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ABSTRACT .

A\ ’

. ELEANCR COLEMAN

~

AN EXAMINATION OF THE RELATIVE ?FFECTS CF APFECTIVE!
COGNITIVE, AND CONMPGSITE FREVIEWS ON LEARNING
"FROM A BILINGUAL EDUCATIONAL TELEVISION PROGRAM

- This study compared the effectiveness of three video-'
teped preuz)w segments in increasing learning from a bilingual
educatlonal.televis;on prqgram. One rntroduced the program' s
cognitive content. Another focused on’ affective content: and
introduced characters- acting a6 behaviour mouels. The‘ -ﬂ
‘third prev;iﬂ comblned cognitive and ‘affective content

The prégram and previews were shown to 13? anglophone

fourth-grade students in two Nontreal schools. Subjects

}“ were randomly assigned to viewing groups comprised of the-

three preview conditions, a fourth, "non-organizing" preview
condition (creatrﬁ to test the effects of the program only),
and'a control ccndition. Tests of vocabulary'recognitién;
information acquisition, and attitude towards learning and
speaking French and making cross-cultural contacts were ed-;
ministered. |

Vocabulary recognition and information test scores:were
higher for the group viewing fhe program than for the control
group. The group viewing the p;ograﬁ preceded. by & "coénitive"
previeﬁ'néd a significanfly higher vocabulary score than the_.
affective, composite and.contrcl éroups. The ANOVA.pro-_ ‘
cedureé dic not show the other previews to influence

iearning from the program.
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INTRODUCTION

The purpose of this study was to explore oome factors
affecting lea;niﬁg from a bilingugl‘educational television:
progran with a view to 1mprovfng the instrucfional capacity
of future programs. A halr-houf'program was produced for‘
fourth and fifth-gfade anglophone elemeﬂjary school children. .
It was intended to teach children newiErench Voogbulary and .
provide models of positive attitudes toward making bilingual _.ﬂ
and multi-cultural contacts., Three separate p:eviews'were‘ '_..,/
designed to improve cognitive and affective gains from ; " o
the program. . ' L '
Primarily,_the study exomined the value of applying
' modeling theory to the design of a program preview. " In
doing so, it dealt with so;eral salient areas of research: .
the manipulation of production variables, the value of .
preview.segments, language acqoisition th;ouéh television,
and the affective domain of televised language instroction.l
Television;has'an‘important potential role to play
in promoting co-operation among.etﬁnic‘gpoups. In a soclety
like Quebeo,'whepe bilingualism is-beooﬁing almost as '.
essential as literocy. peopie need . %ovbeg;n acquiring the
second language as early as is’ ﬁossible. One appfoach
] to thi’ problem is to provide models of p051tive attmtudea
toward second language learnlng in addition to providing
instructlon in the .language. -
This study then, was conaerned with 1ntroduc1ng elements

L]
*

~ S
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of a second language and motivatihg viewers to further

study and.practise it in the classroom and ‘in their

S - -
neighbourhoods. -
. v ! )
. _» ,THE_RESEARCH_PROBLEM " : .
‘/v// N The basic problem underlying the research problems

-dealt with in this study iss ‘How éan an educational te}e-

, vision progpam be designed so tﬁat ﬁaximalrcognitive and -
.gf%ect;ve gains occur? The term "cognitive" refers to ;
tﬁe ﬁrocess of knoﬁing.,baéed‘upon percébtion}'introspection.

F-3

‘ or memory, The term "affective" refers to the emotional
aspects of behaviour - preferences, attitudes. vaiues.
’ morals. and .character (Rlngness, 1975) '
Research on learning frqm various media has shown
Ahat, in sope:cases. an organized iniroduction tc the
content-being presented will improve learning of that con-
tent (ng and Lumsdaine. 1958; Ausubel and Fitzgerald, 1962; -
0'Meara, 1974). A central feature of this 1n4}oductory ma-
terial. " seems to be the prov1sion of learning objectives,
Based on jhis.in;ormation. three altepnative advance
organizers were préduced as previews to the television_ "
program. A fourth preview was produced to provide a time-
filler, so.that the effects of the program by itself
could be comparéd with those of the program accémpanied by
apreview segment.
Each preview had a specific objegtive in this study:

(a) Preview of Affective Content (Affective Preview):

This preview segment was designed to introduce to



“ ().

(o)
- bined the two above '

(d)

. -
" to the vocabulary content of "the program and encourage

- r
bl

the viewers those characters expressing through worde

and actions the desire:- to 1earn and speak' French and

grounds. It provided questions on content related to
these affective objectives and informed viewers that . T ) !
they would be asked the answers to these questione at. -

“the end af the program,

Preview of Coznitive Content)(Cognitive Preview):

This preview segment ° ﬁes designed to expose viewers

them to.watc“ for stimuli connected with that vocabulary.';
It asked the viewers to either listen for the French

word in the program that would accompany a given image

or to learn® tlfg meaning of the French expression shown

in a brief program excerpt. Viewers were informed

that they Leuld be asked questions at the end ‘of the
Program, Seventeen French words and expressions {those

being taught in the prograh) were presented,

Composite Preview: - This preview segment simply com- ‘

reviews, also informing the viewers

‘of a question peried following the program.

Non-organizine Preview: As mentioned, this preview

wasg designed 50 .that the television program itgelf

could be evaluated It wag necessary. to investigate

the effects of the Jprogram without an organlzed introduction
in order to- be able to assess the effectiveness of the

previews designed



) ﬁnlike‘fhe first three iptrﬂuctibns,‘the non—organiging,pre—
viéw Biﬁply showed slides with é musical accompgniment. " No |
~objectives. were given.'nor was mention made of a post-

.viewing QPeStion period. ) ! T -

The.program and previews wéré tested out on eleﬁentary
.schpél'children, leading to the folloyiné spgcifié research
problems: v |

| 1, What will be the effect of erpsufg_to the edu- -

cational televiéion:program, “Mosaic City" on knowledge Qf
French vocébﬁlary. ané”on atfitudes towa;d learning and -
speaking French and making cross-cultural contacts? -
2, What will be the eféect of exposure to0 a program
preview and program which introduces the p;ogram 8 affeptive
content bj presenting behaviour models-on cognitive and
affective gains from that program? T
_ 3. What will be the effect .of exposure tc a program
-preview thch introduces the program's cognitive contept. by
presenting clues on vocabulary to be learned on cognitive
.gains from4that progrémé ‘ .
b, What will be the effect of exﬁosure to a proéram'
preview whlch combines the abovejhentioned prev1ews of T
cognltlve and affectlve content oh cognitive and affectlve

. %

gains from that program° ’ ’

L3

During the course of the experiment, it was reallzed :
‘that various types of exposure to francophones and the ‘t -
French language could affect childremn's receptlveness "to'a
bilingual program, even when subjects were being selected

on a random basis, Consequently.'daté wés gathered on the -;'

A



presence of French in the environment through the use of -’

French in the home, exposure to the mass media and contact

with E:ench-speaking playmates,

RELATED RESEARCH

This study sought to determine the effects of three
types of previews on cognitive and affective gains from a
bilingual educational television program, In addition, it
examineo the value of using behaviour models in a preéiew
of affective content. | ' |

In reviewing the relevant literature, it will be
placed'iﬁ the‘context of current research being donefon
educationai media (Section A). The.second ma jor heading, .
*The Use of Introductory Materialsﬁ will cons;der the use. ‘352
of introdoctory material in instructional presentations
(Section B).. .

Beoauseuthe televised previews in this gxperiment
are divided into coénitive‘andﬂaffective.learning content,
these two concepts will be descrlbed both theoretlcally and
88 they relate to the study (Sectlon c). The dlscu831on )
will then turn to the effects of attltudes on language learnlng.
This relatesadlrectly~to-the hypothe51S'that a composite
preview which‘introduces and orgenizes a program's affective

and-cognitive content.'is likely to increase learning‘ffom

‘the prégram in both domains (Section D).

It was also deemed necessary to ‘consider mogeling’

theory, especially as it applies %o learning. from television,

The.rationalepfor the kinds of behaviour models used in -
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"Mosaic City"” will also be made clear {(Section E).

A. Research on Educational Media

The main advantage of un@ertaking reséarch in edu-

_cational media lies in the fact that media, being tangible,

"are usually more easily manipulated than teaching methods

and procedures, Variables may be isolated with greater

’

cerfainfy ﬁnd a constancy of treatment can be maintained
(Lumsdaine, 1963). .+ .

| Lumsdaine also points out that conclusions of evaluative
studies of single media instrumen%g - such as those under. =

discussion —”apply only to those particular instruments.

" Generalization gf the_resdlts to0 other instruments of the

same medium‘should be given at most, the status of untested
hypotheses, .

- In'his review of audio-visual media {(Lumsdaine, 1963),
he calls for experiments Investigating gspecific factors
in the .design characteristics of media:s’

These - factors should define reproducible stimulus
and response characteristics tkat can be implemented
in future instructional materials and devices, In:
this way, we can obtain experimental data to support
the validity of generalizations on which to base
future design decisions about media, . . (Lumsdaine,
19630 P, 601 ) v
He further suggests that the precision and applicability

of sd@h findings will be enhanced if the factors manipulated

are theoretically-oriented variables rather than simply the

_gross physical qﬁaracteristics of the media. 1In this study,

the factors are: 1) the use of televised previews as
sdvance organizérss 2) the application of modeling theory to

a preview of affective cqntenti and 3) the link madg between



-

the affective and cognitive domains in the . production of

the "compositq“ preview,
-ReCEnt deveiopments in educational felevision research
show attempts to sub-divide production variableé into more
manegeable research categories (Coldevin, i976). The pre-
view stratégies used in the present study fall'into the
realm of content/subject matter organization,

B. The Use of Introductory Materials

In general terms, the televiéed,preview_to "NMosaic
City" was an iniroductory segment which aimed to increas;r
learning from the program. it attempted to achieve\that
aim by applying the design of the preview's brinciples
referred to in research‘on such introductory material, The
‘comparisons being made dealt first with the use versus the
non-use oif the preview segmenfs, and second, with’ their
content - affective, cognitive, or both. May and Lumsdaine ‘
(1958) stress the role of intreductory presentations in 7
directing the attention of students to the most salient
asbeqts of an instructional presentation, |

| The reason for adopting thg neutral ferm "introductory
material” is the lack of agreement concerning both theoretical
definitions and concrete examples of "advance organizers"
and ?previeys",. Since the approach to constructing 4he
- previews under consideration was eclectic, it will be useful

to look at various interpretations of these concepts,

Ausubel and “Advance Organizers“ = Much of the *heoretical

- background on introductory presentations comes from David

Ausubel, He has carried out studies determining the value of

¢ .

"
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preparatory 1earn1ng eipehae;%es theh.facilitate eubsequent
learning from instructiona{\presentations. Since Ausubel
sees this type of introduction largely as- an experienCe
which helps organlze the content to be presented. the term
_'advance organizer has been coined, -He deScribea the
purpose of an advance organlzer as that of relatlng potentially
meanlngful materlals to be learned to the learner 8 existing
cognltlve structure (Ausubel, 1963). His theory is based
on experiments comparing the'effects,of using advance or-
ganizers to introduce unfamiliar learning material with
the effects of using a'non-organizing introduction, Ausubel
and‘Fitzgerald's (1962)'study investigated‘the effects‘of
employing advance brgani;era to facilitate the learning of
unfamiliar material'by 143 college students with poor
vergal ability. The organizer ased wa3 & five. hundred word
introductory passage to a lonéer. nore detailed passage
dea;ing with -endocrinology. The subjecis were divided’
randomly among the treatment and c0ntrol groups. The treat-
ment was admtnistered twice. with a two-day interval, and
tested two days Iater. -
Comparison of the means of the experimental -and control
groups’ showed that the organizer facilitated the learning
and retention of the passage {(with a statistkcallsignificance
of ,07) for students who had scoredrlow in the Schooi and
College Ability Test, whi;h reflects verbal ability, Differ-
erices among high SCAT scorers were negligible,
Ausubel's explanation of tne above results 1s that

subjects of average or better verbal ability are more capable

of spontaneously organizing new learning material without
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1

about how organ;zors aid in the assimiletion of written
. material, This eontent ia utill.tair;y remoyed from the Q\\;M

. the need of advance ofganluera as introductions.

1% must e remembered here that Ausubel is generalizing

-

qunitive and affective demains of second language learning.
Nevéfthqibeé. the’qgnceptualltations;Ausubel offers en this
subject are valuable to.note when considering the use of or-
ganizers to promoﬁe learning from any medium,’

_&usuhel's theory cansiders the learner's existing cog-
nltive'atruétufé to be -the mest impertant factor in.determining
the influence bf an advance erganizer oﬁ learning. Since
hia view of learnlng deals with the integration of new know--
ledgg intQ the learner '8 cqgnxtlve structure in a progressive,
hierarehlaal fashiQn. kaowledge im am organizer 1s'zuper-
erdlnate T aubordxnate cqncegts and spacific facts presented
"in aubSequent new anledge (&uaubel. 1963).

o Thud, fof Avsubel, am %dvam&e erganizer iz simply .one
form of prlor knqwledga Q£ a ngen suhject matter, an expefi-
ence that is desxgned 1o be xnxegrated Rty the learmer for |
that, purpose. - TQF extent to thch the learner, with his or
her ind1v1dual pognrtzva structure needs .and uses that experl-
ence, will largely determxne the 1nf1uence of the desxgned
nganlzer on- learn;ng of subsequgntly presenmed materlal.
When a learner 8 cogni tive structure has already 1ntegrated '
the experxence contalned xn an, advancsa Qrganxzer-through saome
other means,. then’ there is no noticeable change due to the

inclusion of that 1ntroductory segment

This last point has important xmplxqatxnnﬁ far the eval-

-
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uaetion of preview segment. Hhe:\inciusion of a preview seg- C
ment does nof‘appear’to positively influence student perfor—‘
mance, this lack qf difference may be more indicative of the
state of the learner's cognitive structures at the time of

. ®

treatment than of the quality of the preview segment used. F]

‘Characteristi§3‘of Preview‘Segménts -‘Hdvland; Lumsdaiﬁe. and
‘Sheffield {1949) found in an experiment with military personnel
that mereiy announcing a test of some sort had a'general mo-
tivating function, Post-test scores were higher for the
forewarned subjects. - . )

Michael and Maccoby (Lumsdaine. 1961) though, were unaﬁle
to reproduce this effect with a group of high school students,
In his review of the Michael aﬁd Macecoby study, Lumsdaine
(1963) explains “their conclusions by saying that the stﬁdents
tested were already. maximally motivated &t the time treatment
© wag administéred. In effect, he applies the.reasoniné of Ausubel,

'_ as’ previously &Qﬁed. when he desecribes the cause of the
experimental results as the learners' entering capabilities
father than the instructional treatment.

Maccoby, Michael, and Levine (Lumsdaine, 1961} carried
out another study with military personnel in which a test

was ahnounced before a .film showing. No significant difference
in test scores was found between groups.

In the present study, theprgviewsegment sought to pro-
vide ,viewer motivation by announcing a test period, In this
case,'lear;ers were; told they would be asked questions about <;
what they had learned -: the word “test" was not used.

- ‘ ’
Following May and Lumsdaine's suggestions (1958), the
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'present\study incorporated questgons into the preview seg-

ments to-direct viewer attention to the key situatlons con-
talnlng cognltlve or affeetlve content inﬁﬂnaprogram. Lumsdaine
has%called them "motiv%ﬁlng queetions . Indeed. they motivate
the learner to pay attention by establishing learning objectivesa

Gagne has epecifled the presentatlon ‘of obJectives as one of

.-the ma jor. elements of‘effectlvelnstructlon (Gagné, 1974).

0 Meara (19?5) investigated the effect of providing

1earhing obaectlves to college students about to view an in-. .

. structional videotape. ‘He found that students who were given

the objectives and guides performed‘significantly better (p<.01)
on a written post- test than students net provided with these
ﬁ ‘. An intebesting addltion “to the experiment was admini-
stration of a questlonnalre designed” to measure student attl-
tudes to viewing tapes w1thob3ectivebﬂnd guides.‘ The majority -

of studentsawere in favour of the 1dea.

Studies of the Effectlveness of AdVance Organlzers* - Barnes

and Clawson (19?5) have analyzed thlrty-two studies deallng
with the effects of advance organizers and found only twelve

which reported (with statistical significancef that advance

. organizers fac111tated 1earn1ng. They found no clear patterns

regardlng the facilitative efﬂebfs of advance‘grganlzers
when separately andlyzing the varlables - 1éngth of study.
ability level of subjects, grade level, type of organlfer.
and cognitive level of the 1earningitasks.

They concluded that advance organizers, as constructed

in the studies analyzed. do. not' facilitate learning, They >

£l

AN.B. The term “advance organizer is being used in.this section

because the'researchers concerned were debating the use of intro-
ductory presentations in the Ausubelian sense of the word,
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‘aress, at all age -and grade levels,

- pdded, however, that non-significant results in certain studles

.indicated'possible‘“practicaL“ diffdrencee. pointing .to a

need for continued research in the field. They called for
Btudies investigating the long-term effects of operationally—

defined advance‘prgan zers in a yariety oﬂ,subaect_patter

’ -
.
,

3
.-

In 8 reply to Barnes and Clawson, tWO,other.researchers
(Lawton and Wanska, 1977) defend Ausubel's theory.::ihey
suggest that ~the former two have misinterpreted the nature of
the advance organizer. taking it to mean a mere intermediary
step betwaen the existing cognitive structure and the new

learning materials. They further criticize the review1ng o

‘method used in analyZ1ng the studies on the effects of advance

organizers. It is unfair to compare etudles which have only

~ a single variable in common, they say -

For example. although a group of studies may be
tgimilar' in terms of ut11121ng a. written organizer,
they may be very diversified in terms of subjects’
age or ability level, length of treatment, or subject .
matter taught. Nevertheless, the authors treat them
as comparable studies (Lawton & Wanska, 1977, ‘p. 236).

