and questions around a subject), I had to search through
the script to find topics which lent themselves to the

multiple choice format. For CMIVI Module 1, God, Glory and

Gold, I created eight multiple choice questions. I decided
to let the computer drop in the first two questions at the
end of a script paragraph # 14 which treated such topics as
the conquistadors Cortez and Pizarro. Questions 3, 4 and 5
were to be inserted at the end of script paragraph # 32 and
questions 6 and 7 were to be placed at the end of paragraph
# 48 which discussed the fur trapping activities of the

French coureurs de bois. The final question would be at

the end of paragraph # 56. The scripts can be found in
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Appendix III.

Because we edited the linear video program before we
knew what the questions would be or where in that program
we would have the computer insert the questions, we were
unable to edit the video master in such a way as to fade to
black at the point where the computer would insert its
cluster of questions. Consequently, the computer would
abruptly stop the video and drop in questions in computer
text form and, after the student performed the hands-on
computer tasks, the computer would just as abruptly “"kick
up" video on the screen. Rather than a smooth and gradual
fade to black which would introduce the questions and
re-introduce the video, the operation had all the finesse
of a drama department curtain-controller who drops his
curtain seconds before the last line is given. The CMIVI
questions, answers and explanations are presented in the
form requested by Kramer for computer management. For the
sake of convenience, they can be found in Appendix III.

The complete list of questions and answers for CMIVI
Module 1 was delivered to Kramer in the summer of 1985. He
gave the information to Wanda Moore who entered the
information on a word processor for easy editing and
filing. The computer questions and answers for CMIVI
Module 2 were completed in late August of 1984, a year
earlier than those for Modules 1 and 3 because of the

demonstration of the CMIVI program to faculty during
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orientation week. Because we had completed only the first
nine and a half minutes of the linear master tape, we could
only demonstrate the computer managed video by using the
first three questions. This computer test was designed
where the linear video program would be interrupted at four
juncture points in which clusters of three questions each
were presented at each breaking point. The last juncture
point for CMIVI Module 2 experienced only two questions as
the total number of questions in that module was eleven.

There was a practical reason for dividing the linear
video program into segments for computer questions. Around
the country interactive video can be very different from
one institution to another. 1In one site ten questions
could intermittently be imposed on a linear video ten times
with ten breaks in that video. One defeats the entire
purpose of interactive video if one shows an entire video
tape and at its conclusion presents a cluster of questions.
This could be better done with two separate systems--a
VCR showing the video at one station and computer-assisted-
instruction (CAI) at another. Muehlbauer said that the
best use of CMIVI is for immediate remediation--a
question immediately after the topic is presented in video.
My approach, with three breaks and a cluster of questions
at each of these breaks, was a compromise between the
theoretical and practical.

I wanted to design some of the computer questions to
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do more than simply elicit recall from students.
Consequently, some of the questions were designed to make
students analyze, interpret and reach conclusions by a
process of elimination. With the CMIVI question-answer-
elaboration-explanation stored in the Insight 2000 Plus
computer text files for later access, Kramer began to enter
the difficult and, at Columbia State, the uncharted
terrain of interactive computer programming. The following
pages of this chapter will be devoted to a description of
this work and a more detailed step by step description of

this programming can be found in Appendix XII.

The Authoring System and Programming

The Whitney Insight 2000 package provided Kramer with
all the tools for creating a computer program designed to
control video play and computer texts. The package
included an authoring diskette, a lesson delivery diskette,
a DOS system master diskette, an Apple writer diskette for
the creation of computer text pages, and blank diskettes
for final copying. Whenever the media specialist felt
uncertain about a procedure, he consulted two written
Insight manuals as well as the explanatory diskette. He
was periodically provided with computer menu which could
lead him from one step to the next. 7

Kramer began his work by giving the master video a

control track whose signals could be measured by the
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computer and this "initializing" task was performed by
simply selecting from the menu "video tape management
system” and then from a branching menu called "time code
writer." With the proper cables connecting Kramer's Apple
IIe computer to a VCR, he made log entries of tape
positions for video, text, pauses and for all other
conditional events.

The authoring system permitted Kramer to personalize
the program by having the computer respond with the
student's first name and it permitted us to select a
computer response for each possible right or incorrect
answer made by a student on the multiple choice questions
clustered throughout the program. This Insight authoring
system was labor intensive and, despite all the aids and
manuals, Columbia State's media specialist spent many
evenings working past midnight for several weeks developing
the first nine and a half minute experience with CMIVI. 8

The Insight procedure for creating our CMIVI programs
was exactly the same for all three of the modules. The
module described here and in Appendix XII, The Seed

Transplanted, was the most laborious because it was our

first effort. This first module exhibited a number of
problems which required some fine-tuning on Kramer's part
but, in the end, all went according to plan. The media
specialist's expertise was the more apparent in Module 1

and Module 3. His computer time-on-task was considerably
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abbreviated.

Given the fact that we were pressed for time, limited
in our use of personnel and material resources, and
devoting our energies to other school-related projects, we
believed that the Insight 2000 Plus program for computer-
managed-interactive-video instruction had provided us with
an exciting project for the benefit of students, the

institution, and our professional development.
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Notes to Chapter VI

1. Interface boards or cards are simply connecting
mechanisms. In the case of interactive video, they serve
to connect a computer to a VCR or a videodisc player.
Because of royalty and copyright restrictions and because
authoring systems vary widely, there is little in the way
of compatible interfacing among the many computer authoring
systems.

2. David M. Merrill, "Where is the Authoring in
Authoring Systems, " Journal of Computer-Based Instruction
12 (Summer 1985): 92-93.

3. Ibid.’ 93.

4. William X. Andrews, "Computer Managed Interactive
Video Lectures in History,"” National Issues in Higher
Education: Proceedings of the Fourth Annual Conference on
Applying New Technology in Higher Education (Kansas State
University Press, 1985): 33-38.

5. Krishna Pendyala, interview by William X. Andrews,
Tape recording, Columbia, Tennessee, 16 April 1989.

6. Krishna Pendyala, interview by William X. Andrews,
Tape recording, Columbia, Tennessee, 16 April 1989.

7. Getting Started with Insight 2000 PLUS (San Mateo,
California: Whitney Educational Services, ND), p. 1.

8. Insight 2000 PLUS: Documentation (San Mateo,
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Chapter VII

IMPLEMENTATION OF THE HIS-TRIAD PROJECT

The HIS-TRIAD Project at Columbia State began on the
first day of classes, Wednesday, 18 September, 1985. Given
the fact that initial development had preceded
implementation by over a full year, it was felt that there
were few unanticipated problems which could arise. While
last minute work was done getting all the modules on-line
in the microfilm room of the Learning Resources Center,
there was the realization that the project would be over
within four weeks. Energy levels and enthusiasm were still

high for Kramer and myself.

The HIS-TRIAD Booklet

One final change in the plans occurred one week before
the program was to begin. This was the fashioning of a
student booklet which contained the HIS-TRIAD class
syllabus, tutorial articles and suggested essay questions,
a general lecture outline for formal Monday lectures and
CMIVI lectures, and flow charts. 1Initially the plan was to
distribute the class materials piecemeal, the syllabus the

first day and the tutorial articles prior to each
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discussion class. However, it became apparent that this
could pose real logistical problems both for instructor and
students. Student absences for legitimate reasons could
threaten a thoughtful reading of the article and the
writing of a quality paper. The advantage of a booklet was
its ability to provide a student with all the course
materials. Those students who wished to pace themselves at
a more rigorous gait could read and write about the
tutorial articles early. If a student missed one of the
classes, he would know precisely what general material and
topics were covered. Perhaps most important, rather than
consume valuable minutes of class lecture time each Monday
distributing handouts to all students, the booklet would
allow such distribution only once, during the first
orientation class on Wednesday, 18 September.

Because of the last minute decision to use the booklet,
it was a collection of articles, essays, graphs and
explanations stapled together in piecemeal form. The bulk
of the work was performed on the Mass Eleven Word
Processing system of IBM. Because I did not then know how
to properly paginate or "paste” materials together in the
recommended way, 1 ran each computer sheet off the printer
without a page number. Later I can each master page
through an electric typewriter.

The first nine pages of the booklet were devoted to

what essentially was the syllabus. There was a welcome
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note, a general course and text description, a listing of
objectives and requirements, and an explanation of the
instuctional methodologies and the grading policy.

The remainder of the booklet, or the next sixty-one of
the total seventy, pertained to the tutorial readings.
There was a tutorial introduction which explained the
importance of intellectual history and interpretation.
Following my historiographical essay was a listing of
tutorial class requirements which included a number of
topics or questions which students could select for their
weekly tutorial compositions. Next came the tutorial

articles A Man and a Woman, Salem Witches, and England's

Vietnam, along with a short introduction which I composed
for the Salem and Revolutionary War articles. Also
included was an additional article which I had written
earlier which described the desertion of over two hundred

1 These articles,

American soldiers in the Mexican War.
although not in the appendix because of length, can be

examined in Clement 207 on the Columbia State Campus.

Class Profile and Orientation

A survey of our HIS-TRIAD students in the fall of 1985
revealed that the class profile was consistent with the
student body as a whole in the Arts and Sciences Division.
In our 12:00 Section D class, twenty-three of the twenty-

seven students questioned or 85 percent were within the age
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groups of seventeen through twenty.2 Three students were
between twenty-one and twenty-four and one one student was
over thirty-two years of age. 1In the 1:00 Section E class,
eleven of sixteen students interviewed (sixty-nine percent)
were in the seventeen through twenty range. Three students
were within the twenty-one to twenty-four year age range
and two were over thirty two in age. In neither of the
experimental classes were there any students in the twenty-
five through thirty-one year range.

Most of the HIS-TRIAD students were taking the history
class to fulfill requirements for their academic program.
In Section D, three students (eleven percent) were taking
the class as an elective. 1In Section E only one student of
the sixteen respondents (six percent) enrolled in the class
for elective credit. Not a single student in either class
was a history major. Students in Section L (12:00) were
nearly evenly divided in their estimation of the quality of
history instruction in high school. Twelve students
(forty-four percent) believed that their high school
provided an adequate preparation for American History in
college while fourteen (fifty-two percent) believed that
they received inadequate preparation. One student made no
response. In HIS-TRIAD Section E class (1:00) only five
students felt that their high school preparation was
adequate while eleven (sixty-nine percent) believed

otherwise.
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It never occurred to me to document the day-to-day
proceedings of the HIS-TRIAD class activities. Much more
paperwork went into the development of the project than
into its implementation. Audio or video taping the Monday
lectures as an exact record was not considered until the
last minute. I was fortunate in that a student who had to
miss a class due to a wedding out-of-state asked if I could
audio tape a Monday lecture for him. Audio taping on
miniature recorders was relatively unobtrusive and I had
always permitted my students to tape a class if they
thought it could help them in studying. However, video
taping was another story, very often conspicuous and
intimidating to students and teachers. By the third week
of discussion I was comfortable enough with the students
and aware that they were becoming sufficiently comfortable
with each other to suggest a video taping of our final
tutorial class. I brought the camera and a student
worker-cameraman, Bill Wells. Unfortunately, although this
was one of my best tutorial groups, the camera had a
noticeable and negative influence on the group's customary
spontaneity and verbosity. I admitted it was a mistake and
I dropped plans to tape the other class that day.3

For experimental Section D HIS-TRIAD Class (12:00
MWF), the class roll on 18 September 1985 listed thirty-one
students. I announced to them on that orientation day that

they would be divided into one of two groups for the
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tutorial classes~--group A meeting on Wednesday and group B
meeting on Friday. A listing of these students can be
found in the syllabus in Appendix I.

For the experimental Section E HIS-TRIAD Class (1:00
MWF) my class roll listed eighteen students. A smaller
class at the later hour was anticipated because afternoon
classes were generally unpopular with students who worked.
It was announced to these students on orientation day that
they would be divided into two tutorial groups. The names
of these students can be found in the syllabus in Appendix
I.

One of the objectives on the orientation day was to
explain the characteristics and objectives of the HIS-TRIAD
Project in a way that would least intimidate the students.
They had been selected at random for the class in order to
compare their progress with that of the control groups.
They were told that they were part of an experiment to test
the value of CMIVI and tutorial-discussion classes in
American history. I could sense that many were anxious
about the writing of papers for tutorial classes or the
requirement for class discussion.

On that Wednesday, after passing out the HIS-TRIAD
booklets and explaining the general characteristics of the
Project, I had about twenty minutes of class time to devote
to a short lecture on historiography. I was pleased to see

the students taking notes and inhibitions gradually
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subsiding with a few questions being asked.

On Friday, 20 September, the students were given a pre-
test and a demonstration of the CMIVI. This pretest
consisted of thirty multiple-choice questions whose correct
answers were to be found in lecture notes and CMIVI
modules. Students in the two control groups were given the
same pretest because the answers, likewise, were to be
found in their lecture notes. The experimental classes
were divided into their tutorial groups, with Group A
taking the pretest while Group B observed Kramer's
demonstration of the CMIVI in the LRC during the first half
of the period. During the second half, these groups
reversed roles, Group A observing the CMIVI and Group B
taking the pretest. Kramer explained to the students how
to request the software at the circulation desk, how to
load the VCR and computer drive with tape and floppy disk,
and how to proceed from step to step. The Friday

activities had gone as smoothly as those on Wednesday.

The Lecture Classes

In developing the HIS-TRIAD Project, I wished the
CMIVI lecture to be a true supplement to the traditional
Monday lecture. However, while writing the script for the
CMIVI, I became so focused on the computer program that I
tended to lose sight of the traditional lecture. Although

more about this will be discussed in the concluding
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chapter, it occurred that the traditional lecture ended up
being a supplement to the CMIVI.

The first formal lecture of the HIS-TRIAD Project
began on Monday, 23 September, at noon for Section D and
1:00 for Section E. Roll taking and questions consumed
about a quarter of class time. I should have anticipated
such routine inquiries this early in the quarter. It
seemed that the students were also aware that time was
becoming a factor. I picked up the pace and students were
disinclined to raise their hands. Another quarter of class
time was spent describing the civilizations of the Aztecs,
Maya and Inca. Because the CMIVI program only touched on
the conquests by Cortes and Pizzaro, I went into more
detail. For an additional ten minutes, I discussed some of
the major Indian cultures in that region which today
constitutes the United States. Comparisons were made
between the Indians of North America and the great
civilizations of Central and South America. I also made a
quick reference to the Black Legend and the fact that there
is, in the opinion of some, an element of hypocrisy in
English speaking historians saying that the Spanish impact
on Native American societies was more harmful than the
English impact.

One subject which was not adequately covered in the
CMIVI was the expanding Spanish frontier into areas of the

present United States, the missions and the Spanish
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economic development of areas like California. The problem
was that, as the fifty-minute class was about to adjourn, I
had yet to cover these topics--including the important
one of mercantilism. My appeal to the students to keep up
with the text readings took on a new urgency. The 1:00
class, Section E, was in essence a repetition of the
preceding experience. The only consolation was the
knowledge that what I failed to cover would be treated in

the textbook America: Changing Times by Dollar-Gunderson-

Satz-Belson-Richard (New York: John Wiley and Sons, 1982).
Even if the textbook technically solved the problem of
treating the facts, I felt that more was needed. I solved
the problem by simply making my personal class notes
available to students. Still, my class notes were far from
comprehensive. They, too, were in the form of an outline,
only several times more detailed than the very short
outline in the HIS-TRIAD syllabus. The lecture notes were
in outline form and often required the elaboration of the
classroom lecture. It was the same outline I used to
lecture to the control classes. Important now was the fact
that, if a student did not catch all the information in the
Monday lecture for his notes or if the outline were not
detailed enough in information, these notes could guide the
enterprising student to consult the textbook. The class
notes for our first Monday lecture were distributed to the

students that same week in their tutorial classes. Notes
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for Units Two and Three were distributed on each of the

next two Mondays. The class notes can be found in Appendix
VIII.

I saved time during the second lecture class by simply
taking a black and white photograph of the class using my
large format RB 67 B camera. This served as the official
class roll for the lecture classes. I jumped into the
lecture immediately, making a conscious effort to slow down
the pace, ask students if they had questions, and relate
events in British colonial America to recent events. There
was more success in avoiding redundancy with CMIVI Module

2, The Seed Transplanted. To a large extent, I ignored the

section on "The English Background" except to embellish on
the English Reformation. The CMIVI completely ignored
Bacon's Rebellion and I redressed the omission. On the New
England Colonies, I went somewhat beyond the so-called "New
England Way" by providing additional detail on church
policies and governmental institutions. The subject of
Salem was ignored because it would be adequately treated in
the text and analyzed in depth in the tutorial readings and
discussions. However, I went into considerable detail on
the Dominion of New England, mercantilism and the social
life of the colonies--subjects which the CMIVI could not
have adequately covered. By the third and final full week
of our experimental classes, the perception was that the

students were finally acclimated to the project. The
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tutorial classes, in particular, had provided an informal
platform for getting to know each other personally.

Whereas entire blocks of information on the
distributed class notes for Units One and Two were
addressed exclusively by the Monday lecture, this was not
the case in Unit Three. Those for Unit Three permitted a
greater degree of integration between the CMIVI and the
Monday lecture. Under the general causes of the
Revolution, particular attention was paid to the breakdown
of the mercantilist system. I was aware that in our
textbook, chapter 3 devoted less than a page to the
problems resulting from the economic regulations. Chapter
4 of the text dealt specifically with the American
Revolution and the subject was examined in this chapter
primarily from a political perspective. I wished to go
into more detail in the lecture and demonstrate how British
mercantilist requlators asssumed an anachronistic view of
the colonies. Under the subject of "The Crisis Decade, "
the class notes examined personalities and events which the
CMIVI neglected--the Sugar and Revenue Acts of 1764, the
Quartering Acts, the Townshend Acts, and the radicals and
provocateurs. On the American Revolution, although the
CMIVI touched on the subject, I described the Loyalists who
made the conflict a true civil war.

Finally, the Monday lecture class detailed the

specific provisions of the 1783 Peace of Paris. If time
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had not been a factor, I would have liked to have listed on
the chalkboard those factors which likened the British
experience in the American Revolution to the U.S.
experience in Vietnam. I did have time to use an example
for each of the nine points provided in the class notes;
however, I was reassured that the tutorial article

England's Vietnam and the textbook would provide additional

insight on this analogy.

The CMIVI Component: Implementation

If the CMIVI component required the most time and
energy in the developmental phase of the HIS~TRIAD Project,
it was the component with which I was the least intimate
during the Project's implementation phase. Of course, this
was one of the important features of the project. It had
the ability to be experienced by students independently.
For this reason it can be said that, aside from a few
problems which will be presented shortly, the computer-
managed-interactive-video experience went smoothly and
predictably. Because the tutorial component monopolized
most of my time in the implementation phase (facilitating
discussions and grading student essays), I had
correspondingly less time to observe the CMIVI work of
students. During the first weeks of our project, I came to
the LRC to observe the students' immediate reactions to

difficulties encountered, and to question the LRC staff
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about unanticipated problems. During these weeks I spoke
to LRC Director Muehlbauer, Media Specialist Kramer and
other staff about the experience. Muehlbauer's secretary,
Sarah Fralix, was very familiar with the program in its
implementation phase. She was frequently sought out by
students requesting our CMIVI programs or seeking
assistance in loading the tapes or diskettes. She claimed
that not only were all permanent LRC staff proficient
enough to get a student started on the program, but the
student workers at the center also were trained to use the
equipment as well.

The only problems, communicated to me by Fralix, came
in the form of equipment malfunction. She claimed that it
did not occur often and that Kramer was usually accessible
because his work was nearby in the AV production studio.

We had only three work-stations with the necessary hardware
for CMIVI and seldom were all three stations being used
simultaneously. During the first week there was something
of a scheduling problem on Friday when a large number of
procrastinating students elected to experience the CMIVI at
the last possible hour. We had to let them see the program
early the next week. Consequently, some students
experienced Modules 1 and 2 during the second week and, on
at least one occasion, a student waiting until the last
week saw all three modules in one sitting. Of course, this

defeated the purpose. Ideally they were to progress
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incrementally. During each week, lecture, CMIVI, and
tutorial were to supplement and reinforce each one's
information within that unit.

One problem witnessed during the first week was that
of two students at the same work-station jointly viewing
the program when all work-stations were occupied. It had
never occurred to me to announce that teamwork at the CMIVI
stations was unacceptable. The program was billed as an
individual experience. After explaining to them that the
computer could accept only one student at a time, the two
girls waited until another station became available and
went to work separately. The computer could accept only
one student at a time because, as a result of the "place
holder" function in the Insight 2000 A authoring system,
the computer requested the student's name at the outset. A
problem was that on the hardcopy print-out, the computer
converted first and last name to mere initials. The system
also informed me when the student experienced the program
and, most important, how the student performed-~-how many
answers were correct answers on each module for each
student. The Insight 2000 Plus referred to this as the
“Performance Review Facility" or the ability of the
computer to keep a complete record of all responses the
students entered at his or her keyboard. To review student
performance, I had to type in the name of each student in

precisely the same way the student entered his name. To
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make sure I entered the names correctly, I examined the
student attendance sheet which HIS-TRIAD participants
signed when they requested the videotape and diskette from
the LRC's front desk. 1 madaged each week to examine a
number of these diskettes but I did not read the
Performance Review thoroughly because student performance
at this level did not directly affect any grade. From my
own observations and from talking with LRC staff, students
did take notes on the computer questions, answers,
explanations and elaborations provided by the computer
texts.

Because the computer hardcopy printout listed only
student initials, the corresponding sign-in sheet had to be
consulted for cross-referencing. The computer printout
required some translation. Bill Baxter's entry on the
print-out read, for example, *“T-008 P.B. 9.25/HIS-TRIAD-2."
I read this print-out entry by recognizing that Bill Baxter
used diskette T, that he got eight out of eleven questions
correct on his first try, that he experienced the program
on September 25, and that he experienced CMIVI Module 2,

The Seed Transplanted. Again, I was less concerned about

the student's grade on the CMIVI than the fact that he or
she did the experience. To confirm the print-out, I would
check the sign-up sheet at the circulation desk for 25
September where I would see Bill Baxter's name and diskette

T beside the name.
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It was time consuming during the week of the COMP exam
on 14 October to check student names off the log. All
students had seen all three modules and a large number of
students, according to the print-out and the sign-in sheet,
had experienced individual modules on more than one
occasion. The log sheet which Kramer had provided me was
confirmation that students were taking the experience

seriously enought to do the work.

The Tutorial/Discussion Component

By the time our first tutorial/discussion groups met
on Wednesday 25 September and Friday 27 September, students
had a relatively good idea of what was expected of them.

On the previous Wednesday, 18 September, students were told
of their activities, work assignments and readings for
these special classes. Because the students had the
syllabus/booklets in their hands that first day, I was able
to go over the requirements for the essays. They were all
told that by their first tutorial class meetings on
Wednesday (for Group A) or Friday (for Group B), they were

to have read A Man and A Woman, they were to have taken

good notes on this reading, and they were to prepare a
rough outline based on the topic selected for their 300-400
word essay. They were also told that their tutorial grade
not only was based on the quality and content of their

written submissions, but also on the degree of verbal
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participation in the discussion classes. It was emphasized
that we were in the business of taking a position and
defending that position on the basis of logic, experience
and empirical data.

The 12:00 class was larger than the. 1:00 class on
Wednesday, 25 September. Group A of the 12:00 tutorial
consisted of fifteen students where traditionally the ideal
radio of student to teacher in such a class was ten to one.
Ten students made discussion easy because there was time
for individual attention, time for each student to speak
his mind, and an environment which gave students a chance
to know each other well. A class of fifteen students,
although certainly preferable to thirty one, was large
enough to chip away somewhat at the advantages of the
Humanities Tutorial ideal.

Because discussion in the Monday lecture class was
discouraged and because the CMIVI was designed for
individualized computer instruction, it was only in the
tutorial class that I could really get to know the students
personally. The fifteen students in the 12:00 Group A
class were asked to arrange their desks in a circle. A
legal pad was passed around and the students signed their
names in order. A few minutes were devoted to explaining
the importance of class participation. Next we introduced
ourselves. This included an honest discussion of how each

viewed the study of history. I believe the experience was
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positive and helped to put the participants at ease. As
each student spoke, I made a short notation by that
student's name to indicate the level of participation. I
believe this helped to keep the flow of ideas going.

With the format for discussion now set, I began to ask

the students questions about the essay A Man and a Woman.

