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ABSTRACT

Qualitative Analysis of Mindful Interaction and Cognitive Residue in
Pre-Tertiary Media Education

Andrew Agostino, Ph.D.
Concordia University, 2001

While many researchers have advanced constructivism as the dominant learning
theory and have presented compelling arguments for curriculum reform, which include
such notions as cognitive apprenticeship models, and the need for agent-environment
interaction, little has been said about the type or level of interaction needed to produce
potent learning effects. Practical work in pre-tertiary, media education sets up an
engaging model descriptive of the learner-media relationship and offers possibilities to
measure such occurrences. This qualitative analysis is an attempt to describe and classify
classroom exchanges and their residual effects. During a 15-week period, an independent
observer followed the progress of 25 media education students from a local high school.
The students were grouped to form five production teams and were assigned a variety of
media production tasks. An equal number of students not attending a media studies
course were assigned to a control group. Interactions in the treatment group were
videotaped and transcribed. Unique behavior and verbal expression of any one student
were interpreted as a possible instance of cognitive construction. Following this
procedure, and open-ended interviews, students were classified in terms of their level of
involvement with the media task, that is, ‘mindfully engaged’, ‘mindlessly engaged’ or
‘non-engaged’. To determine the effects of this interaction, subjects were asked to
submit journals responding to personal media consumption. Salient, residual, critical
viewing skills were identified in these writings but were not evident in the control group
or in the writings of subjects classified at lower levels of engagement. Moreover, post-
test scores on media competencies showed significant differences between treatment and

control groups.
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CHAPTER 1

“We are shaped by each other. We adjust not to the reality of
a world, but to the reality of other thinkers”.

Joseph Chilton Pearce

An Introduction to Media Education

Against a background of concern about the effects of technology in general and
specifically, television programming on young people, media education has surfaced as a
possible treatment for these societal jitters. However, as a remedy, media education has
been hard to swallow. Historically linked to recreational rather than intellectual
activities, the introduction of pre-tertiary media studies has been met with much
resistance.r Most high school educators distrust the mass media's promotion and
exaltation of popular culture, a culture that teachers attribute directly to the decline of
literacy. As such, early attempts to study the media in the classroom were really
exercises in how to guard against the media. Educators cast themselves as the guardians
of sensibility and literary worth. The general assumption was that young viewers were
passive consumers of tainted media texts and. somehow, they should be protected.
Consequently, throughout the 1960s and 70s, the impetus to offer media studies courses
at the high school level was generated from a pedagogical uneasiness that the media

could, in some fashion, undermine the educational enterprise. Literacy, as defined by the



academic elite, was under siege. Much of this anxiety was ushered to the fore by the
vanguard work and sometimes mythic rhetoric of such post-industrial prophets as
Mcluhan (1964) and Ellul (1964) who saw a need to harness the media; after all, these
technological beasts were shamelessly encroaching on the minds and the hearts of the
masses. [fanything, teachers would be the ones to decide what constituted good or bad
media content. This pedagogy mostly flew under the banner of ‘screen education’
promoting pre-selected and allegedly, artistic content while downgrading pop favorites.
Of course. this condom approach to media education was doomed to failure as students
rightly objected to an obviously authoritarian infringement on personal taste. Moreover,
the budgetary constraints of the late 1970s and the early 80s, and the re-surfacing of the
*back to the basics’ doctrine, provided sufficient reasons to arrest any further
development in the study of the media (Tyner, 1994). Predictably, the education system
remained, for some time, a print-based milieu neither professing nor accepting any other
responsibility and only espousing newer media in instances where social pressures were
too persistent to be ignored. The latter created a sort of °‘shotgun marriage’ between the
new technology and an establishment with an affinity for print. This uneasy alliance
faded media education into uneventful practices. The televised lesson was introduced.
This proved to be no more than a video replay of an already monotonous science or
history lecture and. at once, a cure for student insomnia. At times, television was used to
view filmed versions of plays or novels. Again, an arrogant lack of concern here as to

how exactly this new medium had processed, and therefore changed the original message

[19]



of the printed word was apparent. This lackluster and rather somnambulistic approach to
the study of media could be considered the first phase of pre-tertiary media education.
The second phase took on a different perspective. As the media and merging
technologies seemed to permeate every aspect of society, a pragmatic concern to expand
the notion of literacy grew among politicians, social scientists, and pedagogues alike.
The consensus seemed to indicate that the concept of literacy needed to be expanded
beyond the tasks of just reading and writing. Accordingly, in 1992, in the United States,
the Aspen Institute Communication and Society Program convened to establish a new
definition of literacy. They concluded that; “Literacy is the ability to access, analyze,
evaluate and communicate messages in a variety of forms™ (Auferheide, 1993). Inherent
in this definition (and similar definitions developed in other countries) was the idea that
print could no longer hold governance over other media. In an information-based
society, a literate person must be able to locate, organize, decode and encode
communication flows using a variety of technological means. In view of this,
educational authorities in England, Scotland, Australia and New Zealand were among the
first to mandate that media education become part of the national curriculum (Kress,
1992). Latin America, Israel, Italy, and many other European nations followed suit
(Piette and Giroux, 1997). UNESCO also became actively involved in promoting the
study of the media as a means of combating marketing and product distribution
imbalances between the industrial nations and third world countries. In 1987, the Ontario

Ministry of Education charted new territory in Canada by establishing guidelines for the

(2]



instruction of media as a necessary component of the English Language Arts curriculum;

and in 1989, it published the first official resource guide simply titled, Media Literacy"-

During this same period, practically every other province in Canada introduced
some form of media education within their school systems. Pugente (1993) effectively
illustrates the historical development of pre-tertiary media education in Canada. He
points out that in 1991, the Saskatoon Board of education originated three different
programs in media education. Concurrently, Manitoba proposed an official policy
encouraging teachers to investigate the media as part of their English courses, and in
1996, educational authorities in British Columbia added media education modules to all
English Language Arts courses from K-12. Similar events occurred in Eastern Canada
and the Atlantic Provinces. In Quebec. the Ministry of education approved a variety of
individual courses in media studies across the province, and expanded the language arts
curriculum to include objectives dealing with the analysis of visual text. All of this
enthusiasm spawned an assortment of professional organizations set up to promote,
develop and in some cases, exploit the study of the media at the pre-tertiary level
including: in Vancouver, the Canadian Association for Media Education (CAME), in
Alberta, the Alberta Association of Media Education (AAMA), in Manitoba, the
Manitoba Association for Media Literacy (MAML), in Ontario, the Association for
Media Literacy, (AML), and in Quebec, the Association of Media Education in Quebec

(AMEQ). Private companies, concerned agencies, and lobby groups also jumped on the

I Media Literacy, Ministry of Education, Ontario, ISBN0-7729-5090-3



bandwagon. This group included: the National Film Board of Canada, the Media
Awareness Web Site, the Knowledge TV Network, YNN, YTV, TVO and Channel 1 in
the United States. Subsequently, as protectionism gave way to avid, philosophical
acceptance for this new area of inquiry, all that remained was the quandary over

implementation.

From Pedagogy to Practice

Media education is a marriage of two distinct areas. communication studies and
education. As such, there is an unfortunate enmeshment of terminology and definitions
generating disparate perspectives among practitioners and raising many perplexing
questions. For instance, what content should be taught in a media literacy course?
Which media should be examined and which classroom exercises or interactions will
produce the most compelling learning outcomes? Initially, some practitioners reasoned
that the task of decoding and encoding media messages should not be so dissimilar from
traditional methods of examining print (Masterman, 1980; Alverado, 1981). They
suggested that visual images could be read and analyzed as text; after all, if media like
film and television have their own built-in grammar, then it should be possible to
decipher these symbolic structures in the same way students learn to read and write.
While some researchers pondered these questions, others exposed inconsistencies with

many of these early postulations. For example, Salomon (1984) noted that when



compared to reading a book, or writing an essay, young people expand very little mental
effort watching television or viewing a film. Because learners perceive audiovisual
material to be easier than print, they report investing less conscious, or purposeful
processing using these media (Cennamo, 1992). Hobbs, Frost, Stauffer and Davis (1989)
also found that first-time television viewers such as the remote Pokot tribe of Northwest
Kenya had little difficulty understanding the basic message of a televised communication.
The authors concluded that whatever learning is involved in the understanding of the
visual media, it must be diametrically different from the types of skills required to learn
print. They hypothesized that images are easily decoded because they make use of pre-
existing experiences, emotions and skills and are therefore, not necessarily, cognitively
taxing. However, while it became clear that people did not need formal instruction in
viewing film and television. it also became increasingly evident that they needed training
in how to think critically about the media (Brown, 1991; Buckingham, 1993; Hobbs,
1999).

Masterman (1992) proposed that pedagogy should focus exclusively on
developing students' critical viewing skills and demystification of audiovisual texts. He
maintained that the true power of any medium rests in its transparency. In this way, the
media create the impression that they are veritable representations of reality. In fact, the
media do not mirror actuality at all; rather, they are carefully crafted products,
constructions, if you will, laden with economic, social and political implications.

According to the author, the hub of any course should therefore be the establishment of



non-transparency by investigating the media as a system of signs, which need to be
critically decoded. Hence, semiotics should be the first consideration of media education.
Using this approach, Masterman moved pedagogy beyond any value judgment or
construction of specific audiovisual text. The significance of investigating the media is to
develop critical viewing skills in learners. According to Masterman, this is done through
a curriculum that encourages participants to engage in open dialogue, to draw their own
conclusions and to hold equal footing with the instructor. From this non-hierarchical,
dialogue-based, instructional methodology both teacher and students can experience
hopeful possibilities of breaking away from a media-fabricated consciousness. This
autcnomy will empower young people and allow them to make informed decisions about
political, social, and consumer ideologies embedded within all media products. Seeing
that the media are in the hands of the powerful few, a democratic society can only
flourish if its citizens are truly cognizant of the pending implications of such ideologies.
Masterman perceives media education as a life-long process that must be made available
to all learners. He believes that this is the only way to preserve independence in a world
assailed by commercial and political influence. Masterman’s endorsement of a pedagogy
based on developing critical viewing skills has been acknowledged and expounded by
many other researchers (Anderson, 1980: Lusted, 1991; Piette, 1993; Messaris, 1994).
On the other hand, Buckingham (1990) is somewhat critical of the demystification
argument mostly because Masterman’s proposal is largely based on the analysis of non-

fictional genres of programming such as the news and documentaries that are not readily



watched by young people. Likewise, Masterman’s reasoning is based on the assumption
that all students are afflicted by ‘mystification’ and magically. through informed
discussion and critical analysis; bafflement can be replaced with objective truth. What is
not made explicit, however, is that there are no guarantees that students will buy into this:
“Teachers may tell it like it is, but students are not necessarily going to believe them.”
(p.8). Buckingham points to another contradiction that is difficult to accept. How cana
teacher share equal status and knowledge with students and yet be the sole possessor of
the objective truth? Moreover, the possibility that learners may hold different
interpretations of the media and construct individual meanings from media products is
obviously ignored by Masterman. Therefore, Buckingham believes that analysis alone
will not be sufficient to change students’ attitudes, understanding or consumption of
media products. There is a need to balance analysis with practical work. It is important
to realize students’ pre-existing media skills and begin to evaluate these skills in actual
classroom practices. These detailed descriptions of interactions will help clarify
pedagogy. “As media education expands, it is vitally important that there is a continuing
debate about its aims and purposes, and this debate is informed by a detailed
consideration of classroom practice.” (p.12).

Practical work in media education has been a moot point with both researchers
and practitioners. Integrating critical analysis into hands-on production presents a unique
set of difficulties. First of all, many educators lack formal training in the field of

communication studies. Therefore, the possibility of teaching diverse groups of people



the necessary skills to handle resourcefully a variety of equipment remains problematical.
Without expertise, an educator can only guess at the body of information that rests within
the domain of the media professional and at best, muddle through the production process.
This pedagogical impotence becomes particularly evident when evaluating end products
and appraising what knowledge has been gained through practical work. The latter
provides little clarity for either the teacher or the student and as such, links between
production work and critical viewing skills have been nearly impossible to establish. As

a result. much production work has been criticized as liberal progressivism embodying
notions of pedagogy, which afford no advantage and in fact may, in the long run, prove to
be counter-productive (Ferguson, 1982). For instance, Masterman (1981) worries that
placing emphasis on production work may lead to fruitless attempts to emulate media
professionals; in this case, not only are educators endeavoring to do the impossible (as
they could never match industry standards), but also contributing to the mysticism of the
media rather than deconstructing it. He calls this folly ‘the technicist trap’ (Masterman,
1985).

Furthermore, film, television and multimedia productions are costly affairs.
Schools in general are hard pressed to provide and maintain pricey and ephemeral
machines, and in times of budget restraints, administrators tend to trim what they
consider the fat, usually expensive equipment. This situation forces economically
depressed schools to deal with low end or out-dated apparatus leaving media production

in the hands of the privileged few. Consequently, technological restrictions and teacher
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ignorance have resulted in fuzzy, and incoherent, student productions mostly tagged with
an apology before viewing and justified as classroom experimentation.

Because of these reasons, many educators have advanced the notion that practical
work should only be undertaken for the prospect of deconstruction. That is, student
production should not be evaluated as a creative endeavor, but rather solely to encourage
students to manipulate audio-visual text for a specific purpose. For example, students
may deliberately break industry rules by dubbing new sound tracks or voice over
previously produced dramatic scenes. The point here being that the manipulation of an
emotive scene may serve to deconstruct techniques used by the medium to attract and
hold the viewer’s attention. Assembling a televised segment in different ways to show
the effects of editing may also help to demystify the media. This type of deconstruction
may serve to activate critical thinking by allowing students to question established styles
and analyze the way messages are manufactured and presented in transparent form.
Moreover, these types of activities require limited equipment, little experience in
production, and final products need not be judged on the basis of any artistic or
expressive merit.