They further question the credibility of the Barnes and
Clawson review by criticizing their definition of "study“,

'
Their definition includes sub-studies within a single pub-

1ished work, while implying that the studies are independent,

For example; while eighteen studies are concerned with subjects’
ability levels, only nine published works touch the subject.
We can conclude from this debate therefore, that

Barnes snd Clawson have not had the final word on the subject :

of advance .organizers, Controversy over the value of pro-

ducing introductory.materialSvcontinues and the problem of how

N



%o define and' design them remains:conqu;ng. ,

The rationale for the design of the-introductory materials
tested out ih the present,sjudy'comes fraﬁla consideration
of the fesearch doné on sucﬁéhaterialsi Arr eclectic approdach
permitted the lncorporation of ﬁativating questianrrannounce-
ment of a test, "clues® as to the,contént of the actual in-
strucf;pnal presentation, and a statement of instructional .ob-
jectives., While the introductory méterials may, in their
content, have c9ntained elements not normaily‘implied by
~ the term "advance organizer" in the Ausubelién sense, they’ -
were intehded to help the learner organize - the subsequent
learning experiénce. Thus, while we refer to the televised
previews as “ﬁreviewsh. "preview segments", or "introduc@Pry-
segments”, the preview thch did not contain the four eléments
mehtioned above (and which Qas produced in_order jd assess the
gffects of the program alone) is stili termed a "noﬁ—organiziné

i

preview",

-C, dognitive and Affective Content

‘Phe division of the previews according %o their cog-

nitive or affective content brings us to a brief cbph;‘

sideration of the meaning of these terms,

In the Taxonomy of Educational Objectives, Bloom gives
a descpiption of‘fhe cognitive qomaiﬁ which is appropriate to
the vocabulary learning dealt with in this study -

The cognitive domain ,: . . includes those objectives
which deal with the recall or recognition of know-
ledge and the development of intellectual abilities
and skills (Bloom, 1956, p. 7). '

The other learning theorists cited here deal with the

) : : P
term “éognitive" in different ways. The: common factor seems
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_to be a- concern with structure and organladfion of experlences.
-Piaget states that people pass through biologlcally-determ1ned
.cognitive stages, In a series of four stages, the chiid -
.resolves‘statesuof cognitive imbalance by Eodifylng hlS or
her cognjtive stfucture;‘ The'ehjldren tested in this experi-
ment were' in Piaget'e (1971)conereteoperations state, where

logical thought begins to develop, o
'~ Bruner (1968) also delineates cognitive stages. These,

are concerned with the ability to manipulate symbols - the
cru01al skills 'of language development. He sees 1earning
flargely as a re-organization of prev1ously learned mater1al
Gagné's 1earn1ng hierarchy (Gagne; 1970) refers to a
-pyramid of sub-skllls, moving from the simple to the most
complex intellectual skills, with' few.developmental considerations.
 'Bloom's taxonomy of educational objectives (1956) gives
mere equal atteﬁtion to cognitive, affective, and psychomotor
domains. While less precise than Gagné's hierarchy, his
‘taxoﬁomy reteins the cumulative character of a hierarchy.
For Bioom. the effeetive domain "includes those objectives
which describe changes in interest, attitudes, and talues
’and the geve%opment of appreciations dnd edeQuaté ad justment"
(Bloom, 1956, p. 7). ’
' Since the present study deals with the modification of
' attltudes toward a given subject matter area, it 1s appro-
priate to mention Bloom' efp051tlon on attltude change, before
considefing the specifictealmof language learning. He states
that tﬁe extent to which attitudes are modifiable depends
on how th%y are acquired, and how they relate to the self. The.

more closely they are linked with self-pefception and selff
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evalustion, ‘the more resistant they are to change (Rloom, 1964),

D. Attitudes and language Learning

‘ .phe affective domain of language learning inc udes

the learner's awareness of the second 1anguage as the
expressxon of another culture. Bloom, Hastings, and Madaus
(1971) have jdentified affective objectives for ‘second"
language in§truct10n as the follow1ngr- 1) the encouragement
of tolerance of differences in customs gnd values; 2) the
development of sensitivity to_the-heed for cross-cultural
 understanding; and 3) the identification of second language . -
leaxning-as contributing to the fulfillment of those goals..

This view holds that the affective domdin in 1anguage
leapning - as in all learnlng - is 1ntegrally bound up N
with the cognitive realm, If second language learning (a
cognitive goal) is‘filBing affective needs (those outlined
in the paragraph éboveyf>the linking construct must be
learner motivation. ' | |

Lambert and-Gardﬁer (1959) ﬂave shown the importance
of motivation in numerous studies dealing with the soéial
psychology of second language Learﬂing. “Most of their ~
research has been conducted in fhe Montreal area, and
hence, is highly applicable to the present study.

Their major’ concerns have been how learners' attitudes
towards other linguistic groups and their reasons for studying
the second languagé affect their achievement iﬂ'second

language acquisition. _ .
.in their study, éardner.and Lambert (1959) found an °

important relationship between students' reasons for studying



French and thelr achlevement in 1earning French, The
highest achievement scores were found Ln gtudents who, in
edﬁitlon to scorlng high on lingulst1c aptitude measures,
'chose-as their reason 1o learn Frenchs "helpful.in under-
standing the French-Canaq1an people and their way of life...
(and)... pernits neeting and conversing with more and )
varied people“ gp? 270). | -

In the experinent. forty-three mele and thirty-two
female high'schoolégtudents were rated by their French
instructors on oral skills and aural comprehension. Ratings
were made on e five-point scele, and tnen combined to
yield an over-all achievement rating - the first variable
in the study. Several;ether measures of verbal intelli-
gence ang linguistic aptitude were administered. These
scores were corrélated with attltudinal and motivational
measuresz 1) an orientation index, in whlch students
ranked their reasons for studying French in terms of personal
relevance; 2) a seven-point attitude scale, meaeuring A
attitudes towards French-Canadlans. and 3) a motivatiop-
intensity scale, dealing with motivation to0 study the
second language. '

Analysis of the jntercorrelations of these tests
lshowed a significantly p031t1ve correlatlon of. .34 between
the erientation index and achievement in French, This
‘:indiceted to Lambert and Gardner that students Who were
“integrat1vely=or1ented“ (1. e. who gave the above-mentloned )
reason) were generally more successful in acquiring

French than those who were “1nstrumentally oriented" (i.e. who
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wanted to acquire the language in order-to,haﬁe a better

4

job or to become’“better-educéted“). ' .
In addition, Lambert (1963) studied students'

parénts and fouﬁd that parents’ atéitudqs tbward the language

were more influential than the parents' actual skill iﬁ

French, These data support that orientation toward the

other group is developed within the fami}é. and thaf

attitudinal-dispositions toward language-learning are

family-wide, .

The acquisition of French skills, 'whose develop-
ment depends on the active use of the language in
communicational settings, was determined sclely by
measures of an integrative motivation to learn
‘French. Further evidence indicated that this inte-’
%rative motive was the converse of an authoritarian

deological syndrome, opening the possibility that
basic personality dispositions may be involved in
language learning efficiency. (Lambert, 1963, p. 118)

Sipilar results were ‘found in studies conducted in
Louisiana,'Maine. and Connecticut, thus increasing the;j§'_
géneralizabilitj of the following conclusion: ' ~

Abproppiate‘attitudinal orientation toward the
other language group coupled with a determined

‘motivation to learn the lahguage is one of the iwo

independent factors underlying the successful ac-

quisition of a second language, The other factor

is linguistic aptitude, -a cognitive function.

¢ . (Lambert, 1963)

The design used in the present experiment divided

the affective eand+gognitive domains of the televised pre-

views and tested their effects when used separately and in

s

combination. The .intention in doing-this was to support .

the conclusions of Gardner, Lambert, and Bloom by developing

1nstructi§p for both cognitive and affectivewaspeéts of

the subject matter.,”
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E. Applying Modeling Theory .

The affective element of language learning in both
the program and its previews had its theoretical roots in
modeling theory.

In Psvchologlcal Modelingx Conflicting Theories. Albert

Bandura (1971) explains that the term modellng was adopted
to describe phenomena which had previously been studied
under-the labels “imitation”;and-ﬁidentification"% ‘The

term was inténded to encompass broader psychological

effects tﬁan’thg,é}gg;e responsé mim%cry'implied ﬁy the

term "imitation". "Identi?iEéttonﬁlﬂgggprding to Bandura,

‘was too diffuse @ construct to aid écienﬁifié‘inquiry;

Bandura's terminology allows us to consider 1earniné

as 8 repetition of classes of behaviour, perforﬁed by models

. rather than simply spe01f1c behaviours. For this reason,

it s possible to argue that verbhl behav;our and behavi&ur
expressing attltudes can bé aCQulr:d through exposure to
the approepriate models.. '

Several modeling eff;cts can be delineated:

i, Observational,leArning effects refer to the-imi-

tation of a model's responses, when these responses are
\

;hew to the bbsefver's.béhaviour repertoire, 'An example

&
mlght be pronunciatlon of & French word .which had been

previously unfamiliar.
2, Inhibitory effects of modeling discourage- an
observer from.performlng the requnse or class of behaviour

3

performed by the model through deﬁonéfration of adverse

’ coquuences .

- ’ . . .
\ b . Tk



e n— J

19

3. Disinhibitdry effects are evident When observers'
inerease performance'of formerly inhibited behaviour after
observlng models engage in threatenlng or prohibited
activities without adverse consequences.

) " 4, Another modeling effect - response facilitation -
occurs when a model's‘benaviour pfbvides cues which facili-
tate performance of exisfing.respohses in the same general
class, An éxample migﬁt be expressiﬁg the desire to learn
a eecond 1enguage.\

Iqbnsequences‘qxsa model's behaviour to the model have
been recognized ey Bindura and others as extremely important

~in the acquisition‘er rejeétion of the model's behaviouf
by the observer, The observer will either avbid or seek
to éerform acts in that same behavieUr class, depending
upon whether the behaviour is perceived‘ae rewarding or -
puniehing (Leifer and Roberts, 1972). This po;nt of view
coincides with the‘ﬁdEt:behaviouristic views of 1eafning;
"which see the ex?ected consequenees of an act as the most
signlflcant factor infiuenc1ng repetition of that behaviour.
by the learner (Hilgard and Bower, 1966).

How is modeling théory applicable to the design of
television progfams?‘ Liebert a}d Neal (1973) euggest'that
children adopt béhaviourql rebponses of filmed and televised

v .ﬁodels;‘and that the&.can experienca vicariously the con-

‘sequences’ to tﬁe model, v., . . .

For example, nimerous stu&ies ﬁave cogcluded that ex-
posure to violence-on film or television eould lead to':?i?

A

-

increaeed violence in interpersonal realtions (Bandura aﬁ&“§
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periods or da11y viewlng.,

. Walters, 1963, 1972; Applefield, Smith, and Steuer, 1972;

Leifer and Roberts,.19?2) The probleﬁ. hewever, is that

.many of these studles were geared to an artificially-controlled

pe 4
)

labonatory situation, and so, their results were not genera-

lizable to everyday_51tuat10ns. For example, the.effects of

exposing children to short sequences of tén to thirty minutes

viewing may ﬁiffér fréﬁ the effects of longer viewing

Grant Noble has criticized research on the effect of .
telev1sed violence on chlldren for this Nlack of generaf1zab111ty
He also has p01nted out that. while children are gquite likely
to imitate teleV131on heroes, this does not only apply to — . !
those exhibiting violently aggressive behaviour. Reporters |
and paramedics, who lead exciting lives withoﬁt inflicfing
pain on others, may be just as-attrsctifevmodels-(Noble, 1975},

In recent yesrs, reSearch has focused more on the

potential of "pro- soc1al" models for the-teaching of "pro-

- social" responses, We must be wary in defining""pro—socigl"

 -since each experiment has chosen specific situations and

characters to promote pro-social modeiling, and has QEfiDEd_\
the beﬁséioural outcomes in its own concrete terms.

Stéinh Friedrich, and Vondracek (1972) defined pro-.
social béhaviour:in an experiment with nursery schosl
children as rule obedience, tolerance of delay, and ber-.
sistance., They found that randomly-chosen~subjects ex-

-

posed fb pro-social programming showed more of these

_qualities during free-play periods than subfjects exposed

to aggressive programming. - :
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*The validity of this type of experiment is largely
dependent upon inetrumentatlon procedures, The method of
identifying, guantifyingl and recording pro-social_reapeneee -
1nf1uenees the conclusieﬁs.' wWhile it may be eesier.to
categorize such responses aeeording to clear physical and
verbal manifestations in free play, the. actual maﬁifes%ationé
may be so subtle as to be barely'meaeureble-- i.e. toﬁe'oft
voice, body stance, and facial expression.
The Children's Television-wbrkshop has’ developed
affective objectives id the belief that exposure ?c ﬁeo-
social models can encourage co—operetivé behaviour among
young children. Paulson (1972, 1974) developed both picture=
recognition tests and situational tests of co- operative
behaviour, as it was defined for the program, He was able
to confirm that children will recognize a co-operative so-
lution and vaiue it over a non—ce-operative one as a result Lo~

of exposure to Sesame Street co-operative program inserts, In

the inserts, a model {or models) arrives at a co-operative
solution to e conflict, However, Paulson did not obtain
evidence that viewers co-operated more than hon-vieﬁers

in substantially different situafions than the ones portrayed
in the inserts,

Goldberg, Gorn, and Kanungo (1976) have investigated

_how Sesaffe Sireet North has been accomplishing its bi-cultural/

multi-cultural goals. They have developed tests to measure
the attitude of the chlld -viewer td the television models
presented in the ‘program's bi-cultural and multi-cultural

segments. After viewing inserts depicting Frenchﬁcahadian,'
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Indian, and Oriental peer—moéelé in a variety of situations,
subjects were shown pictures of the models next to. .
pictures of previqusly unseen white cﬁildren They were’
asked in individual interviews which child the} would
prefér as a piaymate. A statistically significant number
Bﬁowed marked preferences for the non-white and French-
Canadian ﬁodels. The results of the study show neither
Llong-term effects of exposure to a pregram, nor how these

. effects trans¥er to unfimiliar members of other ethnic
g?odps.‘ However, they do suggest that attifudes toward
‘otﬁer ethnié groups - at least as they appear in the media -
may be affected by a media presentation.‘

‘ Situational tests of affeétive responées were not
feasible for the time -and conditions available for this
study, which yill be discussed in the "Procedures” and
"Discussion" sectibns. Problems of instrumentation will
also‘be covered in these seétions.

‘Brygm (1971) iound that first and second-grade boys,
who observed a model express pleasu;é immediately after
makiné a donation to a social service, donated more money
themselves‘ib that cause than boys who observed a model

not immediateiy'expressing-positive affect. This con-

¢ .

c}usion provides a theoretical base for the teaching of
" affective gontent in'"Moséig City". In the program, the
'EnglishJSpeaking puppet is seen experiencing the pleasure
of haviﬁg the French-speaking puppet offer to be her ‘
friend immediately aftef helping that francophone puppet

by using the French vocabulary she had learned a few

4
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minutes before, The viewer could be expected to model

" the anglophone puppet‘s:ub Bocialbehaviour in order to

experience a similar kind of rew&rd

This thén brings us to the question of the identity
of the model. Rosekrans (196?) found that children modeled
the behaviour of persons mobe;féadily when the models were
similar to themselves in one or more characteristics.
Coates end Hartup (1969) also drgue the 1mportaqﬁe of
the perceived similarlty of the model to the observer,

A seemingly contradictory conclusion comes from tne
abﬁndance of soclal-psychological research on learning
from models who are high in prestige, pewer, intelligence,
end competence - qualities often essociated with adults.

In terms of'differential'reinforcement; this type of model
often shows greater influence over the environment, and
thus offers the observer greater vicerious reward than the
lower status nodel. in such forms &s: material éain.
respect, or obedience from others. For example, in commer-
cials, a2 popular television personality may sell breakfast'
cereal more effectively than an anonymous adult (Bandura. 19?1)

Where do the two pdppets appearing in "Mosaic City" Fit
into our discussion of models? They are’ intended to act
as peer models insofar as ‘they represent.levels of mastery
of the }rench language. One puppet nas the same baseline
vocabulary level as the viewers and acquires new vocabulary
along with them. The other is a francophone, whe represents
a member of the "other" ethnic grocup, with whom the englo-

phone puppet eventually establishes-a friendly relationship.

-



Puppets were used for both practical and theoretiéél
reasons, It was not possible to.obtain.the participation
of qualified child.actors for tﬁe television production.
The tradition of puppet theatrq.'which h;s never left
Europe, has been revivgd in North America through television.

Children familiar with Sesame Street have become used to

regarding puppets - temporarily, at least - as characters
with feelings. EZ;;—EBEnitive ahd affective measures of

the effects. of communications madehﬁy puppets on Sesame Street

have shown that they can, in fact, transmit informatioen,
and even evoke emotions in children (Palmer, 1974).

Research suggests that exposure tc a variety of
symbolic models will promote more modeling than exposure
to a single symbolic model. One study (Bandura, 1971) dealt
yitg childreﬁ exhibiting phobic .avoidance of dogs.* Those |
subjects who viewed a film showing several models interact
with dogs (with progressively more approaéh behaviour)
showed more approach behaviour toward dogs than subj?ctg
who vieﬁed a8 film where only one modél and one deog were
shown, Bandura concluded that multiplg-mod%l treatment is
more successful due to the greater availability of stimull
fof stimulus generalization effects. '

This point may also be interpreted. as increased

. exposure to thé subject matter dealt with by the models,

*Although learning to approach dogs initially may not seem
to relate to the concerns of this study, the affective
domain of language learning does encompass the desire to
"gpproach" members of other ethnic and linguistic groups.
Some members' .unwillingness to do this extends to "phobie
avoidance", : A ‘

h
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‘In fact, it éould well amount to the "spaced repetition" ) {
described by Edwards (1974)_83 the optimal type of repe-

tition in instructional communications. She'compared the.
effects of spaced and massed repetition in an educational
television program.
It seems that more of a learner's capabilities

are stimulated with spaced repetitions - not only

is the instruetional communication stored, but the

learner is given time to code 1nformat10n, to or-

ganize, to 1nternallze. (Edwards, 197# p. 40)

Spaced repetition permlts increased covert practice )
between repetitions for coding and retrieval, a longer
time for the memory trace of‘infgrmatioh to be in storage,
and increased mediation between repetitions so that the
changes brought about by learning may be.integrated'(Edwards,19?h).