Only two or three students ever volunteered an opinion
without special prompting; however, the majority began to
respond to the opinions of those two or three outgoing
individuals who enjoyed talking. When a couple of students
in the circle refrained from expressing themselves, 1 asked
them questions directly. It was apparent that these
students were shy or that their communicative skills were
lacking. Of course, it was one of the specific objectives
of this tutorial component to overcome these constraints
and to increase self-confidence in communication skills.

In the course of prompting reticent students to respond, I
discovered that many of the more outgoing participants
openly showed support or encouragement. This was
especially noticeable during the first meeting when we were
all testing the waters. In time it became something of a
law that, in any tutorial class where there were two or
three talkative students, there were animated and emotional
encounters. In Group A 12:00 class, all benefited from the
verbosity of students like Bill Baxter, Jena Cathey, Jenny

Venable and Jan Bayless.
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I had four fewer students in my 1:00 Group A tutorial.
The problem was that there was an absence of talkative
students and this deficiency at the outset had a noticeable
effect on class dynamics. James Hinson, a business major
and one of my advisees, was somewhat more outgoing than the
rest and made a number of observations which developed into
substantive discussion. However, of the four tutorial
classes, Group A (Wednesday) required more work and
intervention on my part. Over the course of three weeks,
most tutorial students acquired more skill in debate and
jettisoned much of their earlier reticence and shyness. In
their own evaluation of the classes, the majority of
students believed that the class did improve these skills.
However, I could see that the improved environment for
discussion was least apparent in this Wednesday group.

The most dynamic class for debate and discussion was
the 12:00 Group B session which met on Fridays, a class
enjoying a disproportionate number of uninhibited students.
Jim Campbell was a serious student who was relatively soft
spoken everywhere else on campus except in this class.
Teresa Angler was an articulate transfer student from
Pennsylvania with a major in elementary education. Barbara
Fite was an outspoken and personable "older student" who
entered Columbia State through the Job Training Partnership
Act (JTPA). There were some relatively shy students like

Joan Brown, Kenneth Topley and Cindy Niles who, if somewhat
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reluctant to speak their minds, did impressive work on
their papers. Other students like Rebecca Bennett and
Allen Lewton took a conspicuously greater interest in the
debates than in the written work. Collectively all these
attributes made the 12:00 B Group the most rewarding. It
was the model by which the other three groups were
measured.

The smallest tutorial session was the 1:00 B Group on
Fridays. Although there were only seven students, two
always dominated the proceedings. Charles Nike was a
Vietnam veteran and a pre-engineering major. Brenda
Kaloney decided to re-enter college in her thirties to
become an elementary school teacher. These two
personalities kept the discussions on a high level.

Each class began with some anxiety and ended on a more
relaxed note. A process of evolution was at work in each
of the three weekly sessions. As students became more
familiar with each other and the instructor, more was
accomplished. Certainly the subject of the weekly readings
influenced the level of interest and participation. The

second weekly topic, Salem Witches, led to some of the most

interesting and passionate discussion. Students knew that
within the confines of this classroom, opinions could be

presented without fear of retribution. They were informed
that their opinions were to be subjected to the scrutiny of

all others who believed that such opinions lacked evidence
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or empirical proofs. It became a common occurrence for
students to challenge a speaker for support, proof and
evidence.

During the first week of discussions, we examined the

essay A Man and a Woman primarily from the perspective of

the four proposed essay questions. In defining the word
*hero, " a number of students felt that Cabeza de Vaca and
Marguerite de la Rocque did not qualify for the title.
They argued that a person is technically heroic if he or
she does something selfless for someone else which
threatens the heros security or interests. They
characterized a person as heroic if he or she exhibits
valor or fortitude, or if the person is honored by service
to mankind. Many students felt that, once marooned or
abandoned, the two principal characters demonstrated
fortitude. However, some felt that they underwent trauma,
privation and suffering more from misfortune than from
choice. Most students sympathized with the characters
although I found it interesting that in the 12:00 Group B
session, a lady student quipped that Marguerite got what
she deserved for her sexual license. 1In answer to the
first suggested question, participants argued variously
that survival stemmed in both cases from personal tenacity,
strength of character, religious faith and luck. Most saw
luck as the single most important explanation for their

survival.
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Although there was some discussion of question #2
about Indian characteristics, most students preferred to
examine how faith in God contributed to survival (question
#3) or to compare the heroic qualities of the sixteenth
century characters to modern day heroes and heroines
(question #4).5 In all four tutorial class discussions,
students generally agreed that faith in God's intervention
and belief in the power of prayer made a difference in
life-threatening situations. Some students who were
disinclined to see God's personal intervention claimed that
faith and prayer can contribute to hope and that hope can
be a powerful psychological advantage. When students were
looking for examples, one mentioned how in Japanese POW
camps, American soldiers who lost faith often died. The
topic on which most time was consumed was the examination
of modern day heroes and heroines. Students all agreed
that a recent Washington D.C. airplane disaster occasioned
many spontaneous heroes--a man who refused his turn for
rescue to help others and the bystander who jumped into the
river to rescue passengers. One student in the 12:00 Group
A class made reference to the plane crash in the Andes in
which Uruguayan soccer players had to struggle to survive.
The list of heroes in the estimation of students included
astronauts, policemen, military figures, organ donors, and
professional emergency and rescue personnel whose work

involves risks.
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Student compositions on A Man and a Woman were due a
week after the discussion. Most students confided that
they totally changed their topics or thesis statements
after experiencing the discussion. The feports were often
submitted the day before the next tutorial session, at the
last minute. 1In retrospect, the delay may have done more
damage than good to the extent that it separated the
student more from the spontaneity, emotion, and recall of
the discussion experience. The delay also meant that a
student had a longer wait to see how the paper was graded,
and a more timely returned and graded report could better
prepare a student for his next paper's composition.

Most of the students for the unit one reports selected
topic number three for their papers, a modern day hero.
After grading these three-hundred to four-hundred word
papers for grammar, original thinking, thesis development,
and organization, I returned them to their authors. On
each paper I indicated what was positive and what was
lacking. The letter grade on each paper was the
combination of evaluated performance on the paper and in
the class discussions. The tutorial grades collectively
were equivalent in weight to the 14 October multiple choice
exam. In order to be more systematic in the grading, I
assigned each letter grade a numerical value. An "A," for
example, was designated a "95" or a "B+" was converted to

“88."
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At the end of the three-week period, I would average
the student's three report grades (which included class
discussion), and then add this grade to the 14 October
comprehensive multiple choice exam and divide by two. This
system of evaluation certainly had problems; however, given
the pace of the project's development, I found that this
was the most useful for my teaching objectives.

The topic of the second unit tutorial class most
animated the students to active class participation. The

subject was Salem Witches and the discussions ranged from

satanic cults to extra-sensory perception. Everyone
ventured an opinion about witchcraft today, its
composition, its rituals and its threats. Although I made
efforts to plug the Salem witch event into the phenomenon
of cultism today, most students in all the tutorial classes
preferred to dwell on the subject today. We spoke of Jim
Jones and Charles Manson, of English witches at Stonehenge
and black magic in the Caribbean, and of superstition and
fortunetelling. As the guide and facilitator, I eventually
managed to steer the group back to Salem. We began to look
at each of the four suggested questions for student reports
and many selected question two which read--*"Can you think
of any event in recent history which reminds you of the
kind of injustice which comes from a majority of people
persecuting a minority on the basis of gossip,

misunderstanding or prejudice?* Most students immediately
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responded with examples of racial bigotry. One student
recalled the persecution of the Mormons for their religious
and social beliefs. The list included homosexuals,
suspected communists during the McCarthy Era, stereotypes
of Northerners and Southerners, hippies during the 1960's
and "nerds.”

Although these discussions were the most lively of the
three week tutorial sessions, the student reports on unit
two topics were often ill defined, lacking in thesis
statements, and poorly developed. The problem in part
stemmed from the phrasing of the questions. During the
first week the students could choose, say, luck, tenacity
or faith in God as the reason for Cabeza de Vaca's survival
and easily defend their selection. Many of the unit two
papers were rambling accounts of the occult with little
referencing to Salem.

The final week's topic was the American Revolutionary War
from the perspective of the British defeat. The essay

entitled England's Vietnam raised some poignant questions

about the morality and the practicality of war. The three
questions for discussion and the student compositions were

better phrased than those on Salem Witches, enough to

provide students with well defined thesis statements and
improvement in paper organization and development. In
response to question one, we explored the justification for

war and we undertook a kind of informal check list of all
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our nation's major conflicts, assigning degrees of

justification. Most students had reservations about the
Vietnam War and some students criticized U.S. entry into
the Mexican War or the Spanish-American War. No student
claimed to be a pacifist although most agreed with the idea
that a Congressional declaration of war should follow a
national referendum on the subject. Student debate over
question two was animated in most of the tutorial sessions.
On this topic, we attempted to see if the United States
had learned from mistakes made in Vietnam to better deal
with world problems and confrontations today. Some
participants made reference to President Reagan's policy in
Central America to suggest that we have forgotten the
lessons of Vietnam. Certainly the most spirited debate of
the third week concerned the issue of the draft.

Most students in all four sessions initially
supported the idea of student deferments from conscription
in order to finish college. After the same discussion, the
majority of these same students conceded that college
deferments unfairly endanger the poor and the educationally
disadvantaged. On the subject of women and the draft, most
of the women students favored the drafting of women in the
event of war; however, their enthusiasm waned when such
conscription implied combat duty. Because the subject was
highly controversial and because of the ease with which

students could formulate thesis statements, the quality of
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the written submissions was higher than that of the
preceding week.

As we were approaching our third and final week of the
tutorial, I wanted to create something of a video record of
the event. John Wells, a former student and advisee, agreed
to video tape the very talkative 12:00 Group B session on
Friday, 11 October. That particular class had been
exceptionally spirited the previous Friday in the Salem
discussion and I anticipated energy levels no less subdued
on the day of the final session. The fact was that the
video camera made the difference. The students appeared
rigid, lacking in spontaneity and aggressiveness. In fact,
after a short time, the camera was turned off because of
its negative impact on the class dynamics. This video tape
was entitled "HIS-TRIAD 001" and filed in my office for

future reference.
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Notes to Chapter VII

1. This article is on the list of cited materials in
Appendix X and can be found both in my office and on the
reserve shelf of the Learning Resources Center at Columbia
State.

2. See the General Information section of the HIS-TRIAD
Student Questionnaire in Appendix VII.

3. This first generation VHS video tape is in my
office with the catalogue number HIS-TRIAD # 004.

4. The class notes distributed to the experimental
classes can be found in Appendix VIII.

5. See the list of recommended essay questions in
Appendix I.
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Chapter VIII

EVALUATION OF THE HIS-TRIAD PROJECT

The original reason for implementing the HIS-TRIAD
Project at Columbia State was to create in my history
classes an occasion for class discussion and debate in a
structured format similar to what was experienced in the
college's Humanities Tutorial program. It was the
computer-managed-interactive-video component which was
intended to provide the time for these discussions.
However, once development began, it was the CMIVI which
became the focus of attention and which consumed the bulk
of our collective time and energies. Most of those
observers and evaluators of the Project admit that the
CMIVI is the most creative and challenging element. This
might well be debated but for purposes of evaluation, this
chapter will emphasize the computer and video technologies.
The first evaluations discussed in the following pages will
be based on instruments of my own design and consequently
subject to more scrutiny. However, following the student
evaluators and the comparative testing results, evaluators
who are professionals in video and computer technologies

will comment on the project's merits and limitations.
141
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HIS-TRIAD Student Questionnaire

As the HIS-TRIAD classes were approaching the final
week of the experiment, plans were made to implement a
number of evaluations. It was felt that the most important
instrument of evaluation would be the comprehensive
seventy-five question multiple choice exam to be
administered to experimental and control classes alike.
Another important evaluation instrument was the Kansas
State-designed IDEA evaluation of instruction by students.

The problem with the IDEA instrument was that it was
the principal Columbia State evaluation tool administered
by Karen Peterson's Office of Institutional Research. I
wanted the IDEA instrument to be used on all four of my
classes, the experimental and control groups. I also
wanted them administered by the fourth week of classes,
before the HIS-TRIAD students reverted to the lecture-only
format of instruction. Normally this instrument was given
during the last half of the quarter to permit students an
opportunity to judge the class after exams and work
requirements were better understood. I did not object to
this; however, I still wanted an early evaluation while the
experience was fresh in the memories of all participants.
The normal procedure was for the college to administer IDEA
to only two classes, one of the instructor's choosing and

one selected by the office of Institutional Research.
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I wrote a memo in early September to Dean of
Instruction Doug Eason requesting approval for the early
testing by IDEA and its use in all four classes. The Dean
communicated with Dr. Bill Cashier, a consultant for IDEA
and an administrator at the Center for Faculty Evaluation
and Development. Cashier felt that the IDEA evaluation
would best be administered late in the quarter because
*students might not be able to give an accurate report of
their progress on instructor-selected objectives so early
in the quarter." Rather, he suggested I design a special
questionnaire more appropriate to °®your innovative teaching
strategies.'1

In consequence of this communication, I gave up the
notion of using the IDEA instrument for any kind of
analytical comparison of classes. Although the IDEA would
not be administered early, Dr. Eason agreed to evaluate
two classes, one control and the other experimental, with
this particular tool. It was administered in late November
to Section D (12:00 Monday-Wednesday-Friday) and Section B
(9:30 Tuesday-Thursday) and its results can be found in
Appendix VII.

In the week before the Comp exam on 14 October, I made
ready the questionnaire which, it was hoped, would more
accurately reflect the students' perception of the course
than what would be revealed on the standardized IDEA

instruments. On Monday, 14 October, students took their
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seventy-five question Comp exam over notes, textbook and
CMIVI modules. On Wednesday, the last student compositions
for the third unit tutorials were returned. By this time,
the students knew what their tutorial grade was (the
combination of compositions and class participation) but
they would not know the results of their Comp exam until
Friday, 18 October. On Friday they would be given a
breakdown of all grades, averaging Comp results with
tutorial grades. On Wednesday, 16 October, during the last
twenty minutes of class, the student questionnaire was
administered. Like the IDEA, students werelasked to answer
questions honestly. They were not to identify themselves
because anonymity was the key to a frank response.
Throughout the three week HIS-TRIAD experience it was
apparent that most students were enjoying the tutorials and
the flexible scheduling of the CMIVI programs. Aside from
this "sense" or perception, there was nothing to suggest
that student responses to the gquestionnaire would be
positive. The first section of the questionnaire pertained
to general class profile information on the student's age
bracket, motive for taking the class, and high school
preparation for college history classes, information which
has been noted in the previous chapter. The form proceeded
to obtain feedback on the student's experience with the
HIS-TRIAD Program as a whole, the student's evaluation of

the CMIVI component, evaluation of the tutorial component,
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and finally student comments on the program's strengths and
weaknesses. The first question asked the student to
indicate which of the three instructional components they
liked most. Of the responses, one student preferred the
Monday lecture, nine (33%) preferred the CMIVI and
seventeen (63%) most favored the tutorial/discussion class.
In class Section E, one student preferred the Monday
lecture, seven (44%) favored the CMIVI, and eight (50%)
opted for the tutorial/discussion class as their favorite
teaching method. 1In fact, the CMIVI was from the outset
justified by creating time for the tutorial. The
questionnaire results were, for me, a kind of confirmation
that the students, without being told, likewise perceived
the importance of this class. Dr. Eason, when he was
informed of the questionaire results, likewise was pleased
with the popularity of the tutorial component. In a letter
responding to the questionnaire report, he said "I am
pleased, of course, that so many enjoyed the tutorial
component. People do like to discuss issues, don't they?"
The second question on the general HIS-TRIAD program
asked students to indicate on which of the three
instructional components they were provided with the most
information in the subject of history. 1In the 12:00 D
Section, fourteen selected the Monday lecture, eleven
selected the CMIVI, and two «chose the tutorial discussion

class. In a somewhat similar appraisal, the E Section had
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nine students selected the Monday lecture, seven choosing
the CMIVI, and one opting for the tutorial for the greatest
amount of information in history.

The third question in this section asked the student
to predict which of the three components would be the most
useful in taking an exam like the Pre-test taken on Friday
20 September. In Section D the votes were split evenly
between Monday lecture and CMIVI with thirteen students
each. Only one respondent believed the tutorial class
would be the most helpful. 1In Section E, six students
favored the Monday lecture, eight felt the CMIVI was a
better preparation, and only one selected the tutorial.

In the fourth survey question, the students were asked
to select the teaching method which they felt was the most
relevant and useful today. 1In both classes the computer
program received the most votes. Section D students voted
five for the Monday lecture, twelve for the computer and
four for the tutorial. Section E students voted five for
the lecture, seven for the computer and four for the
tutorial. Significantly, many respondents also selected
the tutorial as personally useful and practical.

The final survey question in this general HIS-TRIAD
section asked students to suggest the instructional method
which was "easiest for you to learn by.* Significantly, a
plurality of respondents in Section D and a majority in

Section E cited the computer program. From the literature
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of computer advocacy, some of it cited in Chapter II, this
response probably comes as no surprise. For me it was a
surprise because, when the flirtation began with computer
technology, I had the feeling that I was betraying the
traditional and the venerable. 1 was heartened by this
student endorsement of my work. The breakdown in Section D
showed that five students found the Monday lecture the
easiest by which to learn, twelve considered the CMIVI the
easiest and ten regarded the tutorial as the easiest method
for learning. 1In Section E three students selected the
Monday lecture, nine cast their vote with the computer
program, and four regarded the tutorial as the teaching
method the easiest by which to learn.

The next section of the student questionnaire probed
in greater detail student reaction to the computer program.
The first question asked students to indicate the feature
of the CMIVI which they liked the most. They could choose
from the following:

1) your ability to select the time of the week to
experience the program
2) your ability to learn history using the computer
3) the video tape lecture on the television monitor
In Section D the cluster of responses was tight with ten
students favoring feature one, nine favoring feature two,
and eight favoring feature three. 1In Section E, seven

students liked the first option, three supported the second
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option, and six favored feature three.
The second question in the computer segment of the
questionnaire asked the students to select the CMIVI module

which they most enjoyed. In Section D, God, Glory and Gold

received six votes. The Seed Transplanted received eight

votes and The Allegiance Severed obtained twelve votes.

One student did not respond to this question at all. 1In

Section E, three students selected God, Glory and Gold,

nine students chose The Seed Transplanted and four voted

for The Allegiance Severed.

The third computer question asked respondents to rate
the technical quality of the audio-visual portion of the
CMIVI as either good, satisfactory or poor. In Section D,
sixteen students believed the quality was good, eleven
considered the quality satisfactory, and no one rated it
poor. In Section E, thirteen respondents labeled the
programs good in quality, three satisfactory, and none
poor. In retrospect, after viewing these programs five
years after implementation, I believe these students were
being inordinately charitable in their interpretation of
quality.

The next section of the questionnaire related to the
project's Tutorial discussion component. Responding to a
question asking them to rate the tutorial essays, only one
student in Section D claimed to have most enjoyed A Man and

a Woman. Twenty-three of the participants in this section
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or eighty percent declared Salem Witches their favorite.

Three opted for England's Vietnam. 1In Section E seven

voted for A Man and a Woman, nine selected Salem Witches,

and no one chose England's Vietnam.

The second question in the tutorial segment inquired
as to which of the three essays was the easiest on which to
write a paper. 1In Section D, nine students believed A Man

and a Woman was the easiest, thirteen chose _Salem Witches,

and five selected England's Vietnam. In Section E the

breakdown was nine students for A Man and a Woman, ten for

Salem Witches, and two for England's Vietnam.

The third question perhaps required a little more
thought because the students were asked to prioritize the
major themes of the three essays on the basis of relevance

and interest. They were told that the theme of A Man and a

Woman was "heroism and qualities for survival." They were

told that the theme for Salem Witches was superstition and

prejudice and England's Vietnam was representing the themes

*the ethics of war and the draft." 1In Section D, one

student chose A Man and A Woman, eighteen selected Salem

Witches, and eight voted for England's Vietnam. 1In Section

E the breakdown showed three students selecting A Man and a

Woman, five selecting Salem Witches and eight selecting

England's Vietnam.

The fourth question asked students to indicate if the

group discussions helped them in public speaking. I was
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very pleased with these responses. In Section D twenty-two
students wrote "yes" to the question while only five
indicated that the experience had not improved this
communication skill. 1In Section E thirteen participants
responded in the positive while only three wrote "no."

Question five asked students if the writing of weekly
essay papers had helped them to improve their writing
skills. 1In Section D twenty-one students were affirmative
and six were negative in their responses. 1In Section E
thirteen students voted "yes*" while three voted "no."

The final question in this segment asked respondents
if their experience in the tutorial class had given them an
opportunity to get to know their fellow students better.

In both Sections D and E all students voted with a
resounding "yes." I was pleased, although not surprised,
with these results.

Segment five of the questionnaire required student
comments to four questions. The first question asked if,
in their estimation, the HIS-TRIAD Project had made the
study of history more interesting than if they had
experienced the traditional lecture only. After answering
"yes or no,"” they were invited to comment. In Section D
all twenty-seven students and in.Section E all sixteen
students answered in the affirmative. Obviously I was
pleased with this unanimous endorsement of the program.

However, after reading the student comments, I realized
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that some students entertained reservations regarding
aspects of the Project. The following are the student
comments, uncorrected and in original form, for Section D.

It gives you a break from standard procedure, it gives
us the opportunity to speak up, lets us get involved
in the teaching instead of just sitting in class
listening and taking notes.

We have the opportunity in speaking what we feel
during the tutorial classes. It brought out
interesting opinions and subjects. The lectures are
fine but the tutorial discussion gives the traditional
lectures a change of pace which I feel most of the
students enjoyed.

History, to me, has always been a boring subject.

With the His-Triad project, it has become a lot more
interesting and exciting. By seeing the actual places
were this history occured (on the video), it seems
more relevant.

Mainly because you don't just have to sit and take
notes, there is more participation from the class, and
you get other people's views on things. I liked CMIVI
because I felt like I understood what was being said
better.

Because you're not sitting at a desk 3 times a week
and it's something new, for example, the video tape.

I like to visually see what I am studying, it makes it
more enjoyable and easy to learn for me.

You become more involved. The film helps helps you
visualize things that happened and that makes it
easier to learn and remember.

The experiment put variety in learning. It was
something to look forward to instead of the same thing
everytime.

It kept me more involved as opposed to just being in a
group listening to a lecture. I was able to speak of
my opinion.

Its more interesting than sitting in class and taking
notes. I feel like I'm not participating any by
taking notes. By having discussion I feel more
involved.
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Because it seems to be broken down. You take one
subject and discuss it rather than hearing about it
and moving on to the next subject.

More information and insight to more practical things
of today are offered. You see how events from years
ago relate to events of today.

It breaks up your schedule some. You have something
different every day of the

You get more out of it this way rather than sitting in
class every other day with the same routine. If the
student is interested he or she learns better.

It breaks up the boring monotiny of the lectures.

Sitting in class for an hour listening to lecture can
get boring. The His-Triad broke up the monotony by
allowing us to do three different things a week.

The traditional lectures are usually long and boring.
The tutorial discussions were interesting and
continued to have action, not just a snails pace of
activity.

A person gets a change to express his or her opinions
in each tutorial discussion. Watching the video tapes
are interesting. They are put together well.

I think the discussion groups made the study of
history more interesting because instead of just
learning the cold hard facts of the events, we were
able to experience and understand the emotions of that
time period through discussion.

You experienced it with people and openly discussed
it. Made a few points more clear and understandable.

Because this way brought out many interesting points
and facts that I do not think would have been brought
out otherwise. Also we were able to discuss them
more.

Different ways of learning.

There is more personal involvement with the learning
process by using the CMIVI and tutorial sessions.

It keeps my total interest. I was ready for each new

series as it was so compelling for me. I found myself
absorbed in the total picture of the course. 1 feel
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it was an A 1 program

Because during the project we had a chance to sit and
have an open discussion which helps you understand
that particular part of Hx in which you are discussing
--when you hear someone talking about it not
lectureing it seems to stick better plus it has helped
me thing of Hx as something that happened--I can
relate something from the past now.

Because the computer video added more information to
learn what was just in the lectures.

It gives you an opportunity to see vividly and
comprehend what you are learning.

Section E Student Comments (not corrected for grammar)

Lecture gets to be old after awhile; the projects adds
variety to learning history.

You are able to be involved in discussion. I like to
be able to give my views and hear others views on
certain subjects.

Different - challenging - set you own time.