Alternatively, others have argued that production work is the most significant
factor in developing visual literacy {Donald, 1992). Mirroring professionals (though not
necessarily paralleling industry standards) by employing their language, conventions and
symbolic structures allows the novice to becdme part of a culture, a culture developed

over a number of years and through a series of negotiations. By practicing the craft,
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through the pre-production, production and post-production phases, the embryo of the
fabricated nature of all messages is clearly exposed. As students learn to employ
cameras, write scripts, solve ill-defined problems, and arrive at joint editing decisions,
they are better able to appreciate the unnatural aspect of all media and the ideologies
embedded within practice and product. Only in this way can demystification take place.
Messaris (1997) points out that understanding the production prccess is clearly a critical
dimension in media education. Davies (1997) also concurs by underscoring the creative
endeavor through an aesthetic approach. Here, the focus lies in production and theory
inherent in process. This method addresses end products based on form and content. It
reflects on and evaluates the latter by raising issues that would be discussed by media
professionals, camera, lighting, editing, and acting and also important questions about
audiences. The author stresses the fact that these issues would not surface outside of the
framework of practical work.

Stafford (1990) presents a good case for production. Actually, he believes that it
is production work that shapes and bonds the field of media education and what makes it
unique. Practical work requires the development of a range of skills and understandings
that are nurtured over a period of time and within a community of practice. These skills
necessitate the division of labor and the collaboration among groups as no production can
be realized without a team effort. The latter involves further understanding and analyses
of interaction, organization, aesthetics and a commitment to a particular end product.

Technical proficiency must also be evaluated along with an arrangement of other



competencies such as general writing, organizational, presentational and, above all,
critical thinking skills. Because production work taps into all of these aptitudes (perhaps
like no other activity), it must be considered the central focus of any media education
course.

In order to accommodate and frame both philosophies within a general area of
inquiry, there have been attempts to delineate such labels as media education, media
literacy and media studies. The former two usually refer to a more general, cross-
curricular pedagogy that attempts to demystify the impact of the media. The instructors
are usually, but not exclusively, language arts teachers and the process is seen as
encompassing a variety of deconstructing activities. Media Studies courses, on the other
hand. are usually designated as separate components of the general school curriculum
offering a balanced diet of theory and production work. Practical activity concentrates on
developing conceptual, aesthetic and creative skills and end products. Usually,
instructors who have some background in communication arts or production work
assume the teaching of the Media Studies courses, and these courses are usually
associated with, and likely originate from the broader humanities curriculum, drama,
social studies, art etc. Hart (1991) argues that although media education seems like a
watered down version of media studies it is, in fact, broader in scope reaching a larger
population and is not solely in the hands of the ‘media-savvy’ enthusiast. Media
education is at once, cross-curricular and because its generic title is politically correct, it

does not threaten nor discourage non-specialists to delve into media analysis. Bazalgette



(1991) also emphasizes that the media should not be examined througi: separate course
components because the media themselves are not unique components of our
experiences. Nevertheless, there exist a wide-range of obstacles with the implementation
of a universal, media education program. Mostly, teaching about the media within
established subject areas restricts the time spent on media education. An instructor
cannot afford to devote the time to adequately cover a unique topic without affecting
other course-specific objectives. Production work is a time-consuming proposition.
First, there is the need to master sophisticated technological equipment; then, time must
be allotted for the long phases of the production process which normally necessitate work
to be undertaken outside of the limited classroom schedule. Because of this (and a lack
of expertise) many teachers will likely ignore practical work acknowledged by most
practitioners as a significant ingredient in media education. For this reason. Hart (1991)
suggests that media education and media studies should compliment each other. Ideally,
media education could be introduced as an extension of an existing, media studies
program. The latter could serve as the nucleus focusing on production work and
providing any needed assistance to the broader media education courses offered within

the context of cross-curriculum education and aimed at a larger population.

Kev Concepts in Media Education

Regardless of the debate over method and label, most practitioners have huddled

philosophically around key concepts determined critical in media education (Bowker,



1991, Masterman, 1993). These include the idea that all media messages are carefully
crafted products, packaged representations of reality burdened with economical. social,
and political ideologies. Bazalgette (1992) outlined the following as essential
components to be included and examined in any media course regardless of approach:
(2) media agency (b) media technologies (¢) media language (d) media audiences and
(e) media representation. A number of these concepts may be unfamiliar to the non-

practitioner and may need further explanation.

Media agency

Agency, for example, refers to the sender of any media message. Who has
originated and disseminated this communication and for what purpose? As media
ownership keeps shrinking through global, mega-mergers, it becomes imperative that
voung people have a clear appreciation of the fact that the media are in the hands of
fewer and fewer players wielding tremendous power and pushing their own unique

ideological, political and economical agendas upon the masses.

Media Technologies

In today’s multi-media world, borders separating television, radio, telephony and

14

computer technologies are quickly fading. However, questions about design, production,

post-production, aesthetics, and creativity remain. It is vital that students become adept

in creating their own powerful messages by employing the appropriate equipment and



techniques to attract an audience. It is equally important that they become competent in

recognizing the use of these techniques in other people’s work

Media Language

Likewise, it is essential to study the language of the media. It is clear that the
media utilize unique grammar or symbolic structures to construct messages. For
example, television uses zooms, dissolves, fades, camera movement and angles and
lighting techniques to process all communication flows mto salient, audiovisual
occurrences. If one is unable to decipher these formal features, all that is left to realize is
the content and the viewer (especially young viewers) may be duped into accepting

content as a representation of reality.

Media Audiences

One of the earliest misconceptions about young audiences is that they are passive
consumers of media text. Hart (1992) makes the point that what is fundamental is not
what television does to audiences. but rather what do audiences do with television.
Implicit here is the idea that meaning is likely negotiated and dependent upon the
circumstances and in the way the media are being consumed. [s an individual or a mass
audience consuming this message? What interactions occur prior, during and after the
message has been broadcast? Likely, the way audiences will react and attach meaning to

a media message will be tied into their particular knowledge, values and experiences.
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Nevertheless, audiences are often packaged, designed and sold according to age, social
status, geography, education and spending habits. In the end, however, the media-
audience relationship is always intricate, active not passive and, at times, difficult to
sever into components. In any media course, understanding this relationship becomes

crucial.

Media Representations

It has been previously quipped that rather than °steak’, the media sell ‘sizzle’.
The component of media representation refers to the need to investigate the media’s
account of a particular subject. In an attempt to enhance dramatics, action, aesthetics,
and ratings or simply to increase revenue, the media have been accused of distortion and
often indicted for glorifying violence, selling sex, ignoring minorities, and creating
unrealistic and potentially harmful role models for young viewers.

In a way, the above key concepts have cemented the substance for media
education. If there is a common bond that exists or any framework that stabilizes this
field of inquiry beyond the debate over approach and label, it rests with the wide
acceptance by practitioners that the key concepts of media agency, media technologies,
media language, media audiences and media representation should be firmly implanted in

any pedagogy and practical application.
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Media Education and School Reform

Because an ecological perspective to teaching and learning is naturally assumed
in media education, many proponents have suggested that this field of inquiry could be a
catalyst for school reform and restructuring (Considine, 1997). Media education
developed as a grass roots movement. Pragmatic concerns about the effects of
technology in general and specifically television programming on young viewers
prompted classroom educators to advance opportunities within the traditional curriculum
in order to study the media. It was only when a critical mass of such educators, such
endeavors and such materials was already available and in practice that governments in
Europe, Australia and Canada mandated that media education objectives become part of
the national curriculum. Being a ‘bottom up’ reform presented originators with some
advantages. First ofall, it allowed for a good deal of the decision making to remain in
the hands of the actual practitioners. Secondly, it deflected the usual criticism and
oppositional attitudes prevalent when managerial authorities impose amendments to the
curriculum from the top down. This non-confrontational situation made possible, to
some degree, the implementation of innovative approaches to teaching and to the
modification of established classroom structures. As such. media studies instructors were
accommodated or at least tolerated by their colleagues even when they were seemingly

employing techniques that diverged greatly from the norms.
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In a way, media education programs thoroughly undermine traditional modes of
classroom management; for instance, the hierarchical position of a teacher pontificating
to a group of passive learners is not considered a viable approach to the study of the
media. Media education is synonymous with active learning and collaborative, group
work. Therefore, both the pedagogy and the methodology of this field compel educators
to assume diverse responsibilities. The teacher can no longer pretend to be the sole
purveyor of knowledge or the arbiter of good taste; rather. the task must be that of a co-
producer, co-director, co-practitioner, and co-analyst with the leaner. Although
considered the resident expert, the teacher must also become a facilitator. a resource
person and the creator of an authentic environment, which is composite in meaning. In
authentic learning environments, students can realize direct experiences with the given
media and with the given tasks allowing them to appropriate knowledge while receiving
supportive coaching from the teacher. Quinn and McMahon (1997) also believe that the
role of the teacher is to produce the right conditions in order to empower students to
make informed, and significant decisions about the media. They add that there is clearly
a need to move beyond simple text analysis. Although useful, pedagogy should focus on
the study of production and reception. Successful media teaching, according to the
authors, will be innovative and necessarily digress from established classroom
management techniques. Wollen (1992) points out that media education presents a
challenge to the dominant forms of knowledge in the curriculum. When studying the

media it becomes evident that knowledge is not simply compartmentalized into discrete
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subject areas. Moreover, one cannot study the media without altering the way knowledge
is being mediated for learners. Key concepts of agency, audience, and technology make
explicit for students the role of representation that is applicable across all subject areas.
In turn, the possibility exists that students will realize that other courses may be taught
differently as well. “The dual educational potential of Media Studies is challenging and
exciting. It throws into critical relief the distinction between the theoretical and the
practical the academic and the technical, because it requires both deliberative thought and
technical dexterity” (p.80). Stafford (1990) also augments this notion of reform by
stating that student centered learning can only be generated through workshop
environments where the instructor assumes the responsibilities of facilitator rather than
the simple transmitter of information. Undoubtedly, media education is not only student-
centered, but in order to accommodate its philosophy, it may require a total re-thinking
about conventional school structures.

Much of the discussion on school reform (although not made explicit) advanced
bv media practitioners is based on the tenets of situated cognition theory. While an in-
depth analysis of this theory is beyond the scope of this work, a comprehensive
summation is crucial in order to appreciate the agent-environment interaction, which is

the central focus of this research and explored throughout this study.



Situated Cognition Theory

Situated cognition studies have challenged traditional notions about teaching and
learning. Many researchers now believe that it is not possible to separate 'what we know'
from how we know'. They posit that knowledge and learning, for that matter. are
fundamentally situated within the activity from which they are developed (Brown.

Collins & Duguid, 1989). Recent ethnographic research suggests that thinking can be
described as an interaction between an agent and a physical and social situation.
Accordingly, learning can be categorized as a participatory process mediated by different
perspectives among co-participants. Rogoff and Gardner (1984), Suchman (1987). and
Lave (1988) in a series of classic investigations observed ordinary people engaged in
everyday problem solving. Rogoff & Gardner examined the relati;)nship between young
mothers and their infants. Suchman observed operators trying to repair malfunctioning
photocopying machines and Lave studied craft apprenticeship amﬁng Vai and Gola
tailors in Liberia, and grocery shopping among American adults. Subsequently,
observations of individuals practicing in a collaborative, physical world potent with
meaning and context lead these researchers to postulate that cognition is codependent and
interrelated within a community of practice. Knowledge acquisition is really a question
of ‘enculturation’ (Lave, 1997). As such, it is futile, if not impossible, to study human
knowledge by extracting it from the authentic physical and social world where it is
manifested. Such analyses tend to be artificial, sterile notions destroying the natural

phenomena of interest, which should be the mutual accommodation between an agent and



the environment. Knowledge does not solely reside in the mind of an individual. It is
distributed and shared among co-participants in authentic situations (Bereiter, 1991).
Markedly, this rationalization diverges greatly from traditional, cognitive theories that
characterize human intelligence as akin to that of a computer, that is, a symbol processing
system with a memory capable of storing, and retaining symbolic structures and a
capacity for processing and modifying information in order to make sense of the world
(Simon, 1963). Situationists offer an alternative to this exegesis. For example, Greeno
(1989) proposes the following:

1. “Thinking is situated in physical and social contexts. Cognition, including

thinking, knowing and learning, can be considered as a relationship between

an agent and a situation rather as an activity in an individual’s mind.

9

Thinking and learning are situated in contexts of belief and understandings
about cognition that differ between individuals and social groups, and the
fundamental property of thinking and learning is determined by these
contexts.

. Thinking, learning and cognitive growths are activities in which children

I

elaborate and organize their knowledge and understanding rather than simply
applying and acquiring cognitive structures and procedures” (p. 135).
In other words, it is not so much the agent that should be the primary focus of

investigation but rather the practice in which the agent is immersed and the relationship



between the agent and the situation which allows for activity and which is linked to the
emergent properties of a meaning-rich context (Lemke, 1997).

Historically, the situationists’ philosophy is deeply grounded in the work of
Dewey, Vygotsky, and Gibson all of whom have, to some extent, approached the study of
cognition from an ecological perspective. The degree to which their contributions have
impacted current ideas is not quantifiable. However, it suffices to identify some general
propositions, which clearly create the infrastructure for the theory of situated cognition.