Edwards' remarks concerning learning from television
; _ , 4

" are supported by learning theorists {Hayman and Johnson,

1963, Reyholds and Glaser, 1964; Ausubel, 1968). Reynolds
and Glaser also point out that there.exists a ceiling
level after whiech repetition no longer results in learning
incréments. but is replaced by a law of diminishing returns.
This may be explained by fatigue, boredom, or the faot
that'there is simply less to learn after each repetitioni
The results of this study will draw upon this érgument.

It may be that-a given class of behaviour may be
enéouraged moré éffectively if é variety of modeling approaches

are taken, If peer models, high prestige models, and a

variety of modelihg‘situations are presented, chances

that modeling will occur,

This eclectic approach was uded in "Mosaic City",



whereby peer-puppet models,.peer—child models,. and both
realistic (reporter) and exotic (magician and palm-reader)
‘models appeared, The limitation placed on the experiment,
of course, is that it is not possible to attribute scores
in attitude or information to .the identities of any par-
ticular model.

F. Modeling and Language Learnr;g )

Children acquire language through exposure to lin-
guistic stimuli. The more enriched the social environment
1s by these stimuli. the greater are a person s chances

,of acquiring another language, Televigion programs may.
provide stimuli lacking in a2 child's immediate environment
(Hanré, 1972). They do sop by providing models of correct

verbal behaviour.

N Mowrer's theory of language learning supports modeling

theory. It holds that the sounds of words become reinforclng

agents through their ‘a8sociation with users of those

.words who are regarded thh affection by the learner.
Thus, the learner is motivated to produce’ the words by a-
desire to be iike valued people in hls/her enV1ronment
(Mowref, 1960)., _ v |

This view supports B. F. Skinner's interpretation of

verbal behav1our (Sklnner. 195?), which sees language as .

| a behaviour acquired through differentlal reinforcement of
the emission of various sounds (operants) by the learner.
However, Mowrer believes that 'the learner begins by seeklng
to imitate the most 31gn1f1cant people around him/her,

while Skinner places emphasis on the consequéﬁces of correct

it ekt &

Y s e e .
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 verbal behaviour. The idehtity of those‘ﬁho'provide the
rcihforcement is secondary.

-

MoWrer s explanation is more relevant to this study,
as it takes into account learner motivctlon. Lambert
conc;uded from Mowrer's thecry that

«se8 successful learner has to identify witﬁ the’

language users to the extent that he wants to be

like them linguistically, and undoubtedly in many

other ways, (Lambert, 1963, p. 115)

. Lambexrt's conclusion Seems inherently reasonable,
It ‘provideg an affectf&e basis for verbal imitation. It
is the rationale for designing a program teaching 1anguage
with behaviour models which encourage 1dent1f1cat10n.
They thus promote acqulslficn of both ;anguage and accompanyipg
positlve attitudes towards it.

McLaughlﬁn (1977), in a review of the literature on
second-language lcarnlng in chlldren.,ldentlfles two types
of bilingualism: compound and co-ordinate. thn a child
learns two languagés in the home, and comes to use them
interchangeably with the same people in the same situation,
bilingualism is said to beicompound. When the child
learns to use the two languages indepehdently,in different
situations anc as expressions of different cultures, the.
bilingual skill is called co-ordinate. Hcre, the languages
are rarely interchanged by the cﬁme persons, ‘

Since children in Montreal may acquire either brand
of bilingualism, it seemed reasonable to introduce the
use of_French (iﬁ Montreal) by showing the interchange

.of the two languages in a relaxed, even humorous way.

The theoretical and.empirical'foundations‘of this study

. U



have touched on research into instructional média. intro-
ductery materials, cognitive and affective functioning,

modeling, and second language learning,

HYPOTHESES
. In formulating the expected outcomes of this investi-
gation, it is necessary to express these outcomes first

in theoretical terms and second, in operational terms,

. Each theoretical hypothesis will pé folldwed by theoretical

definitions of some of the terms being used.

Firgt Hypothesgis
The first hypothesis was formulated to establish that
the eduéaéional televisién'program by itself was capable -
of inecreasing viewers' lknowledge of F;enéh; and information
related tp the plot, as wéll as inflgencing their attitudes,

Theoretical hypothesis: Subjects who watch an °

educational television program wills a) learn more ®

' French vocabulary, b) learn more "information related to

the program's affective content, and ¢) show more pgsitive

a%titgdés toWard'leérning and speaking French and making

croschulturél contacts than: subjects exposed to an irrele-

- vant program,’

wikch is designed with the specific objectives of providing

~

Theoretical: definitions:

Educational television program - a television program

(4

information, teaching skills, or changing aftitudes.'

Learning - a process of long-term modification in

behaviour, beliefs, or attitudes resulting from interaction.



wlth the external environment.

Attitude - an enduring disposition which indicates
responsé cohsistgncy, positive or negative affect toward
a social or psychological object. |

Cross-cultural contacts - voluntary verbal communication

with members of ethnic groups other than one's own,

Rationale for first theoretical hypothesis: As mentioned

1h‘the review of_related_reseafch,.it has been shown that
television can be an'efgective'medium-of instruction for a

variety of content areas, In the domain offianguage

skills, it shows considerable potential for exposing the

viewer to a new language in a realistic context, Evaluations

of specific programs such as Carrascolendas and Sesame-Street

suggest that it may be particularly éppropriate to pro—'
moting pbsitive'aﬁtitﬁdéé tb;érds ethnic and linguistic
differences. It is reasonable to assume that a program

designed to‘achieve specific objectives can, in fact,

lead to gains in vocabulary and 1nformation while promoting

~,,pos:rl::.ve attltLdes towards the subject matter.

First onerational hynothe31s:_ Grade: five children who

watch the program- "Mosaic City", will: a) score higher on
a. vocabulary recognition test; b) score hlgher on a multlple— '
choice test. of 1nformatlon related to the program's affectlve

obgectives: and*c) score hlgher on both a true~false

que%tlonnalre and scaled-response item designed to measure

it

positive attitudes towards learning French and making

cross-cultural contact than subjects exposed to an irrelevant -

.

program, “The Greek Myths".

e
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Operational deflnitions:

Grade five children - fifth-grade children drawn °

randomly from each of two Engllsh-Speaking schools in Montreal,

"Mosaic City" - a % hour, black and white video~-

, taped-program produced at ‘Concordia UniverSLty. Studio A,

in co-operation with the olass of EducationalsFechnoldgy
68k, instructor L. Weinstein. and techn1ca1-adv1sor P, ‘Vinet,

Yocabulary recognltlon test:- given an audio tape

containing the 17 French words and expre531ons presented . -
in the program, and a corresponding serles ot multlple e
choice items_contalnlng Engllah'words and-expreBSLOnB in e
print form, the subject will choose the Englich word or
expression which most cloééigﬁdefines the Frenech vocabulary
heard, | ’ |

Multiple-ch01ce test of information related to0 the

program's affectlve objectives - a test which offers four

alternative answers to questions related to the feelings
and behaviour of characters’ in the program or which other-
wise pertain to attitudes towards learning and speaklng
French and maklng eross-cultural contacts.

que false qnestlonnalre - a questionnalre asking

subjects to decide the truth or falsehood of statements '
relating to thé_feeiings and behaviour of characters in
the program and of more generai statements pertalining to
attitudes towards learning and speakihg French and makiné
cross-cultural contacts. '

Scaled resoonse item - an item which asks subjects ~

to rate their”desifé to speak French with francophones on a

8
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scale }anging'fromn (1) No, not at .gll, to (5) Yes, a lot.
The second, third, and fourth hypotheses compare the.

effectiveness of three approaches to producing preview T

Begments for such an instructional program. The effects .
Tof each of the previews. are compared with the effects of
the program introduced by a segment not acting as an.ad-
vance orgenizer, which will be termed'a non-organizing
ﬁreview. They will-also be compared with the effects of

an irrelevant pregram, - . : ] .

Second Hypothesis

and speaking. Fre

The second hypothesis examineg the effect of presenting
models of desirable attitudes phnd behaviour during an '
"affective preview”" segment.

. Theoretical hypothesis:t Subjects who watch an edu-

-

“ cational television program introduced by a video-taped

segmen%‘which reviews the program's affective content by

presenti the models of - pos1t1ve attitudes towards learning
h and making crOSS*cﬂltural contacts -

will: a) express\more posi$ivg attitudes toward learniné

and speakihg French and -making cross-cultural contacts,

and b) learn more 1nformat1on related to the affectlve con-

g

tent than subaects v1ew1ng an irrelevant program, a program

introduced by a cognltlve prev1ew or a program introduced

by a 'non-organizing preview. They will also, c¢) learn more

French vocabulary- tham Subjecté who see an irrelevant proéram

.or the same program introduced. by'the'non-organiiing preview,

(Although part c ‘refers to a cognltlve skill, the .affective.

preview was expected to 1ncrease motivation to learn vocabulary.
The gains were expected to surpass-only those of the non-organi-
zing previeéw group.) L L .
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~ is imitated or reaected by an observer ag.a result of

»attitudes could be influenced by behav1our models. The

‘for the modeling effects of the program, -

Theoretical 'definitions:

Affective content - content pertaining to.feeiings.
ettitudes,'values.‘morals. and character. '

~ Models - persons whose behavzour or class of behaviour

N " |.

1dentif1cat10n _of the observer with the moddﬁ.

Rationale for theoretlcal hvpothe51s: Literature on .

modeling suggests that television v1ewers do acquire new

behaviours from obsexving_behaviour-models._ Since behaviours'

are often expressions of attitudes, it was felt that

i

"affectlve preview" then, was §een as an advance organizer i

Second operatlonal hvpothe51s: Grade fiVe childreh

who watch the program-"Mosaic City", introduced by a video-

taped preview segment whlch: 1) presents ‘the characters

who will .express- through words and actlons the de51re to

learn and speak French and make contacts W1th persons from

other ethnic backgrounds; 2) provides orienting questlens

about tﬁese charactera; and 3) annoJ;ces a gquestion period

to be given at the end of the program will a) score highef

on a vocabulary rec?gnition'teat; b) score higher on a :

multiple-choice test of information related to fﬁe program’s

. affective objectives; and ¢) score highe} on both a true-false -

questionnaire and scaled response item designed to measure
positive attitudes towards learning French-and making cross-

cultural contacts than subjects who watch an irrelevant

program, a program introduced by a cognitive preview, or 8.
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prognqm introduced by a non-organizing p:?view; !
Operational definitions:
Characters - the child. adult. lnd puppet personalities
in the program,’
) Worda and actionsg - tho dialoguq tone of voice and
manner of the characters which communicata their attitudes.
Orienting gueations - questions which pertain to the
behaviour and feelings of the characters. (See Appéndix,

‘Script of Previews. P. 101 ).

- Announces a guestion period - an unseen narrator

states that after the progranm, viewers will be asked
' L4

questions to see how much they have learned, (Ses Appendix,

Script of Previews, p, 101.) ;
Third Hypothesis ‘ ' (‘\\» )

This hypothesis deals with the "cognitive preview"

segment., . ,
Theoretical Hypothesis: Subjects who watch an educational

television program introduced by a video-taped segment
which previews the_vocabulary being taught in the program
will learn more French vocabulary from the program than .
subjeéts who watch A different program, or a program intro-
ducéd by affective or nonforganiziqg previews,

Rationale for theoretical hypothesis: Literature on

. advance organizers suggests that previews to tele&ision

programs may be effective promotersof cognitive learning,
This particular preview provided the objective of learning
a certain body of vocabulary, Knowledge of the objective *

was expected to improve recall of the vocabulary,
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Yy Operational hypothesis: Grade five children who watch

" . the program "Mosaic.City". introduced by a Qideoftaped

. gegment which previews both the program'é affective and

preview segment which: 1) shows images connected with

words to be learned; 2) shows brief program clips containing
expressions te be learned; 3) asks the viewers to watch

and listen for the meaning_bf those words and expressions
during the program{ and 4) announces a question_period at ,
the end of the program, will Score hTgher on a vocabulary
recognition test than children who watch an irrelevant
program, a program intro&uced by an afﬁective preview, or

a program introduced by a non-organizing preview,

Operational definitions: .

Images connected with words to be learned -.slides which

appear in the program itself, but which, in the preview,
are not accompanied by the audio track. Viewers are agked

_to discover the French words -through watching the program,

Program clips - a string'of'scénesrfrqm the progranm,
each’ lasting jusf a few seconds, 'in wh{Fh the French ex-

pressions to be learned are used,
N L 2

Fourth Hypothesis - ‘ »
. PHis hypothesis deals with the composite preview -
one which combines the affective and cognitive previews

in a single video-taped segment.

Pheoretical hypothesig: Subjects who watch an edu-

"eational television pfogram introduced‘by a2 video-taped

cognitive content will: a) learn more French vocasulary;

b) express more positive attitudes. toward learning and
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speaking French and meking eross-cultural contacts; and

¢) -learn more information relafed to the program's affective
content -than subjects who watch an irrelevant program or
programs introduced by cognitive, éfféétive, or non-

organizing p:e&iews.

Rationale for theoretica1 hypnothesis: It was expected
that the interaction of the cognitive and affective preview
techniques, as desakibed-in the fourth hypothesis, would
result in higher gains than either of the single previews..
Longer exposﬁre to the beﬁavionr models was thought to
have positive consequences for both affective and cognitive
learning.

Operafibnal hypothesis: Children who watch the program

"Mosdic City", introduced by a video-taped preview segment

which contains the "affective preview® followed by the

.'.

"cognitifé preview" will:. a) score higher on a vocabulary
recognition'testitp) score higher on a multiple-éhoicé

test of information relatéd to the program's affective
objectives; and c) score highef on both a true-false
questionnaire and 2 scaled }esponse item designed to measure
positive attitudes toward learning French and making'
crossFéultural contacts than subjects who watch prograﬁs
intrdoduced byrcognitive, affective, or noh-organizing
previiew segments, or a different prograﬁ, not designed for

Se objectives,

Overall Prediction

Because of .the results of previous research pointing

to the value of previewing techniques, the power of modeiing
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effects and the role of the affective domain in language

learning, it was expected that the composite preview,

‘reflecting the program's affective and cognitive objectives, - c

would lead to the highest cognitive and affective gains

from the program "Mosaic City".



CHAPTER 11

¢PROCEDURE

DESIGN OF THE EDUCATIONAL TELEVISION_PROGRAM

The half-hour, blacg and‘white program, "Mosaic City",
waé designed in November and December of 1976, and pro-
duced in the Concordia University studio on January 26,
1977 in co-operafion with anofher student in the Graduate
Program in Educational Technology, David Stoloff, Technical
assistaqce came from students wifhin the Program. Leonard
Weinstein, a CBéjproducer and television instructor for
the Program gave technical advice along with Paul Vinet,
Studio Officer, .

The major aim of "Mosaic City" was to interweave the
cognitivé and affective aspects of French language learning
" in & context specific to the Montreal environment. A
" gecondary aim was the inclusion of a multi-éultural com-
.ponent. so that acceptance of the other main language and °

culture of Canada by anglophone children would be a re-

flection of acceptance of cultural and linguistic differences

in general, This second aim was reflected in the cholce
of immigrant children for the discussions of 1ahgque
problems'contained in one segment of the program.

The program was committed to showing bilingualism in
action, and thus allowed English and French to be used
side by side  in conversations., While this spproach is
generally discouraged in audio-visual language methods

because of its tendency to encourage translation in the

e
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viewer's mind, it is a valid way of ooftra;ing the social
reality of Montreal, where French and English are often
heard together in a single convereation. Representing
pilingual people using both languages competantly and
comfortably wae considered the priority.

The Story Llne . .

A reporter visits the salon of a b111ngua1 palm-
reader and mind—reader. They convince her of thelr powers
by reading heé thoughts and showing her an interview she_
had conducted wlth ohlldren in a school, They allow her
to watch the adventures of her friend Imogene in a crystal
ba%l that reee%bles-a televigion monitor.” Imogene meets
up with a lostiFrench—SPeERing dog, but is unable to
communicate w1th him. The reporter. palm-reader and mind-
reader reach Imogene telepathlcally, and teach her enough-
French s0 that she is able to help Charles., Imogene and

Charles strike up a friendhip. 411 sing the “Mosalc City"
song. (The scrlpt is reproduced in the Appendlx. p. 89.)

The program's content was largely bullt around behaviour

" models. Represented in the program were bilingual adult

and peer models, a unilingual English-speaking model, and

2 unilingual French-speaking model. More detaile? descriptions

follow,

The Bilingual Models

Adults - 1. A female reporter, who is seen interacting with
the other bilingual models and the unilingual
English-speaking nodel. She shows competance

fin both languages and has warm and enjoyable

b g
v
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interactions with the other characters.

2. A male mind-reader who guesses the reporter's

thoughts in both languagés. He demonstrates
\ pride in this talent bf constantly switching
lanéuages. - '

3. A female palm-reader, equally gifted, with a
more enigmatic personality., In the reporter's
palm, she "reads" an interview with immigrant -

_ and bilingual children, " '
Peers.~ Grade Five .children from an inner-city, English-
‘sbeaking elementary school, Two are bilingual
French-Canadians and the other four are immig;ants

who speak English and some French.