Because lecture classes tend to become dull after a
while. When you are part of a group discussion in a
small group you feel like you are more a part of the
class and not just another student. Its more open.

Because you have something to look at, such as the
pictures along with the lecture. You see more clearly
on how things were done.

The VCR made the subjects more interesting and
understandable.

I always learn more from the LRC's in the library. If
I get a question wrong I can always review it again.

I feel that it has made history more interesting
because we have had a chance to experience different
teaching methods instead of the same thing everyday.

By watching the lecture and the background being the
same as the lecture I remember it longer.

Being able to choose the time to use the computer was

good and having one day a week I didn't have to worry
about history and could concentrate on other classes.
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It helps create more interest by being able to see
where history took place. 1In lecture you can see a
map by the visual affect is not the same.
The traditional lecture 3 times a week seems like it
would get very boring. The His-Triad Project gave me
something different to look forward to every day.
It gave me a change to learn in a more modern way. I
felt more comfortable getting to know the people in
the class and this helped me show more interest than
would a traditional lecture class. 1I also felt more
of a teacher-student relationship where everyone was
not just anonymous.

It gives us a change of pace. We can do it when it is
a good time for us.

It has been particpative and in that light better.
The computer-videos definitely made the class more

interesting because the actual scenes made the lecture
more enjoyable.

The second question in the fifth segment of the
student questionnaire asked respondents if, based on their
own experiences with only three HIS-TRIAD units, they would
recommend the History Department's development of the
project for an entire academic year. They were to respond
with a "yes" or "no" followed by a comment. Section D
students, with but one exception, claimed to be in favor of
such an extension. Section E students, similarly, all
favored the production of a year-long HIS-TRIAD experience
with one exception. All were asked to identify the
program's best feature. These comments can be found below.

Section D Student Comments (not corrected for grammar)

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



155

Class Tutorial-Discussion because you can express your
views.

The discussion over important view thru history. It
brought out students opinion and gave the class a
chance to get to know each other. The stories we
covered were very interesting and they brought out
opinions.

The opinion of choosing which day during the week to
see the video makes this course seem more like a
college class than a high school class.

The flexibility of the program.

The video tape is the best feature because it can show
what a teacher is trying to teach.

The ability to learn by sort of actually living it.

The best feature of the program is the computer video
program in the LRC. It helps reinforce what you learn
in lecture by giving you a mental picture.

The computer managed video was the best. It provided
us with the feeling we were at the different places
and occasions that took place. 1t made the class more
interesting and a hands on experience.

I enjoyed discussion of the tutorial class the best.
It really brought the subject into everyday terms.

Computer - everything is explained in an orderly
fashion and is easy to understand.

Taking happenings and breaking them down. Seeing the
video.

Tutorial because you can comment and hear different
opinions which you may have never realized.

You get a variety of teaching methods.

The LRC - it's like taking a test but you get a chance
to review and correct your mistake before the original
test.

The CMIVI. Because it gives the student hands on
experience in a learning enviornment.

The tutorial discussion class definitely. It lets
everyone become involved by saying what she or he
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thinks. It is also the most interesting.

It is much more informative and more interesting. It
is easier to learn something you are interested in.
It helped me to debate things in front of a group--
something I rarely, if ever, dol

It is fun and interesting but I couldn't fit in the
tape sessions that easy. I feel that I learn more by
reviewing my notes.

I don't think the program has one best feature because
all aspects of the program enhance our learning
experience.

Being more on a one to one bases during the group
discussions.

The group discussion and the video computer. Because
this was a change and it made it different from the
standard lecture way.

The ability to learn the material in different ways.

The CMIVI seems to be the programs best feature. The
film shows the student actual history instead of
having the student listen to a lecture or reading and
comprehending material from the book.

It made history easier, more interesting and helped
each person to know class mates. I also learned how
to use VCR and computer to some extent (totally
unexpected).

The computer program I feel was the best feature but
the tutorial discussion helped to reinforce it.

It gave you a chance to evaluate what you have
learned.

The discussion because it lets you get to know the
other students and it let's you know and try to
understand their ideas.

Section E Student Comments (not correct for grammar)

Provides variety of learning methods.

The tutorial class - it provides a means of expressing
each individuals ideas on the subjects studied.

The ability to review until you understand.
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The class discussions are the best feature, but I also
liked the video tape. It gives you the opportunity to
see where events actually happened while learning why
and how they happened, instead of just that they
happened? (Does that make sense?)

Being able to go at your own convience to watch the
film and also being able to go back to review.

The computer disc and VCR. Any time I wanted to I
could go it and stay as long as I wanted.

Mr. Andrews made the history part more interesting by
being at the place at which it happened.

I feel that the videos are the programs best feature.
The student can learn moe and retain more knowledge by
seeing the actual places where the events took place.

The computer lecture - It ties the scenery in with
history. By being able to see where the history
actually took place.

I like the Monday lecture best. I seem to learn more
that way. I found myself not being interested as much
in the third week of CMIVI as I was in the first.

Yes, because it gives computer experience to the
student and is interesting to have a more versitile
way of learning.

The tutorial class. Because it is a class discussion
everyone gets involved and everyone seems to relax and
enjoy.

The computer lab, because of visual aid along the
audio. It just seems easier to see pictures about
what you are learning.

The video - it reinforces the information given in
class.

I feel the on location brought good descriptive
material to mind. Also the question session provides
much help.

Showing the parts of the country that the history
actually took place.

The final question in this comment segment of the
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survey asked students if they could recommend any changes
or improvements in any or all of the three instructional
components and then to identify specifically what they did
not like about the experience. This question was an
attempt to solicit from students an honest and open
explanation of problems. The following are these student

comments.

Sections D and E Student Comments (not corrected)

No changes. The computer lectures and discussion were
all interesting and I feel I did benefit from it all.

The writing of essays on the articles is very time
consuming. I think that the lecture should meet on
all 3 days every other week for Example: Wk. 1 -
Lecture MWF; Wk 2 - Lecture M - Tutorial W,F; Wk 3 -
Lecture MWF. This would give you more time to cover
the material in class.

Everything was done in good order.
None - except keep the video programs in.

No - other than the lectures could be a little more
informative but I know you have very little time.

More topics should be given to choose from in the
tutorial discussion class essays.

The lectures didn't seem to cover enough material. I
think the lecture could be longer. The test scores
will decide if it was successful.

The Computer Program could be a little shorter in
time. It is very interesting but after a while it
begins to become boring. The lecture class is very
informative but important issues that you want em-
phasized should be more obvious. ex. write on board.

I think the history program has made me like history
more than before. The different program makes it more
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interesting.

No.
None - It's very interesting and easier to learn.
No.

No.

The questionnaire was only one of a number of methods
used to measure the degree of the Project's success.
Despite what was obviously a very positive student
response, I have since wondered if the degree of student
enthusiasm would have been in any way diminished if the
results of the 14 October multiple choice exam had been

available to students prior to this survey.

The Comprehensive Multiple-Choice Exam

The comprehensive multiple-choice exam, administered
to experimental classes on Monday, 14 October, 1985, was
the most important evaluation tool implemented. The
student survey might reflect affective states, impressions
and perceptions about acquired knowledge, but the
comprehensive exam was strictly objective, as well as
quantitative. It could measure those objectives of the
HIS-TRIAD Project which were subject to measurement,
related to the mastery of historical facts.

HIS-TRIAD and control group students who took the Comp

exam on 14 and 15 October had already some familiarity with
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the format and style of the test. All students in the two
experimental and two control classes had taken a
thirty-question pre-test during the first week of classes.
When these same students took the Comp exam in mid-October,
the first half of that test was the same pre-test. 2 The
Comp had an additional forty-five questions covering the
same material in the lectures, textbook, and CMIVI.
Although control group students did not experience the
CMIVI, the information from this computer program was also
in the formal lecture notes taken by control group
students.

The comprehensive exam was intended to test the
ability of students to do more than merely recall facts.
The decision was made to formulate the multiple choice
questions so there would be some exercises in analysis,
synthesis, and interpretation by students. For example, in
question forty-three which appears in Appendix VI, the
student is asked to identify that statement which does not
accurately describe the state of British Colonial America
on the eve of the American Revolution. From the textbook
and from lecture notes, students would have easily
recognized the first answer as correct--"Colonial Americans
considered themselves true Englishmen entitled to the
rights of Englishmen." However, they should have
recognized the second answer as false and therefore

regarded this answer as the appropriate choice. This
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second answer read: "In the controversy over taxes,
Americans felt a stronger loyalty to Parliament than to the
king." 1In their lecture notes, they were informed that
American outrage over taxes was often directed at
Parliament in general and the ministry of the majority
party in that legislative assembly. We noted that
Americans were loyal to the king and even wished the
monarch to intervene on their behalf. We also noted that
as late as the so-called Olive Branch Petition when war was
being fought, the king was approached as a potential
mediator between parliament and American colonials.
Students should also have recognized, in the example, that
the third possible answer was true and therefore the
inappropriate response. It read: "Americans were proud of
their role in the commercial prosperity of the empire but
wished greater economic freedom." And the last of the four
choices was also a true statement--"The mercantilist system
was showing signs of age and its restrictions on trade and
manufacturing in the colonies were creating discontent in
America." 1t was believed that by having at least some
thought provoking multiple choice questions on the Comp
exam, the test taking experience could be a learning
experience in itself.

The first thirty multiple choice questions constituted
the pre-test given to all students in experimental and

control classes. After finishing this segment, they
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returned this test booklet and received another booklet of
five pages which began with question thirty-one and ended
with question seventy-five. The complete Comp exam is
reproduced in Appendix VI.

By Friday 18 October, all exams for the two HIS-TRIAD
classes and the two control groups were graded. I was told
that the new Century 3000 (NCS) computer test scanner had
the ability to analyze the exam results in a much greater
variety of ways than the old M-3. Despite this potential
for improved statistical analysis, I was harried for time,
wishing to get grades to students as fast as possible. 1I
believed that later, if I wished to explore the exam
results in greater detail, I could return to the scanner.
The Comp results were only marginally favorable to the HIS-
TRIAD students whose exam averages did slightly outshine
those of the control groups. For the purpose of comparative
analysis, the exam results can be found in Table 1 in two
columns for each HIS-TRIAD and control class. The first
column represents the number of correct answers out of
seventy-five questions and the second column represents the
percentage grade.

As Table 1 indicates, thirty-one students took the
Comp exam in the control class section G or Control Group
A. It met on Tuesdays and Thursdays for an hour and
fifteen minutes. The fact that this was a large class made

the test results less subject to scoring by one or two

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



163

unusually low or high grades. The average grade was 53.38
correct responses out of seventy-five possible or 71.39 on
the percentage basis. The median grade in this class was
53 out of 75 or 70.65 percent. The grades here were a low
“C* on my grade scale. The other control class was section
B or Control Group B for easy referencing. It was a
smaller class with only twenty-one students and it also met
only twice a week, on Tuesdays and Thursdays, for an hour
and fifteen minutes each time. The average grade here was
51.10 out of seventy five or 68.11 points on the percentage
basis. According to my grading scale, this would be a high
*D." The median grade here was 50 out of 75 or 67.65 on a
percentage basis. These control groups took the Comp exam
on Tuesday, 15 October 1985.

If the HIS-TRIAD grades were higher, they were not so
by much. Thirty-one students took the exam in section D,
the 12:00 class. The average grade is this section was
55.19 out of a possible 75 questions and the percentage
grade was 73.55, a *“C" on my scale. The median grade here
was 57 out of 75 or 75.98 on the percentage system. 1In
HIS-TRIAD section E at 1:00, eighteen students took the
Comp exam. The average grade was 56.44 out of a possible
75 or 75.28 on a percentage basis, a solid *“C." The median
grade was 59 or 78.65 on the percentage. The mean grade in

this section was also 59 out of 75.
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TABLE 1l.--Results of the comprehensive objective exam

Control A Control B RIS-TRIAD A HIS-TRIAD B
Section G Section B Section D Section E
40 53% 38 S51% 40 53% 58 77%
52 69 46 61 47 63 47 63
51 68 57 76 56 75 66 88
51 68 61 81 41 55 63 84
36 48 38 51 61 81 67 89
58 77 67 89 61 81 44 59
60 80 43 57 63 84 31 41
44 59 49 65 54 72 59 79
58 77 47 63 66 88 53 71
37 49 48 64 69 92 64 85
48 64 45 60 64 85 59 79
45 60 58 77 67 89 62 83
51 68 45 60 54 72 61 81
61 81 64 85 45 60 63 84
55 73 51 68 69 92 64 85
42 56 50 67 63 84 39 52
54 72 67 89 51 68 59 79
58 77 53 71 29 39 57 76
) 73 39 52 51 68

49 65 55 73 55 73 56.44 or
63 84 52 69 51 68 75.28%
53 82 58 77

55 73 51.10 or 49 65

70 93 68.11% 33 44

53 70 57 76

70 93 66 88

52 69 57 76

59 79 66 88

65 87 42 56

67 89 59 79

43 57 67 89

53.38 or 55.19 or

71.39% 73.55%
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These figures represent only the Comp exam results or
the performance of students on the objective segment of the
first exam. These objective grades were further modified
in the HIS-TRIAD classes by student performance on
submitted essays and active class participation, modified
by student performance on optional essay questions. The
control classes, as in all my traditional American History
classes, were required to take three multiple choice exams
during the quarter. On the first exam students had the op-
tion to answer an essay question which represented twenty-
five percent of the entire exam. On the second exam during
the quarter, all students were required to take the essay
segment also and on the final exam, the essay section was
again optional.

This study does not include a comparative analysis of
HIS-TRIAD and control group student performance on the
essay or tutorial compositions because of the obvious
differences in class requirements. HIS-TRIAD students were
required to submit a composition each week based on their
tutorial class readings and discussions. These students
were encouraged to visit me periodically if they needed
help writing their essays. 1 emphasized then and in class
the importance of proving a thesis statement, organization,
consistency of theme, good grammar and neatness. After the
first week's essays were graded and returned, students

often improved the quality of their submissions based on
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the criticism of the previously graded composition.
Furthermore, the weekly or unit grade which HIS-TRIAD
students received for a tutorial class was the result of
combining the grade of the student‘'s written weekly essay
with the grade for that student's active participation in
discussions. On the other hand, students in the control
groups, although required to submit book reports and other
written assignments by the end of the quarter, were by the
fourth week of classes relatively ungroomed for essay
writing. 1In this respect HIS-TRIAD students had a clear
advantage. Control group student essays were spontaneous
compositions in the classroom, unsupported by dictionary,
Thesaurus or parental assistance. Also, after taking a
vigorous seventy-five question Comp exam, those who opted
to do an essay may have had to compose their essay answer
in an atmosphere of more mental fatique. Again, for these
reasons, it would have been unfair to draw any conclusions
from any comparative grading of Tutorial compositions and
Control class essays written on 15 October. A fairer and
more revealing comparison would have been to ask all
students in all four classes, experimental and control, the
same essay question. Grading this volume of submissions
above and beyond my other grading chores held little
interest for me.

HIS-TRIAD students received a grade at the end of the

fourth week of classes and this grade represented the
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combination of Comp exam and tutorials. As the grades were
posted for student perusal, they were listed in the
following format. First was the four digit student
identification number. Then appeared the three weekly
tutorial grades with each one representing a combination of
the essay grade and the grade for class participation.

Next appeared the average grade for these three weekly
tutorials. The final grade on the list was the average of
the Comp and tutorial grade. This final grade, in other
words, was the grade each student received for the first
third of the quarter. Now with the HIS-TRIAD Project over
for these students, they reverted to the traditional
lecture format meeting three times a week. They would all
take two more exams before the quarter ended. Refer to
Table 2 for the HIS-TRIAD tutorial and comprehensive exam
grades for the experimental period.

A casual glance at the figures for both HIS-TRIAD
classes would reveal some glaring inconsistencies between
the averaged tutorial grade and the Comp grade for a number
of students. The question might well be asked: *"Why should
a student with high tutorial grades not be more successful
in the Comp exam?* For example, the student in Section E
with the lowest Comp grade, a 41, has an 83 for the

tutorial grade.
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TABLE 2.--HIS-TRIAD tutorial and comprehensive exam grades
for students during the experimental period

Section D

ID Tutorials Tut Average Comp HIS-TRIAD Grade
Section D
1657 85 82 0 56 53 55
1627 85 78 175 79 63 71
5246 82 92 88 87 75 81
6186 82 85 85 84 55 70
4633 78 82 88 83 81 82
5679 82 92 95 90 81 86
9214 92 95 92 93 84 89
2075 98 82 88 89 72 81
9568 95 95 95 95 88 92
2801 95 95 95 95 92 94
79173 85 95 95 92 85 89
1401 98 88 82 89 89 89
9368 85 0 0 28 72 50
1687 85 92 0 59 60 60
0932 98 95 95 96 92 94
3091 98 100 100 99 84 92
6899 85 88 82 85 68 77
8558 82 78 0 53 39 46
6123 85 85 92 87 68 78
8894 95 85 92 91 73 82
0965 98 95 92 95 68 82
0037 85 92 95 91 77 84
7251 92 98 98 96 65 81
5875 92 82 85 86 44 65
5408 92 98 88 93 76 85
8409 95 100 95 97 88 93
9950 82 95 95 91 76 84
4940 88 92 95 92 g8 90
1812 85 88 82 85 56 71
1066 85 92 92 90 79 85
9066 88 95 88 90 89 90
Section E
7581 88 98 95 94 77 86
3129 88 88 88 88 63 76
2769 92 95 95 94 88 91
3615 98 95 95 96 84 90
6931 95 95 95 95 89 92
8973 92 88 95 92 ‘59 76
9920 88 85 175 83 41 62
2562 92 98 92 94 79 87
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Table 2--Continued

1252 85 92 695 91 71 81
6413 85 82 92 86 85 86
0930 92 82 88 87 79 83
5551 92 95 0 62 83 73
7142 92 95 92 93 81 87
0860 85 95 92 91 84 88
7722 100 98 100 99 85 92
1280 82 85 82 83 52 68
5887 85 82 95 87 79 83
5484 95 95 92 94 76 85

In retrospect, this was one of the weaker features of
the HIS-TRIAD tutorial as it was taught and I will have
more to say about this in the concluding chapter. The
problem was that I permitted half of each weekly tutorial
grade to be based on class participation (the other half
was based on the quality of the student's weekly
composition in the tutorial class). In fact, with active
participation in discussion as well as papers written at
home in the aftermath of the class discussions, students in
the tutorial classes had little excuse for low grades. The
only thing which could really harm tutorial grades was an
absence from class or the failure to submit the paper.
These factors collectively generated a grade inflation
which, in retrospect, could question the integrity of the

HIS-TRIAD's internal evaluation process.

CMIVI Evaluations and Critiques

Of all the instructional components of the HIS-TRIAD

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



170
Project, it was the CMIVI which enjoyed the largest
audience in evaluators and observers. In fact, comment and
criticism were openly solicited because of the desire to
make improvements based on recognized deficiencies and also
the need to prepare a defense against those criticisms
which appeared unwarranted.

The first demonstration of our CMIVI occurred a year

before the project was implemented, on 10 September 1984
when we presented the first ten minute segment of our

second module The Seed Transplanted. The occasion was fall

semester faculty orientation. We showed the first video
segment and then Kramer demonstrated the remediation and
branching capabilities of the Insight 2000 Plus system. At
the end of the demonstration, faculty applause was
enthusiastic and many questions were asked publicly and
privately about CMIV1's possible application in other
disciplines. Dr. Douglas Eason, Dean of Instruction, was
present at that assembly and reacted to that demonstration
with a brief but positive note dated 11 September 1984.
This informal evaluation was based on a very brief
encounter with CMIVI. Despite this, his words were
encouraging. He noted that he enjoyed the presentation and
believed the video feature to be impressive and the
narration excellent. He also claimed to have liked the

3

strategy of using several teaching methods.

Although I kept Dr. Eason generally apprised by memo
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of the progress of the HIS-TRIAD Project in development,
implementation, and evaluations, our Dean of Instruction
did not have an opportunity to critique the CMIVI in detail
until December of 1986, fully a year after implementation.
On 5 December, 1986, I asked him to critique the three
CMIVI modules and he agreed to evaluate the linear video
portions of these programs. This evaluation was principally
for my benefit and, to an extent, I believe that the
relatively positive comments were intended to encourage
further such work. He felt that the three video modules
were "quite extraordinary" considering resource shortages
and he believed that a positive element to the program was
the fact that it appeared to be a personal history.
Although the dean considered the visuals to be "good,
interesting and generally relevant to the narrative," he
believed that some shots were held too long and that a
greater use of maps could better visualize the routes of
the conquistadors in the first module. 1In the second
module he felt that the narrator often spent too much time
on camera and he criticized the use of electonic organ
music in the discussion of the New England Puritans. 1In
the third module, Dr. Eason was concerned that the ideas
which inspired the Declaration of Independence were not
specifically discussed. 4

I valued Dr. Eason's observations because I knew that,

as both an English instructor with a Ph.D from Vanderbilt
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and an administrator, he could critique my efforts from
both perspectives. I was pleased with his general "thumbs
up” observations. With regard to specific criticisms, most

I could have anticipated and agreed with. 1In God, Gold and

Glory he noted that the narration was unrehearsed and
unpolished. Probably the most conspicuous example in that
module was the segment on Cabeza de Vaca from the storage
room in the Castle of San Marcos in St. Augustine. His
comment about pictures being held too long was shared by
many other evaluators. Although Eason did not elaborate, I
have been told by Krishna Pendyala, whom I regard as an
expert in media production, that student interest and
retention of information wanes rapidly without the
stimulation of multiple images passing fairly rapidly.
With regard to music, Kramer and I never could agree on
what to use. Kramer was probably closer to Dr. Eason in
recognizing the appeal of period music. I, on the other
hand, felt that a compromise of sorts with modern
instrumental music might be in order to help hold student
interest. Certainly the argument could be made for the
original because such would be one more piece of knowledge
of the past which students could master. Even more
effective would have been a narrative reference to the
music's origin and information about its use. In CMIVI
module III on the American Revolution, Kramer selected the

music himself and it was certainly more apropos to the
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subject. Despite this, students often found the music
unpalatable and their survey comments suggested the role of
music to the students' affective response to the video.

In December of 1989 Krishna Pendyala, Columbia State's
present coordinator of media production, agreed to critique
both the computer and video performance of CMIVI module

two, The Seed Transplanted. I asked him to review the

second module because it was the first produced and because
it had been the most demonstrated. In January of 1990
Pendyala gave me a handwritten critique which was
essentially an assortment of rough notes. In April of
1990 Mr. Pendyala presented me with a more formal critique
of CMIVI module two. It is important to point out that,
because Pendyala was particularly busy with school related
work, I offered to pay him for his time in assessing
strengths and weaknesses. I reiterated that I wanted an
honest appraisal, even brutally honest if necessary.

He believed the Columbia State interactive video
program was state-of~-the-art at the time of its creation
and he was generally positive about the program. He
examined the work on the basis of instructional design,
audio-video content, computer-generated text, and computer
programming and he suggested how improvements could be made
with available equipment. He supported the instructional
method of video followed by questions and interactive

remediation but he suggested that, in place of repeating
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the question so soon after a student answered incorrectly,
the question should be postponed until the end of the
program. He felt that the audio and video quality could be
improved by, among other things, making better use of
light, spending less time on long shots of the narrator,
and more care in the editing and rehearsing work on the
editing controller in the production studio. Pendyala
believed that the computer program could also be improved
by having computer-generated texts move faster on the
screen and by providing better feedback to students during
“imput errors.* >

In May of 1990 Gary Bailey, a cameraman and production
assistant for the Learning Resources Center, likewise

experienced the computer and video program for CMIVI module

two, The Seed Transplanted. On a positive note, he

believed the information for the interactive questions to
be adequate, the explanatory information good, and the
video inserted into narration interesting. The negative
features included instances of lip sync problems, outside
camera footage shot from too great a distance, and
insufficient information for students at the end of the
program to remove video tape and disk from the VCR and com-

puter.6

The IDEA Student Evaluation

The Kansas State designed IDEA instrument for student
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evaluation of instruction was not ideal for our purposes. I
was unable to use the instrument for all experimental and
control classes. It was also administered so late in the
quarter that HIS-TRIAD students had for some time
experienced the lecture-only format. It would be difficult
to determine which of the instructional strategies and
methodologies they would be evaluating. 1In a compromise
with the Dean of Instruction, I was able to select the two
classes for evaluation. I chose the largest HIS-TRIAD
class which met at 12:00 on the Monday-Wednesday-Friday
schedule and the largest Control class which met at 9:30 on
a Tuesday-Thursday schedule. The HIS-TRIAD class had
thirty-two students officially on the roll with twenty-two
students participating in the evaluation. The Control
class had thirty-three students on the role with the same
number, twenty-two, evaluating. This discrepancy in class
roll number and evaluators can in part be explained by the
fact that a number of students had dropped or withdrawn or
were absent.

