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ABSTRACT

The Effects of a Contextual Vizual on Recall lteasures of
Listening Cor.prenension in Segirning Colleze German.

~

By Gunther A. Mueller, Captain, USAF.

1979 Ph.D. Dissertation in Foreign Language Education
at The Ohio State University. (122 pages).

»Two experiments were conducted to test the effects of
visual support for listening comprehension with beginning
German students at the United States Air Force Academy. It
was hypothesized that a contextual visual would facilitate

listening comprechension on the bhasis of 1ts ability to

+

(]

[a

activate and tring to bear on th2 liztering process relevant
elements cf stored memory. Subjects in Experiment I (N=123)
had studied 1ittle or no German in high school, while those
in Experiment II (N=7¢) had studied between four and six
semesters of high schcol German.

Each experiment consisted of three experimental con-
ditions: 1) seeing a contextual visual before hearing a
taped listening vassage, 2) seeing a contextual visual after
having heard the taped passage, 3) hearing the taped passage
without seeing a visual. The dependent variable (criterion
measure) in these experiments was a seven-minute, free-recall
English summary of the passage written immediately following
the experimen%al conditions. The surmaries were scored on
the basis of the number of valid semantic propositions they
contained.

The data from the two experiments were submitted to

separate analyses of variance.™ With respect to the visual
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-3 Versus no-visual experimental conditions, statistically

- significant differences at or beycnd thef.OS level were
found between the groups in Experiment I (less proficient

students), but no significant differences were found be-

tween the groups in Experiment II (m?re proficient students).

The results of this study suggest 1) that the effects of

a contextual visual are inversely related to the listener's
_/_ .
level of proficiency andiz) that visual support does not

in and of itself facilitate listening comprehension)/

/
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Today, visuel instructional aids are tsing uced in

varying degrees at all levels of foreign language ecuca-

tion. Visual aids are intertwined with virtually all

facets of the teaching-learning process. Frofessional
leaders in pedagogy, materials development, znd mediz
support promcte the use of visual aids 1z

1) motivatioral tcols,

2) focuses of attenticn,

3) mnremonic devices,

4) reinforcement for aural or written stimuli,
) a means to "by-pass" native language, and
guag
6) as a means to accommodate diverse learning
styles. - "

Jenks (1975) claims that combining visuals with other
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materials "prcmote individual learning” (p. 111);

Py

meaning to seccnd language learning" {p. 95); Kirsch
(1969) suggests, moreover, that visuals "provide the

bridge between sound and meaning" (p.32). How visuals

| serve these purposes, under what circumstances and for

whom, remain, however, important, unanswered questions.

~ ¢ <.

Visuals are used to illustirate, clariiy, amplify,

z%ta instructiconzl materiazals, T
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"the foreign language teaching profession has virtually
no empirical basis for promoting the use of visuals as
aids to comprenension; we know practically nothing atout
how studentis benefit, 1If in deed they Zo, from visusl

materials"
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stimull on learning selscteu EZnglish

[

Tects ¢of pictoriza
words, Suwaznarat (1978) concluded: "Picturass did not make
learning easier; they tended to distract the children
from the printed word" (p. 623). Hammerly (1974) empir-
ically tested the widespread view that using pictures
results in the zvoidance of the native language and in
direct thinking in the foreign language. The findings of
his study "suggest the inadvisability and the futility of :

relying only on pictures in order to convey meanings to

< &




begirning second larguage students” (p. 124). Findings
such as these clearly amplify Jarvis' (19570) asserticr
that "“the nature of optimzl visual sugport and identili-
cation of its apprecpriate role in the instructional
strategy remains a matter in need cf ccnsiderzble re-
search" (p. 91).

In a time when the development of audiovisuzl mate-

rials is what Jenks {(1975) -alls "ons cf *h
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teacher and the ctrefzssicn at large To invesTigazte the
. - “ - - e - i - E I . - - -
potenticl ¢ thesa maferials In specilic InmsTructicnzl

settings and to esiablish an empiriceal basis for their
most effective use. The field cof educationzl communica-
tion, still in its infancy, has teen unsble fo provide
much more than suggestions for using various Instructicrzal

alds. In reviewing the results of several nzjor studlies
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on educaticnrnal media, Salomon and Clark {
that "recent summaries of and comments on ma=dia research
unanimcusly zgres that media research has, in fact,
yielded very little (e.g., Allen, 1971; Gecrdéon, 1563,
1970; Jamison, Suppes and Wells, 1974; Saettler, 1968;
Snow and Solomon, 1968)" (p. 100). Olson's (1974) re-
mark on the "state of the art" of media researcn is also
discouraging. He writes:

We know neither how to describe ths

psychological effects of ... techncl-
ogies nor how to adapt them to the

ML e
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purposes cf education.
technologias “oth +
on chiliren' earning is

3 learrin 3 Z
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negligitle Or UnNENOWrn (D.
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In the absence cf definitive guidance on the use
of instructional aids from medis research, it seems
clear that each discipline must test and evaluate in-
structional aids on the basis of speécific requirements.
Recent research studies in foreign language educatio

nzve failed, however, to adaress adegquatitely the frotlen
K 3 - S . S s i e Y

cf empirically tesiing the effscts of aulio and visuzal

materizls., Trrechette (1974) reviewsd 320 forelesn lzn-

(e8]

the topical areas of interest. From this review, he

concludes: "little notice seems to have been given o
audio-visual materials..." (p. 28%).
Despite the dearth of information {ic guide the

effective use of visuals, teachers

ticnzl aids daily. Unioriunately, =he
garding selecticn and employment of visuzl aids mucc
often be made on the basis ¢ intuition, cinjecture, or

simply availability of the material. Clearly, situztion-
specific research evaluating the effects cf cembining
visuals with various instructional strategies is desper-
ately needed so that the most effective combinations

can be identified. The resu’.ts of such research can

then provide an empirical basis to guide instructional
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design decisions involving visual support.

Because of the "conspicucus avsence ol research
relating to audio and visual materials" {p. 363) re-
ported in Frechette's (1976) trends assessment, it seems
clear that such research is needed in all facets of the
foreign language teaching-learning process. Of specific
interest in the present study, however, is the area of

. Ry b
b sxill

-

listening compreitension--"an extremely imporian
badly in reed of re-emphnasis in the coniemrcrary
language curriculun” (Quinn and Jheeler, 1973, p. 2).

The underlying rationale for conaucting a siuly designel

to investigate the effects of visuals on recall measures

of listening comprehension is twofold:

1) "Listening is the least understcod
of the four language skills and
consequently the least well tzught"”

(Pimsleur, 2t 21., 1977, p. .

N

N ot

2) Native-language listiening com-
prehension (information procsis~
ing) seems to result from a
complex interplay of linguiszic
and extralinguistic, contextual
(often visual) information cuzs.

There seems to be general zgreement on the import-
ant role that context (extra-linguistic information)
plays in native language processing and communicaticn in
general. Glucksberg and Danks (1975) pcint out that

*.,..our knowledge of the world is required to help us

comprehend and interpret what we hear” (p. 115). Commen*-

ing on the importance of set in listening, Rivers (1$7%)

&

L C et N SN . "
[T Y VL =L LT PP L

A i U

PUCS




6

states: "We hear what we expect to hear" (p. 122). What

we expect to hear is, moreover, often a function of con-

text {a situaticn, time of day, psrsons interacting,
etc.). Although it is often possible for a person to
understand or even construct a context from the linguis-
tic cues he hears, it is usually unnececssary tecause
visual cues provide the extra-linguistic (contextual)
informaticn used to interpret the messagze. II, however,

3 person is unarle to construct a context Ircm purely

comprengrsicn is a2lmost certainly imrpeded.

Bransford and Jjohnson (1972) conducted several
studies investigating the relationship tetiweesn context
and listening comprenhensicn. On the basis of theilr re-
search findirgs, these authors assert that a semantic
context is often a2 prerequisite fcr comprehension. They
peint out, moreover, *hat comprehensibility of listening
material can be enhanced substantially ©ty ccntextual
visuals, particularly when the context of the material
is not readily apparent from the linguisti: cues. Because
the nature cf most foreign language listening materials
makes it difficult for the listener to glean a context
from purely linguistic cues, 2dding a contextual visual
t0 such listening material may dramatically increase com-
prehensibility. Applying this premise to reading compre-

hension, Omazgio (1677) conducted a study investigating

s SR L e
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the effects of selected contextual visuals on readirg
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comprehension measuras in Frenoh.
showed that certain cenvextual visuals do facilitazte
reading comprehension. Eecause the racilitative effects
are belisved to have been "process oriented,"” it seems
reasonable t0 hypothesize that contextual visuals may

have similar sifects on the listening comprsrension

~ 3 ~ I Tammaoy i = R R - -~
Cmaggio (1977) and Zranziord and Johrnzon (1:172) zs =

- - o - 3 -~ H .= - - o ~—- -
vase, this study lg decigned teo Inviziigate Jurther zhe

potential role of contextual visuals in foreign language

listening comprehension.