John Dewey was an American philosopher and educator whose work has had a
tremendous impact on progressive schooling as a whole. Dewey abandoned authoritarian
approaches to teaching and embraced a more democratic method of education. His
theory of knowledge characterized as instrumentalist and related to pragmatism advanced
the idea that in order to study learning, one must consider the context in the social world
where learning occurs. He defined education as a nurturing,. cultivating process where
mature members of a social group accommodate newer members through specific, social
interaction. The environment or “medium™ sets up those ambient factors that encourage
or hamper the development of human beings (Dewey, 1916). The environment can be
characterized as much more than what surrounds an individual; Dewey includes anything
in the environment that denotes a specific continuity that initiates an individual’s
participation in a social activity. For example, to a filmmaker a camera would be an
intimate part of the environment or ‘medium’ because it sets up the conditions for

filmmaking and allows for the activity to take place. Consequently, the environment
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encompasses all of those things that significantly shape activity. Dewey goes further to
characterize the social environment as encompassing all those other human participants
who are associated with the individual and whose expectations, demands, endorsement or
condemnation of action frame the social situation. After all, no one can be engaged in an
activity without taking into account the connection with the activity of others. This
connection is fundamental to the understanding of the social environment because an
individual’s actions will always be interrelated in meaningful ways to all others within

the social medium. It would be difficult, for instance, to imagine the purpose of
producing a film or any other activity, for that matter, in total isolation, that is, void of
motivation, actors, co-participants and eventual audience. The activity would be
meaningless even to the producer. However, the social environment does not, according
to Dewey, implant into the individual modes of actions directly, but rather it sets up the
conditions that animate visible methods of proceeding and allow the individual
membership in a community. Once membership is established, the individual becomes
cognizant of the emotional attitudes, beliefs, goals of the group and pretty much begins to
share the same supply of knowledge that the group possesses. Accordingly, this shared
experience forms an emotional tendency to motivate individual behavior in such a way
that it creates purposeful activity evoking certain meaningful outcomes. Prawat (1995)
refers to this shared experience as ‘idea-based, social constructivism’. Learners are
engaged in communities of discourse where they can come up with and apply functional

ideas.



Vygotsky’s (1978) states, “Every function of the child’s cultural development
appears twice: first. on the social level, and later, on the individual level; first between
people (inter-psychological) and then inside the child (intra-psychological). This applies
equally to voluntary attention, to logical memory, and to the formation of concepts. All
the higher functions originate as actual relationships between individuals.” (p. 57).

Again, there is an empbhasis here that the environment plays a constitutive role in the
development of the individual. Vygotsky was also noted for originating the concept that
cognitive development is restricted within a ‘zone of proximal development’. For
instance, the zone is somewhere in between what the individual can accomplish with the
help of mature members of a community and what can be accomplished alone. Vygotsky
determined that the range of skills that are advanced within a social group greatly exceed
those skills that can be realized by an individual. Changes in social situations directly
trigger the development of human personality. Like Dewey, the social activity, the
interaction of co-participants in authentic situations leads to cognitive growth.
Vygotsky’s theory is an attempt to explain consciousness as the end product of
socialization. First and foremost, we learn within a community of practice; eventually,
these skills are internalized within the individual. Davydov (1995) summarizes
Vygotsky’s contributions to the study of human development, “First, the development of
human personality takes place during the upbringing and teaching, and has a specifically
historical character, content, and form. Second, the development of personality takes

place during changes in the social situations of a person’s life, or during the changes in



the types and kinds of personal activity. Third, the basic form of carrying out activity is
in joint-collective enactment by a group of people through their social interactions.
Fourth, the individual way of carrying out activity is the result of internalizing its basic
form. Fifth, an essential role in this process of internalization is playved by systems of
signs and symbols, created through the history of human culture. Sixth, the assimilation
by a person of historical values of material and spiritual culture in the process of that
person’s teaching and upbringing takes place through that person carrying out of personal
activity in collaboration with other people” (p15).

Again, the idea is that individual consciousness is determined by the collectivity
of the social group. These social structures and interactions are the necessary process of
enculturation where newer members of 4 community are accommodated into the group
by the distribution of historical systems and symbols through changes in authentic, social
activities.

Gibson’s work on perception also forms a theoretical reservoir for situated
cognition theory. His theory of ‘information pickup’ suggests that perception is entirely
dependent upon an interaction between an agent and the environment. Gibson proposes
that the environment consists of affordances, that is, properties that supply necessary cues
for perception (water, vegetation, terrain). Moreover, the ambient array includes
invariants (shadows, texture, color etc.), which play a crucial role in perception. Based
on Gestalt theories. Gibson emphasizes the significance of stimuli organization and

relationship to the environment. He criticizes earlier theories that do not take into



account that perception is an active process. He makes the point that people perceive
through the eyes, but those eyes are in a head that is attached to a body that has
locomotion. As such, the agent moves across an environment and picks up information
through situated action that the environment affords. These affordances are necessary to
perceive because they offer possibility for benefit or injury. For example. a pond may
provide relief from thirst; the opportunity to bathe etc., but it may also afford the prospect
for drowning. Like Dewey before him, water (in this situation) is an intimate part of the
environment and must be perceived. Consequently, affordances also offer constraints
and limit the individual in a variety of ways. Even if the environment is purposely
altered, the individual remains somehow tied to the situation (Gibson, 1979). Hence,
Gibson’s thesis also proposes that we cannot study an individual outside of the
environment. The agent and situation are complementary to each other.

Even from this superficial summary, it is clear that conceptual connections can be
drawn from Dewey to Vygotsky to Gibson and evident that all three authors have
contributed significantly to a theory of situated cognition. Without a doubt. there are also
other researchers that share, to some extent, theoretical affiliation with the situationists’
philosophy. For example, Piaget (1969) stated that cognitive development consists of a
constant effort to adapt to the environment in terms of assimilation and accommodation.
Although his work dealt largely with the four cognitive structures. sensory motor, pre-
operation, concrete operation and formal operation at different stages in child

development, in the former sense at least, his belief is cognate to the tenets of situated



cognition theory. Bruner (1990) has also recently expanded his theoretical framework to
embrace the social and cultural aspects of learning. He determines that over the years,
psychologists have erroneously concentrated on how individuals acquire symbolic
structures. Conversely, the focus should have been naturalistic inquiry on the nature of
man as a species. Bruner believes that our lives are shaped and depend on shared
understandings and meanings, which occur in a culturally adaptive environment. He asks
how do organisms in general acquire their skilled adaptation to the natural environment?
This question and the groundwork entrenched by the inquiry of Dewey, Vygotsky and
Gibson have been the foundations for the many proponents of situated cognition theory.
Greeno (1994) explores Gibson’s affordances and points out that cognitive
processes are really interactions between an agent and another system. However, in any
analysis of interaction. one must consider those conditions that can be ascribed to the
agent and those conditions that can be ascribed to the environment. In this sense, it is
clear that an environment that both expands and limits situational possibility sustains
cognitive activity. Alternatively, abilities are qualities that are characteristic of the agent
but can be clarified only in relational terms. Greeno gives the example of a sentence
whose meaning is relational to situations, that is, the situation in which the sentence is
spoken and the ‘meaning-creating’ situation brought about by speaking the sentence.
Activity can also be scrutinized by the analysis of interaction as calibrated by the
concept of ‘attunement to constraints’. Here, the author gives the example of steering a

car. The driver is attuned to the constraints of the direction of the car moving forward



and the force applied to the wheel in order to steer the automobile in a certain direction.
This ecological perspective focuses on the relational behavior of the agent with systems
in the environment and is consistent with Gibson’s view, which proposes that affordances
are preconditions for activity.

Lemke (1997) also echoes the idea that eco-social system models cannot be
explored through the analysis of primary components (i.e., people, objects etc.) but rather
by studying processes and practices. Components such as people, personal identities,
subjects, etc. are really only properties of a situation. which is part of a larger community.
They cannot be severed from the situational activity as they can only be considered
constructions of continuity along developmental trajectories of activity. Therefore, they
must be defined within their participation in a situation, which shapes and creates
meaning. Meaning is created in a variety of participatory practice that, at times, can be
considered both similar and different to past action In turn; this spawns a network of
connections. This network is evaluated in terms of which action has relevancy to a
present situation.

Connectionist models attempt to explain knowledge as encompassing an array of
interconnected elements, which individually signify nothing, but like neurons, the
importance lies in the connection (Bereiter, 1991). While situated cognition theory is not
exclusively a connectionist model, the idea that knowledge is fundamentally situated in

practice and not in any one factor permeates the philosophy.



Schools and Inert Knowledge

Rogoff and Gardner (1984) declare that without formulating a context, a teacher
will be hard pressed to mold students’ understanding of new material. Brown, Collins.
and Duguid (1989) believe that knowledge is co-produced within activity and that it
cannot be decontextualized otherwise it will lose all meaning. Lave (1989) proposes that
knowledge acquisition is really a process of culture transmission within communities of
practice. Unfortunately, the education system tends to treat knowledge as abstract,
‘independent stuff’. Concepts are taught outside of the authentic framework from where
they emerge and are used. From an eariy age, teachers encourage students to develop
language skills through disjointed lists of words and dictionary definitions, writing
through a carefully prescribed set of precepts. mathematics through well-defined and
isolated word problems.

Many situationists have cited Whitehead (1929) who coined the term 'inert
knowledge'. He was referring to the distinction between knowledge that is simply
acquired and dynamic knowledge that can be used outside the classroom. It is possible
that many students can easily work out exercises, remember mathematical formulas or
recite a set of rules, and yet remain incapable of writing effectively, or solving
mathematical problems. Concepts, like every day tools, are robust only through
application (Brown et al., 1989). For instance, many car manufactures include a set of

tools with the purchase of a new automobile. Some driving schools even give their



studénts courses in basic mechanics. While the majority of these people would have little
difficulty identifying the former as a wrench, screwdriver, jack etc., and may even be able
to describe the function of each tool, it is safe to guess that not many would be able to
initiate even minor repairs should their vehicles fail by the roadside.

The problem is one of transfer. It is difficult to learn how to use a tool through an
explicit set of classroom instructions. Damarkin (1993) suggests that a shift is needed
from the psychological to the sociological. Brown et al. (1989) state, "The occasion and
the conditions for use arise directly out of the context of an authentic activity - and are
framed by the way the members of a community see the world" (p.33). They conclude
that concepts are interdependent and embedded within an activity and within a unique
culture that is engaged in their application. For example, in order to work as producer,
director, actor or cameraperson for a television production, one must be able to
effectively use the tools (conceptual and mechanical) of the medium. The novice must be
absorbed into the culture of this particular population, learn its jargon, imitate the
behavior of experienced crewmembers, and accept the norms, which were established by
this community through complex, social interaction and over a period of time.

Situationists believe that while the educational system claims to assimilate
students into the culture of writers, mathematicians, historians etc., it is in fact, only
initiating students in 'the culture of school' (Lave, 1997). After all, most educators do not
teach students to be writers or mathematicians, but rather teach them about writing and

about mathematics. All the while, they largely ignore the wealth of conceptual structures



and learning strategies that have already been developed in authentic situations, and
which form the students' repertoire of entry behavior into the educational system. Social
support in the classroom is dismissed as mere noise. Students are immersed in specific
school activities (e.g., working out decontextualized problems, surprise tests, punitive
writing, uniform reading etc.) that are exceedingly dissimilar to the tasks of practitioners.
In the end. the way learning occurs in school has little to do with the way people learn
outside of school. It is no wonder then that transfer of classroom knowledge becomes
problematical.

Resnick (1987) draws further distinctions between learning in school and out.
She contends that education is concerned primarily with individual performance
compared to practitioners and ordinary people who deal in shared cognition. The
majority of work outside the educational system is team-based. Moreover, these teams
utilize whatever technology is necessary to get the job done. In school, the general
empbhasis is on print-based, linear thinking with little thought of employing other media.

Resnick’s argument, however. is not to increase access to vocational, or on the job
training. The author points out that this alternative is also doomed to failure because our
current, economic conditions are so volatile that it becormes nearly impossible to prepare
students for the quick changing requirements of specific employment and constantly
emerging technology. The educational system would be hard-pressed financially and
structurally to attempt to parallel these conditions so that students would gain access to

authentic experience. Moreover, such programs restrict students from following other
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professional or academic courses. Instead, Resnick suggests that in order to be
efficacious, schools must provide programs which simulate work environments, include
social interaction. shared inteliectual work, and employ a variety of strategies and media
in order to prepare students to be adaptive learners in an ever-changing, technological
world. Research in anchored instruction provides specific examples that educators can
employ (Cognition and Technology Group at Vanderbilt, 1990, 1993). Lastly, Resnick
states, "The most successful programs are organized around particular bodies of
knowledge and interpretation - subject matter, if you will, rather than general abilities"
(p. 18). Content experts possess rich databases of domain-specific knowledge, which
allow them to structure the classroom environment so that students can meaningfully

" engage in field-related tasks. Ignoring the role of content experts in simulating authentic
experience is pedagogically unsound. In fact, many studies indicate that stressing general
~ skills may, in the long run, prove to be a deficient methodology.

Perkins and Salomon (1987) explain that the educational emphasis was placed on
general abilities about thirty years ago. However. early work in computer science, and
artificial intelligence, which relied on this general, means-end analysis, proved to be
faulty when compared to expert behavior. Much of the research indicated that content-
specific knowledge always out-performed general skill ability. Experts were better able
to transfer academic knowledge and handle problems by chunking content-specific data
and reasoning forward in order to arrive at optimal solutions. Al researchers eventually

began to refer to general heuristics as weak methods.
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The argument that education must emphasize general abilities so that students can
transfer classroom knowledge to a wide range of applications is not valid. Pressley,
Snyder, and Cariglia-Bull, (1987) point to the fact that, "Teaching children general
strategies has no clear benefits. Effective thinking depends on specific-context bound
skills and units of knowledge that has little application to other domains" (p. 82).

Perkins and Salomon (1989) suggest a synthesis here so that general skills that are
to be taught can act as devices for handling and reclaiming domain-specific knowledge.
Beyond this, what is needed is a fundamental change to the way schools provide
instruction. Ifschools are to succeed in the new millennium, they must move forward
and away from their current hierarchical and archaic structures where the teacher is seen

as a dispenser of information and the student as a passive receptor of inert knowledge.

Situated Cognition and Instructional Design

There is an obvious paradox in the application of situated cognition theory to
classroom instruction. Classroom ideologies and structures are nct conducive to
authentic situations. Rather, schools engineer their own culture that is quite distinct and
more than likely, unrelated to real world experience. Any attempt to put into practice
some of the propositions of situated learning will necessarily be met, either by managerial

resistance, or will be muddled by the actual, artificial environment of the school and the



classroom. As such, there is a need to consider the implications of situated cognition in
conjunction with instructional design.