There was a significant difference between the
evaluation by the two classes. Students in the former HIS-
TRIAD class gave out higher scores. The score which was to
be recorded on the faculty evaluation agreement was derived
from Part VII or the Summary Profile of the IDEA

instrument. This score was based on the following ranking:
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Low (& rank 1-9) =

"
N -

Low Average (% rank 10-29)
Average (% rank 30-69) = 3

High Average (% rank 70-89) 4

High (% rank 90 or above) =5

In the control class the overall evaluation was a "3°
and in the former HIS-TRIAD class the grade was a "4." On
the question posed to students "Would you like to take this
instructor again?," the score for the control class was a
*4" and the grade for the former experimental class was the
maximum *5.°"

On the subject of mastering factual knowledge, an
objective which I recorded as "essential," students in the
experimental class gave a rating of "3.8" and in the
control class a *“3.7." The yastery of subject matter in
the realm of principles and theorvy was listed by me as an
"important" objective. Experimental students rated their
progress here with a "3.6" and the control group rated
their progress a "3.8." 1In the realm of developing skills
of effective communication, again listed as an important
objective, the experimental students gave a "4.1" rating
while the control group offered a "3.7."

Another "important" objective--the development in
students of a sense of personal responsibility--received a
*“4.2" grade by experimental students and a “3.7" by control

students. As I would have anticipated, experimental
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students had in the tutorial classes been exposed to skill
development in these areas and they apparently perceived
that these goals had, to a degree, been realized in the
class. There could also be seen something of a correlation
between the two questions *"Did you have a strong desire to
take the course?" and *"Do you have an improved attitude
toward the field?*" Experimental students responded to
these two questions respectively with the scores "3.3" and
*4,0" while control students responded with the scores
"3.0" and "3.4." Obviously in the experimental classes
there was a greater degree of change in favor of history as

a discipline.7

Evaluation of the lLecture Method

During the three week experience of the HIS-TRIAD
Project in the fall of 1985, no formal evaluators entered
the classroom to observe the Monday lecture or the
Wednesday/Friday tutorial. During my internship at Middle
Tennessee State University, I was observed in class
although not formally evaluated in my lecture classes in
Murfreesboro by Professors James Neal and Lee Sykes.
Today, I merely send the Assistant Dean of Arts and
Sciences a video tape of a typical lecture class for
evaluation. However, over the years my lecture style has
changed little. I have found that written student comments

on the student evaluation instruments have been insightful
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and helpful to me. Students still say, for example, that I
speak too fast and that I give exams which are too
difficult.

As a rough reflection of student perceptions of my
teaching methodologies and lecture style, I refer to the
comments by students in one class in the summer of 1984.

It was a class taught while I was busy developing the HIS-
TRIAD Project. The evaluation was made by Middle Tennessee
State University students during my internship class in
American History 201 under Dr. James Neal. Dr. Neal
supervised this written evaluation of my lecture style
immediately after students had taken their final exam and
it was he who recommended that I communicate the relatively
positive remarks to our Dean of Instruction at Columbia
State. Because it was a summer class with a concomitant
hectic pace, it somewhat approximated the harried pace of
the Monday lecture component of the HIS-TRIAD Project. A
conspicuous difference was the fact that, in an informal
survey of the class, I discovered that the majority of the
students were juniors and seniors. These student comments
are catalogued in Appendix X and can be found in Clement

207 on the Columbia State campus.

Evaluation of the Tutorial/Discussion Format

As with the lecture component, no formal evaluation

was done for the tutorial format of the HIS-TRIAD Project.
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I did attempt to make a video taping of one of the tutorial
classes for such a purpose but I quickly jettisoned the
idea when it was apparent that students were distracted and
that enthusiastic discussion was discouraged. The segment
of the video tape which was taken in my tutorial discussion
class is kept in my office in the Clement Building on
campus .

However, in an effort to describe my teaching methods
in the tutorial/discussion class format, I have selected an
evaluation of one of my Humanities Tutorial classes. As
noted earlier, the HIS-TRIAD's tutorial component was
conceived as a direct result of my teaching experience in
the Humanities Tutorial. Critical thinking, debate, and
written essays were activities common to both tutorial
experiences and my teaching methods differed little from
one to the other. Because of the similarity of teaching
styles, I have included in Appendix VII an evaluation of
this style by Dr. Richard Marius, English professor at
Harvard University. He evaluated one of my tutorial
classes in the fall of 1979 and his report to Dr. Douglas
Eason on his observations can be found in Clement 207 on
the Columbia State campus. The evaluation is listed in
Appendix X of this work.

There was a sense of accomplishment in the fact that
of the three instructional components to the HIS-TRIAD

Project, students most enjoyed the tutorial. The tutorial
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was the rationale for the CMIVI and it was the
instructional methodology designed to encourage a degree of
higher learning in the arena of critical thinking and
debate. However, there was also the sense that, after each
component was analyzed separately, the Project should be
understood holisticly, that to appreciate one component
independently of the overall Project would lead to only a
superficial understanding of our objectives. Dr. Eason,
after being apprised of the student survey results,
declared that it was clear to him that "the variety [his
emphasis] of activities is a very positive element of your
project...[and] that the majority of students are learning

- 8 Dr. Eason encouraged us also

and enjoying their work.
with another supportive comment. "I can't imagine the work
which has gone into this project! ...You are to be
congratulated for developing such an innovative approach to

the teaching of history. Good luck!." 9
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Notes for Chapter VIII

1. See Appendix V for Dr. Douglas Eason's
communication regarding a survey questionnaire or the IDEA
evaluation instrument.

2. See Appendix V for Dr. Eason's communication.

3. See Appendix V for this communication.

4. The complete evaluation by Dr. Eason can be found in
Appendix VII.

5. The complete Pendyala evaluation can be found in
Appendix VII.

6. The complete Bailey evaluation of CMIVI module 2 can
be found in Appendix VII.

7. See Appendix VII for the student IDEA survey
responses.

8. See Appendix V.

9. See Appendix V.

181

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



Chapter IX

CONCLUSIONS AND APPLICATIONS

The HIS-TRIAD Project occurred five years ago. It was
the result of a collaborative effort by many people who
suggested many approaches and whose contributions are yet
manifest in current instructional strategies, audio-visual
programs, and computer exercises. In a sense, although the
experiment technically ended some time ago, its spirit
lives on in modified forms to the present. This final
chapter will examine the impact of the HIS-TRIAD Project
on American history classes at Columbia State after the
fall of 1985. We will see what modifications occurred,
what was jettisoned and what was retained. I will also
present personal observations and conclusions on the

overall HIS-TRIAD experience.

The Winter Quarter 1986 HIS-TRIAD Project

By the end of the Fall 1985 HIS-TRIAD Project, I had
decided to make this the subject of a dissertation.
Although previously fond of the idea of expanding the San
Patricio Battalion paper into such a work, I had received

approval to proceed on the HIS-TRIAD subject and I was
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working on a dissertation proposal. During the fall of
1985, Dr. Rolater suggested that I compare the HIS~TRIAD
experience underway with another program later. Because an
American History I class was always taught in the winter
quarter, we agreed to teach this class by the HIS-TRIAD
approach and make some comparisons. I told Dr. Rolater
that the only area of anticipated improvement over the Fall
quarter project would be in the Tutorial which would
require only one paper at the end of the three-week period,
a paper of roughly twice the length of the Fall quarter
compositions. I also expected the papers to be of a higher
quality because the Winter quarter students had a choice of
the tutorial article to select and they had more time to
prepare the paper. Another difference in planning was that
the new students could examine their graded essays but they
had to return them to me for my permanent files.1

The class profile was somewhat different from my fall
quarter HIS-TRIAD groups in a significant way. There were
twenty-three students in the class and a number of them had
failed American History 1 the previous fall or the year
before. Several of them had taken their courses out of
sequence and had all but the American History I quarter. A
couple of the students had changed majors at the end of the
fall quarter and wished to take their newly required
American History survey classes in the correct sequence.

Students in the out-of-sequence sessions generally did
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comparatively worse as a class. Because many of them were
students with less self-confidence, less preparation for
college level courses, and more anxiety, they predictably
performed less impressively in both tutorial sessions and
on their comprehensive exam. This was before Columbia
State's remedial and developmental program with thorough
AAPP placement testing.2 I could have predicted poorer
student performance average in writing, reading, speaking
and analytical skills. The class average on the HIS-TRIAD
Comp exam as well as the end-of-quarter final exam results
and performance on the tutorial essays bore out my
pessimistic forecasts. In consequence of the somewhat
different character of the class, comparisons with the fall
quarter HIS-TRIAD and control group class were interesting
although not necessarily valuable. I found that the single
tutorial essay was considerably easier for me in terms of
grading but was lacking in the ability I had during the
fall quarter to gauge progress from week to week in the
writing of essays. The trade-off for the winter quarter
HIS-TRIAD class was that, for less work on my part, I was
less able to gauge and affect progress over time on the
student submissions.

Of course, the other obvious problem with the winter
quarter 1986 HIS-TRIAD students was the fact that they were
all veterans, perhaps a little burned out themselves.

Where the fall students were generally first semester
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freshmen with a discernible enthusiasm, many of the winter
HIS-TRIAD students had already experienced the
disillusionment of fall quarter final exams and grades.
Furthermore, where fall quarter students knew that they
were competing in a sense with a control group, the winter
students had no such competitive rationale for hard work.
Perhaps I am overemphasizing the negative points but I
believe them to be significant at the onset of the class.
And I can not measure in any quantitative sense, but I must
admit that I was experiencing some burn-out at this point.
At the end of the three-week HIS-TRIAD project during the
winter session, students taking the COMP exam performed
worse than both HIS-TRIAD and control groups during the
fall quarter. Similarly, student responses on the
questionnaire were not quite as enthusiastic as fall

quarter responses.

Applications and Modifications of HIS-TRIAD Components

In the years since the fall 1985 HIS-TRIAD Project,
certain modifications were made to integrate portions of
the project into newer instructional programs. During the
time of project implementation, Karen Peterson, director of
institutional research at the college and a veteran grant
writer, helped me apply for a grant from the Annenheim
Foundation. We were asking for $10,000 to be used for the

development of several additional CMIVI modules. Two
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additional scripts, as we noted, were written by this taime.
One, designated module four, related to the Constitution
and another, module eight, concerned Manifest Destiny.
These programs required funding and it was apparent that
the college could not continue to underwrite these
additional expenses. We realized that the technical
quality of the work had to improve and substantive funding
from an outside source was the only way this quality could
be assured. Our failure to receive this funding convinced
us that an expanded HIS-TRIAD-like program on the scale
originally envisioned was unrealistic. The result was to
modify the program substantially.

in the fall of 1986, a year after the HIS-TRIAD's
initial implementation, we decided to make use of our three
CMIVI modules by requiring all American History I students
to experience the three computer programs. We had no
tutorial classes and we had no reduction in lecture class
time. The CMIVI experience was merely assigned as required
homework. Another feature in modified form for the Fall
1986 classes was the tutorial article. Students were
required to go to the Learning Resources Center's

circulation desk to read the articles A Man and a Woman,

Salem Witches, England's Vietnam, and the San Patricio

Battalion. Instead of writing essays about these subjects,
students were merely told that on the regular exams, the

essay sections would relate to these subjects.

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



187

In the fall of 1987, I had produced another video
program in American History which was judged to be
significantly superior to the old HIS-TRIAD CMIVI modules
in terms of technical audio-visual quality and in the
script's organization and theme development. This film on
President James K. Polk became a new standard for quality.
I judged the old CMIVI modules as inappropriate for

3 There was a concern about the quality

required viewing.
of the software and occasional equipment breakdown.
Consequently, for the fall of 1987 classes, students were
told that they could merely experience the old CMIVI's in
the Learning Resources Center as make-up credit for
points lost in absences. This gradual abandonment of the
old modules was motivated also by the increasing experience
during the previous fall (1986) of equipment failure and
problems with the Apple hardware. By 1987 Mark Kramer had
left Columbia State for a position at the University of
North Carolina and the new media director, Krishna
Pendyala, was himself less enthusiastic about the quality
of the programs and the reliability of the equipment. The
problem was further exacerbated by the fact that the
college was establishing a Center of Emphasis in which
new IBM computers were to be used. The Center was
established by a sizable Federal grant in which anatomy and
physiology instruction would be delivered by

computer-managed-interactive-video. The general consensus
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among administrators was to convert to the use of IBM
hardware throughout the institution for uniformity. In
terms of the tutorial articles, I continue to use some to
this day as required reading.4

In 1986 Columbia State accepted a collaboration with
the James K. Polk Memorial Home in developing a video
presentation for visitors to the historic landmark. It was
to be the institution's contribution to the Homecoming ‘86
project throughout Tennessee. I accepted the offer because
it was a means to produce part of CMIVI module eight on
Manifest Destiny. The video program would benefit the Polk
Home and Columbia State history students. The Polk Home
committee awarded the college $5,000 to produce the video
and I was selected to write the script and direct the
project. The individual most responsible for the difficult
work of videotaping and editing was Krishna Pendyala. With
the funds provided, Bill Muehlbauer, now dean of
administration, Pendyala and I were able to make two video
taping trips, one to Washington D.C. and the other to
Polk's boyhood home in North Carolina. Muehlbauer did the
narration and John Walsh, a Nashville music consultant,
recorded the upbeat background music for the production.
The film which resulted was a short, tight, instructive and
entertaining video which has received good reviews from
students and tourists alike. Too brief for CMIVI

. . ce . 5
application, it is shown to students in regular class.
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There was a computer-managed-interactive video program
in history which was produced in 1988 on the earlier HIS-
TRIAD model. 1In April of 1987 Pendyala and I took a new
Sony M-2 professional video camera to the hundred and
twenty-fifth anniversary re-enactment of the Battle of
Shiloh for some "generic" video of the battle just to have
on file for some possible future use. The re-enactment was
so impressive that we decided to produce a CMIVI program on
the American Civil War. Within a week I had written the

script and entitled the program Our First Modern War.

Because Pendyala was less familiar with CMIVI than the new
media specialist at the college's Center of Emphasis, the
center's director, Dr. Steve Stropes, was persuaded to loan
us Mark Partain for our project. One day was spent video
taping on-location narration scenes at Shiloh National
Battlefield Park. Unlike the Polk film which was entirely
"voice over," the Civil War film included a mix of
on-location "talking head,* voice over, video from the
re-enactment and video copies of black-and-white Civil War
photographs which were in public domain. Pendyala did
in-studio audio recordings, Linda Owens and I did the photo
research, Mary Barker did the music research, and Kendall
Bfown, one of my former students, did the vocal and
instrumental music for the production. Also in the
tradition of the old HIS-TRIAD CMIVI modules, the Civil War

video employed the Whitney Insight 2000 Plus authoring

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



190
system. However, the program differed in a number of ways
to enhance quality. In the new format, Mark Partain of the
Center of Emphasis re-recorded the video segment which
included the correct answer to each question and these
re-recorded segments were placed on the linear video
immediately after the video faded to black in anticipation
of a cluster of questions. If the student answer was
incorrect, the computer would command the VCR to play ahead
a short distance after the fade to black and the delay time
was cut considerably. The fade to black was also an
important addition. ®

Another impressive application of the new CMIVI
characteristic of the Civil War film was a "touch-screen"
answer selection process. In the HIS-TRIAD CMIVI format,
students had to hit computer key A, B, C, or D. By
touching the correct screen quadrant, now the student could
register his or her answer. However, as impressive as the
new system was, the Civil War program did not provide
additional text imformation in the form of elaboration,
remediation or reinforcement. The positive response of
students and evaluators to this CMIVI program on the Civil
war stimulated interest in a follow-up video. I have
written the script for another thirty-minute program on the
use of cavalry in the Civil War and I have video taped a
number of re-enactment and living-history events attended

by the 7th Illinois Memorial Cavalry. This program will be
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7
produced when this current project is over.

There are other CMIVI applications in the works at
Columbia State which have been inspired by the HIS-TRIAD
Project. Throughout 1989 we video taped a number of
special thirty-minute "mini-lectures* with guest speakers
in my American History I classes. Gabrielle Hubert,
history professor at Columbia State, spoke to one of my
classes on the women's movement in the nineteenth century
and Beatrice Curry, assistant professor of English, spoke
to another class on the major literary figures of the New
England Renaissance. I plan to visualize these
mini-lectures by periodically editing in video clips of the
appropriate subjects. A thirty-minute talking head is
unsuitable for CMIVI; however, with a variety of video,
maps, graphics and other visuals edited in, the video will
lend itself well to the interactive format. 1In terms of
time and enerqgy expended for research and script-writing,
the guest mini-lecture solves this problem up front.

Except for the video inserts, the programs are ready for
CMIVI conversion. Another purpose of the mini-lecture
relates to a new class I will be teaching soon by
instructional television to a remote class at Columbia
State's Yates Center in Franklin. The technology is called
Instructional Television Fixed Signal or ITFS. Although
the project is strictly experimental and although there are

considerable concerns and anxieties, the mini-lectures
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which I am producing will be likewise broadcast to our
receiver site in Franklin along with the regular live
lectures.8

Finally, how has the HIS-TRIAD experience affected my
lectures and my class discussions today? The hectic and
driven pace of my HIS-TRIAD days has given me a greater
appreciation for time in class. I no longer take it for
granted. That experience which forced me to provide class
notes as hand-outs similarly has prompted me today to
provide students with more handouts in the form of exam
reviews, bibliographical lists and biographical subjects
for research, some class notes, directions for evaluating
films and critiqing books, and to host a final exam review
and pizza party at my home at the end of each semester.

I still use the HIS-TRIAD tutorial articles for
students today. The original purpose was to elicit some
special skills in critical thinking, debate, reading and
writing. Although our remedial and developmental programs
are a great aid in this area, I have used the HIS~TRIAD'S
tutorial experience in another application. Students in
each of my American History II classes, for example, are
provided with either a description of the My Lai Massacre
in 1968 Vietnam or the Oradeur-sur-Glane Massacre in 1944
France. After reading the facts, they are asked to judge
the soldiers' behavior and recommend punishment. The

follow-up discussions are often interesting because
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responses are seen to frequently absolve or trivialize the
My Lai experience. Again, the object is to spark critical
thinking and debate, if not in the formal and orchestrated
fashion of the HIS-TRIAD tutorial, at least in the informal
recognition that historical events can be interpreted
variously due to considerable cultural baggage, prejudice

and perceived self-interest.

Conclusions

This dissertation is not designed to prove that the
HIS-TRIAD Project was superior or preferable to the
traditional lecture method in survey American History
class. It is a description of the development,
implementation and evaluation of that experience. The
evaluation methods and instruments were many and varied but
by no means comprehensive. Due to the piecemeal nature of
the Project's implementation, the evaluation procedures
were often not ideal. Despite these limitations and flaws,
I believe some very valuable lessons were learned both for
students and instructors. Hopefully, the description of
the project as well as the conclusions which I am about to
enumerate will be of some use to other curriculum
developers and strategists who come across these pages.

As the second chapter of this work suggests, the verdict
is not yet in on the overall value of computer-managed-

interactive-video instruction. From my own experience in
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this project, I must conclude that, given the costs to me
personally in terms of time, labor, finances, and
anxieties, the results of the comprehensive post-test for
experimental and control classes do not justify the
expense. The HIS-TRIAD students performed only marginally
better than control students despite the greater amount of
funds directed to the former. This was a very real
disappointment for me because, however objective I wished
to be, I expected all the work of development to "pay off"
substantially at the receiving end--student performance.
However, this being said, I must also conclude from
the overwhelmingly positive student responses on the
questionnaire, HIS-TRIAD students gained more from the
experience than merely a marginal advantage over control
students on the COMP exam. There was an immeasurable
benefit to HIS-TRIAD students, a benefit which can not be
easily gauged by quantitative analysis. What I refer to is
perhaps the psychological conditioning of students to see
themselves as part of an experiment and the effect this
conditioning may have had in increasing student motivation.
The students, based on the questionnaire, claimed to have
acquired a greater appreciation for history. They saw
themselves as a special class. The tutorial class gave
them a greater sense of unity and group consciousness.
They knew each other better and they may have acquired a

team spirit-like drive to work harder. I could not help
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noticing that by the third week into the HIS-TRIAD

experiment, students in the Monday lecture class began to
seat themselves in the classroom generally in two groups
and this tended to be their Wednesday or Friday tutorial
groups. Certainly there was a camaraderie that was lacking
in the more impersonal control group lecture class. I can
not help but conclude that this psychology of a special
class in which more was expected of the student encouraged
more critical thinking, more interest in the subject of
history, and greater communications skills. Again, often
these benefits are imperceptible to students themselves and
are immeasurable on tests. How does one measure
appreciation and interest in a discipline with the form of
objective testing commonly used? At least one student
comménting in the questionnaire confirmed Professor Richard
Clark's theory that the novelty of an instructional method
does influence affective states for a period of time. 1In
1985 student familiarity with the VCR and the computer was
not what it is today. If, as students indicated on the
survey question, HIS-TRIAD participants improved in their
appreciation of history, confidence in public speaking and
writing skills, among other benefits, I will accept their
feelings as genuine.

I must also note that this very enthusiastic
endorsement of the HIS-TRIAD Project by students writing on

the survey questionnaire was registered shortly before

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



196
these same students took the comprehensive exit exam on 14
October. The class average in the 12:00 class was an
unimpressive 73.55 and the 1:00 class an unresounding
75.28. I doubt whether the knowledge that they performed
better than the control groups provided them with much
consolation. One must consider the possibility that the
enthusiastic student responses on the survey could have
been diminished if the comp exam had been taken and the
results published prior to the survey questionnaire. In
this sense, the IDEA student evaluation of my class
objectives may have been a more accurate indicator of
student attitudes. The problem with the IDEA evaluation
instrument, as has already been noted, was the fact that it
was administered a considerable time after the HIS-TRIAD
format had converted back to the traditional three-day-per-
week lecture class and after the second exam had been
given. Again, the reason this is mentioned is that,
despite comparative testing and evaluations of experimental
and control groups, there were many variables which could
work to invalidate conclusions which appear too rosy.

In retrospect, another variable which may have
compromised the credibility of rigid quantitative analysis
on the Comp exam was the issuing of class notes to my HIS-
TRIAD students. I was motivated by a desire to compensate
for my inability in the Monday lecture to cover all the

information planned. The control groups were getting much
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detailed information from the class notes which I used

myself in the classes but which I did not hand out
physically. These notes should have been given to all
classes, experimental and control, in order to minimize the
variables before the Comp exam. They probably would not
have added anything to the control group beyond convenience
because they constituted the notes presented in lecture and
in no greater detail. Because of the added detail in the
control classes, even with the class notes physically
delivered to all classes, the control groups should still
have enjoyed a greater advantage going into the Comp exam
if no other factors were involved. Both groups should have
equally benefited from the reading of the text. The
difference was perhaps motivation which I believe was the
deciding factor benefiting the experimental classes. The
problem, of course, was that no test was given to isolate
motivation in all control and HIS-TRIAD classes. The only
indicator was the very positive survey questionnaire
administered to the experimental students at the conclusion
of the experimental phase of instruction.

Another important departing observation is to say that
the HIS-TRIAD Project was conducted before Columbia State
implemented its rigid and compulsory remedial and
developmental skills classes. I must say that the R&D
program today, with its AAPP testing screen, is an

immeasurable aid to my teaching of history. I find myself
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teaching only history rather than that mix of history and
grammar and reading. Students can now write essays with
confidence in their ability to express themselves. When I
make reading assignments, at least I now know that they can
understand the information read. 1In this regard, the HIS-
TRIAD Project had among its many objectives the desire to
improve student reading skills, writing skills, and
reasoning skills. To the extent that R&D classes have
addressed these deficiencies, they have begqun where our
project ended. When, today, I observe the essay writing
abilities of my present history students and compare them
with the essay quality of my typical HIS-TRIAD student, I
can say that R&D at Columbia State has had a very real and
measurable success.