The'Unilingual Models'

Thé unilingual models are portrayed by hand-puppcts.
Their pergqnalities are child-like, Their speech is a trifle
glower than normal to allow for cqmprehenéion of new'vocabuléry.
Imogene - This bird-puppet, a friend of the reporter, '
is‘beg?nning tp learn French, and expresses enthusiasm
gbout that fact from the beginning, She is eager to make

friends and help others, as is evidenced by her efforts

' to help the lost dog Charles find his way to the metro.

Charles - The dbg—puppet first expresgsses worry and

frustration at being lost ard unable to communicate with

Imogene, .Once Imogeng is able to speak with him, he becomes
friendly and actively seeks her friendship, using the °.
English word “friend".

et o it i A T T
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Ekpected Modeling Effects

Children watching "Mosaic City" were expected to
identify with. the languége problem_oé the unilingual puppet,
Imogene. They were also txpected to emulate the bilinguai
children interviewed at the school because of their 1lin-
guistic mastery., These characters represented a positive.
attitude toward the leafning of a second ianguage. )

,The.adult characters also acted‘aé models, démon-<
strating a desirable power to the viewer as they showed
their competancy in bdth languages,

Vocabulary to be Taught
The vocabulary was presented by the models so that

it .could be understood either through the accompanying

image or in the context of a bilingual conversation. The
objective was to hgve the viewer understand the new word
during the program and be able to recbgnize it in an

aural comprehension test. Sincei%hg program was not inter-
active, 1t was not expected.that a viewer would necessarily
be able to pronounce the hew wopds.‘ (For a 1list of the
French words introduced in the program, see—Appendii. p. 112,)

The -Program Previews

The program previews were designed as advance organizers

- of content to be learned from the progrém by providing the

viewer with specific learning objectives,

. The preview of cognitive content asked the viewer to
f£ind out the French words for a sgries of images that w?uld
be shown in the program and the English meanings of a
series of French phraées. Thus, no vo?abulary was presented

in the preview - clues were merely provided.

e e

t



P st s aa

T T rrr—

IS

e

N

b1 -

The preview of affective conteﬁt introduced the be-
ﬁaviour models mentioned above and asked the viewer to )
find out specific bits of information about them from the
program., These pieces of information were key points in
the program's affective content. These ineluded references
to Imogene'srdeggré 4o learn French, how she helps Charles,
how the immigrant and Canadian children co-operate, how
ﬁerlyn and Tabatha help Imogene, and the meening of the
word bilingual. The answer to each question incorporates
gome expressidns of a positive attitﬁde-toﬁards 1earﬁing )
and speaﬁing secbnd languages:nhd making cross-cultural contactis.
The composite preview combined the'affective and
cognitive previews in that” order.
A]foéfth preview wds created in qagz? to assess the
effects of a.program without a program designed as an ad-
vance organizer., This préview consisted of a slide show
of scenes around Moﬁtreal to the acdompaniment of music
from the program. This‘"non—organizing preview" did not

provide any clues as to the specific content of the show,

All previews were 1ntroduced by the voice of the

~reporter, telling viewers that they would be aéygdrq$§stions

on what they léarned from the program, They congluded with

the same wvolce, directing the viewer to listen to the pro-

grem's theme song to find out why Montreal is "Mosalc city™.

A11 viewing treatments lasted approximately three
minutes. The cognitive and affective previews‘were supple-
mented with a portion of the non-organizing pfeview 80

that all previews would be of the same dufation.
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The Sample
One hundred thirty-seven fourth-grade boys and girls

from two ﬁngllsh-speaking elementary.schools in Montreal
were leected for the study. Sixty-six éame from St.

'Gabriel's Elementary School in Pointg St. Charles, and 

.sevénty-one came from St, Patrick‘s Eiementary Schoel in

the district of St. Louis,

. A stratified random sample was taken at each school,

on the Basis.of.sgofeqafroﬁ a recently administered Stanford
Achievement Test. The stratificatien helped to ensure that
abilities to learn from the tglevision program ﬁere. in
fact; equélly distributed,thnoughouf'the experimental'-
groups., Each group contained high, low, and medium scorers,
The Variables - _ o ‘ f~—+ /

The independent variable in the study was the tyﬁe

of previewing content used. Five levels were identifiable

. within this variable:

1, Preview of affective content (through behaviour models)
2, Previeﬁ of cognitive cbntgnt '
3. Composite preview of affective and cognitive content
k, " Non-organizing preview o o
5. irrelevant freatment.,no préviéw segment}
The dependent variable included four types of

written post-test scores:. _ ' i

| 1. Séore on a multiple-cheice translation test of

vocabulary ;ecognition skills
2, Sborg*én a ﬁultiple-choibe test of information

achisi@ion related to the program's affective content
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3. Score on a true-false questionnaire dealing with
attitudes related to the progfam'sjaffective content
L, Self-rating for a'scaled-resﬁonse item'testing
subjects' motivation to acquire French as a
* gecond language. .

The Testing Design

" A post-test control group de51gn was used (Tuckman. 1972).
It wag felt that\pre-testing should be avoided, 80 that
subjects would no¥ be oriented to thg French vocabulary to
be taught, this being the function of the previewing treat-
ments., Because subjects were placed in the treatment
and control groups in a random fashion, the control groups

were considered representative of all the'subjects' vo-

cabulary,-information. and attitude levels prior tot treatment.

"This design may be described symbolieally in the h
following manner - where R.degignates randomization, O
designates post-treatment measurements, P designates the B
educational television program “Mosaic City“, X designates
the irrelevant television treatment and the small letteré
a, ¢, and n refer to preview types: ‘-

1, R aP 01 - affective content preview treatment

2, R cP ‘02 - cognitive content preview treatment
N3, R caP 04 - composite preview treatment

b, R np 0y - non-organizing preview treatment

5, R X 0g4 - control group , :

. The design includes three preview treatment groups,
one non-organizing preview group which acts as a control for

the three preview groups, and a standard control group, which

I kg b e e e -
P
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allows the effects of the program without organizing pre-

— L}

viéws to be assessed,

Administration of Treatment

Treatment was administered at the two schools on two

-geparate days with the agsistance of the co-producer of the

television program. 1In qéch schooi. there was a special
room equipped with a2 standard educational telévision monitor
and,caaéétte tape-recorder (fof purposes of vocabulary
testing). Children sat on chairs near fhg tables where

they later wrote the post-test,

Subjects were removed from thelir classes by experi-
mental group and brought to the viewing area, They were
instrucéed in a friendly manner to watch the television
program, It was ﬁxplained‘thaf. although they Would be
tested,~their scores would not influence their sghool
marks, The téldyisidn program aﬁd preview treatments were
then shown té them,

- Immediately afterwards, the subjects were instructed
to seat themselves at nearby tables to %ake fhe test. Test
booklets weére given.out; The vocabulary test was admini-
stered with the use of the é@ssette‘recorder. The other
tests ‘were administere&; all questions were read aloud, so
that reading difficulties would not interfere with compre-
hension of the test items. Test papers were collected and
subjects were taken back to their classés.. -

The treatment and testing period lasted an average
of one hour, With four preview treatmentgiand one control

group, this amounted to five hours of experimentél procedure.

-
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INSTRUMENTATION
Four méasures of oapébilitytwere devised. Reliability,

difficultyf end discriminability levéls were calculated
for each, after administration of-the tests. Certain
teét items were subsequently removed for final consideration
of test results, '

The Yocabulary Test

The vocabulary test was designed to test the subaect'

. ability to recognize and comprehend French words taught in

" the television program, ‘Subjécte,listened to an audio tape,

on which each of seéenteen'Frgnch words, phrases or sentences
were presented,  For each item, the student individually
chose-ohe\of'Tour Epglish equivalents, circling it-on'

an_answer sheet. It was felt that the audio tape would

'sfandardize the pronunciaﬁion and delivery of the French

words, and thus'help to overcome invalldity due to differing
testing conditlons. The voice on the-tape had been heard
"in the program previews earlier.

" After the item analysis, for which.0,5 was established
as the lowest acceptable discrimination index, 0.3 the.
1owest aoceptable diffioulty index, and 0.75 the highest

- acceptable difficulty index, thirteen of the seventeen
test items were retained. The flnal reliability coefficient

determined through the Kuder-Richardson formula K-R,, was

65. This isra moderately acceﬂ%able coefficient, Tuckman's '

approach to determining acceptable levels for these indices

was followed. with a certain amount of flexibility. as he

has suggested (Tuckman, 1972). - :
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Content validity of the test was determined through

consultations with the French-language speclalist employed

.The Aftitude Questionnaire’

h Y

at one of the élemenfary:echools. e SN

The Information'Test :

A ten-ltem. multiple choice test was designed to e

'oeasure subjecte‘ comprehension of the program content,

eepecially the content touching on attitudes toward learning
and Speaklng French and making cross- cultural contacts.’

For example, - one question asks why Imogene likes learnlng
French. “This is stated in the program, After an item /
analysis,, carried st using the same criteria as for the.
vocabulafy test,{eil‘test hﬁems were retaiﬁed. The_Kuder—
Richardeonrreliability coefffcjent was .68, Content validity

was established dlong with the)co~producer of the television

- program,

A fwenty—item questionnaire dealing with attitudes
toward learning French epeaklng French, and making cross-

cultural contacts was designed using a true- falee format

(Tuckman, 1972), It was felt that this format, incorporatlng

- an ‘ample number of distractor items and items which re-

stated other Atems in a different form, would reap sufficient'r
information about viewer attitudes concerning the affective

content of the- program. However, item rellabl%ity turned

hcut to be dow, - The hfghest acceptable level of dlfflculty

was eetablished at 9 while the other crytericn coefficients
remained the 5pme as for the vccabulary test. \tfter 1tem

analysis“ twelve 1teme remained on the questionnaire, The, .
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final Kuder-Richardson reliability coefficient was ,88, . :
Content-validity.was egtablished in cpnsultation with the I
co-producer in a discussion of how the teét.relatéd to- h
the program's affective objectives as stated previously.
It was felt that the seriptwriters could best determine this. i
This section of the postrteéts measurements was

" ¢he weakest, despite indications of the reliability co-
efficient. More variability would have been evident in

the results had a five-point scale been used instead of
true-false items. Despite the use of distractor items,

the intent of 't}he q-ﬁestionnaire may have been obvi.oué" to

some subﬁects.'infiueﬁcing their responses. ' }

The Scaled-Response Attitude Test Item

)

One test. item measuring the major affective objective

of the program w;s included,. It was derived from a validated
"test used in a study of attitudes toward French (Geqésﬁee,
1977). Other questions on the test dealt with, situations

not necessarily within the expefience-of those who viewed
“"Mosaic City". ‘

The Post-Test

i

-In the Appendix (p. 103) is the bost-test which 'subjects wrote<;iﬁ

immediately after viewing the programs. It is in its
original form, since test validation was carried out after
its administration, = Items which were subsequently removed
are indicated with aspe;isks (*). Thoése whieh were removed
.as a result of the item analyseg are accompanied by a single
- agterisk *(*), those which were rgmoféq because 1t was decided

that they. could not yiald”condiusive information related to j
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the' hypotheses ére accompanied by two asterisks (**),
The latter reasons for eliminating items are explaiqgﬁ
in the "Items Eliminated" section,

Following the post-test is an answer key, showing
the French vogabulary taught, and answers to the information
test, The attitude questionnaire was scored by adding
points corresponding to answers which indicated a positive
a%titude towards learning French, speéking French, or |
making cross-cultural contacts., Question #5 of Part 4
was included in the post-test measurements'and'daté analysis.
As ‘a scaled regponse item, however, it was marked ag a
score out of five, corresponding to the five points on
the scale, |

Items Eliminated

These ltems were’originally eoncei%ed té gain insight
into the'modeling effects of the program, Qan_cloggr con-
gideration and consultation with my thesis advisor, I
realized that fhe viewérs might well identify with other
behaviours eﬁitted.by the progf%m's characters than their
frienaly willingness to learn and speak French éhd make
cross-cultural contacts. While the puppet Imogene repre~
sented the éhildren's intellectual level and experience in A
French, she was still a pﬁppet. and less like them than
the adult characters. When it was a question of emulating

the behaviour of the program chafacters {Who would you

most like to be?),_viewegs‘might have been modeling characters

only of their own sex. They might also have been aSpiring

to.the jobs of magician, palm-reader and reporter rather than

- g
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that of bilingualism, : P

| Thus, the items eliciting information about modellng
effects were not considered sound enOugh to process with 1
4he post-test information,

Item 8 8

It was decided that while watchlng television in
French ‘would most certainly 1nf1uence gub jects’ reactlons
to & bilingual television show, watching television in
English could be considered a normal part of the subjects'
existences and did not need to be included in the data analysis,
Other Data |
Other data was gathered during admlnlstratlon of the
test - data dealing with the existence of French in the
childrens' immediate enviroﬁment and data recording their
reactions to the television program, -'
The existence of French in the environment was divided
into two areas of concern - one with the language spoken
in the home, and the other with the degree of incoming
French stimuli through the mass media and exposure to
French-speaking playmg%es. Upon interpretation of the
data, these factors were converted into two scores, one
jndicating use or non-use of Frénch in the hbme. and %he
other indicating the sum of the ratings made on questions
regarding incoming French gtimull, These latter scores
were then converted into the categorical form of high, medium,
and low exposure to«French.' The boundaries for,each category
were determined by d;yiding the highest‘possible score into
- three. Results will be shown in Tables 15 and 16.
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Children were asked, through acaled-re8§onse iteﬁé,
4o what extent they enjoyed the television program, which
" character in the program they felt mést resembled them,
and which character they would like to be. The final
two questions - attempts at recording modeling behaviour -
were eliminated even from this informal data analysis for
reasons of £ontent validity. 1t was realized that the
children might well wish to resemble the three bilingual
adults for reasons divorced f;om their language skills:
(meglcdl powers, size, etc.)

The post-test in its original and revised form

appears in the Appendix, Pp. 103.

]
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CHAPTER TIT
RESULTIS AND DISCUSSION

This chapter discusses the statisfical methods used
to evaluate each hypothesis, and the findings themselves.

The results are interpreted with respect to each hypothesis.

P

THE NULL HYPOTHESTS

The purpose of the statistical procedures used in
this study was to find a scientific bagis for reaectlng
the null hypothesis in the case of each research problem |
being examined, The null form of the hypothéses discussed
‘in the "Procedure" Section.iS»as follows: -

Hypothesis One

Chlldren who watch the educational telev181on progranm
"Mosaic clty" will not score differently on tests measuring:
a) French vocabulary recognition skills, b) information
acquisition, and c) attitudes towards learning and speaking.
French and making cross-cultural contacts from children
who watch an irrelevant prbgram, not specifically designed
for these objectivés.

Hypothesis Two

Children who watch "Mosaic City" introduced by a
video-taped segment which préviews the program's affective
content by presenting the modelé of positive attitudes
toward learning and speaking French and making cross- cultural
contactQ will not score dlfferently on tests measuring:

a) French vocabulary fiiggnitlon skllls. b) information

e e - e ————
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acquisi%ion% and ¢) attitudes towards learning and

speaking French and making cross-cultural contacts from
’children who watch an irrelevant Rrogram, or ghildgen who
watch the progfam'introduced by non-organizing or cognitive
previews. They will not scoré-differently on vocabulary
recognition tests from children viewing the program intro-
'@uced by a,noﬁ-bfganizing‘preview or.children viewing

the irrelevant program.

’;ﬁypothesis Three

Children‘whg watch "Mosalic City" introéuced by a
video-taped segment which previews the vocabulary being
téugﬁt in the program wiil not score differently on tests
measuring vocabulary recognition skills from children who
watch an irrelevant program, or & program introduced by
>affective.or non-organizing previewé. |

Hypothesis Four

Children who watch "Nosaic City" introduced by a
video—téped segment which previews both the program's -
affective and cognitive content will not score differently
on tests measuring: a) vocabuléry recoéhition skills,

b) inforﬁaﬁion acquisition, or ¢) attitudes towards learning
ahdasbeéking French and making cross-cultural contacts .
from children who watch an irrelevant program or a program

introduced by affecfive, cognitive or non-organizing previews.

3
L]

STATISTICAL METHODS USED T0Q TEST THE NULL HYPOTHESES

'Raw data was analyzed through procedures available

through the SPSS (Statistical Package for the Social Sciences)
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sub- prograni ANOVA. Where significance fulfills the ,05 level l
establlshed, and.,moreover. is significant at a more strlngent '
level, the more stringent level will be noted. Scores
on.the four dependent vériables were examined thr&ugh a
one-way anélysis of variance. This'yielded the means and ‘
etandard deviations shown in Tables 1, 4, 7, and 10, It ;
also showed the existence of differences among the experi-
mental groups fulfilling the requirements for statistical
significance in thié study - the .05 level. Between and
wifhin-group variances are displayed in Tables 2, 5, 8, and 11,
© Information ebout the pattern of effects when moderator .