Lave (1997) suggests that any bid at creating meaningful experience in
classrooms may be confounded by the attempt itself. She cites two reasons for this
conundrum. First of all, when a teacher assigns a certain task, students will engage in
that practice knowing that it has something to do with a specific lesson. This practice
then functions as a bankrupt simulation of sorts; and students, cognizant of this fact, are
not actuallv engaging in any authentic activity. Secondly, as long as the practice is tied
into a curriculum., text, lesson and teacher, ownership is cut off from the actual learner
and that further impedes participation in authenticity.

Engestrdm and Cole (1997) refer to situated cognition theory as a Pandora’s box
mainly because it is difficult to appreciate what is meant by *authentic situation’. [s
‘situation’ indicative of a time, of a location or of a social condition? Because of this,
both misunderstandings and possibilities abound. Instructional designers need to
consider these pitfalls prior to classroom implementation.

Winn (1993) indicates that some basic assumptions of instructional design may
seem antithetical to situated learning, but in fact, solutions can be found to move beyond
the paradox and into a productive partnership. According to the author, the paradox
exists because of the erroneous supposition that what people learn is easily transmissible.
That is, learners can acquire specific skills outside of any particular context, and when

needed, these skills will be retrieved and applied to a variety of problem solving
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situations. However, because situationists surmise that knowledge is context bound, the
instructional designer will be hard pressed to come up with, or even imagine the
multitude of situations where this knowledge and skills will be applicable? Moreover,
because instructional design models are based on task analysis and are prescriptive in
nature, theyv rely on their ability to generalize. The paradox, in this sense, seems
insurmountable. Nonetheless, the author believes that it is possible to overcome the
impasse by arriving at some basic guidelines or parameters about learning and instruction
that conform to the propositions set forth by situationists. What is needed is twofold.
First, improve general skill instruction; second, teach knowledge and skills in the
situation where they will be applicable. While the first suggestion may prove difficult
(Perkins & Salomon, 1987), the latter recommendation is feasible if it is possible to
create learning environments that include community-based practice, authentic activity
and shared intelligibility within a context where students can construct potent meaning.
Although Young (1993) realizes that schools and classrooms hold special
problems in terms of replicating authenticity of practice, he suggests that, keeping this in
mind, it is possible to generate situations that will afford sound learning. He reckons that
the first step is to select a specific domain of interest. Next, designers must embed
activities into the learning situation, which permit novices and experts to interact. Of
course, it is assumed that instructors are adequately trained in the situation along with
training that may be required in order to employ any necessary technology. Finally,

assessment must be incorporated in the instructional design so that it is undertaken within



the situational context; that is, evaluation that creates opportunities that will allow
investigation of agent-environment interaction. This is counter to traditional evaluation
of knowledge acquisition, which is often episodic by nature and linked to a particular test
and definitely not a measure of knowledge application (Perfetto, Brandsford, & Franks.
1983). By using an ecological perspective, instructional designers will be able to create
meaning-rich, complex environments where the transfer of knowledge from one situation
to another is likely to occur.

There are a few examples of such designs. Besides the Jasper series (Cognition
and Technology Group at Vanderbilt, 1990, 1993), Griffin (1995) compared two
instructional models intended to teach map transfer skills to fourth graders. One of the
models used a traditional approach while the other advanced instruction according to the
precepts of situated cognition theory. The author reports that learners in the latter group
performed significantly better during assessment and that the situated approach was
conducive to better outcomes.

Using an ecological approach, Shaw, Eftken. Fajen. Garret and Morris (1997)
were able to design assessment tools for on-line, multimedia systems. Through case
studies accounts, the authors build a theoretical framework for designers interested in
incorporating situated assessment capabilities for on-line instruction.

Rochelle and Clancey (1992) evaluate a model for learning science as a shared

activity. Again, through case study accounts of beginning physics students, they show



how learning science can be dramatically improved through shared intelligibility in a
community engaged in observation, communication and representation.

Choi and Hannafin (1995) describe instructional design trends for situated
learning models. Echoing other researchers, they stress the importance of creating
complex environments that demand solutions to real world tasks. They emphasize the
need for self-referencing where the learner has the opportunity to examine personal goals
and motivation within the framework of previously artained knowledge and experience.
McLellan (1993) suggests that this self-assessment may take many forms (either
individual or group) including debriefing, group discussion, co-investigation, and post-
mortem reflection of activity.

Choi and Hannafin (1995) also state that there is a need to promote the transfer of
skills flexibly across related problems and the need to recognize and incorporate the
existing knowledge base and diversity of learning strategies, which already exist within
individual agents. Again, assessment here is described as implanted within realistic
activity, which encourages the, “generation of ideas and the presentation of problem-
solving processes such as planning, implementing, and revising,” (p. 64). Moreover,
assessment should be an ongoing and transparent process where learners are engaged in
discovering which ideas, information. solutions, opinions are functional and which
should be discarded along with the opportunity to communicate these findings to others.
The authors suggest some specific examples including portfolios, performance

assessment, and concept maps. Portfolios are collections of students’ work that may



embody a variety of material including, but not limited to, journal entries, video
productions, artwork, computer programs, written material, and any other media that may
exemplify the cognitive development of the learner. The authors believe that portfolios
are especially fitted for self-referencing. Performance assessment offers learners the
occasion to make explicit some of the acquired knowledge or skills by producing,
presenting or performing tasks or material that is tied into complex, real world settings.
Collins (1990) determines that this type of assessment corresponds to the way the ‘real
world’ evaluates training. Finally, concept maps are vital to diagram the intricacy and
interconnections of domain knowledge that highlight for the learner the relationships of
concepts and meanings.

Choi and Hannafin (1995) conclude that situated cognition theory is really about
learning systems and environments, which promote higher-order thinking skills.
Therewith, if designers are to incorporate said principles to classroom processes, they

must consider the theoretical implications affecting instructional models.

Cognitive Apprenticeship

Many proponents of situated cognition theory have suggested cognitive
apprenticeship as an alternative to impotent teaching methods, which produce inert

knowledge and currently permeate much of the educational system.



Cognitive apprenticeships are the academic and theoretical offspring of real world
counterparts — that is, apprenticeship practices observed in ethnographic research.
According to Lave and Wenger (1990), apprenticeships begin with the notion that all
learning and knowledge, for that matter. is defined relative to context. Learning occurs in
a participatory environment, within communities of practice and can’t be scrutinized as a
self-contained structure. An apprentice gains access to a community’s knowledge base
by increased participation in productive activities. This participation deals with the
actual tasks performed by practitioners. rather than abstraction of that performance.
Under attenuated conditions, the learner is involved in what the authors call. ‘legitimate
peripheral participation’. Branching from Vygotsky’s ‘zone of proximal development’,
this concept sees the newcomer as absorbing (learning) and as being absorbed by a
community of practice. At first, the apprentice’s participation may be limited to
observation of the master’s performance and finished products. The apprentice augments
partaking in the activity by assuming, at first, simple or subtasks. The master calibrates
the newcomer’s performance by offering support that will be eventually eliminated as the
learner becomes more adept. This support offers a bridge between present and future
task components, which may be too difficult for the apprentice to undertake alone
(Rogoff & Gardner, 1984). Moreover, throughout this process, the novice employs any
essential tool that is necessary or congenital to the situational task. Any technology
employed by a community in an on-going practice is consequential not only because it

allows for task manipulation and completion but also because it emerges from that group
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as integral part of their heritage. For example, lighting equipment is an essential aspect
of filmmaking since it allows negatives to be exposed to light under controlled
conditions; as such, the development of lighting equipment has historical roots and is
intrinsic to the negotiated meaning arrived at by the filmmaking community over a period
of time. While the apprentice becomes aware of this meaning, the artifact is eventually
made invisible by the practice situation. This notion deals with the often-misunderstood
term, ‘transparency’. Lave and Wenger (1990) offer an analogy here, which is of some
use. A window in a room allows the viewer to see a variety things and happenings in the
outside world while the window itself remains fairly invisible; that is the viewer does not
reflect on the object of the window. On the other hand, the salient features of the window
as compared to a solid wall ensure the window’s visibility. The authors explain.
“Invisibility of mediating technologies is necessary for allowing focus on, and thus
supporting visibility of, the subject matter. Conversely, visibility of the significance of
the technology is necessary for allowing for its unproblematic — invisible — use”
(p. 103). The interchange between visibility and invisibility of mediating technologies is
an important factor in the analysis of learning in practice.

Cognitive apprenticeship models attempt to incorporate many of these principles
by simulating authentic practice in the classroom (Collins, Brown, Newman, 1989). The
authors include four key elements to these models, sociology, content, methods and

sequence.
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The sociology aspect consists of designing learning environments that are
complex in meaning and retain social. motivational, and technological characteristics
found in the real world. These designs are characterized by ill-defined problems and
veritable practices that will engage novices in ‘legitimate peripheral participation’.

Harley states, “A core consideration is the creation of a learning culture which fosters a
situated learner’s sense of personal intellectual enterprise” (p. 49).

Content refers to a domain-specific knowledge base (facts, concepts, etc.) that the
learner must acquire by observing expert behavior and through cognitive management
(goal setting, self-referencing, planning etc.) and in conjunction with strategic application
(knowing how, rather than simply knowing what).

Methods and sequencing may be looked at jointly using particulars developed in
‘legitimate peripheral practice’ (Rogoff & Gardner, 1984; Choi & Hannafin, 1995).

They include: (a) Modeling — the novice tries to duplicate the performance of the expert
(in most cases. the teacher) by mimicking procedural and thought patterned behavior.

(b) Scaffolding — the expert offers support in order to simplify the task, or to calibrate the
novice's performance on a new, more difficult activity. Scaffolding may include
completion of the task by the expert in order for the novice to observe the entire process
and finished product, or by simply supplying various cues to encourage task completion
from the novice. (c) Coaching or guiding — the expert tries to clarify and steer the novice
in the right direction by identifying gross errors and evaluating performance within the

context of situated action — this assessment is always unobtrusive and in a sense,



transparent. (d) Collaborating — meaning is developed, negotiated and shared among
members of the group or culture. Collaborative work is an inherent factor in real-world
problem solving and prescriptive in cognitive apprenticeship. () Fading - any scaffolding
is progressively removed so that the novice can perform independently of others. Itis
expected that as the novice becomes proficient in a task. the status of apprentice will be
changed to that of expert, which will in turn produce reciprocal learning situations for
NEeWCOMETs.

Brown and Duguid (1993) identify major differences between traditional
education approaches and cognitive apprenticeship models. First of all, they dispute the
notion that learning is necessarily a direct outcome of teaching. Learning cannot be
discerned solely from the viewpoint of the teacher or instruction. but rather, it should be
appreciated from the learner’s perspective. “The alternative view sees learning as
inevitable unfinished. but continuous process that goes on through life” (p.11). Learning
is not an additive operation with discreet, salient components; it is an enlargement of
interaction and participation within a community. Interaction within a situational
context will vield much more than the simple acquisition of abstractions or facts that the
teacher assumes must have been transmitted to a passive learner. The authors propound
the term, ‘stolen knowledge’; that is, newcomers to a learning situation often observe and
appropriate the behavior and explicit knowledge of the more experienced members of the
community or from the experts within that culture. Implicit knowledge refers to that

more ‘dynamic practice’ which is part of the community but not explicitly made public
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like concepts and abstractions. For example, in a television production situation, camera
people may assume certain maneuvers (e.g., shoot cover, or cutaway shots) that were not
part of the planned action and not previously disclosed to the novice. The novice in a
similar situation will also do the same or “steal’ this knowledge.

Traditional educational methods tend to focus on the individual learner.
Conversely, cognitive apprenticeship models concentrate on social practices where
individuals have the chance to claim or ‘steal’ from other members of the group,
knowledge or experience that is deemed appropriate to the task. This intellectual
confiscation is accomplished through a series of subtle negotiations and cerebral sharing.
However, distribution of knowledge in this fashion will be arrested if the individual is
removed from the social context and taught explicit information outside of this
framework.

Another important difference raised by the authors is that schools tend to treat
technology in isolation while cognitive apprenticeship models persistently incorporate
tools as inherent to their social context. Isolation of technology will inevitably lead to
idolization of artifacts and will make task completion problematical because tool usage

will not be self-explanatory as it is when it is tied into context.



Summarv

Deeply rooted in historical and ethnographic research. situated cognition theory
offers an alternative perspective on thinking and learning. It proposes that all knowledge
originates in participatory practice where novices are given the chance to observe experts
and then partake in productive activity. In order to study these phenomena. it is
necessary to appreciate the ecology and not single components of the situation. The
learner must be understood as an agent interacting with an environment that both affords
and constraints activity. Symbolic processing theories that assume that all knowledge
lies squarely in the head of an individual, fail to interpret the larger picture. At best, these
theories can be considered examples of some sort of cognitive activity whose structures
offer a framework to scrutinize the agent-environment interaction. If non-situated
learning exists, it does so within artificial intelligent systems and is limited to non-human
cognition.

Schools in general unwittingly promote inert knowledge. By espousing impotent
teaching methods. they generate a type of ‘school learning”, which is quite unique from
learning that occurs in the real world. Claiming to assimilate students in the culture of
writers and mathematicians. schools, in fact, assimilate students only in the culture of
school. Schools teach abstractions expunged from context; unfortunately, it is the
authenticity of the situation, which gives birth to meaning. It is no wonder then that

transmissibility of knowledge acquired in school remains problematical.
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Situated cognition theory presents a challenge for instructional designers and
possibly even a pedagogical paradox; however, it is feasible to overcome these obstacles.
While adhering to the principles of situated action, it is possible to design cognitive
apprenticeship models that simulate real world experiences. Although somewhat of an
impoverished cousin to real world models, these designs, nevertheless, offer hopeful
prospects for learners to engage in ‘legitimate peripheral practice’ by participating in
authentic, meaning-rich interactions where learning is potent and individuals are
empowered.