A regret that I have about the HIS-TRIAD experience is
the fact that there was no before-and-after essay question
evaluation to measure progress in composition skills, a
practice which our developmental writing instructors make
common use of today. I could have given the same essay
question in a pre-test to all my classes, experimental and
control. Then at the end of the three-week period, another
essay question could have been given to all four classes.
All essays could have been graded based on the same
criteria--unity, syntax, and organization. Of course, the
reason such an effort was not made was simply a lack of

time. There was some consolation to the degree that over
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the three-week period of the experiment, and only in the
two experimental classes, I could see an incremental if not
radical improvement in writing style on the weekly essays
submitted but I reason that this was in part the result of
my written corrections on their returned papers, verbal
proddings during each tutorial session for students to take
their written work more seriously, and practice. A before
and after essay test for all four classes could have
benefited conclusions based on comparative testing;
however, even if this had occurred, the three week period
of the experiment would have been of insufficient duration
to provide total confidence in findings. 1In this sense,
conclusions would have been of a superficial nature.

Another regret relates to the tutorial class. I
should have done what we did in the old Humanities Tutorial
classes where students read their essays aloud to the class
each week and exposed themselves and their ideas to verbal
critique. I believe that greater care would have been
directed at papers if students had to "own up" to their
written works and ideas publicly. 1In essence, such a shift
in emphasis would have diverted some class time away from a
public discussion of ideas in the tutorial articles but
would have benefit our goal of stimulating critical
thinking.

Although we wished to promote oral debate and class

discussions in the tutorial, I believe in retrospect that
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too much emphasis was given to the *“fact" of class
participation rather than the "quality" of that
participation in the grade awarded for the tutorials. One
half the weight of each tutorial grade was based on class
participation. As each student in our tutorial circle
would make a comment, however brief or trivial, I would
make a check mark by his or her name. These students also
had a chance to write their essay papers at home with the
benefits of time and perhaps family aid. There was not
enough control over the awarding of the tutorial grade and
this fact may help to explain the inconsistency, for
example, of the student who received a cumulative tutorial
grade of, say, a "B" and a 50 or 60 on the comprehensive
exam.

Another regret that I have is my inability to index
student performance on the comprehensive exit exam with the
same student's response on the survey questionnaire. For
instance, I would very much like to know the degree to
which students who did well on the Comp exam also indicated
that their high school history preparation was adequate. I
would also like to know if the one student who preferred
the lecture format to the CMIVI and the tutorial did well
on the Comp exam. Or, perhaps more important for this
particular student, I would like to know if he did better
on the second (objective) exam which was based solely on

lecture notes than on the HIS-TRIAD Comp exam. Of course,
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the reason why the survey questionnaire which students
completed did not request a student name was because I
believed that anonymity on that survey would encourage
frank and honest responses.

An additional shortcoming of the project was the fact
that it was not, either in whole or in part, integrated
into or used on the departmental level. Essentially the
course was developed and taught in isolation of the other
two history faculty members. Dr. Gabrielle Hubert and Dr.
Lewis Moore were aware in general of my objectives for the
course and, to an extent, the computer component. They
were unaware of the tutorial component. It was my fault
that I compartmentalized so much of the work. 1In
retrospect, I am sure that they could have provided
valuable help and advice and I am certain that much of my
work, particularly the video lectures, would have been
useful to them. Today I am more aware of their valuable
input and the mini-lecture of CMIVI and ITFS are examples
of efforts to tap these other important resources within
the department.

Another important change which will benefit
instructional innovation in the future is the extent to
which our institution is adapting a uniform computer system
throughout the campus. I have already noted how the Center
of Emphasis is eclipsing the Learning Resources Center in

video and computer software production and purchases.
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Where the LRC today still makes use of the Apple Ile

system, the Center of Emphasis is committed to the IBM
system and to faculty training on the use of computers and
AV facilities for locally produced instructional packages.
Recently the Center of Emphasis has been conducting
workshops for faculty in the use of the facility. And
because the Center has a number of staff members
specifically trained in assisting students who need help
with CMIVI and CAI, student reaction is very positive. Our
computer modernization and training programs have resulted
in the process by which all faculty who desire computer
terminals in their offices will soon have them. Although
efficiency in faculty advising of students is clearly the
primary motive, such proliferation of terminals will, I
believe, lead faculty into the area of instructional
innovation through computers. It is simply a process of
familiarity.

Since the fall of 1985, I have had considerable time
to think about workable alternatives to the methods used in
our HIS-TRIAD Project. If I were to do it again, one of
the most important changes would be in the restructuring of
the lecture classes within the HIS-TRIAD. In the fall of
1985 and the winter of 1986, I held a lecture class on
Monday and tutorial classes on Wednesday and Friday.
Looking back at that experience, one of the greatest

problems was the loss of lecture time. Even after the
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first lecture class, the class notes distributed to the
HIS~TRIAD students could not compensate for the lost time.
Students in the control classes certainly had the advantage
to the extent that for three hours each week they received
detailed information with pertinent information highlighted
on the chalkboard. My HIS-TRIAD students received only one
hour per week of this highly detailed material. Despite
the fact that experimental students received an additional
thirty to forty minutes of lecture information in the CMIVI
component each week, the CMIVI still lacked the ability to
emphasize material in the fashion of the chalkboard. 1In
terms of emphasis and explanation of points made in class,
nothing is quite so effective and at the same time so
simple as a student raising his or her hand. On the CMIVI
Module Two, for example, experimental students could get
very good information on nine multiple choice questions but
for the rest of the information on that module, the
students could not ask me for immediate explanation or
elaboration. Although they could ask me the question
during the next lecture class or in the tutorial meeting,
the fact was that in the Monday lecture or the tutorial
classes I was too pressed for time to encourage questions.
And in the tutorial class, the topics were often so
unrelated to the CMIVI subjects that such questions were
not very practical. To put it plainly, experience departed

from reality.
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In recognition of this major stumbling block, I would
restructure the entire HIS-TRIAD schedule if I were to do
it again. Instead of only one hour of lecture each week,
there would be a lecture class on Monday and Wednesday.

Two hours of lecture each week would significantly increase
student access to information. Instead of an entire hour
devoted each week to a tutorial class on Wednesday and
another hour to a tutorial class on Friday, I would reduce
this to a single day for the tutorial. In order to
encourage student participation in the tutorial class, I
would still split the students into two groups. The
difference would be to shorten the time provided for
discussion from one hour to thirty minutes. 1In other
words, a 1985 HIS-TRIAD student had an hour lecture in
class on Monday and, say, an hour tutorial class on Friday
with a possible hour CMIVI experience on his own with a
total in-class time of two hours a week. 1In a future HIS-
TRIAD scenario, the student would have two and a half hours
each week in class, adding lecture time and decreasing
discussion time. In the 1985 experience, the CMIVI
represented the third hour each week. 1In the future
scenario, the CMIVI would lengthen the aggregate time to,
say, three and a half hours each week. That aggregate time
per week with lecture, CMIVI and tutorial would be four
hours if the tutorial were not split and if all students

would be encouraged to participate in class discussions.
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Whether three and a half or four hours, the student can be
seen to benefit more than from the 1985 experience which
limited hours of contact with teacher and computer to no
more than two and a half hours.

Another change of format from the HIS-TRIAD Project
which I would seriously consider for the future would
relate to the role of the computer. Given the high costs
of producing computer-managed-interactive-video
instruction, I might consider changing to a computer
assisted form of instruction. 1In this scenario, a student
could view a video tape in its entirety either individually
or in a class and then move to another adjacent computer
station where CAI can take place. 1In this situation, video
can not be replayed for review or remediation but all
necessary information can be communicated by text and
computer graphics. Therefore review and remediation is
achieved, albeit at a significantly reduced cost.

In fact, a variation on this model is conceivable with
an entire class divided into several students at a number
of work tables. At one end of each table would be a TV
monitor and VCR with one student controlling the pause
control board. The students could view the video, take
notes, and indicate to the VCR controller to pause for the
asking of questions and the discussions which hopefully
would result. Group discussions could be independent at

each table. Each table could be supplied with maps, charts,
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outlines and exercise sheets. Then, when the tape is

finished and all discussion ended, students could proceed,
either immediately or later, to the LRC or Center of
Emphasis to individually experience computer-assisted-
instruction (CAI). Again, a locally produced CAI program
could provide in text, graphics and question-response
options everything that CMIVI can provide except the video
review. However, with new techniques in high resolution
graphics design-authoring systems on the market, graphics
for CAI can come close to the visual impact of video tape
or video disk. The significant advantage to CAI is the
savings in costs. Again, this idea, a modification of the
original CMIVI, deserves consideration if costs for CMIVI
production continue to rise.

Although I enjoy the production end of educational
video for instruction, the realities of departmental budget
restraints force me to recognize that more quality video
programs must be purchased. And the purchase agreement
should permit us to edit the video in such a way to make it
interactive if we should decide to use it for CMIVI. The
advantage to CAI is that video can be purchased without
having to iron out the sticky questions of editing for
other forms of delivery. Students can merely view the
video and then go over to a computer for the CAI
experience. 1In terms of student activity, the functions

are totally exclusive and there are no worries about
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copyright infringement for instructors.

Another conclusion drawn from the HIS-TRIAD experience
is that institutions should vigorously encourage faculty
involvement in all aspects of the production. Faculty who
show an interest in producing educational video should be
encouraged to help with the camera work, the sound studio
recording, the editing station, and the computer. The key
to such success is access. Faculty who show an interest in
the equipment and its use could be a valuable resource, one
which the LRC production studio could rely on for future
assistance. The reasons I emphasize this point are that
there is a tendency in all institutions, I believe, to
compartmentalize work. It is a parochial view which can
threaten success. Let me use an example. Once when I
asked a camera technician to come with me to do some
filming for one of our productions, he could not go because
of a work conflict. I was already somewhat familiar with
the camera and suggested he teach me how to use the camera
due to my extremely flexible schedule. His response
surprised me. He said that if I were trained on the
camera, then his job would be threatened because, he
reasoned, the administration could then use faculty to
replace media technicians. My suggestion was based on the
premise that I would be there to aid him, to help him ouc.
As a result, until a shooting schedule could be found on a

sunny day when I had an afternoon free, this shooting
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segment required a three week delay. The fact of
compartmentalization allows professional competition to get
in the way of cooperation. 1It's the 9 til 5 mentality
which discourages spontaneity and, I believe, creativity.
Finally, and perhaps the most important conclusion
drawn from the entire experience, success of any such
instructional effort depends on funding. Although we have
increasingly put money and energy into updating our LRC
production studio, one major problem experienced in the
production phase of the project was the shortage of
personnel. If the college has the equipment but fails to
fund the hiring of personnel to put out the video or the
instructional software, then there is a waste of equipment.
One LRC director said recently that, despite the equipment,
there is a reluctance on the part of the administration to
hire more production staff because of the relatively modest
volume of output. It is the classic egg-and-chicken
argument. My response is that, if the demand is there and
the equipment is there, the production rates will increase
with sufficient staff. 1In our case, we were so strapped
for staff, for more money for on-location filming and time
for post-production work, that I was forced to take up the
slack. I had to be present at every stage of the process.
I must admit that, initially, this was fine but there was
burn-out as a result of the struggle to justify the

project, to beg for money, to take production staff away
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from their other duties, and to pay for so much of the work
out-of-pocket. The fact that I had to pay for the
insurance personally to take production equipment off
campus on our filming trips is only one such example.

There is a concomitant recognition that some very talented
and creative people were not emphasized in such a way to
maximize those talents in work. For example, people like
Krishna Pendyala and before him, Mark Kramer, often spent
much of their time repairing AV equipment like slide and
filmstrip projectors and TV monitors in the classrooms.
During many of our very intensive studio work sessions, we
were constantly distracted and interrupted by calls to
handle mundane tasks which could have been the better
handled by student workers or other support staff.

The bottom line is money. Funds can get the state-of-
the-art equipment and it can get the staff to operate it.
However, just as public access television for commercial
cable companies has generated success in locating and
training volunteer television studio operators, so
institutions wishing to increase instructional output in AV
and computer programs (produced locally) must make use of
workshops, financial incentives, professional development
strategies and recruiting to "snag" interested faculty and
staff. If institutions like Columbia State claims to
accredidation groups that they are promoting instructional

innovation with high tech delivery capabilities, those
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institutions should document that they are doing more than
merely purchasing equipment. The process of local quality
production of AV programs and computer exercises for
instruction should have as its foundation dedicated and
qualified personnel, workshops and financial
encouragements. And success here depends on funding.

In terms of professional development for me, I feel
that I have grown much since the HIS-TRIAD concept came to
light in Dr. Babb's class in 1984. Although there were
many frustrations along the way, they were more than
compensated for by the many positive features of the
program. I believe the students and the institution
benefited from the experience. Although the HIS-TRIAD
Project is history at Columbia State, its impact is
currently being felt in programs under development and in
more realistic understanding of what can be accomplished
with the resources available. And I hope other educators
who read these pages may find ideas for their own

situations.
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Notes to Chapter IX

1. These graded student tutorial essays for 1986 are
listed in Appendix X and can be found on file in Clement on
the Columbia State College campus.

2. Although AAPP testing at Columbia State was
mandated in 1985, comprehensive implementation began the
next year.

3. Sarah Fralix, secretary to the LRC director,
communicated these concerns to me in late 1986.

4. An academic computing committee was established for
the purpose of setting guidelines and standards. These
recommendations were made in 1987 for IBM use. The
commitment of the Center of Emphasis at Columbia State to
IBM may have been a factor in the overall administrative
decision.

S. William X. Andrews President James K. Polk
(Columbia, Tenn: Columbia State Community College, 1986),
uncatalogued video tape.

6. William X. Andrews The Civil War: Our First Modern
War (Columbia, Tenn: Columbia State Community College,
1987), uncatalogued video and CMIVI.

7. The program is scheduled for production in the
summer of 1991, after several more living history events
are taped for inclusion in the program.

8. Segments of the mini-lectures, one dealing with the
women's movement in the 19th century and the other
pertaining to the New England Renaissance, were shown to
Columbia State faculty and staff during an in-service
session on 16 August 1990. Linda Belew, director of
institutional research and faculty evaluation at the
college, reported that a survey of faculty responded
enthusiastically to the project's conceptual design and
technical audio-visual quality.
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A. Introduction to the HIS-TRIAD Booklet:

The History Department would like to welcome you to a special
class which is designed to give you an enriched and more per-
sonalized experience 1n the study of history through the use of
new technology and through exposure to a variety of teaching
methods. We have found through student evaluations of <classes
that there 1s a desire to actively explore and debate those
issues and ideas in history which have an i1impact on our lives
today. However, in the traditional lecture style of teaching
this subject, time, class si1ze and the necessity of covering the
basic facts often prevents a more thorough discussion of these

issues. It was in the hope of teaching the factural content as
well as debating the issues that we have designed this program
for you. We call it the HIS-TRIAD Project because the class
makes use of three teaching methods. You will experience a lec-
ture, a tutorial class of group discussion, and a computer-
managed video. On Mondays the class meets in Clement 204 for a
regular lecture. Then the class is divided into tro groups for

the tutorial classes. Group A meets on Wednesday in C204 at the
regular class time and Group B meets on Friday in C204 at the
scheduled hour. These Wednesday and Friday classes are designed
for group discussions and debates. Throughout the week you will
9o to the Learning Resources Center at the time of your choice to
view the video tape and to interact with the computer. The LRC
stqff will be available and helpful 1f you should need assistance
in the use of the computer. Although you will be coming to class
only twice a week, Yyou will be receiving i1nstruction in history
on three occasions. The computer—-managed-i1nteractive-video lec-
ture (we call it CMIVI) 1s designed to give you the extra time
each week to experience the tutoraial. Because the tutorial class
is half the si1ze of the Monday class, you will have agreater op-
portunity to discuss 1ssues 1n history which interest you, In
the small group enviornment, yuou will know your fellow stqdents
better and you will benefit from more indivualized 1i1nstruction.
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B. Syllabus, Class Schedule and Flow Charts:

THE GENERA R NFORMAT ION
Instructor: William X Andrews
Class: American History I HIS-TRIAD Sections D and E

S$7-2111-D Call Number 218 __
S7~2111-€ Call Number 219 __

Office: Clement 207
Office Hours: MWF 8-9, 10-12

Wed 4-6

Fri 2~3

TTh 8~9:30
Office Phone: 388-8120 Ext 277
Classroom: Clement 204

Section D 218 MWF 12:00

Classtime:
Section E 219 MWF 1:00

1. GENERAL COURSE DESCRIPTION:

American History [ surveys the colonial period, the winning
of independence, constitutional development, physical ex-~
pansion of the country, and growing sectionalism before the
Civil War. Major emphasis will be given to such broad
topics as the impact of 0Old world ideas and colonial ex-
periences on later consitutional growth, the economic and
political causes and consequences of the revolution, the
Jeffersonian and Hamiltonian views on government’'s proper
role, the development of political parties, ethnic
pluralism, and concepts of Manifest Destiny and states

rights.
I11. GENERAL OBJECTIVES:

In addition to the important goal of successfully recalling
facts and understanding historical developments for satis-
factory exam performance, Yyou should learn to see history
Wwith an objective overview - to understand the process and
to appreciate the impact of history on the human condition
today. Such understanding should relect an awareness of
the interpretive nature of our study, allow us to apply our
knowledge of the past for living in the present, give us an
appreciation of the divension of time in the unfolding of
events, and confirm our own place and humanity in‘tho con=-
tinuum of history. Exams will measure your ability to
master those objective which are subJject to measurement.

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



216

I11. SPECIFIC OBJECTIVES OF THE HIS-TRIAD PROJECT:

In the Computer-Managed-Interactive Video Lectures, you
will:
a. experience a degree of independent instruction out of
class
b. pick up some computer experiences and skills
C. benefit from immediate evaluation and remediation on
the CMIVI tests
d. benefit from an opportunity to explore additional
information through “branching*
e. visually assoc:i:ate names with faces, geographical
expressions with bit-pad maps, and concepts with video

photography

f. benefit from the diagnstic abilities of CMIVI to tell
you in what areas you are weak and strong - for
improvement

In the Tutorial Classes, you will:

4. become more experienced and comfortable in public
speaking

b. learn the major schools of historical interpretation

c. learn to defend and attack a thesis or idea on the
basis of facts

d. learn to analyze and synthesize information in history

®@. improve writing skills by submitting weekly
compositions

f. improve reading skills by reading weekly tutorial
articles

In the traditional Monday lectures, you will be provided
the factual data on specific personalities, events and
developments 1n American haistory.

IV. TEXT:

The text for the course, Amerijcas Changing Times by Dollar-
Gunderson-Satz-Nelson-Richard (New York: John Wiley, 1982)
will be our guide. American History I will cover the first
twelve (12) chapters in the text. It is recommended that
you read the appropriate chapter prior to each Monday lec-
ture in order for text information to reinforce materials
studied and information acquired through lecture, CMIVI.

and the tutorials. The textbook 1s required for the
course. For the textbook chapters which you will be
required to read for each exam, refer to the class
schedule.
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V. METHODOLOGY:

As explained in the HIS-TRIAD Welcome, there is a three-

fold method of instruction centering around lecture,
tutorial discussion, and computer-managed-interactive
video.

V1. EXAMS AND GRADING:

There will be three exams, each one representing one-third
of the final grade. For the first exam on 14 october, the
multiple choice section represents half the weight of that
first exam and the three submitted compositions will con-
stitute the other half. The second exam on November 11 and
the final exam will be obJjective (multiple choice) and es-
say. I1f you fail to take an exam at the appointed time,
you must make 1t up during my office hours before ocur next

class meeting.

The following grade scale will be used: a 90-100; B 80-89;
C 70-79; D 60-69; F Below 60.

VI1l. ATTENDANCE AND TARDINESS:

Although I will]l take daily roll, you will not be penalized
(up front) for failure to attend the Monday lectures. You
should have no difficulty with the CMIVI programs in the
LRC because of the flexible scheduling. However, the fifty
percent of the grade weight of the first exam is based on
the quality of your submitted weekly tutorial essays and
the quality of your essays will be based in part on your
class participation in the tutorial discussions and from
the ideas you pick up in these sessions. If you must miss
a tutorial class, you might be able to attend another group
meeting in the Wednesday/fFriday schedule.

In my experience I have found that there is a direst
proportional relationship between attendance and exam per-
formance. Your physical’ 3s well as "mental* presence in
class will insure that lecture or tutorial information
which is not found in the text will be properly recorded.

Out of consideration for your fellow students, your in-

structor, and the considerable amount of work before us,
please make an effort to get to class on time.
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VIIl. HIS-TRIAD FLOW CHART AND CLASS SCHEDULE:

Wednesday 18 Sept
Introduction & Pre-Test

Friday 20 Sept
CMIVI Demonstration in LRC

23 Sept Monday Begin HIS-TRIAD Unit One Lecture
Topics: Native Americans, Spanish, French

Wed 25 Sept Mon-Fri 23-27 Sept
Tutorial Group A Tutorial Group B.
Discussion in C204 CMIVI in LRC
A Man & A Woman God, Glory & Gold
Mon—-Fri 23-27 Sept Fri 27 Sept
Tutorial Group A Tutorial Group B

CMIVI in LRC Discussion in C204
God, Glory & Geld A Man & A Woman

30 Sept Monday Begin HIS-TRIAD Unit Two Lecture
Topics: English Colonial Life & Culture

Wed 2 Oct

Tutorial Group A
Discussion in 204

Salem Witches
Mon-Fri 30 Sep-4 Oct
Tutorial Group A

CMIV!I in LRC
A ed Tran nt

Mon-Fri 30 Sep-4 Oct

Tutorial Group B
cMIVI in LRC

A Transplant

Fri 4 Oct

Tutorial Group B
Discussion in C204

Salem Witches
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7 Oct Monday Begin HIS-TRIAD Unit Three Lgcture

Topic:

Wed 9 Oct

Tutorial Group A
Discussion in C204

England’s Vietnam

Mon—-Fri 7-11 Oct

Tutorial Group A
CMIVI in LRC

Allegiance Dissol ved

After taking Exam # 1 on

The American Revolution

Mon=-Fri 7-11 Oct
Tutorial Group B

CMIVI in LRC
A ian i olv

Fri 11 Oct
Tutorial Group B

Discussion in C204
n ’ \% nam

EXAM # 1

Proceed to Lecture

Classes

14 September, you will begin your

classes in the traditional lecture format. The following is the

lecture schedule:

18-25 October

Week of 28 Oct-1 Nov

Text Chapter S
Chartering the Governing Powers
The Articles of Confederation

The Constitutional Convention

The Federal Constitution
Washington's Administration
Hamilton's Financial Programs
Emergence of the Two-Party System
John Adams’ Administration

Text Chapters 6 and 7
Jeffersonian Democracy
Thomas Jefferson
Louisiana Purchase
The Marshall Court
James Madison
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Week of 4-8 November

11 November

Week of 13~15 November

Week of 18~22 November

Week of 25~29 November

Dec 2-3

4 December 8:00 am in C204

S December 10:00 am in C204

220

The War of 1812
The Era of Good Feel ings

A/V: Equal Justice lUnger the Law

Text Chapter 8 and 9
National Growth & the American System
Transportation

The Factory system

The Slave System

Indian Removal

Women

Exam # 2 L_Lectures & Text Chaps 5-9

Text Chapter 10

American Culture & Reform Imstincts
Religion

The Literature

Abolitionism

Education and Temperance
Utopianise

Text Chapter 11
Jacksonian Democracy

Andrew Jackson

Election of 1824

John Quincy Adams

Politics of the Common Man
Nullification and Peggy Eaton
The Bank Issue

The Jackson Legacy

A/V: Jacksonian Democracy

Text chapters 11 and 12
Manifest Destiny
Texas
Harrison/Tyler Administration
James K Polk Administration
The Mexican War
Immigrants and Nativism
Literature at Mid-Century

Handout: San Patricio Battalion

Review for Final Exam
Final Exam for 12:00 MWF Class 218

Final Exam for 1:00 MWF Class 219

IX. HIS~TRIAD TUTORIAL GROUPS: (Omitted names of students)
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X. STUDENT CONDUCT:

1t will be assumed that all students are adults, that con-—
duct will reflect a sense of responsibility and maturity.
It will also be assumed, unless proven otherwvise, that stu-

dents will abide by an honor code which prohibits
plagiarism and the giving and/or receiving of 1nformation
during exams. Any breach in the honor code during exams

will result 1n a grade of "@" on that exam.
XI. HIS-TRIAD LECTURE OUTLINE FOR MONDAYS

c - CMmlvi
T - Tutoraial
L - Monday Lecture

The following are general lecture outlines showing major
areas to be covered by lecture, CMIVI, and tutorial. The
outlines represent the first four chapters in the textbook.