" data concerning prior exposure to French was incorporated

int§ the design was 9btained through a multiple classification
analysis, requested through theANOVA.sub-pfogram. " Results
aré shown on Tebles 13, 14, 15, 16, and 17,

Finally, two multiple range tests were requestedy
thréugﬁ the SPSS sub-program ONEWAY, the Modified LSD -
Procedure and the Scheffé Procedufe. which set statistical
significance at the .1 level. " These tests determined
where the dlfferences existed among the means of the f
treatment and control groups. Results are shown on Tables
3, 6, 9, and 12,

_For easy identification of treatment groups, the
-groups have been named as follows on the tables:

Group 1 saw the program plus affective content preview

Croup 2 saw the program plus cognitive content preview

Group 3 saw the program plus composite (cognitive and
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affaective) preview
Group 4 saw the program plus non-organizing preview

Grouﬁ 5 saw the irrelevant teievisioﬂ‘program

' Table 1

Yocabulary Scores for Five Groups
(Means and Standard Deviations?

s

Treaxment Groups ‘ Standard
by Preview N Mean . Deviation
1 - 28 7.1 3.1
(affective) !
o2 28 9.1 ' 3.0
(éognitive). C
3 . 28 . 8.1 = - 3.1
{composite) : .
,'u, | 28 9.3 - 3.1
(non-organizing) ' ' : L
5 25 . 6.5 2.3
(control) . =

Table 1 showé that the.higheet mean Yocabulary score
was obtained by the group viewing the program introduced by
a non—qrganiziné preview, while the lowest mean score was
obtained by. the control group. (The maximum possible score
on the test, after‘item analysis, was 13,) '

. The analysis of variance in Table 2 determines
whether the ‘differences among these means afe.éignificant

at the level .determined acceptable (p <.05),

. —

LT o



B e T T T S s

——rt

Ry o N

2

Table 2
Vocabulary Test
Single Factor ANOYA on Five Means
: Sum of , -Méén o ‘
Source Sguares . af _?quares F

Between groups 161,97 4 Lo.49 5.67%
Within groups  1145,56 132 - 8.68

7 Total 1307.53 136 °
¥ .01 '

The F-ratio of 5.67 indicates that differences-among

the means of the five groups probably were not due to chance,

The Multiple Range Test revealed more specifically the

differences among the groups.

It divided -the groups into sub-

sets, The Scheffé Test established that both group 2

(cognitive) and group 4 (non-organizing) were significarmtly

- different from group 5 (control).

Table 3
Multiple Range Test
Subset'i
Group 5(control) 1(affectivé) 3(composite)
"~ Mean . : 7 .
Subset 2 - R
Groﬁp 1(affecti§e) 3(composite)' 2(c3gnitive)‘
Mean 7.1 8.1 : 9.1
Subset 3 _
Group | g(gomposite)ﬁ ‘S(gognitive) : h(nqn-drganiiihg)
Scheffe Test - Minlmum differences 2,45
| | >

\
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It .may be concluded that there is no difference in
vocébulapy recogniﬁion gkills among the groups_which viewed

the program, regardless of preview.

Table L

Information Test Scores ‘for Five Groups .
(Means and Standard Deviations)

preatment Groups Standard
by Preview N Mean ' Deviation
1. 28 7.1 T 1,8
(affective) ' -
2 . 28 " 7.1 . 1.5
(cognitive) - '
) 28 6l6 3\'1
(composite) .
ll- . . 28 ’ 6.2 3.1

(non-organizing)

25 3.9 2.0
(control)

Table 4 shows that the highest mean score on the
- information test relating to the program g affective content
was obtained by the groups viewing the program introduced by
cognitive or affective previews while the 1owest mean score
was obtained by the control group. | |
Table, 5 shows the results of the ana1y31s of variance,

. which indicated 2 significant difference among means.

[ R
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Table §
Information Test
Single Factor ANOVA on Five Means
Source - Sum of Squares df Mean Squares F
Between groups 182,22 L Ls5.55 1, o7%
Within'groups T 427,34 132 ' 3.23
. Total’ 709.56 136 |
¥<.01\ =
The procedures for the Multlple Range Test divide,’ \

the sample into two sub—sets, each .of which contalns groups
'whlch could have been drawn from a homogeneous populatlon.

. Table 6

' ¢

Multiple Range Test ~
Subset 1 ]
Group. . 5(control)
Mean . 3.9
Subset 2
‘Group” h(hon-organizing) 3(com§dsite) 1{affective) 2(cogn1t1ve)
Mean 6.2 ’ . 6.6 7.1 N 71 7

Scheffe Test - Minimum'difference: 1.49

Therefore,” it is concluded that there is no difference
in information‘acquisition among the groups which viewed
the pfogram. regardless of preview, However, alf groups
viewing the program scored higher than tﬁé group which did
not view the progran, '

’ .
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Table 7 k _

Scores on the Attitude Quéstidhnaire
for the Five Groups _ >

.. . (Means and Standard Deviations)
. Treatment Groups :, Standard
by Preview N + DMean Deviation
' "28 - 10,4 2.1
‘(affectiye) . .
S 2 28 - 9.2 2,6
{cognitive) : .
3 28 . -~ 8.8 © 3.0 ¢
(composite) , ,
4 28 9.6 2.1

, (ﬁonéorganizing)

. 25 - 8;? S 2.3
*{control) o

Table 7 shows that thé. highest mean score on the
questionnaire measuring attitudes towardsllearﬁing and
speaking French and making cross-cultural contacts (with
a8 maximum possible score‘of'12) was, obtained by the.grodb
viewing the brogram introduced by the preview of affective'
content, while the‘lowést méan score was obtained by the
control group. kowever, the analysis of variance shown

in Table 8indicateé that the differences among the means

of the five groups were not significant at the .05 level.
: ‘ R : X ‘ S o

et s BARbanem R S
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I} - ‘Table 8-

o~

Attitude Questionnaire

B it el L e kel

bl 1ol .

e T,

.
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& éingle Factor ANOVA on Five Means
Sogife Sum of‘Squares ‘ ag * Mean Squares F -
- Between groups - 50,57 ‘ ok 12,64 2.1
' Within groups ~ 79%.21 132 6.02 s
Total 844,78 . 136 -
Since gignificant differences méng the means were
not found- the Multiple Range Test (see Table 9) indicated
°sing1e sub-set, showing that all &RQUpS. ould have beeh
drawn from the same popula%ion. | ‘.
Table 9 .
Multiple Raﬁge Test .
. -
Subset 1 . . .
Group 1(affective) 2(cogn{tive) 3(composite) -4(non-organi-
Mean - * 10,4 "9, 8.8 r- 9,6 zing)
: (control)
= .7 ~

Therefore. we conclude that there is no difference

in attltude scores among the groups, regardless of view1ng

condition,

T e o
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Table 10

Séaled-Response Test Item Scores
for the Five Groups
(Means and Standard Déviations)

. S o
Treatment Groups . - Standard
by Preview N - Mean Deviation
1 - 28 3.9 1,0
(affective)
2 . 28 3.9 1.5
(cognitive) : .
3 28 - ko 1.2
‘ (composite) ' .o
- N 28 W2 1,0
(non-orgenizing) ‘ A
" 28 2.8 . 1.3
(control)" : A ..
} oo .- . Table 10 shows that the highest mean score on the
5 L questionnalre 1tem having a scaled -response was obtained
3
..-by the group v1ew1ng the program 1ntroduced by the non—
? - organlzing preview, while the lowest mean score waslobtalned

1
'

by the control group.-
Table 11 shows the. results of the analysis of variance.

where eigniflcant differences -among ‘the groups were.noted

vy
‘-

- . ' : ¢

at the .01 level,
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‘ Table 11 . 'y
Scaled Response Item N ;
Single Fzctor ANOVA on Five Means !
Source - Sum of Squares daf Mean Squares P
Between groups - - 32,78 L - 8.19 S h5*
Within groups = 198.28, = 132 1,50 |
Total 231,06 = 136
*p .01 o

The Multiple Range Pest proc?éures Jivided the groups

L3

into two homogenous sub-sets:

)

Muitiple-Range Test -

Subset 1 ’ ) . R

Group  5(control)
Mean 2.8 .

Subset 2

Group 2(cognitive) l(affective)' 3(compesite) U{non-organi-
Mean 3,9 3,9 LR T | 4 * b,2  zing)

SchelTe Test - linimum differerice: 1,03## .,

We conclude that on the scaled-response test item |
measuring attitude, gfoups who viewed the program scored
higher than groups not viewing the program, regardléss--

w v

of preview conditions.

*# The minimum difference derived by the ‘Scheffé. Test does not |
support the results of the Multiple Range Test. The Scheffé

- procedure uses more conservative oriteria,

<

N
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INTERPRETATION OF FINDINGS

The First Hypothesis

The statistically significant differences among means
_for the vocabulary test allowed for rejection of the null
hypothesis for Hypothesis 1(a), which stated that the control
group would learn 2s many French words as the group viewing
 the program. The Scheffé procedure for the multiple
range test showed both the cognitife_ﬁreview group and the
group which saw the program which had a "non-drganizing"
preview to be .significantly different from the control group.
Thus, the null hypothe51s for H1l{a) can be rejected,

leferences between the control and .treatment group
_means were statistically 51gn1f1qipt in the case of the
information test related to the program s affective content.
The multiple range test and Scheffe'procedure confirmed
this, by dividing the groups into—two sub—seté. one of which
comprised the control group alone, Thus, the.nuil hypothesis
can be rejected for H;(b). ‘

Although the'highest mean score on the attitude
questionnaire was obtained by the group viewing the affective
preview, the differences among the means were not stétistically
significant, The multiple range test confirmed this. Hence,
the null hypothesis cannot be rejected for Hi(ec).

The scaled respdnse item, also a measure of attitude,
.did'register statistically significant differences. The
multiple range test divided the groups into a sub-set

containing the control group and a sub-set containing the

L4
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tréatment groups. The npll hypothesis is rejected for -

Hi(c) as measured by the) scaled response item. However,

Bince:fhreats to ¥ 1ty caused by instrumentatidn were
not totally av01ded in the case of attitude measurements,
it is not p0531b1e to conclude a reaection of the null
hypothesis for attltude measures related to any. of the
fopr hypotheses.

The Second Hypothesis

In the cdse of H2(a)..significant differences wére
not found among the grdup'means, This was confirmed in’
the multiple range test. Looking informally at the mean
scores, one sees the predicted superiority of the affectlve
treatment group over the cognitive, non-organizing and con-
trol groups,. Nevertheless, the null hypothesis cannot be
regected for H2(a) by this measure.

For the scaled response nmeasure of attitude, mean
scores were not supportive of H2(a). The mean of the
éffective treatment group was lower than those of the
cognitive and non-organizing previews, The.multiple range
test indicated cleér differences existing only between the
control and treatment groups; This measure did not reject
the null hypothesis for H2(a).

Mean dlfferences for the information test conflﬁfed
the- predlcted superlorlty of the affective preview over
the non-organizing, preview, and control groups, but failed
to confirm superiority over the cognitive preview, Although
results were significant at'the ,01 level, the predicted

mean differences were not reflected on the multiple range

. At Y
*
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test, which siﬁply divided the groups into control and .
treatment groups, Thus, for H2(b).‘%he nuli hypothesis

{8 not rejected,

The null hypothesis for H2(c) states that the afféctivg
preview group will learn as many French wérds as the non-
organi;ing preview and control groups, Whiie vocabulary
score means showed higher gains for the affective group
than for the control group, the non-organizing preview
was shown to have made greater vocabulary gains than the |
affective preview group. Furthermore, the multiple range
test divided:the sample into three sub-sets, one of which
contained the affective preview along with the control
and composite preview groups. Thus, the ﬁull hypocthesis

cannot be rejected for H2(c).

The Third Hypothesis

Significant differences were found among group means
for the vocabulary test, but the outcome was not as pre-
dicted for H3. The highest ﬁean'vocabuiary'score was held .
by the group viewing the non-organizing preview instead
of by the gréup viewing the cognitive préview.. Both of
these means were superior té those of the affective pre-
“view and control éroups. Sub-sets pfoduced by the multiﬁle
range’ test grouped the cognitive preview gfoup wifh the
non-organizing preview group in one instance, apd with
the affective preview group in another, making it impossible

- %o reject the null hypothesﬁs for H3, '
The Fourth Hypothesis

The composite preview group did not obtain the highest

r
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vocabulary score, as was predicted in H4(a). It wala sur-
passed by the cognitive and non-organizing previews, as
mentioned previously; Aithougn‘the analysis of vériancé
revealed significant results, tHE multiple range test
showed that the composite preview group could have come
from the same population as the affedtive, cognitive, and
non-organizing preview groups, Thus; the null hypothesis
cannot be }ejegted for H#(a{._ ,'

The ﬁean scores on the information test failed to
confirm the predicted superiority of the group viewing
the composite preview. It was surpassed by both the affectiﬁe
and cognitive .previews, with significant differences, How-
ever, since the sub-scts created in the multiple range -
test only divided the groups into treatment and control
conditions, the null hypothesis cannot bé re jected for H4(b),

Since significant differences did not exist among
the groups for the attitu&e questionnaire.-bne éénnot
reject the null hypothésis for H4(e¢). Even looking at them
informally, however, it is evident that results were nbt
in the direction predicted. The composite preview group
did not surpass the other groups, and was sufpassed itgelf.
bj the affective, cognitive, and non-organizing groups,
beating the control group by 1.

The scaled response item showed the composite preview

surpassing the cognitive, affective, and control groups,

* The non-organizing preview group scored highest, However,

the multiple range test results make it evident that the

four preview éroups could have come from the same population.

o AT
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Thus, the null hypothesis for H4{c)}, asg determined by

the scaled response item, cannot be rejected.

THE EFFECT OF ?RENCH IN THE SUBJECTS' ENVIRONMENTS

As has been mentioned in previous chapters, the-
subjects' exposure to French in their daily life was con-
sidered 1ikg1y to have a strong influence on all four post-
test measures, In particular, it was assumed that sub jects
with the lowes£ amdunt of French exposure would experience
the greatest gains. Therefore, although levels of exposure
to French were presumably dispersed in the sample through

randomization procedures, it was decided during the course

" of the experiment that this would not necessarily ensure

nequal® groups and that data should be gathered on exposure

to French in the environment. )

Exposure to French was cénceived.as two moderator
variables: the use of French in the home (yes/no), and
exposure tb French radio, television, and print materials

ag well as to French-speaking playmates (high, medium,'or

' low exposure). Thus, the nominal data accounted‘for actual

‘.practice in the language as well as eXxposure tc French

stimuli,

, The effects of these moderators were examined through
a multiple classification requested through the SPSS
program ANOVA {see Tables 13 - 17). This analysis revealed

‘no clear pattern of effects for the moderators.‘either in

igolation or in interaction with one another and the in-

dependent variable,

¢

e



e T r—p—

WETTRE

%

67

There are a few possible‘exﬁlanations. The moderator
"use of French in the home" may have been too vaguely -
defined, since the use of French may }ange from constant
use with oﬁé or both pareﬁts to occasional-uée with visiting
relatives, The fact that the children were enrolled in
an Engllsh-speaklng school should not have ruled out the
possibility of heavy use of the French language at home.' In
addition, factors contributing to the "exposure to French"
(high, medium, or low) may have had more subtle gradétioné
of influence than accounted for in this measure, There -
remains the possibility than an unknown factor may have beéﬁ
responsible for the variances.

This section shows two types of three-way interactions
noted: 1) interaction of the preview treatment with high
exposure to French gtimuli and use of French in the hoﬁé,
and 2) interactibh of the preview”treatment with the lowest
level of exposure to French stimuli and non-use of French
in the home, These two three-way interactions have been
called high exposure tolFrench and low exposure to French,

The mean scores for the three-way interactions have
been compared w1th the mean scores when the independent
varlable is anatyzed alone.

Table 13 (p. 68) shows(fﬁgz; while low exposure to

- French results in.lower scores and high,éxposure to French

Py

results in higher scores, the pattern of scores is highly

similar to the pattern created when the independent variable

is treated alone. In all cases, the control group remained

the lowest scoring group.

s L a,
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Table 13
Vocabulary Test Scores for the Five Groups
- o 3-Way Interactions:
Treatment Groups Independent . High Exposure Low Exposure
by Preview Variable Alone to French to French
1 7.1 10,0 6.5
(affective) : (n=1) (n=2)
2 9.1 10,0 8.0
- (cognitive) (n=2) (n=8)
3. 8.1 13,0 5,8
(composite) {n=1) } (n=6)
b 943 12,3 8.0
* (non-organizing) . (n=3) (n=19)
A i
5 6.5 7.0 5.3
(controel) (n=1) {n=12)

Three-way interactions were significant at the .05

ievgl. However, the multiple range test procedures did not

show differentiations among treatment groups.

Tgble 1l
Vocabulary Test ' '

Source of Variance Mean -
Variation Estimate arf Squaxre F
j-way interaction . 66,25 : 3 22,09 3,17

e dan ket e o
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- Tgble 15

Mean Scores on the Information Test -

3-Way Interactions:

Treatment Groups . Indefendent High Exposure Low Exposure
by Preview Variable Alone to French ,to French
1 , : 7.1 . 7.0 . k0
(affective) . {n=1) (n=2)

2 . .- 7.1 8.5 7.4
{cognitive) . . {n=2) : {n=14)
3 ' 6.6 7.0 5.8
(composite) . : . (n=1) (n=6)
4 6.2 . 6.0 6.2
“(non-organizing) : {(n=3) - (n=19)
3.9 5.0 b3
{contrel) (n=1) (n=12)

For the information test, the pattérns resembled one
snother, ‘The highest mean for subjects having both high '
and low exposure to French came from those viewing.the
cogniti&e preview, while the highest mean for the groups
when exposure- to French was not taken into accoun; was
séored by the groups viewing the affective and cognitive
previews. The anslysis of variance, however, revealed

that three-way interactions were ﬁqt significant in this

instance,

e i e T T
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Table 16 ¢

¥ean Scores for the Attitude Questionnaire

3-Way Interactions:

Treatment Groups Independent High Exposure Low Exposure
by Preview Variable Alone to French to French
1 10,4 = 11,0 7.5
(affective) ' ' ‘ {n=1) (n=2)
: 2 9.2 9.7 . 8.3
(cognitive) , (n=2) (n=8)
. 3 . . 8,8 7.0 8.8
. {composite) " {(n=1) A (n=6)
b 9.6 9.3 9.3
(non—organizing) L {(n=3) - (n=19)
— " 7
5 - 8.7 10,0 8.6
(control) . (n=1) (n=12)

Mean scores for the attitude questionnaire showed
subjects having high exposure to French and viewing the

affective preview attaining the highest mean score, The

'highest mean gcore for the low-exposure subjects was attained

by those watching the non-organizing preview, When the
analysis waes carried out without moderator data, the

affective preview group scored highest. Again, however,
'tﬁree-way interactions were not found to be significant

at the ,05 level,

e e e et e
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. Table 17

Mean Scores for the Scaled
1

Treatment Groups

!'