This research is based on situated cognition theory and the examination of
cognitive apprenticeship models; as such, it was necessary to include a comprehensive

summation of these perspectives.
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CHAPTER 2

Focus of Research

Statement of Problem

Media education is now entering its third phase. As technologies keep merging,
the media are now mostly multimedia. The borders between television production, radio
production, telephone and computers technologies are quickly fading. We can longer
restrict the term ‘technology’ to the use of computers or, for that matter, to any single
piece of equipment. For example, one of the major computer companies now markets its
machines with pre-installed, video capture cards, and editing software as standard gear.
The cost of digital cameras is recurrently dropping so that it now becomes feasible for
schools and for students to produce products that meet industry standards. Moreover,
streaming video, MP3s, cable modems, wireless connections etc. now make the
transmission of these products over the Internet both viable and reliable. This new
delivery system has enhanced the broadcast capabilities of students to potentially produce
powerful messages, which may be consumed by students in other schools, across the
country, or across the globe. In employing these technologies, however, it is always
important to remember that education and especially production should remain a
dynamic, social process. If not, the sheer monotony of a tapered man-machine
interaction will arrest further development. Buckingham and Green (1997) state, “We

need to avoid lapsing back to the notion of the isolated individual creator in silent
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communication with the screen” (p. 302). More than ever, there will be a need to re-
examine factors like interaction. teacher expertise, creativity, story telling, content and
quality of production, and more than ever there will be a need to huddle closer to such
kev concepts as agency, audience, language, technology and representation, and this is
where media education can play a vital role. Nevertheless, acceptance of media
education as a necessary component of the modemn high school curriculum remains
marginal. Many educators still see the inclusion of this subject area as just another fad
that will eventually fade away. This adversative stance may be largely attributed to the
scant research in the field (Bazalgette, 1997), but more importantly to a blunt disregard to
frame media studies to robust educational theory. What attempts have been made to link
the field to theory have béen on the side of communications and not education (e.g.,
Piette & Giroux, 1997). There exists a need to come up with a variety of compelling
studies that could link this field of inquiry to educational theory and at the same time
determine whether media education does indeed provide beneficial "spin-off" effects for
high school students.

Concurrently, the calls for educational reform have been thunderous, far-reaching
and unremitting. The existing North American educational system, deeply rooted in the
Gutenberg press and industrialization has been unable to keep pace with the ever-
changing demands of a technologically based society. Archaic, hierarchical, didactic

methods have been unable to capture the imagination of young learners and the results
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have been devastating including drop out rates exceeding 35%>. Seeing that
employment opportunities for unskilled workers continue to disappear in the North
American context, these figures are extremely alarming. In a highly competitive world
market, it will be difficult to maintain an economic foothold with a weakened manpower
base. As newer jobs will demand specialized skills and training, dropouts will not be
marketable and will eventually be forced to rely on social services in order to survive.
The increased stress on these programs will be costly for everyone, and will burden and
perhaps even collapse already fragile systems.

In response to these data, the ministry of education in Quebec is presently
introducing sweeping reforms both at the elementary and secondary levels of education.
The latter. based on situated cognition theory accentuate the notion that knowledge does
not solely reside in the mind of an individual, that the teacher is not the sole purveyor of
information and that knowledge gain can be described as an interaction between an agent
and a physical and an authentic, social situation.

As previously mentioned, practical work in media education can also be described
in this fashion. In media education, an ecological perspective to teaching and learning is
naturally assumed. In fact, media education sets up an engaging model descriptive of the
learner-technology interaction and offers possibilities to measure 'cognitive residue’
proposed by Salomon. Perkins and Globerson (1991). These researchers advanced the

notion that residual effects occur when learners are actively involved in utilizing a

* Public Affairs and Youth Affairs. (1991). Stav in school. (IBSBN 0-662-59983-7). Govt. of Canada.
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particular technology; that is, the concern here is not so much the effects of media on
individuals but rather what effects occur when individuals ‘mindfully employ’ a

particular medium as means of communication and or expression. This impact they term,
‘cognitive residue’ and explain it as a product of the relationship between the learner
‘mindfully interacting” with the media and within the context of a meaning-rich
environment.

Does working with a particular technology or medium shape learners’ attitudes
and understanding of that medium (residual effects)? Assuredly, a rational way to
attempt to answer this question is to study the conditions, events and consequences as
experienced by learners in a naturalistic setting. This approach may illuminate both
qualitative and quantitative aspects of ‘cognitive residue’ and increase our understanding
of developmental changes that may occur when learners are ‘mindfully engaged” n
operating a particular technology.

The purpose of this study is threefold. First and foremost, there is a bona fide
desire to investigate media tasks and the interactions that occur during practice and to
clearly determine whether or not these interactions shape learners® attitudes and
knowledge about the media. The second factor prompting this analysis is an attempt to
bond media education to situated cognition theory by describing its content, form and
practice as an archetypical, cognitive apprenticeship model. This may serve to further
authenticate media studies at the pre-tertiary level. Finally, the anticipated governmental

modifications to the primary and secondary curriculum will demand a rethinking of
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classroom structures in order to echo in the notion that learning occurs within social
contexts and cannot be abstracted from authentic situations. This constructivist approach
to education may require a paradigm shift and as such, successful application across the
province may prove problematic. Be that as it may, the application of these new reforms
will be consequential to many educators who for years have assumed that cognition
resides only in the mind of the individual and that learners are passive absorbers of inert
knowledge. Above all, these teachers will benefit from case studies of noteworthy
descriptions of classroom structures, and learning approaches that are more reflective of
the agent-environment interaction.

The fact remains that learning and education occur under complex, social
conditions. These conditions are rudimentary messy and fuzzy and do not lend
themselves easily to traditional. experimental designs. Qualitative analysis offers an
opportunity to study the complexity of the phenomenon while reducing research
intrusiveness. The researcher may assume the role of an active participant and develop
rich descriptions and interpretations of the learners’ experiences (Eisner, 1991).

Lincoln and Guba (1985) Patton (1987) and Eisner (1991) put forth a schema for
sound, qualitative research and determine that fundamentally, good research should
generally embody the principles of coherency. applicability and impartiality. This can be
achieved by providing scheduled, and detailed descriptions of the conditions and events
as experienced by the participants. The focus should be on the wholeness of the

phenomenon and on the constants that emerge from the complexity of the environment.



Eisner (1991) points to the utility factor of such studies. The evolving research design
must be clarified so that the analysis will guide future researchers who may wish to
follow a similar path? Finally, although often a participant, the researcher can reduce
personal bias through triangulation of data sources. By gathering information using a
variety of techniques including quantitative methods, a consensus of results can be
realized. Corroboration is sought by agreement of findings; that is, matching results with
other results found in the study and bonding the analysis to the general, theoretical
framework.

This study endeavored to adhere to these fundamentals by examining the
interactions that occurred during a 15-week, media studies course at a local high school,
and determining whether or not these exchanges result in residual effects, ‘cognitive

residue’.

Research Concentration

‘Mindful interaction’ is defined according to Salomon , Globerson, and Perkins
(1991) as "the employment of non-automatic and meta-cognitively guided processes"
(p.4)- Such interaction allows learners to mobilize higher-order cognitive skills, generate
inferences about content, and appreciate the potential of the partnership between the
agent, the medium and the situation. It is hypothesized that this type of involvement with

a particular medium or technology results in potent, residual effects. This involvement,
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however, should not to be befuddled with ‘learning styles’ or ‘time on task’ studies
(Hardy, C. A., Mershon, B., 1980; Walker, G.. Audette, R., Algozzine, R., 1998). These
investigations describe concepts that are only indicative of agent qualities, ascribing little
to the medium or to the environment and. as such, are not descriptive of interaction,
which is relational in essence (Greeno, 1994).

Conversely, Salomon et al. (1991) explain the act of ‘mindlessness’ as relying
strictly on the surface features of any technology, task or situation without realizing its
uniqueness and opportunities it may afford. As is always the case in any structured
environment, some participants may choose not to become involved to any measurable
degree. These subjects may be described as ‘non-engaged’ or may be simply categorized
as complying or ‘going through the motions’.

*Cognitive residue’ is defined as residual effects, the product of the relationship
between an individual and the technology or medium employed in a particular context.
These effects may equip the agent with skills, strategies, or for the purpose of this study,
sufficient ability to think critically about the media. Once again, these effects are
attributed to the relationship and are not solely descriptive of agent qualities; as such,
‘cognitive residue’ is not fundamentally an idiom for ‘transfer of classroom instruction’
and should not be entangled within the existing literature on this topic (Clark, R.E. &
Voogel, A. 1985; Bransford, J.D., Franks, J.J., Vye, N.J. & Sherwood, R.D. 1989).
Rather, ‘cognitive residue” should be examined as a by-product of the interaction

between an agent and a particular medium. This by-product may function as a positive
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residual, or at times, a negative one. For example, there is some evidence that interaction
with violent computer games may result in aggressive behavior in some children, and yet,
reduce aggression in others (Scott, 1995).

Moreover, ‘treatment’, in reference to this study, is not indicative of any one
factor or method administered to the group under investigation. To a certain extent,
treatment here refers to the situated environment that has been fashioned in order to
afford opportunities for interaction with the television medium. The type of interaction
that subjects assume (mindful or mindless) and the by-product of this interaction
(cognitive residue or critical viewing skills) are the variables under investigation.

Some qualitative researchers have frowned upon developing specific research
hypotheses prior to the investigation of a phenomenon (Eisner, 1991). In doing so. a
researcher necessarily imposes a pre-determined structure on a natural setting and
therewith, narrows the scope of observation and analysis. Moreover, the use of a control
group is rare in qualitative studies. Nevertheless. for the purpose of this investigation,
both the control group and the need to taper down field observation by forming research
hypotheses were deemed indispensable to the inquiry although this study may, at times,
appear to be quasi-experimental.

The first phase of this research employed qualitative methodology (observation,
field notes, video recordings, surveys and interviews) to classify subjects in the treatment
group in terms of levels of interaction, ‘mindful, mindless or non-engaged’. A control

group was added to serve as a baseline ensuring that pre-existing, media competencies



were not present in either group prior to that interaction. Also, there was a need to
compare the treatment group to the control group at the end of the 15 weeks in order to
determine differences in media competencies. Hence, Hypothesis 1 was formulated and
evaluated by administering to both groups a pretest at the beginning of the study and
posttest at its completion. This hypothesis is stated as:

H1:  Students in the treatment group have higher levels of media analysis
scores than those in the control group.

Once the subjects were classified, it was also necessary to determine if the levels
of interaction affected performance on the posttest. Subjects classified as ‘mindfully
engaged’ with the medium were compared to subjects categorized as ‘mindlessly

engaged’ with the medium. This hypothesis is stated as:

H2:  Students in the treatment group classified as ‘mindfully engaged’ perform
better on the posttest than those students in the treatment group who did not
meet the criteria.

Finally, in order to measure “cognitive residue’ as a product of interaction.
subjects were asked to submit journals reporting on personal consumption of media

products. The journals from all subjects were scrutinized and compared in order to
identify differences between the groups. This hypothesis is stated as
H3: Students in the treatment group classified as ‘mindfully engaged’ exhibit media

analysis skills even when consuming media outside of the classroom situation
(cognitive residue).
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The Media Studies Course

The duration of the media course investigated in this study was approximately
five months from mid January 2000 to the end of May 2000, although our research did
not commence until the first week of February 2000 when the pretest was administered.
The reason for the delay had to do with the fact that in the first few weeks of the course,
class time is usually taken up with administrative tasks, such as disseminating
information about the school, availability of equipment and location. calibrating course
changes, student withdrawals and student additions.

This particular media studies course focuses on production and the instructional
methodology is based on the cognitive apprenticeship model proposed by Collins,
Brown. and Newman (1989). The model ignores distinctions between academic and
*hands on’ learning and one of its major goals is to initiate the novice into a community
of expert practice. The instructor assumes the role of expert, resource person and the
facilitator of an environment that is conducive to self-directed learning.

At the beginning of the course, final production work from previous classes is
presented to the new students or “apprentices’ in order to demonstrate standards for a
completed end product. Subsequently, there is a phase of negotiation and re-negotiation
about structures, assignments and deadlines. As a sense of trust is developed among the
participants, suggestions. ideas, and comments from the students are entertained and

openly encouraged but remain subject to evaluation and rigorous analysis from peers or



the instructor. The tasks are then assigned, which include: the production of two short
video or multimedia programs exploring a variety of topics and genres. For example. the
first piece (running anywhere from 2 to 5 minutes) can be a P.S.A. (a public service
announcement) about an issue of concern; for this first assignment, students can also
produce a music video, a trailer for a film or render a topic of their own choosing other
than the selling of commercial product. The second production (running anywhere from
5 to 10 minutes) can be an instructional or educational documentary or narrative
addressing a real need in the school or in the community. Moreover. the students are
required to conduct a 50-minute seminar on a media topic not covered during the course.
for instance, violence in the media, censorship, animation etc.

The extended nature of video production necessitates group work and the division
of labor. Here, the strengths and talents of initial players are teased out in order entrust
different responsibilities and arrive at a consensus and a commitment to an end product.
Much has been documented to substantiate the implications and the requisite skills

needed to establish cohesive and productive group work (Thiagarajan, 1978). These

include: (a) group composition — heterogeneous groups tend to maximize interaction and
task completion (b)_structure — there are certain group maintenance functions which are
necessary to set up unification among group members and enhance social exchange.
Jacques (1984) identifies a series of these tasks; for example, gate keeping, coordinating,
standard setting, summarizing — factors indispensable in any attempt to craft group

interaction. Such functions should be assigned to a group member (Standford & Roark,



1974). In the case of media production, these tasks normally rest with the director or
assistant director. Finally, (c) feedback - must be the catalyst for providing essential
information to group members (assigning tasks, establishing group goals, setting
sequence etc.) and calibrating and evaluating group performance (Richardson, 1967). In
media production, the fundamentals of this literature remain crucial although

practitioners have, at times, skimmed over this factor. This situation has often caused
managerial frustration and disenchantment with group work. However, any production is
synonymous with teamwork. Stafford (1990) acknowledges co-operative group work as
an essential component in media education. “In particular, the necessity for group work
in most forms of media production and the development of creative skills in a particular
institutional context requires media teachers to recognize a set of skills and
understandings which have previously been ignored” (p. 82).