UNIT ONE

1. The Native Americans before Columbus (L)
A. The Great Civilizations
B. North American Indians

Il1. Conditions in Europe Prompting Exploration (L & C)

I1l. Spain in the New World (C)
A. Exploration and Claims
B. Conquistodores and Missionaries
C. Encomienda and the Black Legend
D. Political and Economic Foundations
E. Colonization North of Mexico
F. Colonial Life

IV. France in North America (C)

A. Exploration and Claims

B. Economics of Fish and Fur

C. Colonizing New France
1. St. Lawrence and Great Lakes
2. Louisiana

D. Black Robes and the Indians

€. Weaknesses

V. The Dutch in North America (L & C)
A. Exploration and Claims
B. General Characteristics

VI. Mercantilism (L)

VIl. Tutorial Profile: A _Man_and A Woman (T)
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UNIT TWO

I. The English Background (L)
A. The Reformation
B. English-Spanish Rivalry
C. Economic Developments
D. Voyages of Exploration and Colonizing Before 1607

I1. The English Southern Colonies (O R
A. General Characteristics in Common
B. Virginia
C. Maryland
D. The Carolinas
€. Georgia

II1I1. The New England Colonies (C)
A. The Bible Commonwealth of Massachusetts
B. The Pattern and Character of Settlement/Expansion

C. The New England Way - Church and State
D. The Economic foundations

IV, The Middle Colonies (C & L)
A. General Characteristics
B. New York
C. Pennsylvania

V. English Colonial Life and Culture (L)

V1. Mercantilism (L)

VII. Tutorial Profile: _Salem Witcheg (T)

UNIT THREE

I. The French and Indian War (L)
A. International Implications
B. The Battle of Guebec
C. Significance

I1. The Causes of the American Revolution (C & L)
A. The Costs of the French and Indian War (7 Years War)
B. Efforts to Tighten Colonial Administration
C. Efforts to Raise Revenues in the Colonies
D. Others

111. The American Revolutionary War (C & L)
A. General Characteristics
1. The countryside in arms
2. The Loyalists and the civil war
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3. British advantages
4, Rebel advantages
S. The social revolution
6. Government under Congress
7. Others
B. The Declaration of Independence
C. Major Perscnalities
D. Major Battles - Saratoga and Yorktown
E. Explanation for the British Defeat

IV. The Peace of Paris (1783) (L)
A. Negotiators and Negotiations
B. The Provisions
C. The Significance

V. Tutorial Profile: England’s Vietnam (T)
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C. HISTORIOGRAPHICAL ESSAY:
ntr n

This booklet is an effort by the History Department at Columbia
State to introduce you to some selected topics which you will
not find in standard textbooks. [n these selections we wil go
into some depth investigating perscnalities, examining concepts,
exploring meanings and persuing analogies - all in an effort to
broaden and enrich your knowledge and understanding of history.

The selections are designed for a once a week tutorial class 1
which active group participation, discussin and debate are en-
couraged. You are to read one selection each week and prepare a
short essay from a number of possible essay questions. After
reading these selections, hopefully we will see people like
Cabeza de Vaca and Marguerite de La Roque as real people who,
four hundred years ago, lived and breathen, thought and felt as
some of us do today. The story ot the Salem witchcraft hysteria
should tell us that the event is not completely buried in his-

tory books. The emotions, fears and superstitions characteriz-
ing that society may, in perhaps more subtle forms, be seen in
our behavior today. And in comparing the British experience in

the American Revolution to our experiences in Vietnam, we should
recognize that there are limitations to power and that complex
events beg more than a superficial answer in the search for ob-
Jective explanations.

History is the written recording of our past, a roadmap which
explains why and how we got to where we are today. We are today
collectively the product of our past and our past often defines
our goals, limits our choices, condtions our behavior and in-
fluences ocur values. In other words, we carry with us through
our lives considerable baggage, the cummulative weight of in-
herited experiences. Past history makes us what we are and our
present actions will moments hence be a part of that past his-—
tory incluencing our future. We can examine our great achieve-—
ments and our failures and, from this knowledge, plot a more en-—
lightened course for the future.

At the heart of our study is the perplexing and fascinating
problem about what “causes” history to move in the peculiar way
that it moves. You will gain much from the experience of these
weekly tutorial/class discussions 1f you approach each weekly
reading assignment with a spirit of exploring causes and mo-
tives.

The technical definition of causation is “"the act or agency by
which an effect is produced."” Most of what we observe in his-
tory 1is the relationship of cause and effect, of individuals
making decisions or acting in response to some preceeding action
or decision. This man—centered view of historical “cause" 1S
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the most widely accepted because the writing of history is
generally human-~oriented. The historian sees the hand of man in
nearly everything. In other words, instead of saying that
abstract alliance systems caused World War [ or that uncon-
trollable economic forces caused the Great Depression, these
historians would examine the mistakes made by the professional
diplomats on the eve of the war or they would examine decisions
made by promineint economists in government.

Causation has also been viewed as enviornmental. Without taking
man out of the picture, most historians are environmental
"determinists" to the extent that they can see how, for example,
England’s 1sland position “"caused” her to emphasize a strong
navy over the centuries or that Arab power 1n the Middle East
has been enhanced by oil wealth or that mineral resources like
gold 1n Peru i1ncreased the power and prestige of Spain after the
conquest of the Inca Indians. Some environmental historians
have argued that sunspot activity 93 mllion miles away ad-
versely affected crop yields which in turn reduced food intake
which in turn weakened the ability of people in Late Medieval
Europe to resist the bubonic plague or the Black Death.
American historian Frederick Jackson Turner suggested that
demacracy in America was enhanced (caused) by the environment or
rather by the experience of cowboys, miners and settlers domes-—
ticating a rough frontier wilderness.

Historians also say that i1deas or ideology cause history to move
in special ways. Of course they would acknowledge that human
decisions were involved 1n the fashioning of ideas but many
claim that, once in place, ideas like Marxism or Calvinism or
the other great "i1sms" have a way of perpetuating themselves in
a momentum of their own. They would argue that the belief in
Manifest Destiny helped to bring on (cause) our war with Mexico
in 1846 or that beli1ef in the domino theory caused the Vietnam
War.

In a more general way, historians can see that history results
from the culture at large. People are seen to be the product of
their unigue and distinctive cultures and they are influenced by
its collective values. They are exposed to these values through
the influence of peer pressure, education, television, parental
behavior and propaganda. These influences “cause" people to act
in similar and often predictable ways to outside stimul ae and,
to this extent, there is a form of causation at work.

In a more metaphysical view of causation in history, there is
the question of man’s role as a free agent. Aristotle in the
fourth century BC felt that man in history was an active agent
and not merely an inoclated and confused spectator at the mercy
of "energy states i1n endless transformation.” There seem to be
limits to man’'s freedom of action and many historians would give
him less credit for action than did the Greek philosopher Aris~
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totle. Medieval historians as well as some religious fundamen-
talists today, looked for final causes and the hand of God ul-
‘ timately at work 1n each event. The gdoctrine of “"free will"

gave man personal and moral responsibility for his actions in
history to the extent that Martin Luther could see man frying in
hell for his hand 1n history. God 1mposed natural calamities as
retribution for man's evil. Some who explain final causation 1in
tems of God would pemit sufficient free will 1n man to Justify a
final Juogement. Others would deny any treedom to man.

Fortunately for those of us who are 1ndeclsive, confused and be-
wilderea by the question ot cause, most historians are
generalists. In other words, they see that causation can be al-
most anything 1N human experience. They see history determined
by human decisi1ons, by 1deas fashioned by man, by enviornment
and cultural values, anag by torces beyound our control or our
understanding. Despite the controversy, there 1s agreement 1n
that man 15 the central theme 1n history. Whether he 1s the
principal actor on stage or more a spectator, the subject will
all his complexities and contradictions 1s emiently deserving of
the study. AsS you read the selected essays which follow, make
an effort to understand motives and causes.
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Introductory Essay for Salem Witches -

Not unique 13 the teacher who, when a class 1s particularly
lethargic and bored, can immediately ressurect enthusiasm by
merely pronouncing with the proper solemnity the i1ncantation
"ANnd then there was the case of witchcraft in Salem." It 1, I
am certain, the same magic formula which makes celluloid suc-—
cesses of such overworked themes as can be found 1n Polterqgeist,
The Umen, The oracle ana [he Exorcist. As products of & modern
and secular age which glori1fies science and eschews reason, we
might view the story ot Salem with more a sense of humor than of
tragedy because the childlike superstitions and fears of the
1690’s are so at odds with our modern mindset. we are fas-—
cinated by what happened but we are also guilty of Judging a
distant era by the values and standaras of our own time. If we
probe de@p 1Nt ourown experiences, we might 7Ting that many of
our own beliets are, similarly, basea upon taulty logic, emotion
and superstition. '

I can recall the subgect Ot witchcratt and black magic when
working a number of years goO as a voliunteer hospital ad-

ministrator 1n a tropilcal South American village. The people of
the village were the descencents of African slaves and Spanish
l andowners. Al thougnh Christian 1n formal practice and despite

the admonitions of the local praiests, the villagers, I dis-
covered, would sometimes tali: back upon ancther heritage.
Everywhere there was talk of the evil evye, of hexes anag preter-
natural tormentors. There were the local witches or brujas who
relied on herbal remedies for curing 1llnesses and who competed
with our hospital staff for the patronage ot the populace. they
tried to cure parasites 1n children by rubbing coconut o1l in
the patient’s hair. 1 remember most vididly an 1ncident whaich
occured each Saturday night. Soon after dark a number of young
women would be brought to the hospital emergency room and they
would be 1n a terrible state of convulsions, fits and hysteria.
1 must aomit that the first time ]l witnessed 1t, 1 was troubled
by the noise and the wild gesticulations. However, our ex-
perienced lrish surgeon merely would give each of them a shot of
saline solution. The shot was a plecibo and the fits always
subsided on the spot. Then tneir husbands would carefully lead
them back home. The women claimed they were bewitched but the
doctor told me 1t was si1mply a ploy by these women to keep their
nusbands from spending thelir meager wages down at the local
house of prostitution. The wives were successful on Saturday
nights.

For me these experiences helpea to put i1nto some perspective the
strong need of some people throughout history to believe i1n the
supernatural. Otten the occult was used as a way to deal waith
the harsh reali1ties of life or to escape from them. Perpahs
what happened in Salem village can pe, 1N part, explained 1n
this way. Pernaps not. The following articles 1s taken from
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the book Salem Possesseg by Paul Boyer andg Stephnen Nissenbaum
(Cambridge: Harvard Unaiversity Press, 1974), As you read this

selection, keep 1N Mmino the efforts of the civil authorities 1n
Salem to operate within the limits of the law.

D. 3. Iintroductory essay tor England’'s Vietnam -

It 1s often dangerous and sel f-gefeating for historians to Jlook
at two events with the purpose of making generalizations based
on apparent similar:i:ties. This 1s particularly true of events
seperated by a considerable space of time and geographical dis-
tance. It seems as though each event 1n history 1% unique and
deserves immunaty from sel f-serving efforts at analogy.
However, we have found that by i1dentifying characteristics com-
mon to two events, we can often better understand each. Remem-
ber the famous warning 1ssued by the philosopher Santayana. He
believed that by 1gnoraing the lessons of the past we condemn
ourselves to relive the past ang all 1ts mistakes.

The merits of nistorical anal ogy (comparing two events) are
clearly apparent wnen we expiore the similarities of the British
experience 1n the American Revolution ang our recent experience
in the Vietnam War. The noted Ameri1can historian Page Smith
sees the value of comparison and reveals his personal view of
the Vietnam War when he says:

Most will hardly nave missed, as |1 certainly cigo not, the
stricking analogies between Great Britain 1n the middle
years of the eignteentnh century and the United States 1n

the middie decades of the twentaieth. As Britain - power-—
ful, enlignteneg, the most advanced and laiberal nation
inthe world — proceeded, tull of self-righteousness, to put

down riot and rebellion among her ungrateful subyets across
the sea, we, full of our own power and Justice, delcaring
to the world our devotion to 1nternational Justace, to
sel f-determination, tOo democracy, undertook to check the
progress of “Godless LCommunism” 1n & small country half a
worldg away. Like Great Britain we persisted, out of stub-
bornness, prige and 1nertia, long after our intervention
had turned 1Nnto a disasterous war that we could not win."”

That we now have had at least a gecade since the fall of Saigon
to study the war 1n Vietnam and that we have the perspective 1f
not the ocbyective detachment to reevaluate our policies 1n viet-
nam, 1t has become clear that the war was conslderably more com-—
plex than once we tnought. ANO the analogies to the American
Revolutionary War stand out with greater clarity.
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Both conflicts were 1nternational in scope, with competing al-
liance systems and balance of power considerations. Both wars
were 1deological 1N that revolutionary theories were being
tested and fought for. Both conflicts were true civil wars with
rebels confronting tories as Viet Cong confrontea troops of the
South Vietnamese Government. In both contlicts, guerilla tac-
tics were successful 1n waring gown, frustrating ana demorali1z-
1ng the stronger side. In both conflicts, the torce of
nationalism and xenophobila (hostility to toreigners) served the
1interests of the revolutionary sige. Both sturggles were wars
ot attrition which lasted much longer than anticipated by the
si1de trylng to suppress rebellion and revolution. And the
s1milarities go on and on.

The following article 1s taken from Richard M. Ketchum's

“Englana’'s Vietnam: 1he American Revolution," 1n American
Heritage (1971). While reading 1t, consider periodically how

England’s behavior 1n eighteenth century America often paral-
leled U.S. benavior i1n Southeast Asia.
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E. REQUIREMENTIS/SUGGEST1ED TOPICS FOR TUIOKIALS:
WHAT YOU MUST DU FOR TUTORIAL CLASSES

1. Read the weekly articles tound inth:s booklet tor your
tutoraial class and select one of the essay questions which you
would like to answer i1n your weekly composition.

2. Then write a rough outline with some rough notes on the topic
you have chosen. These notes and outline will be helpful to you
both when you participate 1n the tutorial class discusslions and
when you are ready to write your composition.

3. Come to the tutorial class and make use of your notes and
outline 1n the group O1SCUSS10NS.

4, After the tutorial class 1s over, write a short essay of ap-
proximately three nundred to tour hundred words based on your
reading of the weekly tutorial article 1n this booklet and on
the 10eas which you may have pickeod up Oduring the class 01scus-—
s10Nn.

S. Your composition mut be turned i1in to me betore your next
tutorial class. This will give you an entire week to formulate
your 1deas and set them to paper.

6. Your three essays wlll be grageo and your participation 1in
the tnree tutorial di1scussions will be Qraded. Your tirst exam
will be on Monday 19 october. Although youwill take a multiple
choice exam over material 1n the textbook, the Monday lectures
and the computer-managed-—i1nteractive video lectures, one half of
the weight of this exam wll]l be based upon your three composi1-—
tions and your tutorial class participataion.

7. After your exam on 14 October and tor the remaineder of the
quarter, you wlll revert to a Monday-Wednesday-friday lecture
scheaule. Your second exam will be on Mongay November 11 and
your final exam December at 8:00 and (for those of you 1n the
1:00 MWF class) lhursgay O Uecember at 10:0U0 am.

SUGGESFED ESSAY TURILS FOR YOUUk TUTORIAL COMPUSITION

The foliowing are suqggested essay topics for your tutorial com-

position. If you prefer not to do your paper oOn these ques-—
tions, you may select a related topic Ot your own choosing. If
you choose your own topaic, pe sure to get 1t approved by me

before you begin your work.
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Week One: A _Man and a Woman -

1. After examing the exploits of Cabeza dge Vaca and Marguerite
de t.a Roque, which of the following explanations do you think
was the most responsible tor their Survival: luck, personal
tenacity, strength ot character, oOr physical endurance? Why?

2. During his eignt years of wandering and livaing with the In-
dians, Cabeza de Vaca underwent a change of attitude about the
Native Americans. Discuss those characteristics of the Indians
which the Spaniard most seemed to admire and those which most
disturbed haim. Why was he optimistic that the Indians could be
made 1nto good Christians?

3. Doth Cabeza o0e Vvaca and Marquerite seemed to have gained
strength for perseverance through a strong personal faith 1in
God. Do you think that such taith can make a difference 1n the
struggie to survive? Explain why or why not.

4. Cabeza de Vaca and Marguerite were heralded as heroes when
they returned to their homelands after their ordeals. What
qualities did each possess which seemed to be heroic? Come them
to a modern day person with heroilc qualities.

Week Two. Salem Witches -

1. There are many theories concerning Salem Village and the sub-
Ject 1s still actively debateg today. Select one of these
theories wnich tries to explain the majJor cause of the tragedy
at Salem, examine the research, and write a paper defending this
theory.

2. Can you think of any event or events 1n recent history which
reminds you of the kind of 1nyustice which comes from a majority
ot people persecuting a minority of people on the basis ot gos-
s1p, mMmisunderstanding or prejudice? Write an essay 1n which you
compare the Salem injustice to a more recent example.

Week Three. England’s Vietnam - _,.

1. Former British Prime Minister William Pitt bDelieved that
Engl and was unjustified N0 1ts war against the American
colonials 1n the eighteenth century. Under what cilrcumstances
or conditions do you think that war 15 Justified? From what you
know of the Vietnam War, do you think that this conflict was
Justified - in terms o7 morality and 1n terms of practicality?

2. The American Revolution represented a rare defeat for England
in her golden age of power and prestige. Similarly, the Vietnam
War 1s the only conflict which the United States ever lost. 1f
we see the Vietnam War was a trageay, do you believe that our
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foreign policy decisions today suggest that we have learned from
our past mistakes? Why or why not?

3. Both the American Revolution and the Vietnam War caused con-
siderable domestic unrest 1N england and the United States
respectively (tri1iots on college campuses, draft evasion,
demonstrations). Much of this was 1N reaction to conscraiption
or unpopular dratt laws. Write an essay 1n which you explain
your views on the Jdraft 1n wartime. How can 1t be fair and
popular? Shouia women be dratted 1nto combat and should college
students be excluogded from the draft until their educational
goals are completead”
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Ved nesdey 18 Sept
Introduction & Pre-Test
{
Friday 20 Sept
CMIVI Demonstratiom in LRC
]

23 Sept Monday Begin HIS-TRIAD Unit Onelecture
Topics: Native Americans, Spanish, French

7 x <
Wed 25 Sept Mon-Fri 23-27 Sept
Tutorial Group A Tutorial Group B
Discussion imn C20 CMIVI im LRC
A Man & A Homan ’ Cod,Glory & Gold
T 1
Mon-Fri 23-27 Sept Fri 27 Sept
Tutorial Group A Tutorial Group B
CMIVI in LRC Discussion in C204
God, Glory & Gold A Man & A Voman

o~ /

30 Sept Monday Begin HIS-TRIAD Unit Two Lecture
Topics: English Colonial Life & Culture

— 7 AN
Wed 2 Oct Mon~Fri 30Sep-40ct
Tutorial Group A Tutorial Group B
Discussion in C204 CM1IVI im LRC
Salen Witches A Seed Trnn-glnuteq
H 1
Mon-Fri 30Sep-40ct Pri 4 Oct
Tutorial Group A Tutorial Group B
CMIVI in LRC Discussion in C204
A Seed Transplanted Salen Witches

N —
7 Oct Monday Begin HIS-TRIAD Unit Three Lecture|
Topic: The American Revolution

7 N\

Wed 9 Oct Mon~-Fri 7-11 Oct
Tutorial Group A EXAM ¢ 1 Tutorial Group B
Discussion in C204 CMIVI ia LRC

England‘'s Vietnam llegiance Absolved
— ) —_—
Mon-Fri 7-11 Oct ! : 3 Fri 11 Oct
LRC , Proceed to X c204
Tutorial Group A Lecture Tutorial Group B
CMIVI:Allegtiance Classes England's Vietnam

'
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[Iztreduction Umit
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Handouts w Wed.
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Pre~Test

1
Short Discussien
on Handout
Demonstration of
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Begin Unit One
Leoture: Non-English Mon.
Tolonization of North

Frie.

Amsrioa
Bandout: "The Blank
Logend”
and

"Historia” by las Cnu‘

Tutorial/Class Discuss CMIVI in IRC
Ealf ef olass present Medule One: _G'?d;,Gold. ”
- 3 Disocussion ont and Glogl on= one
7N Historia Wy de las Wed. Taglieh Exploration | Tue.
® N Casas and Co oniution_o__ Wed,
< : and Yorth Amerios.
Sa "The Black Legend® -
n% Class Group A Other half of class B
N
-} T !
> - CMIVI in IRC Tuterial/Class Disous
s Module Onss God,Gold, Half of olass present
Y E and Glory: E—En;ﬁlh‘ Wed. Disoussion on: Frie
5 Tplorsation and Colon=| Thue Historia by de las
[ ization of North Fri. Casas
2. Anerion. and
° I "The Blaok Legond
—.r Class Group A Class Group B

Proceed
to Unit Twe
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Begin Unit Two
Lectures English

236

Colonial Life and Mox.
Culture
Handout:“Salem Witohes"
All Class Present
‘rutorn]./Chu Diseuss CMIVI in IRC
Discussion:"Salem
] Witohes" and Wed. Module Twos Msmorable | Mon.
LS ®"Church Stats Rela- Providenoess The Tus.
. tiens” English Colonial Wed.
L %dom.
' Kadien
“E Class DOroup A Class Group B
>
e
.° -
oS CMIVI im IRC Tutorial/Class DhomJ
[
:-: Nodule Two: Memorable Wed Discussion: “"Salem
v Providenoces: .n°m° Witohes” and "Church| '¥i°
g Snglish Colonial Fr1. State Kelstions”
- Egrionoe. ®
-
'[ Class Group A Class Group B
Prooceed te
Unit Three
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CMIVI Demo
Pre=Test

Unit One

Unit Twe

Unit Three

Mid~Torm Exam 25%
Format:s Essay & Oral
Content: Disoussions

Handouts
Units 1=4

Unit Four

237

-8

Mid-Tern Exam 25% ’
Format:s Objeotive MC ;
Content: lectures

Text

Units 1l-4 CMIVI Gloas

LAY

ot
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Unit Pive
Unit Six
|
Unit Seven
- |
Pipal Bxam 25% Uuit Etght Final Sxam 25X
Formats Zssay & Orel Pormats Objestive KC
Contents Disoussions Content: Lectures
Handouts Text .
Units 5-8 Units 5-8 CUIVI Gloss
(Remedial Cyale
History COMP Exam (Pass-Fail) CMIVI, Computer Tset
Mininal Competency Criterion Based Exam | | Bank, Individual
Students must pase this exam ta get " | Conferense, Study Alde
S howrs oredit despits the letter COMP Exam can de take
grade received from mid-tera & final multiple times

COMP Pade & Latssr Grodo
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<
Microphone
Audio Amphfier
WV-777 Video Camera
Audio Amplifier

14-PIN

- -

3
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NV-F450 Time Code Generator
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—-
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[13=S

TV Monitor
Headphones

Other Video Sources

—

D1IAGRAM SHUWING THE VIDEQ AND AUDIU RECURDING FUNCTI1UNS
OF THE PANASONIC 3/4 INCH VIR NV-9450.
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T VIDEOCASSETTE
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APPLE CHASSIS —

D1AGEKAM SHOWING THE 1INSlUWH! 208 FPLUS INIERFALE INSTALLRA-
TEON CONNECIURS LEADING FROM [HE APFLE (IE COMPUTER TO
MON1TOR, V1DEUIAPE FLAYER ANDL VIDEUCASSEl1E KECORDEK.
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LESSON FLOW CHART
SAMPLE FLOW CHART
Y]
VIDEO SEG,/ FIRST SEGMENT OF VIDEO
N/
PAGET | |NTRODUCTORY TEXT PAGE
REMEDIAL AN
VIDEO /7

REPEAT
QUESTION
QUESTION » MULT'PLE CHOICE QUESTION

PAGE 3 CHOICES

IF -A-
ANSWER IS INCORRECT

PAGE 4 IF -B-, CORRECT ANSWER

TEXT REINFORCING RIGHT ANSWER
NEXT
EVENT

A SAMPLE FLOW CHARI OF VIDEU INTERALTIVITY USING
THE INS1GHT 2008 FLUS FUKMULA.
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CMIVI SCRIPT I 243

GOD, GLORY AND GOLD

1. Any European of the 15th century gazing westward across the
Atlantic had reason to be anxious. It was an unchartered sea, deep
dark and foreboding. It's personality was excitable and
unpredictable, its boundaries mysterious and its promise unknown.
However, in one year, 1492, Christopher Columbus cut through the
layers of myth, superstition and fear to reveal a land of promnise.