Independent

Response Item

3-Way Interactions:

High Exposure

Low Exposure

by Preview Variable Alone to French to French
3 3.9 5.0 4.0
{affective) - (n=1) (n=2)
{cognitive) ‘. (n=2) (néB)
. 4.1 5.0 3.3
. ..(composite) (n=2) " {n=6)
o k.2 5.0 3.8 7
(non-organizing) (n=3) (n=19)
2.8 5.0 2.4
(control) (n=1) (n=12)
For the scalgd—response attitude item also, three-

way interactions were not significant at the ,05 level,
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CHAPTER 1V

CONCLQ§IONS AND RECOMMEQPATIONS .

In this chepter, the results of the data analyses are .
discussed in broader terms.._ The implications of.these
results are congidered with resﬁecx\to-;he fields of edu-

cational research and educationél tebhnology.

\FFEETS OF .THE PROGRAM

Three of the.pdst- test measures indicated that the

.
P e el e e
.

e T T A e ey e
-

PN

subaects who watched the program (preceded by the non-
_ organizing preview) had more knowledge of- content taught

i | in the program than subjects in the control group. These

e e i ki T T T

sub jects obtained passing scdrea on the vocabulary test
(average score of 69%) while the control subjects barely
passed “the French test (average score of 50%) This passing

grade for the control group may 1nd1cate the presence of

daa e e — a7

i{// 'French in the subjects' env1ronments. however, . ' .

1'
fa .
'? : - Mean scores on the informéz;;? post-test showed that
E “the fréatmen% group did leafﬁdfacts related Po the progréh's
» ‘affective content (average grade of 62%); while the control

group was unable to pass the test (average grade of HQ%).-

R S .
e i

i . - One:measure of attitude towards learning and speaking

'g’ | ' French and making cross—;ultural contacts showed .the
treatment grbup clearly superior to the controilgroup. This
‘was the single scaled-response item, On the more detailed,.
true-false attitude guestionnaire, no differhces were '

- evident between the groups which saw the program‘and-xhe

P L adia
: W

e e e et e N oty e ik e e e
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control group. _

Since the single scaled-responsé-item did'sﬁow a
large difference befween treatment and control, one cannpt
simply cgnclude that the program had no effect on attitudes,
The design of the questionnalre may have been too crude to
pick up variations in responses as a result of exposure
to the program. On' the other hand, to expect clear changes
in sttitude 8s a result of exposure to a singlé proéram )
to appear in the most sen31t1ve of attitude questlonnalres
might have been unreallstic.

Another llmltatlon arises from thé fact that "Nosaic
'City" was produced by students oﬁ televiéion production..,
Although it is of acceptable technlcal quallty to show to

children (thls was determlned by course instructor Leonard

'_We1nste1n) it does lack the technlcal excellence of a

professional studio production. Children raised tb‘expect
the sophistication of "Sesame. Street" maj have been less

willing to. consider "Mosaic City" a "real television Pro—~a.

- gram", This may have'limited its capacity to teach and to

influence‘attitudes.

THE EFFECTS OF USING TELEVISED PREVIEWS

No clear evidence-was found to support the notion
,° .

.- ’

thét a prev%gw designed to gfient the learner to cognitive,
affective, or both cognitive and affective content increases
learning from a televisioﬁ'prégéam. L

There are several possible éxplanat;bns. We will deal

first with explanations that would be common to the cognitive

t
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and affective previews.

- - -

Preview_Segments Make No Difference

This experlment may support the findings of Barnes

and Clawson (1975), which stated that "advance organlzers

n_-\

do not consistently augment 1earn1nq from a subsequent
« >

~ v

1nstruqtlonal presentatlon, regardless of their medium.

Prev1ew Segments Made No leference,for this Type of Content

Ausubel .(1963) has stated that "advance organlzers"

only are}effectlve when;they prOV1de a learning experlence

which helps the learner-to integrate_the new content which

LIRS

ffollows. When such a 1earning_experience has been provided
¢ o

. . . .

by other means, a "designed" organizer makes.no difference.

Thus, the fact that viewers live in a bilingual city may

provide adequate orientation to learning new French woxds

\ * - ‘

and maklng cross—cultural contacts, so that no preview. . to

a'pxogram like "Mosaic City" shows any effect.

Sampllng Pibcedures B _ :

Although random sampling procedures were assumed

1

ko mix the subjegts w1th respect to thelr experlence of
" the French 1anguage, the" data gathered on exposure to'

French showed that the control aroup was not necessarlly

represehtatlve of theientlre samgle s enterlng French Skllls.

Although pre- testlng had not been con51dered because of the

danger of sen51tazat10n to testlng procedures and actually

teachlng vocabularysthrough the-test, 1t now. seegi)ev1dent
that scme form of preftestlng is requlred. If pre-testing

had been carrled out one or two weeks prlo to treatment

. -

: &
(a procedure whach jor thls study, was not posslble w1th

o
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the two particlpatlng schools). it would have been possible

40 determine with more certainty what vocabulary ‘had been

‘gained through exposure to the program,

- - Y

APPROACH:- TO DESIGNING THE PR?VIEWS WAS_ERRONEQUS

MEAIRETE Pl s o L
.

.

_As mentloned in Chapter I. the approach to the design

¥
of the prevlews was eclectic. Elements were introduced

because they had "worked" in previous studies. Thus, this
P..
study was much more the testlng—out of a three-minute

preview segment constructed in an eclectic way, than the
testing-out of the validity of using prev1ews°per se,
Certainly, the.significant results pointing to the capacity-
of this preview to promote\learning from a program would have,
eéncouraged one to consider the value of-previfws mote

closely. The fact that these previewq_did not reveal sig—
nificant results (with the exceptlon of the cbgn1tive prevxew)
does not, however. yield the conc1u81on that prev1ews have

no value.
S

,. Announcing a test: perlod albeit diplomatically, may

.

“have had & negative effect, on the learners. . It may have

U

engendered anx1ety or resentment which 1nterfered with the

attainment of cognitive and affectlve obJectlves,_eSpeclally
- .

as they appeared in the prev1ew segments.

The 1ntroduct10n of learning obaectlves through questions

-

'about program content may have made the previews less an

introductlon than an .exercise, Belng "assigned" to watch

' for various pecple and thelr actions tr’whe plot may have

led to anxiety or resentment. In addition, the Job of

-

© et o



76

recaliing facts - = cognltive obaective - may have interfered
with the affective ob;ectlve of simply appreciating and identi—
fying with the behaviour of the characters.

~For all the preview segments, the volume of informat;on
_and pacing of the three-minute intreductions may have been
intimidating. Although the pace of the program itself is
con51deﬁab1y slower, "the initial, packed 1ntroduct10n might
have created ‘the expectation that the program would be 3u§t as
full, leading to frustration and possibly inattention. -

THE EFFECTSVd? PREVIEWING COGNITIVE CONTENT

The results of this study show that a preview of the
%:ooggltlve content of "MOsalc city", that is, the vocabulary to
'be learned from it, did not improve 1earn1ng from the program
hs measured by the vocabulary recognltlon test. Explanations .
specific to the/ cognitive content 1nc1ude the following:

1., Design of the preview - Possible flaws in rhe content
of the preview may have reduced its effectiveness, The pre-
view may haye.c§ﬁtained too many French words and expressibns
for a three-minute period. lNore research‘would have to be .
carrled ‘out on the number of words that would be advisable td
introduce in both a program and a preview, The format of com-
Bining a narrator's voice with slideg and video-tapes from
" the program alsc may not ﬂévé been'étimulating enough, Finally,
the previews may'havebeen too long ip reiation to the rest of .
the program, . | ’.

2, Medium of the pqﬁylew = The prevrew may have been per-
ceived as part of the program, 3r simply 'ignored during an

1
- L}
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initial "warming up" viewing period. To draw attention to
the advance organizer, it might be more advisable to provide
it through a different medium - a print viewing guide or a

presentation by the eacher using graphics from the program.

THE EFFECTS OF PREVIEWING AFFECTIVE CONTENT

No clear evidenée was found'to support the notion that
a preview which introduces’ affective content through behaviour
models could increase affective gains from g program, The
affective preview was actually testing two elements - the
value of using advance organizers to preview affective con-
tent and the value of presenting this content through be-.
haviour models in the previeﬁ; ' ‘

’ Possible explanations of the results specific to.the
affective preview include the following:

1, Design of thé preview - The characters created in
the sqript of "Mﬁsaic City" may have been less appropriate
to the target gfoup than was originally thought. Although
the script was outlined in consultation with fourth-grade
French teachers, the plot may have required more realism in -
order to in}luence attitudes. Puppets may not have been
realist}c enough behéviour models. The adult characters who
had magical powers may nbot have been taken Be;iously for the
same reason, | |

2. Nedium of the preview - It is possible that a live

disqussion led by the teacher is = more appropriate orientation

to the affective‘content of 'a program like "“Mosaic Clty" than

a televiseq preview, Pupils then could be told what to watch

for, or provided with printe& viewing guides after the discussion,

v

/ . i
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‘are often aware of the conflicts over the issue of French-
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3. Instrumentation problems - The format of the main
gttitude questionnaire probably did not-allow for enough-
variations in the attitudes‘exbressed,through it. The true-
falgse format gquestionnaire allowed less scope than the single
scaled-response item. In addition, the questions may have
been too obvioﬁs in their intent - children in Montreal
language education. These problems arose from a certain
ﬁaiveté on the pgrt of the researcher, the effects of which

were only perceived as testing concluded.

- THE VALUE OF CONBINING COGNITIVE AND AFFECTIVE OBJECTIV*S

IN A PREVIEW

It is possible that, rather than mutually supporting
one gnother. combined cognitive and affective previews work
against one another. Learning objectives communicated by the
cognitive preview might néf‘Be«fg}%y afimilated at the point
where the affective preview begins.ﬂﬁfﬁg‘effect might be to
virtually wipe out the ﬁrevious learning, a pMecess known as
retroactive iﬁhibition.' Similarly, the assimilation af affective
ob jectives might be hindered.ty exposure to the preview of ccg-
nitive objectives, the problem of proactive inhibition (Hilgard

and Bower, 1G66). S )

THE EFFFCTS OF EXPOSURE TC FREKCH CON LEARNING FRONM, THE _FPROGRAL

No clear conclusions may be drawn regarding the effect of
exposure to French on learning from the televlslon program
and preview. ThlS is partly due to a probably limited definition

of exposure to Frenchi high, medlum. or low exposure to 1=‘r‘ench.L
) ¢
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media and French-speaking playmates, as well asAuse of non-
use of French in the home, The lack of pattern iﬁ the data -
results (sometimes-exposure and'pérformanceon.the post-tests
were positively correlated, sometimes they were not) suggests
that another factor was affecting the results, This factor

mighf be the type of use of French in the home - frequency, cir-

e gt P e A

cumstanges, ete. It might also be é factor quite divofch from
the 1a‘iuage questions, such as television viewiﬁg habits in
the home and school. 3

In 8ll educational research and design, it is important
to know baseline levels of knowledge in the population and

sample. The development of comprehensive questioﬁhaires to

om it

determine viewer/learner ekperience'at the time of an experi- g

mental treatment should be an area of further study.

RECONNMENDATIONS

More Svecific Production Variable Research

The present sthdy~compared the effects of televised ad-
vance organ{iers for two quite different learning domains,
It is now clear that more wdérk has to be &one to establish
the Qalue of advance organizers in each of the affective and
cognitixg_gggg}ns. The nuﬁérous variables affecting the
design of each should be manipulated separately. Only tﬁen.
will it be possible to determine whetﬁer it is the very exis-
tence of the advanpe organi:er or the design of the épecific
advance organizer under study which affécts or fails to affect
learning from an instructicnal presentation.

#
Some variables to manipulate for previews of either 'é
!
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cognitive or affective content include the use of a live
narrator versug the use of an unseen narrator, the use of
questions versus no questions, announcement of a test versus
no test announcement, use of a televised preview versus
an orienting diséussion versus use of a print preview, per-
former variables, special effects, and the use of pre-test
questionnaires as orientation to the content of a program,.
Pre-Tests ‘ | ‘
In studies dealing with language learning in a bilingual
en§ironment like Montreal, pre-tests should be devised to
assess vocabulary levels and pre-treatment attitudes,

further Research

The fact that vocabulary and information were taught
A+
through an' informal approach which incorporated the English

ﬁanguage.‘suggests that further experiments should be-

* made in that area. It would be valuable to compare a

program which uses only the French language to one using
the bilinguel approach of "Mosaic City" to teach the same
vocabulary, If format and performer variables were held
constant, one could confirm the value of promoting bilingualism
through a mixegd-language program{ Again, an accurate
attitude measure would'have to be devised, »

Bilingusl p?og;;ms have the advantage of appealing |
to0 both language groups simultaneously. Thus, a series of
progfams like "Mosaic Ci;y" could appear on either French
or Engiish community television networks. French and Engiish-.

speéking'children from the many integrated neighbourhcods in -
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ﬁontreal‘wquld be able to exchange impressions on the

' progran,

At this peint in time.-radio and television merely
gerve to reinforce the existence'of two solitudes, w;tp
more gesearch devoted to bilingual television programs,
it may be ppssible to begin integrating a second language

into our daily lives by integrating the mass-media,

-
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A.- Program Notes on "Mosaic Cii&"_

.

Length: '20 minutes

 mitles ‘“quaib“di%y"_'n

v

Ta;ggt audience’: e1Ementary school "students. (grades 3, 4, and

5 - ages 8.t0 12) in Montreal 1nner—c1ty Engllsh schools.

Behavloral obﬂectlves of the program:.

“a) to teach the French vocabulary words for deects
seen on the -streét, as meagured by a vocabulary
“".tegt following the program;

b) to promote positive attitudes towards learning and

using French as measured by an attitude survey

following the program.

Ellle l‘l- e & o
Merlyn Tremblay
Tabatha « o « »
Imogene « « + o
Charles s « o+

Opening song sung by:

‘Studio and’ puppet
on January 26,. 1977 in

technical advisor P. Vinet.

Camera people . .

.

rFlaor manager ...,

'Director e o .
’

Lo Scrapt aasxstant

VIR operator ,‘-"

e« » s s t -
" e e o o

.pl..

rl

. Eleanor Coleman.

. & & &
* & 8
* & & % @

Steve Raulerson
Greta Tebachnick
Marilynne Malkin
Pierre Croteau

:Phlllppe and Christiane LeMmeux.

N
segments were produced in Studlo A
co-operation with the class. of -
Educational Technology 684, instructor L. Weinstein, and -

The productlon crew included:

« « « Sophia Eliades

Gervaise llelser Soerrouge

Esther Agdala -

i e « Cheryl Malkin
. « . John Lang
« « » Stephanie Colvey

.. . Arthur Patrick Rose

« « « David:Stoloff o

.' - « Carcl \F‘razer

+'e o Paul Vinet

+
) '
e .

o T
*
w
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The-video-taped segments were produced using one-half
inch video-tapes and SONY porta-packs,and were edited on
SONY 3600 half-inch v1deo -tape units.

The flnal version of the program was, edited on IVC 870
one-inch video~tape recorders with the assistance of several
members of the Audio-Visual Department staff, 1ncludlng
Daniel LeComte and Paul Viuet. - .

The scrlpt was written by EBleanor Coleman and David
Stoloff. Script conventions used in'the following papers are:

Cam - camera ' T/C - t6l€ciné - telev1sed
CU -~ close-up slides

MS - medium shot Audio -, the audio track of
LS - long shot . " the program

Video — the video track of
the program
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B, ‘Seript for “Mosaic City"

A ) ' -
. VIDEO ' AUDIO
1 v1deo-taped segment #1 Mosaic City theme sung by
1% minute v1deo—taped Philippe and Christiane Leliieux
montage ol scenes in.

lontreal

Studio Segment #1

2 Cem 3: NS Herlyn. MERLYN: Hello and welcome to my
salon! Bonjour! Bienvenue!
3 Cam 2:- LS Elliec and ELLIE: Hello. Are you lerlyn
Merlyn ‘e Tremblay, the so-called mind-
reader: '
N : . - MERLYN: Oui, oui. Asseyez—vous.

4 Cam 1: NS Ellie sitting * ELLIE: Thank youy. (sits)
_ I'm BEllie Coleman from kosaic
City HNews.

5 Cap 3: WS nériyn MERLYN: Yes, veés. .1 know. I
. can read your mind. < . '

6 Cam 2: NS Ellie and ELLIL:  #c have an appointment
* ‘Merlyn for an intérview. Didn't your
' .partner tell you? .
- gl , MERLYN: A, oui. C'est vrai.
"_'7 Cam” 1: NS5 Ellie . ELLI" taklng out steno pad) I
~NY S understan you've just opened
Wontrealty first’ blllngual mind-
reading sérvice.
8 ~}ﬁﬁ 2: LS Ellie-and TMERLY s Win fr angais et on anglais,
Merlyn- . e Vos pcnsées, c'ecst mon métier.”
’ . >
CHARACTER GLNLRATOR- Regardez!  (points above his head
- : - to sign ' .
9 Cam 1: - MS Ellic ~ ' ELLIE: That's very original.
- ' o . You may speak French and knglish
. ) . _— but 1 don't believe you re¢1ly
10 Cam 2: HS Kerlyn:and read mindg.

Lllie .
' MLRLYN I beg your .pardon? I'll,
o ¢ ghow you right now. ' Thinlk of
11 17C. slide 1: stop sign” something, but don'#® "tell mé whut



12

VIDEO

Cam 1: NS Ellie

13 ©/C slide 2: bus stop

14

15

16

17

18

7/C slide 3:
stop and bus

bus

Cam 2: IS lMerlyn and
Ellie : , .
»

gam 3: S Herlyn

Cam 1: NS Ellic.
Zoom in to eycs and g£o
out ol Tfocus.

video-taped segment #2.