The class under study encompassed 25 students generating five separate,
production groups comprising of a director, assistant director, cameraperson, post-
production editor. and a production assistant. While these tasks were exclusive
throughout the process, during the pre-production phase, all students were encouraged to
contribute equally to discussions, setting of objectives, and arriving at ideas for proposals
and scripts. At this time, students also atiended workshops on proposal and scriptwriting,
as well as workshops on all the technical aspects of production, including: camera work,
aesthetics, composition, lighting, and editing. The individual groups were responsible for

the scheduling of these sessions with the instructor. They did so until they felt



comfortable with the technology. Again, during this period of practice, the instructor
worked as the resident expert modeling the production behavior. the language and the
grammar of the medium, which has been adopted by the filmmaking and television
community and developed over a period of time and through a series of negotiations.
The coursework is such that emphasis is placed on problem solving, learning by
doing, drafting and re-drafting, interacting with members of the production team and
networking with members from other production groups. For example, directors from the
different teams had to get together in order to discuss scheduling, rehearsals, camera and
editing workshops and other issues. As the talent, grips, lighting, and set construction
workers were drawn from the other production groups within the class, this task entailed
a great amount of administrative and organizational skills. Assistant directors kept logs
of work being accomplished on a daily basis, set up shooting schedules and aided the
director in casting and rehearsing the talent. Editors got together to discuss possibilities
for on-line or off-line transitions, special effects etc.. and camera people convened to
review shot lists. Hence, while the distinct groups were developing their own products,
they had to remain cognizant of the fact that they would be working in some capacity on
the other productions as well, and consequently, a sense of dynamic, social exchange
developed in the learning environment rather than a sense of contest. Although a small
dose of competition subsisted naturally, this was considered a healthy equivalent to the
rivalry experienced by professional practitioners. Moreover, problems and solutions

were ill-defined allowing for critical thinking, flexibility, self-development, tolerance and



at once, a concern with the absorption of the accumulated supply of knowledge that rests
in the domain of the expert.

The production teams negotiated shooting days and the time required for post-
production and all the while, they worked with virtual budgets in order to get a sense of
the real costs and the real time-restriction affecting professionals in similar situations.
Once completed, the directors presented their end products to the class, talked about the
intended purpose of their video program, their target audience, their final budgets and
what went right or wrong with their production, and how things might change given more
money and more time. A group discussion ensued where the work was critically
scrutinized by all participants and evaluated according to the established norms.

As the class is styled on the cognitive apprenticeship model, there is always an
attempt to follow the tenets of “‘content’. ‘method’, ‘sequence’. and ‘sociology’

(Young, 1993).

Content

Content, in this sense, has little to do with what the students choose the produce.
The latter is only the catalyst that allows the novice to enter into a community of practice
and may vary widely from group to group. As a matter of fact, diversity of content is
embraced in the course so that students may appreciate the fact that knowledge need not
be compartmentalized into discrete subject areas. However, ‘content’, according to the

cognitive apprenticeship paradigm, refers to the strategies acquired by the expert (in this
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case, the instructor) through time, and experience that now can be passed on to the
novice. These cognitive management tactics take into account goal setting, planning,
evaluation and revision. As mentioned in the previous section. they entail learning how
to learn, exploring new fields and possibilities and reconfiguring existing knowledge.

As no clear solutions were made evident throughout the course, students in the various
groups had to cognitively grapple with posed obstacles (i.e., budgets, time constraints,
quality of help etc.) in order to come up with an end product. As such, decisions about
purpose, audiences, technology etc., needed to be made as soon as possible. This factor
compelled most students to get involved at different levels of interaction with the
technology, participants, task and environment. Accordingly, there was a need to re-

think, evaluate, and modify pre-conceptions about production and the medium.

Methods

Methods include the chance to observe expert behavior and discover techniques
practiced by professionals within a particular context. During the first production, the
instructor would often take over many of the tasks in order to exemplify what needed to
be done. According to “legitimate peripheral participation’, the students observed the
instructor typifying the practice and then were allowed to resume their work. During this
engagement, ‘scaffolding’ support was employed by giving students hints or by showing
them how to do something, and gradually, ‘fading’ by allowing more and more control of

the production to rest with the student crew.
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Sequence

Sequence was considered so that the students progressed from simple to more
complex tasks. For example, for the first production, the teams were fairly free to
explore any one of a variety of genres knowing that the end product would only be
presented to other members of the class. On the other hand, for the second production.
the crews had to meet specific needs within the school or the outside community.
Accordingly, they were producing videos that would actually be used by other teachers or
members of the community and reaching audiences beyond this particular class. This
prompted new conditions where the teams had to consult with end users (the subject
matter experts) who often petitioned for adhesion to certain requirements for the video
programs. This new element added to the complexity of the activity and created diverse

problem solving circumstances for the production crews.

Sociology

The sociology of the learning environment, the motivational factors, technology
and dynamic social exchanges that had to occur for the final production to be completed
increased the prospects of approximating real life events where what was being learned
was also being used. During the interviews, many students reported that the amount and
quality of their interaction with the medium increased when the task resembled real-life

activities. Many reported a new sense of ownership for the product because they realized



that audiences outside of the classroom would consume 1t. This attitude seemed to be

linked to perceptions of pride and reputation within the school commumity.



CHAPTER 3

Study 1

Pilot Studv

The pilot study was undertaken to calibrate all of the instruments used in the
research. A reduced number of subjects from a previous grade 10 media education

course was used for this particular analysis.

Sample Selection

Eleven students were selected to participate in the treatment group in this
preliminary investigation. The subjects were divided into two production sub-groups
from two separate, grade 10 media studies classes. These were intact sub-groups formed
earlier in the semester and both groups had already participated in the production process
by completing their first two assignments. At the launch of the study, the groups were
initiating work on their final assignment. The average age of these students was 15 years,
and they were almost equally divided by gender: 55% female, 45% male.

Ten students attending a grade 10 English course and not previously exposed to
media education were selected for the control group. These students exhibited
characteristics similar to those in the treatment group. The average age of these students

was also 15 years, and the group was made up of 60% females, 40% males.



All students were informed that they would receive extra course marks for their

participation in the study.

Testing Procedure

As the subjects in the treatment group had already been exposed to many
production concepts and interactions at this point in the course, a pretest was not
administered. In order to test Hypothesis 2. aud classify the levels of interaction for each
student, both production groups were videotaped during their classroom practices. These
videotape sessions were conducted at the beginning of the students’ work (pre-
production) during the middle of their work (production) and at the completion of their
work (post-production). These sequences occurred during a three-week éeriod between
November 8. 1999 and November 26, 1999. The students’ interactions were recorded
using a stationary camera. The camera was strategically located in the classroom so it
could monitor, for each group, the behavior and the conversation of all five students and
remain as unobtrusive as possible. As with the major study, when the subjects were not
being recorded, their progress was followed by the independent observer who examined
their interactions and compiled field notes. Once finished, the students were asked to
complete self-reporting forms declaring their levels of interaction with the task and
factors that they believed influenced their amount of involvement. The students were

then interviewed to further clarify their responses. These sessions were informal, relying



on open-ended queries, which allowed students to elaborate on their responses and to
pinpoint problematic areas with the summary forms. Using the above data, the subjects
were classified in terms of 'mindful interaction'.

At the end of the assignment, a posttest was administered to both the control and
the treatment groups in order to test Hypothesis 1. The posttest was administered on
November 26, 1999. Both control and treatment groups were tested on this day but at
different times. The students watched the video program on sexual harassment on a 27-
inch monitor and then completed the questionnaire (test material is described in Study 2).
This exam took place during a regular, fifty-minute class period.

Throughout the investigation, participants in the treatment group were also asked
to submit a journal. The subjects were asked to hand in a one-page (minimum
requirement) essay on any televised program or programs that they would normally view
at home. They were told that they could respond in any way they wished. No further
information was given here. The submissions took place at the end of each week during
the testing period; that is, three journal entries per student. The purpose of the journal
was to measure residual effects in the treatment group, Hypothesis 3.

The control group simply followed the regular English Language curriculum
within an established class. Subjects in the control group were also asked to submit
Jjournal entries according to the treatment group. All of the students were informed that

they would receive an unspecified number of bonus marks for their submissions.
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Data Reduction & Preparation

It was quite a task to mull over 6 hours of video taped sequences of the classroom
interaction. At first, the observer and I watched the tapes in their entirety to get an
overview about the real interactions occurring within the groups. We then selected
segments of the video recordings that were of particular interest and transcribed these in
order to capture meaning. We attempted to jot down in chronological order all of the
spoken words, and at times, the body language of the participants as they communicated
and interacted with each other, with the technology and with their environment. For
example:

(Transcription from videotape # 1 - Nov. 11, 1999)

Amy: Cause last production we did we didn't focus so much on the shots but this
time, [ wanna focus more on the editing and even more on the shots. I mean |
want to get more variety of shots. You know like that show I was watching - in
that show. everything was in a detailed spot in the shot and everything made
sense that was there - it was necessary and visually, it was so much better.

Pam: Can we do something like a circling (meaning arc) shot?

Danny: You mean like it goes around them?

Pam: Have you ever seen that show, Get Real?

David: That's a new show.
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Amy: Get Real is the stupidest show, the script sucks, but the camera work and
editing are amazing. Sometimes, [ watch it just for that. That's the kind of thing

I'm talking about. The visuals in a production are really important.*

This short segment of transcribed video reveals Amy’s succession of thought
about her eventual product and was selected because it surfaced as particularly
interesting. The individual's ideas seem to flow from a series of explorations (through
analogy or comparison), clarification (through peer group discussion and interaction),
inference (about other people's work), and further analogy. Finally, a conclusion is
drawn (the types of shots used in a product are important) n a context-dependent
manner. Understanding the need for visual variety is a complex idea in media production
that seems to have been fashioned developmentally from simpler ideas and tied in to the
level of the individual's situational interaction. Following this procedure for each
student, we were able to classify group members in terms of 'mindful interaction’. In
order to corroborate this taxonomy, results were then checked against the initial field
notes compiled by the observer. As a further check, these summaries were matched
against the student's self reports of interaction and any discrepancies were identified and
clarified during the open-ended interviews with the subjects.

The journals from both the treatment group and the control group were scrutinized

in order to identify salient, media competencies. As the latter were based on personal

% For the sake of anonymity, the names of the students have been changed.
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viewing, no attempt was made to differentiate between the programs that were critiqued.
Albett. a limited range was presented focusing largely on situation comedies, and light
drama. which exposed narratives about adolescent relationships. This is consistent with
the literature pertaining to this age group (Comstock, 1991). Moreover, no attempt was
made to judge any of the journals grammatically or in terms of writing ability as these
skills varied from subject to subject.

Posttest quantitative, descriptive data were prepared using standard statistical

software.

Results

Out of the ten students, only two were classified as “mindlessly engaged’; that is.
it was felt that these students were really just relying on the surface features of the
medium. task and learning environment and had not consistently employved meta-
cognitive processes in the completion of their tasks. According to the classification,
these students did not meet the criteria for ‘mindful interaction’. There were few
discrepancies between our evaluation and the self-reports put forth by these two students.
During the interview, both students concurred with our evaluation, and attempted to
provide explanations for their limited involvement with the tasks. The reasons they
supplied were mostly based on the fact that they were given the course in order to

complete their schedule and had not really chosen to be in a media studies class.
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H1:  Students in the treatment group have higher levels of media analysis

scores than those in the control group.

With a few exceptions, almost all (85%) of the students who wrote the posttest
were able to answer questions on the content of the video. However, an outstanding
number of subjects (90%) in the control group were incapable of correctly identifying the
target audience for the video and only 20% were able to appropriately state the purpose
of the video. This is in sharp contrast to the treatment group where only 30% had
difficulty defining the target audience and 70% clearly understood the purpose of the
video.

When asked to identify.techniques used in the video to draw and hold audience
attention, the effect of media education was pronounced. 90% of students in the
treatment group referred to (at least one or more) camera movements, camera angles,
editing techniques and the addition of music as factors used by the producers to attract
the viewer. Only one student in the control group made a reference to the use of camera
movement.

Knowledge of pre-production, production and post-production processes was non-
existent in the control group while 80% of the subjects in the treatment group clearly

outlined the necessary steps needed in order to create the video message (see Fig.1).
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Treatment
# Control

Posttest
Scores

Figure 1
Posttest Scores — Pilot Study

H2:  Students in the treatment group classified as mindfully engaged perform

better on the posttest than those students in the treatment group who did

not meet this criteria.

Only two of the students in the treatment group had not been classified as
‘mindfully engaged’. However, even though they had not met the criteria for this
classification, one of these students was able to identify both the target audience and the
purpose of the video and exhibited ample media competency responding to questions on
production techniques. The other student had only difficulty with the former query.
Nevertheless. both of these students made little or no reference to the formal features of

production in their journal entries and both leaned heavily on content in these reports

approximating the majority of subjects in the control group.



71

H3:  Students in the mreatment group classified as mindfully engaged exhibit media
analysis skills even when consuming media outside of the classroom situation
(cognitive residue).

Journal entries from the control and treatment groups revealed differences in the
way subjects responded to personal viewing away from the classroom situation. As
previously mentioned, the participants were free to reply in any way they thought suitable
and to any program or groups of programs that they would normally view at home.
Unanimously, students in the control group relied strictly on program content as a means
of analysis and many blindly accepted the constructed reality of the show. The following
examples are typical and are not necessarily critical cases. In fact, little variation exists

in the journals submitted from the control group.