The following years would witness the efforts of Europeans to explore,
conquer, settle and exploit this new world.

2. Today's program, the first in our series of computer—-managed
interactive lectures, will examine the role of the Spaunish, the French
and the Dutch in North America.

3. The exploration and colonization of America was a painful and epic
struggle. It was as spectacular for the European as it was tragic for
the Native American Indian. Vhat it ultimately did-it made America a
cultural and ethnic extension of Europe.

4. Now, the American impact on Europe was likewise profound. It un-
leashed new economic forces, 1t changed dietary habits, and it reduced
population pressures in the 0Old Vorld. America gave Europeans a new
sensé Of theilr time and place imn hietory, a new sSense 0of g=ography,
and a new excitement about discovery.

5. Conditions in Europe in the late fourteen hundreds meant that a
major discovery was in the offing. The 0Old Vorld was in the midst of
an intellectual ferment known as the Renaissance. The peaple were
increasingly eager to learn more about the world around them and they
were discovering the tools for such learning. Sturdier, larger and
more sea-worthy ships were being used. There was the use of the
astrolabe and the compass. And there was more accurate mapping and
charting. All these things collectively made exploration by sea less
subject to the caprice of the elements and they helped to embolden
otherwise cautious and superstitious sailors to venture out from the
protective embrace of their own home waters. Of course, the quest for
riches figures prominently in our chronicle of discovery.

6. As most any young school child can tell you, America was
discovered because of spices. For kitchens without refrigerationm,
spices made rancid meat and otherwise monotonous cooking more
palatable. For Europeans who for reasons of climate lived in cold
castles and bathed infrequently, oriental perfumes enjoyed obvious
popularity.

7. In 1435 the Ottoman Turks, a rising Islamic power in the Near
East, captured the Christian trading city of Constantinople and
threatened to cut off the lucrative spice trade to Europe. Vhile
Portugal was chartering a route around Africa to the Orient seeking
spices, Columbus, sailing from Spain in 1492, sought a shorter and
more direct route toc the Orient by sailing west. What he discovered
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8. The discovery ultimately won for Spain vast wealth and the largest
empire in the world. In 1494 Spain had her claims to the New WVorld
formally recognized in the Treaty of Tordesilles, a treaty between
Spain and Portugal and approved by the Pope, giving the Spanish
control of the bulk of the Americas.

9. The treaty was merely a claim recognized. It was not a land
taken. It now fell to the Spanish conquistadors to further that claim
by outright conquest. It is difficult for us today to imagine what
these men must have been like. Rough, crude and often cruel, they
were ideally Islamic Moors of 0Old VWorld Spain.

10. They were the products of an intolerant age - devout,
superstitious, and ambitious. They convinced themselves that they
were the cutting edge of a superior civilization, serving God by
winning souls for Christ, serving Spain by increasing its possession
of gold, and serving themselves by finding a place in the sun.

11. Their feats were a legendary and their suffering considerable.
Many of them wandered for years through harsh and inhospitable
terrain.

12. Such were men like Hernando Cortez who in 1519 invaded Aztec
Mexico. Taking advantage of Indian myths, superior technology., the
horse, and Indian allies, his army managed to bring down a
civilization of millions and carry off a fortune in treasure.

13. A decade later Francisco Pizarro, lured into the Andean mountains
by rumors of gold, managed through ruthlessness and considerable luck
to overthrow the brilliant Inca civilization. He too carried off a
fortune in treasure.

14. The success in Mexico and Peru encouraged Spaniards to look
north. St. Augustine is the oldest Spanish town in the present United
States and its impressive architecture and style reflect the power and
self-confidence that were Spain’'s in the sixteenth century. Ve see
here the oldest church in the United States...and the oldest house.

15. Forts along the coast of Florida tell us that Spain intended to
wield power and enjoy her predominance undisturbed by foreigners,
latecomers and interlopers.

16. It was Aztec and Inca silver and gold which prompted the Spanish
settlement of what would be the present United States. We are now in
the Castillo de San Marcos which today is a major tourist attraction
for the state of Florida but which in the sixteenth century was the
northern most permanent Spanish settlement and fortification in North
Anmerica. It was built to protect the annual treasure fleets which,
laden with Inca and Aztec gold and silver, had to sail far enough
north along the East coast of Florida to catch the prevailing winds
back to Spain. The problem was that Spain feared the threats of
hostile nations, buchaneers, privateers and pirates. So the fort here
was bullt to protect these treasure ships.
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17. The building material for the Castillo de San Marcos is coquina,
a sponge—like, fossil-like material which was more likely to absorb
the shock of cannon balls rather than to crack as was the case with so
many European fortificatioms.

18. Vell, Hispaniola and Cuba became the base of operations for
explorations north and west. As early as 1513, some six years before
Cortez marched into Mexico, Juan Ponce de Leon invaded Florida in his
unsuccessful quest for treasure and the legendary fountain of youth.
Like so many aof his fellow conquistadars, he died fighting hostile
Indians, the victim of a poison arrow.

19. A second expedition to Florida is worthy of note. In 1528 an
expedition was organized by a Panfilio Narvaez. He took several
hundred men and women and sailed from Cuba to the western coast of
Florida, anchoring somewhere around what we think was probably Tampa
Bay. Marching his conquistadors into the hinterland, he became bogged
down in tropical underbrush and lost track of time and location. VWhen
he returned to the coast, he discovered to his dismay that his fleet
had abandoned him and sailed back to Cuba.

20. Thinking that Mexico was only a few weeks trek to the west, he
ordered the construction of large wooden rafts. He melted down the
armor of his men for the tools of construction, he used the clothing
of his men for sails, and he killed his horses for food and leather
straps for the sailing vessels. VWith nearly four hundred men, he
began the journey around the Gulf of Mexico. They were constantly
harassed by Indians who attacked them with arrows. The ranks were
thinned out by starvation, Indian assaults, and storms so violent that
in a single such tempest Narvaez and the majority of the Spaniards

perished.
21. The emaciated survivors were organized by an individual by the
name of Cabeza de Vaca. The group wandered along the Gulf coast into

Northern Mexicao. Struggling against starvation, [Indilan imprisonment,
and rapidly thinning ranks, a few finally reached Spanish settlements
in western Mexico in 1536 - after an odyssey of eight long years.
There were only four survivors out of the original four hundred.

22. Cabeza de Vaca told his countrymen of the rumors of wealth to the
North, of the legendary seven cities of Cibola - cities of gold to
rival the brilliant Aztec capital of Tenotchtitlan.

23. It was this legend which prompted a massive expedition in 1540
under the command of a young Francisco Coronado. For two years this
large army of three hundred soldiers and several hundred friendly
Indians journeyed through the hot arid deserts of the American
southwest - today's New Mexico, Arizona, Colorado and possibly Kansas-
encountering nothing more substantial than poor Indian adobe villages.
They laid their eyes on the vast herds of buffalo described by Cabeza
de Vaca and they were the first Europeans to gaze upon the Grand
Canyon.

24. At the same time that Coronado was trekking through the

Southwest, Hernando de Soto was leading and expedition of some six
hundred men from Florida through the American Southeast. In his
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frantic search for gold, de Soto earned a reputation for cruelty and
his army was constantly harassed by avenging Indians. He discovered
the Mississippi River and, after he died, was buried in its waters to
protect the body from the Indians. Like Coronado to the west, de
Soto's column found no great Indians cities of gold. It seemed
apparent from the futile efforts that there was insufficient booty to
Justify costly expeditions such as these.

25. Spain now turned her attention to administering what land she had
already conquered, ruling those Indians already converted, and
exploiting those resources already known.

26. The problem of governing colonies three thousand miles away was
considerable but by the end of the sixteenth century Spain had
fashioned for herself the design of a workable and dynamic colonial
system.

27. The American colonies supplied the mother country with precious
metals, agricultural produce, cattle and a haven for the restless -
while Spain offered her American settlers protection, luxury goods,
and manufactured commodities for the burgeoning colonial markets.

28. The highly profitable system which supplied American resources to
Spain was maintained on the backs of countless Indians who were
enslaved in war or, if peaceful, parceled out to the conquistadors and
latter settlers for work.

29. Vhat emerged was the encomienda system. In return for protecting
the Indians, providing them instruction in the Catholic religion, and
maintaining them in the basics, Spanish settlers to America were

offered a vast pool of forced labor along with liberal grants of land.

30. Abuses were always present as these settlers and landowners
worked their slaves to exhaustion and death. These individuals
regarded Indians as their private property and they regarded their
large estates as private fiefdoms to operate as they pleased. They
often resisted the attempts by churchmen and men of conscience to
reform the system of encomienda.

31. One powerful voice on the Indians’ behalf was Bartolemeo de las
Casas, a priest who was sickened by the mass cruelty for profit. He
wrote a book, A History of the Indies, designed to shock the Spanish
Crown into action, a purpose which bhad some success. The irony was
that, in attempting to bring relief to the Indians, he advocated the
introduction of African slave labor. A great injustice was replaced
by yet another.

32. Eventually the distinction between Spaniard and Indian became
somewhat blurred as a growing population of mestizos - the mixture of
Indian and European - made its presence felt. VWhen black African
slaves were introduced, the racial mixture of Spanish America
witnessed even greater diversity with American-born Europeans known as
Creoles living side by side with mestizos, I[ndians, and African
influenced mulattos. This sixteenth century painting shows a marriage
ceremaony between Spanisk aristocrats and Indian women.
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33. Before the English and French ever established themselves in
North America, there were two universities, hundreds of towns and
nearly six nmillion subjects under Spanish rule inp America.

34. By the end of the seventeenth century, the Spanish frontier was
gradually expanding north and northwest from Mexico. The religious
orders were planting new missions in New Mexico, Arizona, and
California, educating the peaceable Indians in farming techniques,
trade skills, and expansion, frontier presidios or military outposts
were built. Economically, Spanish North America became increasingly
concerned with the cattle industry with vaqueros, the forerunner of
our cowboys, riding the range= of the American Southwest.

35. By the eighteenth century the energy and dynamism of this
colonizing effort had spent 1itself and Spanish North America began to
witness the encroachments of other European powers intent on carving
out for themselves empires in America.

36. It was here on the Gulf of Mexico, where the Mississippi empties
into the sea, that the claims of the Spanish and the claims of the
French in mainland North America began toc overlap. Although the
Spanish were the first Europeans to discover the Mississippi, it was
the French were would really exploit it,

37. Today the city of New Orleans at the mouth of that great river
visually reminds us of French power, prestige and influence in
America. The features are unmistakingly French - the cuisine, the
architecture, the cosmopolitan personality of the city, the eligance
and self-confidence.

38. The banners overhead commemorate the reign of Louis X1V of France
and his role in the exploration and colonization of North America by
the magnificence and splendor of his court at Versailles. Historians
today regard him as perhaps the most important and powerful ruler in
Europe in the late seventeenth and early eightenth centuries. And it
was after him that our present state of Louisianna was named.

39. Ve are now in a building called the Cabildo in New Orleans, a
building which confirms the fact that both the Spanish and the French
had a significant role to play int eh city's early history. It was
built by the Spanish in the 1790's and it was occupied by both Spanish
and French administrators.

40. The story of the French in America may not have been as
spectacular as that of the Spanish but it was certainly as heroic.
Colonization was preceeded not by armies of conquistadores but rather
by small groups of humble and intrepid Bretan fisherman in search of
the codfish and also by hardy, rugged and tough trappers in search of
otter and beaver pelts.

41. The first of these fishermen began to frequent the Grand Bank off
Newfoundland as early as 1504 but their visits were seasonal and they
returned to France during the harsh winter months.

42. In 1424 an attempt was made to lay some formal claim to the
region and to search for a passage through the American continent to
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the Orient. In that year Giovanni Verrazano, an Italian navigator in
the service of France, explored much of the coast of New England, Nova
Scotia and Bewfoundland.

43. A decade later the Frenchman Jacques Cartier made several voyages
to the area and penetrated the St. Lawrence River. Naively he
believed the stories told bim of a fabulously wealthy Indian kingdom
further up the St. Lawrence. Repeated visitations only led to
frustrations as riches eluded him.

44. French fishermen continued to work the Grand Bank, curing their
fish along the Canadian coast and trading tools, cloth and trinkets
with the local Indians for valuable furs. Already European fashion
was creating a lucrative maket for these prized pelts.

45. Finally, at the end of the sixteenth century when religious
strife and civil war in France came to an end, the Crown began to
encourage colonization. It granted exclusive fur trading monopolies
to companies willing to settle colonists in New France at theeir own
expense.

46. Vorking with one of these competing companies, Samuel de
Champlain established on the St. Lawrence the first permanent
settlement in New France. The site was Quebec, far enough inland to
exploit the Indian fur trade. The year was 1608 and Champlain's
efforts earned for him the title of "Father of New France'. For the
next twenty-five years he would be governor of the area and in that
time span the fur trade became as important to the economic life of
New France as mining and the cattle industry were to the economic life
of New Spain.

47. It was along the great waterways of North America - the Great
Lakes, the St. Lawrence, the Mississippi and their tributaries that
the French presence was the most felt. The so-called coureurs de bois
- literally runners of the forest - were the rough and tough French
traders and trappers who did much to map out the interior of what
would be the United States and Canada in their never-ending quest for
pelts. They traveled in much the same way we are travelling right now
- by cances, only back then they used they used the birch-bark cances
which were light and durable enough to be carried in portage between
bodies of water.

48. As animals became increasingly trapped out and as areas were
overworked, the French went further west, laying claims to newly
discovered lands and encountering new tribes. The coureurs de bois
either worked as middle men in the fur trade or as independent
trappers themselves. They were motivated primarily by profits yet
their close contact with the Indians often led to mutual respect.
Many married Indian women, often taking on their customs and their
privations.

49. The dependence 0of the early French traders on the Native American
necessitated an enlightened Indian policy. Of the three great
European powers in North America, the French tended to be the =ost
solicitous of the Indian.
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50. French Indian policy was also influenced by the Jesuits. Jesuit
migsionaries were motivated by a genuine desire to Christianize the
Native American. They lived and worked among the tribes, often trying
to convert the Indian without completely destroying his culture.

51. Their success among the Indians of North America can be traced to
a couple of points. For one thing, the Jesuits were some of the most
ardent defenders of Indian customs and Indian ways and the Indians
were quick to perceive this. The Black Robes, as the Indians called
them, did their work prosselytizing among tbe tribes with gentle
persuasion, often compromising the unessential for what would be
considered the essential - the spirit of the Christian religion.
Moreover, Indians who were ritual-oriented tended to respond more to a
religion with colorful costumes, elaborate rituals, vestments and
statues.

52. Not all Jesuits were successful. Issac Jacques and Jean de
Brebeuf attempted to convert the powerful Iroquois, traditional
enemies of the Pro-French tribes along the St. Lawrence. These two
priests were among a number of French Black Robes who died at the
hands of the Iroquois. For the French they became national herones and
for their church they became martyrs.

$3. French claims to the interior of North America were rounded out
by the end of the seventeenth century. In the 1670's the Jesuit
priest Jacques Marquette along with Louis Jolliet mapped out the
Mississippl River from the Great Lakes to the Arkansas River, about
two-thirds of the way south.

S4. A decade later Robert Cavelier de La Salle traveled all the way
to the mouth of the Mississippi, naming the interior basin Louisianna
in honor of his sovereign, King Lauis XIV. Soon New QOrleans and a
little later St. Louls could receive the furs from the North and the
grains of the fertile Illinoils country when French farmers eventually
entered this area. French settlers of the eighteenth century were to
give place names to such interior trading posts and villages as Des
Moines, Tarre Haute, Batom Rouge and St. Geneviev - to name but a few.

55. In 1its competition with the growing English colonies to the
south, New France was beset by some conspicuous difficulties. Unlike
England or Spain, France was never very successful in encouraging mass
immigration for colonization. The fur trading companies were so
powerful that they discouraged the arrival of large numbers of farmers
because farmers 1in their quest for land to cultivate would antagonize
Indians on whom the fur trade depended.

56. Vhen France began to commit herself to large scale immigration,
it was practically too late, for the colony had already assumed the
character of a semi-feudal state. The centralized royal government
had distributed so-called siegneuries or large estates for
aristocrats, a fact which discouraged small and profitable yeoman
farming.

57. There was also the fact that farmers in New France had to contend

with a shorter growing season and a long, harsh winter. This and the
relative absense of small farmers meant that the colony was never
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self-sufficient in agriculture.

58. If the French hold on North America was precarious, that of the
Dutch was even more threatened.

59. The Netherlands first laid claim to lands in North America when
Henry Hudson, an Englishman in the service of the Dutch, discovered
and chartered the magnificent wooded region along the Hudson River.

The year of his voyage was 1609, a year after the founding of Quebec
by Champlain.

60. The first permanent colony for the Dutch was planted in 1623 at
New Apsterdam, present day New York City.

61. Like the French, this fledgling colony was based initially on the
lucrative fur trade, in this case with the Iroquois Indians in present
up~state New York. A strategic post was Fort Orange where the Mohawk
and with fur trading activities in the Great Lakes region.

62. Also like New France, the colony acquired a strongly
aristrocratic flavor dominated by many semi-feudal estates or patrons,
established along the Hudson River and to a lesser extent along the
Delaware.

63. In the end, French and Dutch North America would succomb to an
English socliety which enjoyed the advantages of numerical superiority,
relative colonial autonomy, and a more diversified and prosperous
economy.

64. Our next program will focus on those Europeans who ultimately won
control of North America.

CMIVI 1I SCRIPT

THE SEED TRANSPLANTED

1. As we have seen from the previous program, the Spanish, the French
and the Dutch were extensively involved in exploring and colonizing
the Americas. Yet, over the course of time, it would be the English
who prospered the most and ultimately dominated the North American
continent.

2. Ve are now in Jamestown in Virginia where the first successful
English inroad was made. The year was 1607 and the site was a swanmpy,
mosquito-infested patch of ground on the James river, named after King
James I.

3. Before Jamestown, before 1607, England enjoyed no formal foothold
in America. Her claim to North America appeared genuine enough. An
Italian navigator, Giovanni Cabotto, known to us as John Cabot, had
explored the coast a few years after Columbus' discovery. He was in
the service of the English king at the time.

4. Anyway, 1t took more than a century for England to permanently
settle here. In 1533 Henry VIIl divorced his Spanish queen and the
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action precipitated the English Reformation and war within Catholic
Spain.

5. The English-Spanish rivalry was particularly intense during the
reign of Henry's daughter, Queen Elizabeth I, when Englis adventurers
like Sir Francis Drake raided Spanish treasure ships and preyed on
settlements in the West Indies and South America. The climax of this
rivalry came in 1588 with the defeat of the great Spanish Armada which
was sent to invade England. England saw her victory as a sign of
Protestant truth and ultimate success in America.

6. By the time of Elizabeth's death in 1603, conditions in England
were more favorable for successful colonization in America. The
conflict with Spain was subsiding for a time, England was teeming with
a landless population of vagabonds and adventurers anxious to find
fame and fortune in America, a growing class of merchants and
investors with sufficient venture capital to finance colonization, and
the country was now more self-confident in challenging Spain's hold on
the New Vorld.

7. Jamestown was a privately financed enterprise by the joint-stock
Virginia Company of London, a company of investors who pooled their
funds and received a charter from King James I. A hundred and four
adventurous souls were shipped to America and the survivors built this
crude enclosure.

8. The first years were incalculably difficult, and it appeared that
the enterprise would fold at any time. Unlike the Spanish to the
South, no gold or silver mines were found to reward the now
disillusioned investors.

9. Efforts to grab up and cultivate land antagonized Indians who had
little appreciation for privately owned property and less regard for
the haughty white strangers who despoiled the land. Scon the colony
was assailed from within by disease and starvation and from without by
the now hostile Indians.

10. The character of John Smith reminds us that success or failure in
human history is often the result of unusual personalities. Although
much surrounded by legend, John Smith established control of the
colony in 1608, becoming governor at that time. He imposed a harsh
but effective military-like discipline, and tried to make the colony
self-sustaining financially.

11. Practical political innovation came in 1619 with the creation of
the House of Burgesses, a body whose elected deputies came to
represent increasingly the interests of a growing class of Virginia
planters. Decisions were now being made in the colony itself, rather
tkan in London counsuls by investors and financiers who were
relatively unfamiliar with conditions in America.

12. The greatest innovation came with the discovery of taobacco, the
cash crop needed by the colonists to make the experiment self-
sustaining finacially.

13. What evolved in Virginia was a prosperous plantation system which
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spread rapidly along the tributaries of the major rivers - the
Potomic, the Rappabonic, the York and the James. Taking advantage of
these wide, deep and navigable rivers, the Virginians had little need
for commercial cities in the Tidewater region. English ships sailed
directly to the riverfraont plantations, letting off manufactured and
luxury goods from the mother country and taking on such raw materials
as tobacco, fish, cereals and timber.

14. It was this expanding trade which brought fortunes to such
Tidewater planters as the Shirleys, the Carters, the Burkleys and the
many others who were to be regarded as the First Families of the
colony. A century after the founding of Jamestown, the wealthy
Tidewater planters dominated the politics of the House of Burgesses
and influenced the aristocratic flavor of life and culture here.

15. Nowhere was the aristocratic flavor of Tidewater, Virginia more
conspicuously manifest than here in elegant Williamsburg - which today
has been restored to its eighteenth-century ambiance.

16. Located just a few miles from Jamestown, VWVilliamsburg represented
English culture ideally set in America. It was an England in
miniature or, [ suppose we could call it a seed transplanted.

17. There were the elegant colonial homes with the characteristic
gabled roofs and there were the ubiquitous taverns whose spirits
helped to dull the rougher edges of colonial 1life.

18. Virginia had become a royal colony in teh 1620's, administered
directly by the king’'s officlals. Here we can see the stately
Gavernor's Palace, built to accomodate the most impartant individual
in the colony. It was the luxury-loving royal governors who often set
the style of life and influenced the elegant tastes of wealthy
Virginians who would flock to WVilliamsburg in much the same manner
that French nobility would flock to Versallles.

19. Virginia agriculture was tied to the plantation and, as we noted
earlier, tobacco was the colony's principle export crop. To work the
tobacco a work force was initially available in the form of indentured
servants - poor English men and women who worked for a specified
number of years in exchange for the cost of the passage over.

However, as plantaitons increased and a more reliable work force was
needed, WVest African slaves were introduced after 1619.

20. Moral objections to slavery were seldom heard due to the economnic
advantages. Planters found that slavery increased profits and reduced
costs. Slave traders and ship captains made fortunes in the commerce
of human bondage. Slavery and the plantation system were
characteristics bonding the Southern colonies together in common
cultural and economic lifestyles.

21. As new waves of English colonists arrived in Virginia in the late
cseventeenth and early eighteenth centuries, many found themselves
settling in the western mountain areas where land was cheap and
politice less controled by the Tidewater aristocrats.

22. Later arrivals like the Scots-Irish who settled in the beautiful
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Shenendoah Valley were toughened by conflict with the Indians, were
more democratic due to their remoteness from the center of royal
government, were more likely to be of a small yeoman farming class
warking modest plots of land, and were less likely to be tied to the
established Anglican church.

23. These differences in lifestyles between Tidewater Virginia and
the Backparts led to antagonisms and periodically to open clashes.

24. Virginia was the nucleus of Southern plantation system and it was
often from Virginia that settlers moved into adjoining colonies.

25. Immediately to the north of Virginia, across the Potomac, a
colony of English-Catholics was established in 1632, a quarter century
after the founding of Jamestown. Unlike Virginia, which was organized
by a company of investors, Maryland was administered by a proprietor
or a single owner ~ Lord Baltimore. Like Virginia, Maryland soon
acquired an aristocratic flavor and a plantation economy based on
tobacco.

26. Motivated in part by self-interest, Catholic Maryland passed an
act of religious toleration in 1649 in an effort to gain the good will
of its Protestant neighbors who would someday make up the majority of
the population.

27. Radiating south from Virginia were the Carolinas and Georgia.

28. The proprietary colony of Carolina was established in the 1660's
and the plantation system spread rapidly, particularly in the southern
region which distinguished itself by its elegant coastal city of
Charleston, with its graceful and majestic plantation homes, its
exports of rice and indigo, and a slave populatian so large that
blacks made up the majority of the inhabitants.

29. The rougher upland topography of northern Carolina lent itself
more to settlement by small independent and yeomen farmers. So
conspicuous were the soclal and economic differences between the two
regions of Carolina that the colony was formally divided in the
eighteenth century.