1 minute vidco-tuaped seg—
ment with Lllic pointing
to objects on the stroet.

. somewhere.

 MEHLYN:

‘BELLII:

MLERLYIN:

AUDIO

it is. ‘(slide of stop sign)
Vous pensez & 1l'arrét.

‘ELLIL: Vous avez raison.
je pense A 1l'arrét. Huoomom, :
Let's try again. Je pense & .-+ o
(slide of bus stop)

Oui,

MERLYN: Vous. pensez & l'arrét
dtautobus.

ELLIE: Je pense & l'arrét d'autobus.
Vous avez raison.

Well, let's try something more
difficult.

NERLYN: (rubbing his hands
gleefully) Ah...plus difficile.
ELLII: I'1)l think of going
You *tell me where
I'm going.
Aul  Cluesi fucllu!
ELLIE: Easy? ’
MERLYN: Oui. Trés facile.
Fermez vos yeux. ; )
ELLIL: But I can think with my
eyes Open.

MERLYN: (impatiently) Est-ce
que VOuS pouvez m'aider?

Help you? (closing eyes)
Okay. .

ELLIL: Well, what do you seg?

Je vois...l‘escul}er.
‘ . g
11LLIL: - Vous avez raison.s Je

pense g 1l'escalier.
NERLYL: Vous descendez l'escalier.

ELLIL: And now?
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VIDEO

MERLYN:

91

AUDIO

"Bt mal

le trottoir..

ELLIE:

Vous av

trottoir.. That

ntenant, Je vois...

ez raison. Le
's the sidewalk

just in front of my house.

© MERLYN:
.in your nelghborhooaﬁ...nh
.V01c1 l'arret. :

.ELLIk:

Don 1

Not bad,-

they shovel snow

Merlyn. -1

tried to trick you by thinking -’
of it again.' C
Vous avez raison.

. MERLYN:
coin de la rue.

ELLIE:

Le- coin de la rue., . How
- easy for you. t

,MEBL?N;

Mainte

That's

Oul, c!

Vous peusve o 1z

' ELL1E:

Studio Segment #2
19 Cum 1 close-up of cycs.
Zoom out to LCU

20 Cwma 3: IS Tabatha
and Ellie

MERLYH:

Qui, je

~aux lettres. Cf

It mai

'est l'arrét.
nant, jeg vois le
my” strégt corner.

est facile. Ahl

B T
=3 b-.a.LLab AU LG ueiTE3. -

pense & la b01Le
est bien ga.

ntenant je. v019 le

feu de circulation.

" ELLIk:

WMERLYN:
BLLIk:
MERLYN:

LLLIw:

Le feu
Le feu

Non, 1le
Le feu

herlyn,

{She opens her
Tubatha beside

llerlyn)

TABBY:

On!

Hello.

de circulation.
est vert.
feu est juune.
est rouge!
———— .
c'est fantastique!
eyes to find
her instead of

I'm Tabqtha,

MGrlyn'ﬁ partner,

ILLLIL:
phone.

Ob yes,
And wha

we spoke on the
L's your specialty?




A

VIDLO

21'Cam 2 : Tabatha. Super-—

92

.impose CHARACTER GENLRATOR TABBY: ""Yos mains -sont mon’

(C.G. reads: "Your hands
are my business")

Lose CHARACTELR GDNLRATOR

¥

22 Cém 3% NS Tabétha S
;ovcr Ellie's shoulder

23 Video-taped segment #3
31 minute videco— —taped seg-

"~ ment of 1ntervlews with

children about their atiti-

tudes to their multl Lultural

environment,

Studio segment #3

24 Cam 3: MS Tabatha.

25, Cam 1t K5 Ellie

26 Cam 2: 1S Ellie and
Tabutha '

“(Cam 2 includes Bllie,
Tabatha and lierlyn now)

métier." (Sbe points above'her;)

ELLIE: So you're a palm-reader.

TABBY: Elllngual palm—reader.'
MOntrea m01 la main. B!

ELLIL: D‘accord, je vous donne
la main. :

TABBY: (exam1n1ng Ellie'ts hdnd)
Trés intéressant. Je vois...
You were talking -with some -

" children the other day. ‘Children

from all different land
< . ‘

TABBY-: Those are nlce chlldrcn

_you were talklng to.-

'LLLIL.C qu, I enJoycd meéting

them. 'But how do I krow you
could really see them in my hand?

TA%BY" (Smlles enlgmatlcallv)
That littie girl,. Cynthia, She
had some interes ting things to
deoon - .

ELLIE: I guess I have to believe
it now. (take some notes)

-(There 'is a high-pitched hum.

Ellie looks cround Jfor the cuuse

“while Tabby remains screne. ) .

MERLYN: - (who hus been lying adwn, -

suddenly- sits up, still humningl)

‘Hmummmmahhhece,

ELLIYE: What..iSe..hee..

TABBY: Shh. He's receiving a

’
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(Cam 2: s

low zoom on

television monitor)

Pre-record

"Churles

ed PUPPET SEGHENT -

Iqo.‘.‘] y ' - &
27 Cam.2: Zbom out to'Ms
Imogene
1
VR
28 Cam 1: KS Imogene and
Charles '
. 29 Cam 2: CU Imogenc
30 Ccam 1: LS Iimogrene and

+*

.

93

-

AUDIO

special hessage; I better get
out the crystal ball. (She
produces a small television monitor)

ELLIE: That's not a crystal ball.
TABBY: It's our heweét,model.
Our clients feel more at’ home
watching it.

MERLYN: I'm tuning in on some-
one you know...Elle pense ‘& vous.

ELLIE: That's Imogene!

\

IMOGENE;\\(singing as she moves
along} MNosdic City, that's my ° <«
home town. MNosaic City, c'est
Nontreal...Sure is a beautiful '
day. (looking up) Il...fait... LT
beau. (She crashes into Charles,
who has JUsT waudered in aimliessiyv)

CHQRLES: Ocoof. Ah. ZExcusez.
Ayoy. '

IMOGLNE: Woops, Ouch."Sorry..
: CE |

CHARLES: Hkst-ce que vous pouvez
m'aider?

INOGENE: (not understanding)
Aider? -

L3

CHARLES: Oui. Je suis pordu.

IMOGENE:  Perdu. Ch boy. I
wish 1 spoke more French. (to
Charles) 1 don't understund.
Je..nesocomprends pas,

CHARLES: -“Ou est le métro? Je
suils perdu. . .

IMOGLENLE:  (hopefully) Vous €tes
Monsier Perdu?

CHARLES: (desperatq) Non, non!
Je ne suis pas lionsieur Perdu.

iy oF
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kR

St
32

33

34

35

~36

-

Cam 2: MNS ImOgene .
(Zoom in to CU Imogene)

udio segment #4 :
Mix Cam 3:- NS Ellie
Lose Cam 1.

Cam 2: LS Tabby, Merlyn,

and Ellie

SLOW MIX: Cam 1 on

Cam 2

T/C Slide 4: metro

Mix Cam 1 on Cam 2:
LS of group at tuble

NEARLY, LOSE HIX

~ IMOGENE:

KEMOGENE:; (callinp'after‘hlm)

Clest facile."

THOGENK:

AUDIO

'-Je suis pdrdu. ‘Qu est le métro?

- May...trow. Maytrpw.
Sorry. ' Je..ne...comprends

CHARLES: (sighing) Ay revoir.

Goodyluck! G
more Trenchfwo
Ellie knows some. I wish Lllie
were here...I wish Lllie werec- -
here...Il wish Ellie were here...

1. hlSh I knew

ELLIE: I wish I could ‘help.her...:

-~ Could I make contact with Imogene?

TABBY: On peut ous aider.

WNERLYN: -~ Merlyn ca 111ng Imogene. .
Merlyn calllng ImOgene.' \

IMOGHNL' (Gdaps, opene éouth w1de)
e YRR Lull;l S

ELLIE: Imogene, it's me. .I'm

‘reaching you through that mind-

reader I said I was going to"visit.

INOGENE:  No kidding!

ELLIE: . Ve saw what just happened.
Woulld you like' some help?

PABDY: Kst'ce qu'on beut vous
aider?

IMOGENL:  Yes! What's "perdu"?

TABBY: "Je suis perdu'" means »
"I'm lost'.

"Perdu”t.."iost".
I can help . him. Vhat's "maytrow"?

MERLYN: (with\Pruquo) Le métro!

IMOGENYE: I can see it!  The metro!
I can tell him how to get thcrc.
Thanks. (starts to leave) Byc. Byc...

1



RETURN TQ. MIX:

37

38

Lr
W

40

41

42

43

VIDED

Cam 2

T/C Slide

T:

©/C Slide 6:

m oS s s
i/0 wdlae

7.
I

Cdm 1 on

sidewalk’

Sherbrooge_

I3

PR R
QAlluLiicy .

view of Sherbrooke St.

MIZ Cam 1 on Cam 2

T/C Slide

T/C Slide

T/C slide
ot corner

8:

10:

red ligh%

green light

stoplight

95

AUDIC

IMOGENE: Wait!

MERLYN: Est'ce du'on peut vous
aider?

. IMOGENE: I don t know how to

get there in Prench.

TABBY: ' This is a job for Montreal's
only truly bilingual mind-
readers. Now, first you tell us
how to get there . . .

CINOGERE: Well, I'm standlng herc

‘'on the dldewalk...

HMBRLYN: Le trottoir!

INCGENE: Je suis-sur...le
trottoir. To get to the metro,
you walk on Sherbrooke Street.

ELLIB: On marche sur 1a rue
sSherbrooke.

1jiOGEN:  Then, you'cross
Sherbrooke- Street.

TABBY: Puis, on tTaVETSE 1a
rue Sherbrookc . o s

IMOGDNL On traverse la rue
Sherbrooko « o

MERLYN: Au feu de circulation!

CINOGENE:  Au fou de circulation.

BLLIL: - ¥hen do you cross the
street, Tnogenut Lo

INOGLINE:  When the light's greon.
MERLYN: Quand le feu eést vert!
IMOGENLE:  Quand le feu est vert.

LLLIM: Ou est le feu de cirecu-
lation®?

IMOGLNLE: ‘Le feu de circulation
est...at the-corner.



VIDEOC

44 T/C Slide 11: corner
of Sherbrooke and
Jednne liance

r

45 T/C Slide 12: Place
des Arts

46 MIX Cam 1 on Cam 2

LOSL Cam 1
Cam 2: L3 of group at
table

Cam 2 gzoom in on monitor

+

47 HIX Cem 3: WS Charles
and Imogenc (when she
arrrves

AUDIO

MERLYN: * Au coin!

- JMOGENE: ILe feu de circulation

est au coin.

TABBY: Au coin de la rue
Sherbrooke et la rue Jeanne NMance.

IMOGENE: Ah, ouwi. ©On marche
sur la rue Jeanne Mance. The
metro's in front of those big
theatres.

TABBY: Le méiro est devant la
Place des Arts.

IMOGLNLE: Got it. NMerci. I'm
going to see 1f I can catch up
with that lost dog...That's

the strangest French lesson I've
ever had. (takes off) . '

ELLIE: Well, I'm discovering

more of your unusual talents.
(takes notes)

TABEY® And Imagene.has quite a
talent for learning French.

BLLIL: It's because she likes
making friends so much. I.hope
she remembers all those new words.
MERLYN: Shall we find out?
Pre-recorded PUPPET SLGLENT #2

(Churles is wandering, centre
stage)

CHARLES: Ah, je suis fatigud.

(Imosene rushes in from behind
and startles him. )

IMOGLNE: Bonjour!
CHARLES: Ah! Ctest vous. Ih
bien, je ne suis pas konsieur

Perdu.

IMOGENE: Je peux...vous aider.
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VIDEO

48 Video-taped segment #3
an edited sequence of
objects on the street

97

AUDIO

CHARLES: - Ouil!? Je suis perdu.
Ou est le métro?

INOGENE: Le métro? On marche
sur la rue Sherbrooke...et puls
(to camera) It's not far. ‘I
might as well take him there.
(to Charles) Venez.

CHARLES: Avec vous? Vous parlez
frangais maintenant? .

INOGENE: Oui. With a little
help from my friends.

CHARLES: Okay. Allons-y,
Voice over

IMOGENE: On marche sur la rue
Sherbrooke,

CHARLES: C'est ¢a. C'est la
rue Sherbrdoke. ’ .

INOGERL:  Puls, on traverse la

rue Sherbrooke au feu de cir-

culation.’ -

CHARLES; Arr€tez! Le feu est
rouge! & -

. r
IMOGENIl: Vous avez raison.
laintenant le feu est vert.

CHARLES: Allons-y. Ou sommes-nous?

IOGENE:  Au coin de lua rue
sherbroeke et la rue Jeannc kance.

CHARLIG:  Je vois. llzintenant on
marche sur la rue Jeunne hance.

IiiOGlsdl:  Oul, mals on est sur
le trottoir.

ClifLL3:  Vous avez raiscon. Ca,
C'est la rue. Ici, ctest le
trottoir.

INOGENL: Bt voild la Place des Artg!

L



At

VIDEO

Pre—recorded PUPPLT SLGMDNT

#3

49 Cam 2: Charles, Imogene
and rear-screen slide of
Place des Arts.

50 Cam 3: - CU Charles and
Imogene .

- 51 Cam 2: MS Imogene

and Charles

Studio Segment #5

52 Cam 3: S Tabatha and
Ellie

AUDIO

CBARLES: Je vois. Le.métro est
devant la Place des Arts. ~HMerci..
Meintenant je ne suis pas perdu.

IMOGBNB Et vous n' etes pas
Monsieur Perdu. ™~

'CHARLES: (laughing) Mais non!

IMOGENL: ~ Comment vous appelez<vous?

CHARLES: Je m'appelie Charles. -

" IMOGENL: Charles. Pleased {0

meet you; Charles. See you.:
Au revoir. (starts to leave)

CHARLES: Attendez. Comment
vous appelez vous?

IMOGENE: Jé m'appelle Imogene. *°
CHARLES: ° -Comment?

LWOGsN: Tmogea.

CHARLES: Comme blue jean?
Imo-jean? . -

IMOGENL: Oui. lee bluC]eanS.

' Well, sce you. ("tarts to leave again)

CHARLLES: (pursues her) Veux-
tu 8tre mon amle....eh..frlend°

IMOGLNLs Friend? Oui, oui,oui.
CHAHLES:.lViensfaGec moi...chez moi’.
IMOGENL: . Chez toi? But my place

is closer. Viens...chez moi.
We cun visit bllie. She knows

* u mind-reuader. Okay?

BLLIE: . It looks like Imogene has
a new friend. 1've never scen,
her pick up French so quiclkly.

" (looks at watch) Goodness, the

afternoon'“ gone already. I'1l1l .




VIDEO

53 Cam 2: MS Merlyn,
Tabatha and Ellie

54 T/C_Slide,13:,'s£op;sign

. .

55 1/C Slide 14: bus stop

56 1/C Slide 15: stairs

57 /¢ Slide 16: sidewallk

~

58 1/C Slide 17:

~street-
corner )
59 7/C Slide 18: mailbox

99 -

AUDIO

MERLYN: - Are you sure you have
all the facts for your newspaper
article?

ELIIE: Hmm. MNaybe I'd better
check a few things. (leafs’
through notes)

TABBY: Est-ce qu'on peut vous
aider? )

ELLIk: Oui, s'il vous plait.
Merlyn,” first you guessed some

. objects I was ;hinking of.

MERLYN: : Oui, oud. LIl y avaite..
l' arrét . N .
ELLIE: ‘fnoting it) L'arrét. —
(then, remembering)...Ah! et
ltarrét dfautobus.. ' '

PABBY: Then you wanted to try
something more difficult.

LERLYN: Plus difficile. lais
non! Cl'etait facile!
FLLIE: Great. I think I have

down everything that happened. . .
Merlyn?,

MERLYN: (in another trance)
Hmmmmmmhhheeee.

PARBY: Wait. .He's having a

re—run.
MERLYN: Je,vois...l'cscalier.'
ELLIN: L'escaliere..

MERLYHN: Somecone ousht to shovel
thatesidewalkh Itts o disgracce.
BELLIL: Le trottoir.

MERLYN: HMaintenant je voils le
coin de la rue.

TABBY:i.Oui, oui. Le coin de la

ric.
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VIDEO

60 T/C Slide 19: stoplight

61 Cam 2: MS group at table
»)

62 Cam 3: MS Tabatha
KIX CREDITS

63 Cam 2: MS group.at table

64 Cam 1: CU Charles,
Imogene

- ' 100

AUDIO

TABBY:

ELLIE: Lt puis, le feu de
circulation. :

MERLYN:
to say it.

(Tabby starts humming the Mosaic
City song and strums her mandolin)

ELLI¥: I've heard that “tune

before. (To camera) That means
itf's time to go. .

TABEBY:
city/Come visit my town/It's
made of many pieces/It's made
of many sounds. « . ‘

T4BBY AND MERLYN:
puzzle/With many a piece And
cach picce is oo diffcront/is

China's from Grecce...

PABBY, AERLYN, ELLIE: llosaic
City, That's my homé town.
Mosaic City, c'est Montréal.
PUPPLT SCENE

CHARLLES:

(Y

Ctest son histoire/Je vous dis
pbonjour/ut bienvenue ici/TFaites
comme chez vous/kn notre compagnie!

CHAREES AND INMOGENE:
that's my home town.
c'est Montreal.

IMOGLNE:
the glue makes them stick/You

put them together/To muke & mosaic!

ALL: Some people from faraway/
Some pcople from nere/They live

La boite aux lettres!

(petulaﬂt) I was going
Le feu de circulation.