Journal Entry — Lisa (Control Group)

Oh here’s the scoop. I'm going to talk about the TV show
Dawson’s Creek. Dawson’s Creek is my favorite show and you'll
find out why in the following response:

This show has a variety of topics a teen would have. Some
things more drastic than others. It deals with the [ives of teens,
their problems, dilemmas and answers. Some things are left

unsobved. Like why (ove is so hard. "Why school education is



important. Why people should be honest and loyall But aren’t. It
shows that life may not be as great as you think it is. Fverybody
out there in the world has their own set of problems. For some
people, life is harder. The show basically deals with the facts of [ife.
The good and the bad. A good quote to summarize this show would
be: “Looks can be deceiving and don’t judge a book by its cover.”
The show really makes you think. And even though the people are
Jjust characters in the show, they are much more than that. The
show can tell you many things. Some people (ive for their friends.
Some for their popularity but the best people live for everything.
In conclusion, if you don’t watch Dawson'’s Creek, you're

missing out on life’s advice.

Journal Entry — Kevin (Control Group)

Beverly Hills goz10 is a show about adults encouraging us to
go to school. It’s a show that I think most everyone should be

watching. They got problems, arguments, drugs, accidents
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marriage, divorce and even rape. Having friends around them
makes them feel more secure. I think if they watch, children are
able to learn in which life they are heading for and the
consequences in their future. What makes it better is that they will
know what to do if this Aappens to them and some are able to learn

right from wrong.

On the other hand. the students in the treatment group consistently moved beyond
content and tended to focus on the formal features of the programs. Again, the samples
included in this report are representative of the type of r;:sponses submitted by every
member of the treatment group (with the exception of the two students who were

classified as non engaged). For example:

Journal Entry — Pam (Treatment Group)

The show ‘Get Reall which airy at 9:00 p.mu onvWednesday
night iy a really boring show interms of the story line; but irv
terms of cameray;, divecting, editing and creativity, it iy really

interesting.
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Interms of the director’s creativity, I never seenva show
quite like this one: Most shows stick to-the regulawr shots but this
show is definitely based o very artistic viewy of the divector.

The editing is well done: The editor does things that L
hawven't seen before in other shows; instead of fading to-black;
all the fades are to-white: A lot of the editing is tied into-the
action, which makes it very tricky for continuity, but they pull
&t off well:

But what really interested me was the unbelievable
camera work: Theve are a lot of pans; more thaw cuty. Whewn
someone entery a roow the camera pans all arvound thew as if
fromva point of view of someone flying over thenu Thevre are
also- interesting angles: Such as shoty from the sky looking
dowwn: In some scenes; the camera follows behind two-
chavractery walking dowvw a hall: Thew it passes avound thenwv
and finishes the shot fromthe front. During interesting

covweirsations between chavracters, the camera civcles around
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and between thewv like o figure eight. Bul the most interesting
shot I sow is hard to-explain. It would stort at one scene and
then tilt doww and goom in as if- going through the floor into-
a completely new scene: Inthis show the camera isbavely sill:
It is alimost constantly parnning and tilting; but the way it
works with the editing makes it really good.

Journal Entry Peter (Treatment Group)

I was watching television last vnégohta/nd/e);/er since I took
media,, I look at it inva completely different view. While
watching Beverley Hills 90210, I realized that yow cantell that
the actory are really acting: Yow caw see that they are
portraying emotions that belong to-fictional characters
becauwse sometimes yow con see whewn they mess up ov they dowt
believe their lines: I try to-figure out the shoty that have beevv
put together fromvcamera 1, 2 or 3. Series and other shows are

different from one another. Yow cown tell which ones are low
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budget shows; and which are expensive becauise of dissolves
sbecial effects; better talent etc.

When I'm watching TV, I always try to-imagine what iy
happening behind the scenes; and how the director, A.D. and
the rest react withya productiow surrounding thew I used to-
ignove the credity; but now I actually go-through thew and see
who-and what kind of crew helps produce the show. Medicv

studies has changed wmy perspective ontelevision and fili.

Discussion

The pilot study was undertaken to attune the instrumentation to be used in Study
2, the major study. and to confirm differences between students attending and not
attending a media education class. The pilot study also helped to define the methods of
observation that were emploved in the classification of the subjects according to their
level of interaction and established that those classified as *mindfully engaged’
performed differently than those students who did not meet the criteria.

The summary forms (see Appendix C) were developed in order to describe the
tvpe of behavior that might reflect these meta-cognitive-guided processes and describe

the agent-environment interaction. It was hypothesized that this type of involvement
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with a particular medium, task and environment results in potent, residual effects.
Unexpectedly, the two students who were categorized as interacting in very limited ways
with the activity and the environment still performed at competent levels on the posttest.
However, for these students, ‘cognitive residue’ or critical viewing was not apparent in
their personal viewing. Their responses on the journals are noticeably different from
students who fully interacted with the task and were classified as mindfully engaged.
Possibly, a certain level of interaction may be necessary for residual effects to occur. The
latter notion seems to support Salomon, Globerson and Perkins’ thinking and the stance
assumed by many proponents of situated cognition theory that ‘higher order’ knowledge
is gained through meaningful agent-environment interaction.

It is evident from the journal entries that the subjects in the treatment group
classified as *mindfully engaged’ assumed a different perspective when viewing media
products. Most referred to the formal features of the medium (i.e., camera movements,
dissolves. cuts etc.), and as such, depicted a deeper understanding of the constructed
quality of the message. For instance, Pamela's appreciation of the technical aspects and
creative process of a program moves her beyond the story line and indicates a new found
sense or at least an appreciation of aesthetics. This appreciation is both necessary and
sufficient to devise the manufactured reality of all media. Peter also seems to cut through
the transparency of television as a mirror of society, and accordingly, tries to imagine the
number of people responsible for this particular creation. Conversely, comments from

the control group and from subjects categorized as ‘mindlessly engaged’ like, "If you
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don't watch Dawson's Creek, you're missing out on life's advice," and "Children are able
to learn where life is leading them." illustrate a blind acceptance of the media as reality.
In this case. fictional characters become role models that seem to have all the answers for
adolescents seeking advice to life's complex issues. This factor alone makes a
compelling argument for media education and for further research into media-agent

mteraction.
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CHAPTER 4

Study 2

Sample

The sample for the major study consisted of 25 students attending a grade 10,
media studies course at a local high school. The subjects were both male and female and
ranged between 15 and 17 years of age. This was an intact group made up of students
with varied intellectual. academic, and reading ability. For the majority, it was their first
time taking a media education course although a few of these students may have taken
the introductory media course at the grade 9 level. A control group of approximately the
same number of students was used to test residual effects. The latter group was not
exposed to a media education course but exhibited age and academic characteristics

similar to the subjects under investigation.

Procedure

The investigation and description of interaction extended throughout the duration
of the media course, approximately a 15-week period. The pretest was administered on
February 2, 2000, at the beginning of the course in order to determine pre-existing media
skills in both the treatment and control groups. Different methods of analysis steered

data gathering, description of interaction. and interpretation of developmental change as
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it occurred within the social context. This approach is loosely based on the microgenetic
method put forth by Siegler and Crowley (1991). The attempt here is to clarify
qualitative and quantitative aspects of change within a natural setting. The microgenetic
method involves observation of individual cases during the period of change. The
researcher records the observations relative to the rate of change and through further
analysis attempts to infer what factors gave rise to the change. This inference is an
attempt to uncover situated-related ideas that may be the learner’s cognitive construction
of the event generating the observed behavior (Linjnse, 1995).

This study consisted of two key phases. The purpose of Phase 1 was to explore a
method for describing interaction and possibly classifying participants into categories of
‘mindful engagement’. ‘mindléss engagement’, or ‘non-engagement’. By monitoring
students during the development and completion of their media tasks, it was possible to
assemble comprehensive descriptions of how they interacted with the technology and the
environment. A planned, weekly schedule of observation was instituted where an
observer monitored working subgroups and individual cases within those groups.
Because the study necessitated the creation of an environment based on an archetypical,
cognitive apprenticeship model (not readily found in many school systems), my role
became multi-faceted: that is. that of researcher, participant, observer, facilitator and
resident expert. As I was implicated into the fabric of the situation, it was crucial to
enlist the services of an independent observer, someone from outside the classroom

structure. This made it easier to witness cases of ‘mindful-mindless’ engagement and
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allowed classification results of two observers to be compared and substantiated thus
reducing personal bias and increasing the neutrality of the study. In order to test
Hypothesis 2, and attempt to classify the levels of interaction for each student
(involvement with the medium and task through verbal or physical behavior), production
groups were videotaped during their classroom practices. These videotape sessions were
conducted at the beginning of the students' work (pre-production), during the middle of
their work (production), and at the completion of their work (post-production). The
students’ interactions were recorded using a stationary camera. The camera was
strategically located in the classroom so it could monitor, for each group, the behavior
and the conversation of students while remaining as unobtrusive as possible. When the
subjects were not being recorded, the independent observer followed their progress and
compiled field notes. Once a task was accomplished, the students were also asked to
complete the self-reporting forms declaring their levels of interaction with the activity
and factors that they believed influenced the amount of involvement. The students were
later interviewed to further clarify their responses. These interviews were informal and
meant to solicit information that would shed light on any discrepancy that existed
between our classification and the student’s own perception of what had occurred. Using
the above data, the subjects were classified in terms of 'mindful interaction'.

In Phase 2 of the study, residual effects were measured as a product of interaction.
The purpose here was to determine whether a certain level of exchange in the agent-

environment relationship is required in order to produce beneficial, spin-off effects.



Throughout the investigation, participants in both the treatment and control
groups were asked to submit a personal journal. The subjects were informed that they
had to hand in a one-page (minimum requirement) essay on any televised program or
programs that they would normally view at home. They were only told that they could
respond in any way they wished. No further information was given here. These
submissions were expected at the beginning, during and at the end of the testing period;
that is. three journal entries per student. The purpose of these journals was to measure
residual effects in the treatment group, Hypothesis 3. Do differences exist in the way the
groups respond to televised material outside of the classroom situation?

Near the end of the course, on May 24, 2000, the post-test was administered to
both the control and the treatment group in order to test for Hypothesis 1. The posttest
was completed during a regular, 50-minute instructional period. Both control and
treatment groups were tested on the same day but at different times. The students
watched the video program on sexual harassment on a 27-inch monitor and then

completed the questionnaire.

Test Materials

The pretest used in the study included comparable questions found in the post-test
but. in order to minimize memory effects, audio-visual material was not included (see
Appendix A). The post-test is a measure of unique dimensions of media analysis and

production skills. This is not a new concept and many researchers have attempted to



quantify these skills. Quin and McMahon (1995), for example, focused on five

categories of analysis including language, production process, audience, narrative, and
values. This took the form of showing students a short video and asking a variety of
questions to measure media analysis proficiency. The questions dealt with basic content,
category, purpose. target audiences, production techniques and technical elements such as
editing, audio, lighting etc. (see also Messaris, 1994). This means of testing media
competencies has been established as a viable evaluation method by practitioners (Bevort
& DeSmedt, 1997; Hobbs & Frost, 1997a; 1997b; 1997c). Such acceptance by specialists
in a particular field increases the validity of instrumentation (Henreson, Morris &

Gibbon, 1987). Correspondingly, the testing material that was used in this study required
the viewing of a short video on sexual harassment (a McGrath Systems Inc., 1998
production) and the completion of a questionnaire employing the types of questions
drawn from previous work in media education research.

The video depicted brief, narrative sequences and interviews on the topic of
sexual harassment using music, quick cuts and fast camera movement. Previous studies
report that adolescents are especially attracted to programs portraying youth in conflict
situations (Dorr, 1983). The questionnaire included some basic content and demographic
inquiry and then focused on questions dealing with media competencies such as the
ability to detect target audience, purpose etc. This instrument also included four open-

ended measures ascertaining knowledge of the production process. For example, the



participants were asked to identify the major production phases needed to construct the
televised video message (see Appendix B).
The other material consisted of field notes by the observer, videotapes of

recorded, classroom practice, interview responses, journal entries, self-reporting forms,
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and the summary forms identifving levels of interaction (see Appendices C, D, E. H & J).

The summary forms describe behavior that is determined critical for “mindful
interaction” to occur. All of the forms were calibrated during the pilot study launched in
November 1999. Interviews with the participants in the pilot program and discussions
with the observer helped clarify language and age-related expectations. For instance,
while the format followed prescribed, qualitative survey methods (Patton, 1997), the
language had to be modified several times to conform to the age and academic level of

the participants.

Data Reduction & Preparation

The videotaped sessions were viewed in their entirety to get a global perspective
about the real interactions occurring within the five production groups. Selected
segments of particular interest were then transcribed and coded in order to capture
meaning (see Appendix G). As in the pilot study, an attempt was made to jot down in
chronological order all of the spoken words, and at times, the body language of the

participants as they communicated and interacted with each other, with the technology
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and with their learning environment. Unique behavior and verbal expression of any one
subject were interpreted as a possible instance of cognitive construction. In a situated
cognition environment, each student will endeavor to develop his or her own meaning,
which will motivate action and generate learning. Following this procedure for each
student, treatment group members were categorized in terms of ‘mindful interaction’.
In order to corroborate this taxonomy, results were checked against the initial field notes
compiled by the independent observer. Inter-rater coding reliability measures were also
used to determine the degree of correlation that existed between the observer and myself
in reference to the classification system. Using the software, a random sample of
designated coding on 12 items (including video transcripts, journals and final
classification) was compared (see Appendix L). As a further check, the final
classifications were matched against the student's self reports of interaction and any
discrepancies were identified and clarified during deliberations in the open-ended
interviews with the subjects (see Appendix J).

The journals from both the treatment group and the control group were scrutinized
and coded in order to identify salient, media competencies. The journals were not judged
on the choice of programs nor in terms of writing ability as these skills varied greatly
from subject to subject; rather, the analysis focused on the identification of critical
viewing skills or references to the formal features employed by a particular medium.
These references were identified and coded for each journal (see Appendix I and K).