30. Georgia was the csouthernmost of the mainland English colonies and
it was the last to be settled. It was given in a proprietory grant by
King George 1 to James Oglethorpe, a philanthropist who wished to
create in Georgia a haven for English debtors. He also wanted the

region to be uncontaminated by the excesses of the southern
aristocracy, particularly slavery and rum. He also wanted his colony
to be a strategic barrier to the Spanish in Florida.

31. In short order Georgia assumed the lifestyle of her sister
southern colonies. The port city of Savannah was soon flourishing in
the slave trade and in typical plantation produce. Great planters
like those in Maryland, Virginia, and South Caroclina, were riding to
the hounds, attending lavish parties, embellishing their estates with
the finest imports from England - and chalking up considerable debts
in the process, and they were sending their children to prestigious
colonial colleges like VWilliam ana Mary.
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32. If the southern colonies projected an image of a life of leasure,
grace and eligance — a not altogether accurate picture, then the
northernmost of the mainland English colonies - today's New England -
came to represent a people whose lives were anchored in religious zeal
and conviction, a class of thrifty hardworking businessmen and yeoman
farmers who had little time for frivolilty.

33. The first settlement of New England came in 1620, thirteen years
after the founding of Jamestown, when a small group of religious
dissenters known as Pilgrims beached themselves on Cape Cod in
Massachussetts.

34. The Pilgrims are known for three things. They arrived on the
Mayflower, they survived the ghastly first winter in America, and they
celebrated a feast which came to be remembered as thanksgiving.

Within a few years the small Pilgrim colony was overwhelmed and
absorbed by a much larger group of English immigrants know as the
Puritans.

35. This was the Bible Commonwealth of Massachussetts Bay,
established around Boston in 1630 and over the decades radiating
throughout Massachusetts, north into New Hampshire and south into
Rhode Island and the Connecticut River Valley.

36. Under the leadership of the Bay Colony’'s first governor, John
Winthrope, Massachusetts was a kind of "theocracy” or a rule by God
through the agency of His civil and religious authorities. There was
little distinction between church and state and Governor VWinthrope was
a rather harsh arbiter of the godly life.

37. Now the Puritans were English Calvinists and as Calvinists they
believed in the doctrine of predestination, the idea that one's
eternal salvation of damnation had been preordained by God before all
time. Now the outward signs of financial success and godly behavior
were indications to these people that God favored the individual.

They suggested that the individual might be saved and this
preoccupation with godly behavior brought on a kind of mass social and
religious conformity in New England.

38. The Puritan Church of the Congregation was relatively democratic
to the extent that church membership gave the individual, of whatever
social rank, the priviledge of voting and holding public office.
However, to earn the honor of church membership, one's life was
constantly scrutinized by one's peers and any deviation form the
prescribed way - the so-called New England Way - was regarded as a
threat to the whole society.

39. Vinthrope's uncompromising regimen was early challenged by two
outspoken individualists in the Bay Colony. Roger VWilliams, a
minister, spoke out for Indian rights and criticized the collaboration

of church and state. Anne Hutchinson, a wife and mother who deviated
from the submissive role of womanhood, preached a religious message
which appeared to criticize scme of the clergy. Both were banished

from the colony.
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40. The symbols of Puritan discipline and conformity are still with
us in the form of the stocks, pillery and jail. The worst excesses of
religious conformity and superstition were expressed in the famous
witchcraft trials of Salem Village in 169 when a score of innocent, 1f
eccentric, victims of intolerance were hanged for their suspected
communion with the devil.

41. The shock and embarassment of Salem helped to reform and humanize
the Church of the Congregation. The great irony of the New England
Vay is that the Puritans came to America to escape religious
persecution in England. Once here, hcwever, they were themselves
guilty of religious intolerance and persecution agains Catholics,
Jews, Quakers and other undesirables.

42. Each New England community was organized around its church and
each town's church also served as the town meeting house for the
discussion of secular and political matters. In other words, the town
meeting house was to be the seedbed of eventual democracy in America.
Vhere once only church members could vote and hold office, later
relaxations opened the doors to a more broadly based participatory
democracy.

43. Vhy did New England society evolve around the small village while
Southern soclety evolved around the plantation and isolated farm? The
reason is due mainly to the harsh and unfavorable landscape of the
North. The relatively poor and hilly land of New England was more
suited to small and independent yeoman farmers. Their farm houses
often were found in the villages or nearby, a fact that made for a
heightened sense of community, civic concern, and greater access to
public education.

44. The village and coastal city life of New England stimulated a
growing class of merchants and artisans. The region also prospered in
cship building, fishing, the carrying trade, lumber and that limited
manufacturing which did not compete with or threaten manufacturing in
the mother country.

45. Between New England and the Southern Colonies were the so-called
Middle Colonies of Pennsylvania, Delaware, New York, and the Jerseys.
As a rule they tended to be more moderate than their neighbors to the
North and South. They lacked the oppressive slave system of the South
and they lacked the religious intolerance which characterized New
England in its formative years.

46. What became known as New York was originally New Netherland,
established by the Dutch. Because the Dutch presence was a
threatening wedge between New England and the English Southern
colonies, the English took direct control of the colony in 1664. New
York was an example aof a Royal colony because the Crown assumed direct
administration through the Duke of York, soon to be King James II.

47. A similar English control also took place in what would be the
colonies of Delaware and New Jersey as small settlements of Germans,
Dutch and Scandinavians in these areas were overwhelmed by Englishmen.
This cultural diversity forced the new proprietors and governors to
enact relatively liberal policies which encouraged cooperation.
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48. One of the most progressive of the Middle Colonies was
Pennsylvania, given in a proprietorship to the English Quaker and
visionary William Penn in 1681.

49. Penn developed his colony as a haven for his Quakers, also known
as the Society of Friends. They were a radical religious sect
adhering to the belief in personal communicaiton with God without the
intervention of a formally trained minister or theologian. They were
tolerant of other religions.

50. For as long as the Quakers dominated the colonial assembly in
Philadelphia, the colony maintained good relations with the Indians
and there was little need for military expenditures or a militia.
Vhen new arrivals like the Scotch-Irish moved into the colony and
confronted the Indians along Pennsylvania’'s western frontier, the
pacifist inclinations of the area came to an end.

51. The principle nerve center of Pennsylvania was Philadelphia, city
of Brotherly Love, located at the mouth of the Delaware River. It was
one of the most important and progressive of English colonial cities -
well planned, enterprising, flourishing, cosmopolitan and
gelf-confident. By the end of the colonial period it owuld also be
the largest of American cities. Its ships regularly sailed north to
the ports of New York, Providence and Boston and south to Charlston
and Savannah.

52. For a century and a half - from the founding of Jamestown to the
mid-1700's, the American colonies grew and prospered, protected by the
British navy and stimulated by a vigorous trade with the mother
country.

53. Despite the distinctive characteristics of the various English
colonies, they all enjoyed and tock pride in a common cultural baond to
England. They were Englisbmen transplanted but nevertheless
Englishmen. Like Englishmen they never took their individual freedoms
seriously. Appearances would have it that with time this bond of
history, culture, language and commerce would be the more strengthened
between England and her colonies.

S4. But, then again, appearances are often decieving and the record
of history is often one of empires shattered, loyalties displaced, and
affections betrayed. The subject of our next program is the American
Revolution.
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THE ALLEGIANCE DISSOLVED

1. The American colonies in the middle of the eighteenth century were
not as they had been a century before - feeble, desperately struggling
outposts of English adventurers ina wilderness. They were
increasingly prosperous, dynamic, self-confident and self-assertive in
promoting their interests within the empire. Distance, time and
practical necessity were making them increasingly distinct from
England socially, economically and politically. This program will
survey the events which led to the American Declaration of
Independence and the Revolutionary war which its radical words
inspired.

2. The Amerian Declaration of Independence represents a considerable
change in attitude on the part of the American colonies over a
relatively brief period of time.

3. A century and a half after the founding of Jamestown, appearances
would have it that England and her American colonies were never more
affectionately bound to one another. The mercantilist system was
continuing offering American a guaranteed market in the economy of the
mother ocuntry. And Americans could go about their daily business
sheltered by the protective umbrella of the Birtish navy, the greatest
in the world.

4. Americans considered themselves Englishmen loyal to their
sovereign King George IIIl and they were particularly praoud af the
special links they had culturally to the likes of a Villiam
Shakespeare. They were also proud of the special role they plaved in
the commercial prosperity of the British empire.

S. So we should ask ourselves the question: "Why was there an
American Revolution? What traumas and crises were profound enough to
sever those bonds of affection and loyalty, of blood and history?” We

are now going to examine those factors which collectively and
incrementally led to this erosion of afection.

6. By the mid-eighteenth century, the mercantilist system was
breaking down, revealing the cracks of age and obsolescence. Small
but growing American manufacturing concerns were competing with
English manufacturers and were being restricted by Parliament. A
growing class of American artisans, merchants, and petit entrepreneurs
were chafing under the British navigation laws whose primary concern
was the regulation of trade to the benefit of the mother country.

7. There was also the problem of governing the colonies. Americans
found that most of their needs were satisfied by their respective
colonial legislatures - particularly the lower houses which tenced to
be elected and which consequently appeared to better represent the
interests of the colonists. Americans were predictably less
enthusiastic about tax measures and regulations passed by Parliament
in England for the colonies.
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8. Against this background of political, economic and social
differences, there were also strains caused by the wars between
England and her European rivals in America.

9. Between 1689 and 1763 England fought four wars with France. They
were world wars in the true sense of the word because France and
England each made use of their far-flung colonies and other European
allies.

10. In America these conflicts expressed themselves in naval
privateering in the Carribean and guerilla warfare along the frontier
of New France and New England. THe French made use of their Indian
allies and the British made use of theirs.

11. Of the four conflicts, the last - the French and Indians VWar
between 1754 and1763 - was the most important. In fact, many
historians say it was the root cause of the American Revcolution.

12. It began when a young Virginia militia commander by the name of
George Vashington clashed with French troops in the Ohio Valley - land
claimed by both France and Virginia.

13. In 1755 an entire expeditionary force of British regulars under
the command of a General Edward Braddock was decisively defeated at
the Forks of the Ohio, proving that the open field tactics of the
British were less successful against guerrilla tactics in America.

14. Under the prime ministership of William Pitt, England decided to
comnmit the resources to kick the French out of North America once and
for all. At the spectacular Battle of Quebec in 1759, British
regulars and colonial militia under the command of General James Wolfe
climbed the steep precipice overlooking the St. Lawrence River and
contronted the French army under General Montcalm.

15. On the Plains of Abraham under the walls of Quebec, in a battle
more typical orf the traditional European style of open field conmbat,
roughly five thousand crimson clad British troops confronted about an
equal number of French troops in bright white uniforms under thelir
banner of the Bourbon flieur de lea. Ordering his men to double-ball
their smooth bore muskets in the front rank, Wolfe narrowly got off
the first volley. The battle to decide which power was to control
North America and which language was to dominate the continent lasted
only a short time. Both Wolfe and Montcalm were killed and the
British won the day.

16. The 1763 Treaty of Paris ended the war. Although victorious, the
British Government discovered that, as a direct result of the cost of
the war, the national debt had doubled.

17. British troops would now have to be sent to the newly won land -
Canada - to garrisson the region and a British Government there would
have to be put into place to administer the French Canadians and the

various tribes which had formerly attatched themselves to the French.

18. So it was that Parliament began its program to raise revenues 1in
the colonies to ease the tax burden on Englishmen in the mother
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country. To Parliamentarians such an undertaking was necessary and
reasonable. After all, it was obvious to them that the American
colonials would benefit most from the recent victory. It was these
measures by parliament to raise revenues and tighten England’'s
administration in the colonies which would ultimately bring the
Apericans to open rebellion.

19.In 1763 a Parliamentary proclamation, designed to be temporary,
made it unlawful for English colonists to settle in the newly won
lands west of the Appalachians. The motive was obvious to the British
government but not to the Americans. Until such time that troops
could adequately patrol the Vest, white settlements would only
antagonize the Indians. American farmers, prospective settlers and
land speculators saw it as an outrageous interference in their
legitimate ambitions.

20. In 1765 Parliament passed a tax on stamps for all stationary,
legal documents and newspapers sold in the colonies. Accustomed to
external taxes levied on goods coming into colonial ports from abroad
- a traditional method by Parliament to regulate trade, the Americans
openly rebelled against this internal tax. Two particular prefessions
were threatened by this tax - editors and lawyers — and they were the
professionals who could most effectively influence public opinion.
After a year of riots, tarring and feathering, and other forms of
coercion directed against tax collectors, Parliament gquietly admitted
defeat and repealed the unpopular act.

21. As a result of new British taxes on imported goods, increasingly
defiant and self-confident Americans organized boycotts and
demonstrators.

22. Contributing to the growing tensions between Parliament and
colonies was the ever increasing number of British troops arriving in
the American port cities daily. Explained as efforts to insure the
stabllity of the newly won West, colonists were understandably
suspicious when the soldiers were stationed in the Eastern cities and
quartered in privately owned homes and shelters.

23. After the famous Boston Massacre in 1770, moderates in both
England and America worked for conciliation and understanding.

However, there was a group of Awmerican provocateurs and extremists who
wished to publicize British injustices throughout the colonies.
Radicals like John Hancock and Samuel Adams in Massachusetts and
Patrick Henry in Virginia openly promoted what the British regarded as
treason and sedi*ion.

24. VUndergrnund committees of correspondence circulated throughout
the various colonies literature in newspaper editorials, broadsides
and speeches - all in an effort to keep the spirit of resistance
alive. A deepening sense of colonial union was germinating.

25. An effort by Parliament in 1773 to sell vast quantities of
surplus tea in the colonies had the unexpected result of precipitating
new waves 0f consumer boycots and, in Boston, a so-called tea party
which destroyed tea in the harbor. Bostonians felt manipulated by and
unsympathetic Parliament which declared its right to tax by a vague
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equasion of "virtual” and "actual” representation. Colonials were in
no mood for semantics. They considered tbemselves Englishmen suddenly
denied the rights of Englishmen and taxpayers deprived of
representation in Parliamentary decisions on finance.

26. King George 11l and his minister, Lord North, outraged by the
display of defiance in Boston, decided to use strong arm methods to
coerce the colonials into submission.

27. In what Parliament labeled the Coercive Acts - and the colonials
called the Intolerable Acts - more troops were dispatched to American
cities, the port of Boston was closed until compensation could be made
for the destroyed tea, and local government in Massachusetts was
disbanded by order of the royal governor, now a general.

28. The tempc of events and the level of anxieties now rose
dramatically. A meeting of the colonies was called to address the
crisis in Massachusetts and the First Continental Congress in
Philadelphia expressed in 1774 both 1its loyalty to the king and its
outrage over the bullying tactics of the North Ministry.

29. Before the moderates in England and America could have their way,
the feared bloody clash occured.

30. The war began in April 1775 when British troops fought with the
yeoman farmers a short distance from Boston. There were skirmishes at
Lexingron Green and Concord Bridge and, within days, a spontaneous
uprising of colonials were laying seige to Boston.

31. A hastily convened inter-colonial assenmbly, the Second
Continental Congress, met in Philadelphia and pledged 1its support to
the rebels besieging Boston, appointed George Washington commander of
the new Continental Army, and prepared for the arduous task orf
organizing a rebel government and financing a rebel army.

Vashington's appointment would help to bring volunteers from the
Southern colonies into the Continental Line Regiments which were being
formed.

32. Congress also appealed to George 111 for a reconciliation and,
although compromise would be difficult once the bloodshed began, the
rebel government did not wish at that time to close the door.

33. From the outbreak of hostilities in April 1775 until July 1776,
Congress held out for an understanding with England but three signal
events ultimately convinced many moderates in Congress to join the
ranks of those calling for complete independence.

34. One was the rejection by King George IIl of the so-called Olive
Branck Petition, a request by Congress for a peace based upon the
right of the colonists as Englishmen.

35. Another was the hiring by the North Ministry of German
nmercenaries called Hessians to fight the American rebels. Patriots
who regarded the conflict as a family affair were outraged by the use
of foreign guns for hire.
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36. A final event which prompted the Declaration of Independence was
the publication by recently arrived English provocateur Thomas Paine
of the incendiary pamplet Common Sense. A propagandist of talent, he
argued that complete separation from England was the only rational
course given the bloodletting of the moment.

37. Paine called for the establishment of a Republic, a new
government in a new land free from the vices of the 0ld Vorld. In
this be stirred patriots like Thomas Jefferson, John Adams, Robert
Livingston, Roger Sherman and the veneralble sage from Philadelphia,
Benjamin Franklin., These were the men appointed by Congress to draft
the Declaration of Independence. The principal author was the young
Virginian lawyer Thomas Jefferson whose enthusiasm for a Republic
reflected his enlightenment belief in the basic perfectibility of man
and his institutions.

38. On July 4 the document was signed in Congress. 1t gave those
patriots fighting for the next seven years a moral cause which could
Justify the sacrifice. Its lofty language and idealistic tone
appeared to legitimize the struggle already underway - so much so that
it seemed to men like Jefferson to transcend national boundaries. It
was words like these that a short time later would be resurrected in
the Declaration of Rights of Man during the French Revolution.

39. The break with England was not supported by all Americans. Most
authorities suggest tbhat roughly a fifth of the colonists remained
loyal to the Crown. The loyalists, or Tories as they were cariously
called, were regarded by the rebels as traitors but it is important to
note that, from the loyalist perspective, the estimated two-fifths of
the colonists who supported Congress were traitors who had abandoned
their loyalty to the pre-existing British Empire.

40. The Loyalists of the American Revolution remind us that the
conflict was considerably more than merely the confrontation of colony

and mother country. It was also a civil war between Americans of
divided loyalties. And like so many other civil wars, the passions
and violent emotions led to excesses and brutality on both sides. At

King's Mountain in 1780 victorious back country rebels took revenge on
Tories by continuing to fire on their adversaries after the latter had
surrendered. At war's end, Tory women were sometimes raped and
families were driven out of the colonies, many to seek refuge in
England or Canada. To help finance the war, Congress and the states
commonly resorted to the conriscation of the estates and property of
those openly sympathetic to the British.

41. The Revolutionary War was from the outset a David versus Goliath
struggle. Britain was the strongest power int he eigzhteenth century
and her armies and navies had recently defeated the powerful French.
She had the advantage of wealth, prestige, contidence and military

experience.

42. So how could she have lost the war?

43. I think one of the most important explanations lies in the
strength or the American cause. The rebels had an ideology, a notion
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of liberty to be gained and, for many, one worth dying for.

44. The British cause was merely the preservation of the empire 1in
its present form. Both causes were abstractions but, for Britain,
when the costs 1in blood, money, domestic discontent, diplomatic
iscolation began to mount, Parliament, like the United States in the
Vietnam Var, was forced to recognize that power had its limitations.

45S. There is another important explanation for the patriot success.
Throughout the war the United States bad the active support of the
French.

46. Having recently lost her American empire to Britain, France was
eager to support the cclonies in their rebellion. At first the aid
came in the form of clandestine military supplies and modest loans -~
as American military perfomance was generally poor.

47. However, with the spectacular American victory over General John
Burgoyne in the fall of 1777 in Up-State New York, the French were
much more impressed. The Battle of Saratoga convinced the French
leaders that the United States could beat the British in large
engagements and that the infant nation could gather the
resourcefulness to endure.

48. In 1778 the French entered the war openly as an American ally and
within two years the Spanish and Dutch, snesing an oppartunity to
humble the lion, entered the fray - more out of hostility to England
than affection for the United States.

49. So substantial was the French contribution to the American
victory that the last major engagement of the war ~ the Battle of
Yorktown in Virginia - owed its rebel triumph to a large French army
and the French fleet.

S50. The British forces had successfully taken control of South
Carolina’'s Tidewater area in 1780 but when they attempted to take the
Backcountry, they encountered stiff rebel resistance. British General
Lord Cornwallis moved his forces toward Virginia after disappointing
battles in the Carolina backcountry. He was anticipating support from
the Royal Navy along the coast. Then in September 1781 a French fleet
from the Vest Indies moved into Virginia's Chesapeake area,
threatening to cut off Cornwallis from naval supplies and from the
possibility ot evacuation.

51. Sensing a decisive victory in the offing, Washington marched from
New York to Virginia with a combined army of American Continentals and
French regulars. There at Yorktown, French and American forces fell
upon the hapless Cornwallis. There was no British navy available for
assistance.

52. Another explanation lies in the power of personality, a theme to
which we return. The individual who has come down to us in history
and legend, who perseonitied the revolutionary spirit of dedication and
self-sacritfice is George Washington.

£3. if Thomas Jefforson wrote the inspiring words, and John Acams
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exhorted the irresolute Congress to greater resolve, and Benjamin
Franklin negotiated the brilliant peace, it was George Washington who
fought the fight on whose outcome all other fortunes depended.

54. It was he who endured the bitter winter of 1777 and 1778 at
Valley Forge, who endured the humiliating defeats on Long Island, at
Germantown and Brandywine Creek, and who left a life of privilige and
confort to take on the privations of campaigning. And it was he who
inspired the common soldier throughout the ordeal. I1f Congress did
not always appreciate the contribution made by Washington, those who
fought beside him did.

55. There is another explanation. For the EBritish to have won the
war, they would have had to conquer a continent and held it -
something which would have strained the already overextended resources
of that country. For the United States to win the war, victory really
meant nothing more than holding on, keeping a force in the field long
enough to challenge the British at every step, wearing them down much
as the Viet Cong wore down the Americans in Vietnam.

56. And so it was that the British were humbled by Massachusetts
farmers, back country patriots, and volunteers in the Continental line
regiments. Cornwallis surrendered to Washington on 19 October 1781
and the North Ministry fell shortly after the news reached England.

57. At the Treaty of Paris in 1783 American negotiators Benjamin
Franklin, John Adams and John Jay got what they most - recognition by
England of complete independence. With the war over Americans could
now look with greater care to their new governing institutions. Our
next program will examine the Federal Constitution and the
administrations of our first two presidents.
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1. By the late 1400's a major discovery by Eurcpeans was in the offinge 41l ef the
following statements on the causes of European exploration are true oxoopt for
cnee Which ef the following statements is false?

g+ Burope was in the midst of an intellactual outburst known as the Renaissance
and popular ouriosity in unknown lands stimulated exploration.

Be A now Islamic force, the Ottoman Turks, oaptured the great Christian trading
oity of Constantinosle in the Bastern Mediterranian and threatened the
prooieus spice trade

0e EBuropean monarohs in the late 1480'a wished to learn the seorets of Chinese
explosives in order to make gunpomder for artillery

de The uss of suoh navigational aids as the oempass, ths astrolabe, accurate
maps and more trustworthy sailing vessels snoouraged exploration

Answerss

s« Inocorreot. Remenbor, you are looking for the false statement. The qorrsot
response is (0): European monarchs in the late 1400's cccececce

Explanations This statement is true. The Renaissance did hawve a positive impact

- on exploration by inereasing the desire of people to learn more
adout the world around them. The thirst for knowledge in goography
and the self-confident mood of the Rensissance supported disocovery.

Review? Do you wish to review this segment of the video tape program?
%e Incorrecte Remenber, you are looking for the false statement. The correct

response 1s (0)s European monarchs eeee

Explanation: This statemsnt is truse The Ottoman Turks were an Islamic force

—_——— whioh had oaptured the great Christian trading oity of
Constantinople in 1453. The everland spice trsde fram the Orient
to ths Zastern Mediterransan was now threatensd by the Turks.
Spain and Portugsl sought alternate sea routes to the spices both
to avoid the Turks and the break the Italian trade monopoly in the

Maditerranean.
Review? Do you wish to review this segment of the video tape program?
oe Correote This is the false statement which you were to select. Europeans

were in search of spices in the late 140€'s, not gunpowder. A
knowledge of gunpowder had already been acquired from ths Oriemt

by the late 1400's. The Nundred Years War whioh ended in the 1450°'s
witnessed the use of artillery as seige weapons.

de Incorrecte Remember, you are looking for the false statemsnt. The ocorreot
-_— response is (0): European monarchs ..

Explanation: This statement is true. The compass and the astrolabe, known to the
_— East but relatively new to Europe, made apen sea mavigation less
riskye Ships were strengthensd for ocean travel which was more
hazardous than Mediterranean travel. Schools for navigators suoh
as the one promoted by Prince Henry of Portugal refleoted the
now emphasis on more acourate cartography or map making.
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