(singing) Come visit my

My city's a

Venez cn ville/Venez
me voir/kla ville est une mosaiome/

Some picces of stone/

- MERLYN: ' Et la bolte aux lettres!

Mosaic City,
Mosaic City,

2/

near each other/All through the ycur.

Mosaic City!

Mosaic City! C'est lMontréal.

That's my home town.
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C. PROGRAM PREVIEWS

A. INTRODUCTION - This section is common to both preview segments.

VIBEO ' . AUDIO
N ) T/C‘- slide - , A ‘: | - (guitar music[

1/ | HELLO. THIS IS, THE FIRST "WOSAIC

: . ' 'CITY" PROGRAM. TODAY YQU'LL MEET
‘T/C . -  SOME SPECIAL NONTREALERS AND LEARN
1/c | SOME FRENCH WORDS YOU CAN USE EVERY

' - DAY, AFTER THE PROGRAN YOU'LL BE ~

T/¢ ' - _ ASKED QUESRIONS TO SEE HOW “MUCH

YQU'VE LEARNED,
' B. AFFECTIVE. PREVIEW " - o

- ' : o " THIS IS IMOGENE. SHE'S JUST

..;;'-.‘ Y

VTR SEGMENTS v : "~ STARTING TO LEARN FRENCH--LIKE
o ~ ' - YOU ARE: CAN YOU FIND OUT FROM
< » S '~ THE PROGRAM WHY INMGGENE LIKES

LEAKNING FRENCH®Y
AND HERE SHE IS WITH CHARLES.
C- . o ' HE HAS A PROBLEM, HOW DOES TNMOGENE
, HELP Him? '\¥
» YOU'LL ALSO SEE GRADE FIVE CHILDREN
o WHO HAVE COWME.TO KONTREAL FROM

fx\ OTHER COUNTRIES. THEY'LL{ﬁE TALKING
‘ "WITH CANADIAN CHILDREN AT THEIR
SCHOOL, HOW DO THE CANADIANS HELP
THE CHILDREN .FROM OTHER COUNTRIES?

(\ WERLYN AND TABATHA WILL PERFORWN
] MAGIT IN FRENCH AND ENGLISH, HOW
DO THEY HELP INOGENE?
' ' - | YOU'LL HEAR THE NMOSAIC CITY SONG
{~ | ' SUNG BY CHRISTIANE AND PHILLIPE
LEMIEUX IN FRENCH AND ENGLISH.

WHAT'S THE WORD THAT MEANS A PERSON
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SPEAKS TWO LANGUAGES?

kS SN AR S e e e S wr e G S e G S o e S b def P G W S S S G A S S W S T MR Sw SE TEN e e S mm R G GRS M e e

C. COGNITIVE PREVIEW . .

- NOW, HERE ARE SONE CLUES ABOUT
THE WORDS YOU WILL LEARN DURING
THE PROGRAli, WATCH FOR THESE
# ' PICTURES AND LISTEN FOR THE
. : o FRENCH WORDS THAT MATCH THEW.

T/C STOP-SIGN _ . o
T/C BUS-STOP - , ' - )
T/C STAIRS .

T/C SIDEWALK o . : ;w”
T/C STREETCORNER  ° . ' | . :
T/C - MATLBOX |

T/C TRAFFIC LICHT

, : _ HERE'S YOUR SECOND CLUE: TRY TO
- FIND OUT WHAT THESE MONTREALERS
ARE SAYING.
VTR |

MERLYN: C'EST FACILE.

CHARLES: JE suts PERDY:

TADATHA: EST-CE QU'ON PEUT VOUS ATDFR°

CHARLES: JE V(IS,

IMOGENE: ON TRAVERSE LA RUE SHERBROOKE.

. MERLYN: LE.FEU {EST ROUGE. ' ‘ , :
CHARLEST 00 ESD LE WMETRO?
TMOGENE: -ON MAKCHE SUR LA RUE SHERBROOKE.

D.'Fﬁﬁﬁ?ﬁ%?ﬁﬁ‘6?’3%??31@"'f""""'"""KRD’NBW""'iiﬂ"Tﬁ"ﬁHi‘obht ARD™
FIND OUT WHY WONTREAL IS... HOSAIC
CITY!
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D. THE “NOSATC CITY" FRENCH TEST

1

[}

' . ¢
This is a test to see how many words you have learned from

the television show. It will not be used for your report card,

but yod should try your best. You will be asked to listen to French
words and choose the best English meaning. Please do not talk during

-_the test, ~ N

-

-Here are the instructipns; First, you will hear a word or
sentence said in French. Then, you will hear four different English
words or sentefces, One of these Friglish words or sentences means

the same as_the French words or sentences. You can read the four

choices on these test sheets, You will ‘choose the best English meaning

for the French words or sentences you heard. To mark'your choice, you

¥

}'ﬁill circle the letter beside the English meanine von have chnenn,
L i - L B
Look at Question #1, Now, listen to the French word.

#1) A, the house
L. the book

€. the hand
D. the apple

Now, circle the letter beside the word that means the French
word you just hesrd,

Look at Question'ﬁ2. How, listen 1o this French sentence,

¥2) AL I 1%Ré Charles, )
B, Iy name is Charles,
C. I am culling Charies.
D. I am visiting Charles,

Now, circle. the letter beside the sentence that means the French
sentence you just heard.

- et
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the sidewalk - o /ﬂ\‘w
the street

- the truck
. the driveway

\ ' 3)

o o o >

am pretty.
am smart,:
am worried,

5 AW >
[a I = R = R S |

am lost.

5) . the letters

the street corner - - -, v

the mail box ) .
the traffic light '

T ow x>
L ]

6)

A. The tree is green
B. The grass is green, .
C. The fire is red. ' /

T

my '~ A Dy enmm Ao .
L1 +Llgdiv 13 BOEEIL,
-

M

7) A, the stop-sign

E, the corner

C. the traffic light
o .

. the sidewalk

8) A, You walk on sherbrooke Street,
B, You cross Sherbrooke Street.
C. You travel on Sherbrooke Sireet.
. You run along Sherbrooke Street,

9) A. the crosswalk
B. the street cornen
C. the traffic light
D. the end of the sireet
10) A. the fire ehgine
B, the stop sign ) .
C. the traffic light . -
D. the corner of the street

b REAN

" .
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*»11) A,
' B,
D.

*12) A,
B.

C.

B.

13) A

C.

- . D-
14)  A.
B-

2\ O
[y D.
1 A
B.

C'

D,

16) Al
Gl

CI

D.

C17) A,
B.

C.

D.
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What is your name?

Where do you live?

Why are you lost?

Where is the metro?

the sidewalk
the stop sign
the bus stop
the traffic light

You walk on Jeanne Mance Sireet. .

You march to Jeanne lNance Sireet,

You cross’ Jeapne Kance Street.

You go to Jeanne ¥ance Street,

It's lost, ’

It's easy.

It's nice,

It's hard, ™

I like Place des Arts.

I see Place des Arts,

I'm looking for Place des Arts, -

I'm thinking of Place des Arts,
L <

the corner

the escalator

the sidewalk

the stairs 3

Can we help yqy?
%ill you teach me?
Can we find it?

Will you come with me?
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PART 11

In this part of the test, you will be asked a question. Following

the question,. you will see. four different answers, Circle the letter

beside the answer vou think' is risht.

1)

2)

3)

5)

‘A francophone

1

What is the word which means = person can speak two lanpuages°
=

B. bilingual

.C. snglophone

D. unilingual

What problem does Charles have when he first meets Igogene?

A. He is very hungry.

B, He wants to find Ellie.

C. He is Iooking foi the metro.

N, He wants to know what time it is, ..

..hy can't Tmopgene help Charles at first?

:»o She doesn't like speaking French,

;. She doesn't know how to find the metro.

C., bhb is rno husy to help him,

D. She doesn't understand what he is saying in French.

How did the children in the school say they help children from

other countries?

A. They help them to under;tand Engliéh.

B. They show them around their neighbourhood.

C. They bring them books about Canada, . -
D, They tell them how to get to the metro.

L

Why woes Tmogene sav "I wish Ellie were here"?

A. Imogene is lost, and she needs Ellie to heip her,

B, Imogene would like Ellie to teach her some new French words,
C. Tmogene wants to know if the mindreader did magic tricks for Ellie,

D. Imizrne 1s tired of being all alone and would,%ike to see her #fiend:
dots

¢

How Imogene_help Charles?™
A.(ége tells him she would show him the metro if she knew more French.
B. She tells ‘him to visit Merlyn and Tabatha after they reach the metro,

C. She tells him how to get to the metro and goes there with him, too,.
D. She tells him how to get to the metro by himself, and wishes him luck,

1 ‘ t

N
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~# PART 11 (continued): . ‘ NAME 1Q7

7) Why is Kontreal called "MNosaio City” in the program?
A. It has lots of stones for making mosaics. )
LB, It has many different kinds of mosaics in its chgrchés.
C. It has‘many different kinds of people, - _
D. Mosaic City is the French name for the c¢ity of Montreal, Quebec.

8) . What does Charles want after Imogene helps him? ST

- A, He wants Imogene to be his friend.-
B. He wants to know Imogene's phone number,
C. He wants to know which train to take.
"T. He wants Imogene to take him to see Ellie.

9) Why does Imogene like learning French?

A. Her friend Ellie knows French,
‘B. She likes singing French songs. . .
C. She likes to make new friends.

. D, It's important to speak French in Montreal,

10) How do Merlyn and Tabatha help Imogene?
A. They reach her through the crystal ball,
B. They tell her how to get to the bus stop.’

. They give her facts for her newspaper gtory,

D, They teach her some new French words by magic,’

X PART‘ TII

In this part 6f the test, you will hear a sentence and decide whether
you feel it is true or riot true, Now, here is a trial sentence.

It is fun to go to the movies,
 TRUE '
NOT TRUE

.

If you feel that it is fun to go to the movies, mark an "X" beside "TRUE",
If you do not feel it's fun to go to the movies, mark "“X*" beside NOT TRUE"
*1) You can help more pecople 1f you know French,
~ #TRUE ‘ o ,
NOT TRUE___ ' -

»

-

2) 1It's silly for children to help each other learn 1anguages in school,
TRUE
NOT TRUE

-
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. NAME

PART 111 (continued):
#3) If a French-speaking person came over to me and started talking in
French, T would try to answer back in French.

| TRUE
NOT TRUE .
4 Imogene will make more friends because she'}ikes to learn French.

TRUE___

 NOT TRUE
5) You don't need to know French in-Montreél.

e
[

TRUE

" NOT TRUE ,
*6) It's fuﬂ to try to use the French I know.

e
TRUE__ -
NOT TRUE - _
*?) Imogene: will be able to help more. people because she is learning French..

»

-,

. TRUE___
WOT TRUE
*#8) Pégple should Help one another-to learn languages.

! TRUF .

© NOT TRUE___
9) You won't make more friemds if you know French.
" TRUE___ e
L NOT TRUE__ L
10) Imogene was right to stop and help Charles when he was lost.
TRUE___ S
NOT TRUE___ .
11) It is not gmportant to know French “¢f you want to help people in
Montreal, '
TRUE_, _ A
' NOT TRUE__
12) It's good that the children'in the program help each other t0'lqarn
languages a4, school, ) '
TRUE____ -
NOT TRUE___ - R .
B 13) If a French-speaking person came over to me and startéd‘talking in
French, 1 would answer in English, ]
TRUE . -
NOT TRUE_ _ .

¥

Y o8
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PART TTI (continued): NANE =~ > . 109

*1l)

#15)

16)

17)

T ¥*18B)

19)

20)

When you see children who are lost, youfshould try to help them.
TRUE___
NOT TRUE

I don't like going to places where T mighf have to speak French.
TRUE : - ' '
NOT TRUE

-

People who know Frébch can makelmope friends,
TRUE___ ! - o
NOT TRUE '
Imogeneé is silly to want to learn French so much.
TRUE '

NOT TRUE____

You shouldn t bother to help people who are lost.
TRUE
NOT TRUE

1 would like to spesk French as well as Merlyn, Tabafha_and Ellie one
day.
. TRUE __
'NOT TRUE___
Montréal'would be just as much fun if everyone .spoke the same languéée.
TRUE ’ ”
NOT TRUE__

PART 1V

‘In this pqrt of the test, vou w111 be. a“kod questions’ 1bout yourqnlf

Circle the numbor beside the r1wht anqwnr.

1) What }anﬂuége or 1anguages do you speax at howat

Pl

1. Enrlish
2. French ' : ;
3, another lanpfuapges which one?_

%, Fnelish and another lanﬁnnée: Which ong?



PART k& (continued)s ; . NATE.

[+ 5
Hs
b

*4 2)

**3)

k)

5)

6)

Who in the program is most like you?

1. Charles

2, Tabathe

3.. Ellie -

L, Imogene s

5. Merlyn ' e .

Who in the program would you most like to be?
1, Charles

2. Tabatha

3. Ellie ’

I, Imogene

L)

5, Merlyn . - o .

How did you like the television preogram you just saw?

1, I didn't like 'it at all’ '
2. T didn't like most of it.
3. 1 liked some parts of it.
4, 1 liked most of it.

5. 1 liked it very. much,

Would Voﬁ like to‘be able fb speak French more often with French-
speaking peeple? | | . '

1, No, not at all.

2. No, not very often,

3, I'm not sure.

4, Yes, sometimes,
5, Yes, alot,

How mané Frcnch—sﬁeakinn children do vyou play with these days?
1, None at all.

2. Onc or two, .

3, Two or three,

4, Between three and six, B

5, Nore than siX.

How often do vou listen to French radio stations? )

I, Wever. '

2, Once a month or so. | o | ,
‘3, Once every week or so. ' |

4, A few times a week, i -
5, Tvery day. )
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FPart 4 (continued);

2. Once a month or so,

3. Once every week or so, -
b, A few times a week, L
5. Every day.

9) How often do you read French book*‘or magazines?

10JHo

. Never, v
. Once a month or so,
Once every week or so,

Every day.

.2,

3.

L. A few times a week,
5.

How often do You watch television in French9

Never,
Once a, month. or so,

1
2

« 3.« Once every week or so,
L

« A few times a. week,

5. Every day,

11)How cftan do YO £ tc a plav or movie in Frernaho

..

"1, Never, . o .
2. Once a month or S0,
3. Once every week or so,
ho A few times a week,
5

. Every dqy.
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E. THE YMOSAIC CITY:-?EST ANSWER .SHEET

Part I: French Teét'(pp. 1-3)

K

[

french words T Corregt Answer
Sample *1. 1la main . ' C
Ltems .
#2, Je m'appelle Charles, . B
J
est 3. 1le trottoir A
tems
L, Je suis perdu, D
5. 1la bofte aux lettres c
6. Le feu est vert, D )
7. ltarrét A
8. On traverse la rue Sherbrooke. B .

9, le coin de la rue B
10. 1le .feu de circulation c
%11, .0h est le métro? D
. #12, 1'arrét d'autobus C
13, On marche su; la rue Jeanne Mance, A
14, C'est-facile. | B

15, Je vois la Place des Arts, B -
16, 1'escalier D
17, Est-tce qﬁ'on peut\vous_aidér? ';A‘

Part I1: Affective informational Content (pp. 4-5)

’

W e Mo
OO =2 O
Ugnbcno'

weadw

.\_\)‘



£ B

Part I1I1:

Score one point for each of the following responses:

113

The “"Mosaic City" Attitudinal Survey

2—> co-operative language learning

’

l

group acceptance through

5— attitudes tdwards, Fiench

in Montreal

10——> helping the lost

' 9\——? using French

- .‘9 ’

17— learning French

3

*1, True I— helplng with French
. 2, DNot true
*3, True 3——> using French
T W, fTrue Y —
: ' - knowing French
5., Not true
*6, True .
#7, True 7
#8, True 8
. 9, Not true 9
10, .True
11, Not true 11 g
. v -
iz, ‘rue iz
\
“ 13. Not true C 13,
*14,  True 14
' K . YoM
#15, Not true 15
- . \l/
16, * True 16
1?7, Not true
. . ¥18, Not true ’ 18
‘ 19. True L 19
R - \
20, , Not true 20
» - A List of Parallel Items



-attention levels during-~the program and previews, A few
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-
-

Reactions to the Television Show: Informal. Observations

Notes were taken during administration of the @#eat-

ments in order to gather informal ddta on a'&ldren's‘ .

patterns emerged in terms of reactions.to the show,

-

One reaction which seemed universal was high attention
during scenes which used spe01al effects, such as those “
featuring the magician and palm-reader performlng strange

feats, High attention also was noted during sections =«

‘which included peers, and durrng the first puppet segment.
/_‘\_

-

The final scene with the puppets must have had less of a

novelty effect,

Attention was low, however, when slides were shown
in sucdession, Childrenwefe'azgh looking at one ancther
and talking during these sections., The final video-taped

segment; where downtown traffic is shown while -the two

puppets name the key words, a}po inspired little¢énthusiasm.

Here, the video-tape was repeating coﬁpent already presented
" .

“in slide form earlieri'.and there were no people in the

picture.

I§7%he post-test questionnaire, children were asked '
how much they liked the program, A_five point scale was
given, ranging from "I didn't:like it at all™ to "I liked

it very much", The results fbr each experimental group

-Follow,

<

ah
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': i * “
_ Affective Cognitive Composite Non-Org. Control
Response - n=28 ' n=28 ___n=28 n=28 n=25
1. I didn't like 1 el -4 1 7
" it at all, > | ) o
2, I didn't like ro- - 1 - 5
most of it. .
3. I liked some 2 2 - 4 3 1
parts of it, >
- B, I liked most '’ 3 7 5 6 1
of it. ‘
5. T liked it 23 18 17 18 - 11

very much,

» The responses indicate that the majority of children

i e

‘viewing the “Mosaic City" program enjoyed it. The greatest

number of negative reactions came from the group not viewing

the program,