Frequency tables distinguished the type and the number of media production references
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(noted as critical viewing skills) made in any one journal for each subject in the study.
Chi square analysis was used to test the statistical significance between observed and
expected frequencies. ANOVAs of the pretest/post-test scores determined the statistical
significance for the questionnaires. All quantitative data were prepared using standard,
statistical software, Minitab . Qualitative data were prepared using CDC EZ — TEXT,
developed by Cornwall Incorporated for the Centers for Disease Control and Prevention

(see Appendix F).

Videotape Analvsis

As previously manifested in the pilot study, the videotaped segments revealed
what appears to be a pattern of students’ situated constructed meaning. A graduated,
‘bottom-up’ progression seems evident where subjects, commencing with simple ideas
arrive at complex conclusions through a sequence of exploration, negotiation and
clarification with peers and with the medium. These segments also seem to suggest that
for most of these students, there were two phases of meaning-construction. First. they
tended to describe the technique, event or reason for engagement; and then, they linked
the phenomenon to their own products. By following the transcribed discussions, it was
possible to relate the students’ ideas to levels of complexity. This inference lies at the
core of our observation and interpretation; that is, ideas that students bring forth are

situation-related attempts to construct meaning, which in turn, spawn levels of
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interaction. These ideas are generated within the context of a situation and within an
environment. In addition. there appears to be a connection between the type and level of
interaction (‘mindful or mindless’) and an increase in the complexity of ideas or
cognition. For instance, students who were later classified as ‘mindlessly engaged or
non-engaged’. always contributed modestly to the group (at least, overtly) and explored
and negotiated economically or infrequently with their peers and as such, their efforts at
constructing meaning were noticeably impoverished. The following transcriptions are
examples of this impression (please note that non-relevant material, conversation or
superfluous information was not included in the transcription. In some cases, the
videotapes did not reveal evidence of interaction — in these situations: we labeled the lack
of video data as “no evidence™ rather than “mindless interaction™. It was felt that the
visual information provided by some of these recordings could be limited given the
possibility of covert interaction. In these cases, we employed the field notes and the

other data to support our final classification.*

Tape # 4 — Transcription form March 8, 2000

Leigh: [ thought that maybe we could make a video on health and fitness.

Tristan: That’s boring. It's gonna be our final production, let’s do something

* Please note specific transcriptions were selected and included here to reflect topics of interest i.e.,
audience analysis, division of labor etc. Complete data are available in the Appendices. Again, the names
of the students were changed for the sake of anonymity.
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cool.

Ashley: Like what? Something about drugs?

Tristan: Yea.

Leigh: Look he said (meaning the teacher) that we have to do something that
meets a need?

Tiffany: So we can do meeting a need and talk about drugs.

Mike: What does he mean meet a need?

Ashley: That someone can use the video for a class, like a teacher needs it.

Leigh: Nor drugs, that’s been done before. What's wrong with health and
fitness? You know the gym teachers could use a video like that.

Tristan: [t’s boring.

Leigh: No [ think with the right script and the right shots you can make any topic
interesting, besides, everybody's done something on drugs. Let’s do something
original.

Mike: How about if we interview some kids on how they feel about fitness

and health?

Leigh: Yea, we could. Last time we had interviews. You don’t want too many
though; that’s boring. Why don't we make it more interesting? You know we can
have some scenes about anorexia and the way extreme diets affect you. We 're
gonna need good acting though.

Tristan: That sucks. Who's going to like that?
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Leigh: Girls would be interested in that. We 're always worried about getting

fat, right? They should be our target audience.

Tristan: Girls?

Leigh: Yea, teenage girls who are worried about their weight, and the way their
bodies look.

Mike: I'm going to do camera again. [ think last time I did a pretty good job.
Okay don’t answer.

Tiffany: [ rthink that would be really good. Not too many have done it on this.
Leigh: Okay, so we all agree. [ think it's gonna be cool like [ said, we need a
good script, good shots, good acting, and now that we know that it’s gonna be for
girls we can really focus on that. Tomorrow come in with some stuff. Who's got
the Internet?

Mike: 7 do.

Ashley: Me roo, I can look for some stuff tonight.

Tristan: What are we looking for?

Leigh: Let’s start with some facts about health and then we should start thinking
about what our audience would like to see and then we can get some more stuff
and start on the script. I think knowing your audience is really important. [ think
Mr. Macdonald could really use a video like this for his class. ['ll ask him

tomorrow. [ have gym first period.
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From the above transcript, we can see how Leigh’s initial idea has gone through a
process of exploration, negotiation and clarification. Her idea begins as a simple notion
related to the situation and increases in sophistication and density until she arrives at a
complex, media-related conclusion; that is, in considering any message design,

“audiences are important™ (see Fig. 2.). It is this constructed meaning that generates
further action such as soliciting information from other sources i.e.. the Internet, asking

the teacher etc.

Fig.2 Constructing context-related meaning

Complexity of Cognition

Exploration/negotiation/clarification

By following Leigh’s conversation within this particular context, it is possible to

formulate a simple outline in order to describe the series of successive constructions that
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lead to the student’s final supposition about the importance of media audiences. For
example:
1) we could have scenes about anorexia (exploration)
2) girls would like that; they should be our target audience (negotiation)
3) we need to focus on the audience (clarification)
4) [ think audiences are important (conclusion)

5) we need to get the facts, write the script, speak to the teacher (action)

Additional to the individual’s developmental changes described above, there also
seems to be an increase in the complexity of ideas as students move from one situation.
task or assignment to another. . This pattern emerged as we followed each case across the
specified tasks. Figure 3 is an attempt to show visually the succession of situated
cognition has it develops from one production to another. For example, constructed
meaning generated in the second production emerged and was further developed from
predecessor notions presented during discussions in the first production.

During the actual shooting and editing phases, the subjects physically and visibly
put into operation ideas or constructed meanings that had surfaced from preceding
deliberations and former productions. Again, this maturity of thought seems to be
connected to the individual’s level of interaction with the medium and within the context

of the situation.



Fig. 3 Constructing meaning from previous ideas

Complexity of Cognition
A

Exploration/negotiation/clarification

1. First Production

Complexity of Cognition
A

>
Exploration/negotiation/clarification

2. Second Production

In this case, attempts at meaning construction were evident with

individuals within the groups. and also apparent with individuals across similar situations

or tasks.

Tape # 8 — Transcription form May 23, 2000

Leigh: I'm not really pleased with the way the host speaks.

Tristan: Why not?

Ashley: [ can re-edit that sequence and paste some shots of people exercising on

top of her while she talks.

Tristan: [ think it’s pretty good.



Leigh: No. the problem is not the editing. She speaks too fast, and I think at that
point, she's saying something very important that the audience needs to hear.
Ashely: [ can't slow down her speech. What do you wanna do?

Mike: Just leave it.

Ashley: No Leigh'’s right. You can hardly understand what she s saying. She
speaks too fast. You guys couldn 't pick that up during the shoot?

Mike: Hey, don't look at me: ['m just the cameraman.

Tristan: Thar wasn't my job. I was key grip. Anyways, just leave it.

Leigh: No it’s my fault. I'm the director. [ was concentrating too much on the
shots. That’s why [ didn’t pay attention to the way she was saying it.

Mike: So what do you wanna do?

Leigh: Last production we didn’t correct our mistakes: now every time [ see that
tape it ‘pisses me’ off. If the gym teacher is gonna use this tape, it's got to be
good. We 're gonna re-shoot that whole sequence with the host. This time we 're
gonna make sure thar she 's saving it properly.

Tristan: That means we need an extra shooting day, more money off our budget.
Forget about it.

Leigh: [ don't care. I'll explain going over budget during my presentation, but we
can't just leave it like this. It's our final production and I want it to be good.
Besides, if they do use it in a class, [ want the audience get something out of it.

Tristan: Okay, you 're the director. Go for it.
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Ashley: You better tell the teacher that we need an extra day.

Following this transcription, we begin to see how in this situation, Leigh’s
perception and expectation of the production leads her to further interaction with the
medium. She assumes ownership of the video: and also takes on the responsibility for its
shortcomings, but more importantly, she is also determined to do what it takes in order to
end up with a viable, final product. In a real sense, Leigh has become aware of the many
facets of production and her understanding of what it means to put forth material that is
functional has intensified through her interaction with the medium and across several
situational tasks. Examining student behavior in this fashion. allows the observer to
describe ‘interaction’ as overt attempts at meaning construction, which are repeated over
and over again in permanently new contexts. As students move from one learning
situation to another (pre-production, production, post-production), motivation and
cognition development intensify and become more and more complex, that is for students
who are ‘mindfully engaged’ in task completion. As mentioned in the literature, this
progress can be attributed to the relationship between the individual and the medium. task
and environment and not solely characteristic of agent qualities (Greeno, 1994).

However. this level of development was only reached when students had
previously and mindfully interacted in similar situations and contexts. Again, the
videotaped sessions revealed no evidence of students, who were later classified as

‘mindlessly engaged’. as assuming any type of product responsibility or ownership.



Tape # 9 — Transcription form March 16. 2000

Nick: Don 't forget we need to get information about body piercing.

James: Maybe we should ask some people in the class how they feel about it.
Amanda: Well we shouldn’t ask these people cause they re part of the class.
Andrea: No right now they 're just people; they 're not working in our production
so who cares? They 're not gonna be fake.

Amanda: Yeah, but some of them are going to be working for us as talent and
grips; Idon't think it’s a good idea to get them involved with what the video is
about. Not now anyways.

Danny: / can ask people at lunch or in my other classes if you give me the
questions.

James: No let’s not ger everybody'’s job mixed up like we did in our first
production.

Nick: What do you mean?

Andrea: James is right. Everyone should do their own job; last time it was all
confused.

James: Danny, you’re cameraman right? So just worry about that.

Andrea: Yeah, Pamela is supposed to do the research so let her do it.

Danny: Yeah, but she’s absent today.
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Andrea: So what. She could do it tomorrow.

James: Let’s make sure everybody knows what their job is so we don't get mixed
up. I want this production to go smooth.

Amanda: Just because you 're into body piercing.

James: Shut up! You have more piercing than me.

Nick: Okay ,okay, listen just assign two good grips to me. Idon't need anymore.
Last time when [ was best boy, you had too many people just hanging around. I'd
rather have only two people who know what they 're doing cause I don’t have time
fool around during the shoot to explain it to them. It gets on my nerves.

James: And another thing, Pam’s the A.D. right? It’s her job to keep us on time.
Last time she didn’t even have a watch. That sucks.

Danny: That’s because she was busy with the take sheets.

James: So that's her job too. Anyways, [ don't care. That's part of her job and it
pisses me off when people don't do their job.

Amanda: Like you 're perfect?

James: That'’s not what I'm saying. All I'm saying is that during a shoot,
everyone should know what they 're responsible for and do it. I don’t want to

worry about other people’s stuff; I got my own stuff to worry about.

Most videotaped segments that were viewed and transcribed seemed to reveal that

with every new situation, new ideas are generated. These ideas are produced as a result
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of a subject’s perception, expectatiorm and interaction with the medium and within a
particular environment. Similar to Leeigh’s progression, we can follow James’
construction of meaning through a sesries of successive notions that lead to his
understanding that in production. everyone is responsible for a particular task. Again,
this construction emerged from interzaction manifested within similar contexts and

situations.

a) like we did in our first pr-oduction (previous interaction)
b) Let’s make sure everybocly knows what their job is (emergent notion)
¢) during the shoot, everyome should know what they 're responsible for

and do it (final construcrted meaning)

This method of analysis was used for every subject and for every production
group in the study and as such, a great deal of time was spent mulling over many hours of
tape. The independent observer not:es were then used to corroborate the interpretation of
this observation and to complete thes summary forms for each subject (see Appendix C).
Using these data, subjects were claszsified according to their level of interaction with an
inter-rater reliability of greater than 90% (see Appendix L). Short, open-ended
interviews were conducted with eac:h subject during the week of May 15 to May 19,

2000. The interviews were undertaFken in order to clarify any contradiction between
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observer classification and what the students professed on the self-reporting forms (see

appendix D).

Results

Out of 25 subjects, 18 were classified as ‘mindfully engaged’: six were
considered “mindlessly engaged® and one student was categorized as ‘non-engaged’. Oof
the students classified as ‘mindlessly engaged®, four had declared (self-reporting forms)
that they had interacted actively with the medium and with the environment. However,
during the interviews, two of these students acknowledged that the opposite was indeed
true and that they simply had answered incorrectly for fear that they would be graded on
these responses. Another student also reported limited interaction with the medium even
though he had responded differently on the survey form. According to this student, the
reason for the faulty reply was a misunderstanding of what the questionnaire was asking.
Alternatively, the last subject continued to affirm active participation with the medium
and with the assigned tasks even though the videotapes and the observer notes confirmed
no evidence of this activity. While ‘mindful engagement’ may at times, be covert in
nature, results of other measures (i.e., videotapes, journal submissions etc.) in the study
did not support this student’s affirmation, and therefore, the classification remained

unchanged. The subject classified as ‘non-engaged’ agreed with the assessment stating



prolonged absenteeism as a possible justification for a total lack of involvement. This
student had missed 13 days of school due to reported illness.

The majority of students also seemed to categorize similar factors as possible
determinants for ‘mindful interaction’ (see Appendix E). Table 1 illustrates the

percentage of subjects who agreed or agreed strongly that the identified factors are

important motivators of ‘mindful interactive’ behavior.

Students work in groups 92%
Assignments Resemble Real-Life Activities 76%
Teacher Expertise 92%

*Hands on’ Assignments 84%

Lectures 52%

Division of labor 68%

Availability of Technology 88%

Table | Factors influencing levels of interaction

H1: Students in the treatment group have higher levels of media analysis
scores than those in the control group.
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No significant differences between treatment and control groups were noted in the

pretest scores (see Table 2). However, significant differences were detected in the

posttest scores clearly revealing the effects of the media education course (see Table 3).

As reported in the pilot study, these data also show that the majority of subjects (82%) in

both groups had little difficulty responding to questions related to the content of the

video. However, a majority of subjects (82%) in the control group were incapable

Table 2

Analvsis of Variance for Pretest Score

Scurce CF SSs
Group z 309
Z