-~

Purpcse ¢f the Study

The purpose of this study is 1o evaluzzz the elfsc<s3
cf a conte:xtual visual on recall measures of listening
comprehension in beginning college German siudents.
specifically, the study will adiress the Z:cllcwing re-
search questions:

1) What are the effects of a contextual
visual on recall measures of listen-
ing comprehension?

2) What are the effects of varying the

iocus of a contextual wvisual in the

s e e re——————

cv —— =




sequence of evenis on recall measures
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3) Do the effects of a contextual visual
vary with students' aptitude as meas-
ured by pricr achlievement in language
learning?

4) Are thersz any significant interactions
between aptitude (prior achievement)

vy epay o 10
CCrTeXouaLy vVisual.

and availatili=sy of

O

aTes
IZTC3

(R4
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Trecretical

1

Elements of cognitive learning theories advanced
by Ausubtel et zl. (1978), Smith (1975), and psycho-
linguistic research resul+<s on native language listen-
ing comprehension provide the theoretical underpinnings
for this study. According to Smith (1975), comprehensicon
(and learning) is simply the procecs ty which a parson
effectively relates new information to what he already
knows. The result of this comprehension process is a
semantic product or representation that is stored in
memory. A person is believed to attempt to comprehend
by generating and testing hypotheses on the basis of his
store of knowledge (cognitive structure) and then, if
necessary, altering that store of knowledge to accommo-

date the newly learned material. In Smith's view,

Pt S
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comprehension is a functien of 1) what the perscn trying

3, kncws and 2) how much of whzat he

-/

fo

to ccmprehend alre

ear cn the ccmprenension pri-

[Y)

o

krows can te brcughf to
cess. In shert, comprehension invelves a complex inter-
action of input information and priocr knowledge result-
ing in a semantic prcduct or representation.

The specific contributions made by the input infor-
mation and the prior xnowledge, and the dezree to which
either of trese elsments affects the final pro:uct'remain

s Lev Aoy > AN ramey
Ankvewn,  Réessarceh rasul

- H S P L
TS CI Tricr Knowielge Ses2Ms 10 InILluence

latin

)
'

both the prccess and products of comprehension. Further-
more, the extent to which prior knowledge influencecs the
comprehension process is, at least in part, a function of

the degree to which existing elements of pricr knowledge

o
'3
N
(o}
0
®
tn
u

relevant to the *ask can be activated during zh
The guestion of how and uncer what cilrcumstances these
existing elements of cognitive structure can be activated
is still largsly 2 matter <f conjecture.

In the thecretical domain, Ausubel et al. (1978)
suggest that "advance organizers” can help to actiivate
elements of cognitive structure by providing an organiza-
tional scheme in which new information can be processed
more meaningfully. Ausubel sees the function of "advance

organizers"” as helvring tc provide a meaningful learning

L A A Ve .
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set. Of the several reasons Ausubel offers for promoting

the use c¢f "advance organizers,” *hs fcllowing ssems nost .

L s el talokde ol s

relevant to the present stuly:

They explicitly draw upon and mobilice
whatever relevant anchoring concepts i
are already established in the learner’'s .
cognitive structure and make them part e
of the subsuming enztity. Thus, not only "
3 is the new material rendered more
familiar and meaningiul, btut the most
relevant ideational antecedents in
cognitive structure are also zelected
and utilized in integrasel Iashlion
(1978, p. 17%).

Johnson (1675) sugports the netion of "advance

organizers” by suggesiling *hat "the mzjicr consegucnce of

adopting a meaningful learning se* may be the arousal of
referential associations relating to the material to be
learﬁed" (p. 443). While the efficacy of "advance oréar-
izers"” is no* universally accepted, compelling evidence
of their facilitative effects 1s well documented in the
education and psychelogy literature.

This study is designed to investigate the rcle cf
contextual visuals used as picterial advance organizers
to establish a more meaningful listening set. It is
hypothesized that a contextual visual will help the 1lis-
tener establish an organizational scheme within which he
can more meaningfully process the incoming material. The
organizational scheme is further hyrothesized to enhance

comprehensibility on two dimensions. First, the scheme

- - - R - S el TR ey P
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will help the listener formulate more rezsonable hypoth-

gccs 2y reduning the numtaer of

prerared tc listen for.

The or

al<srnztivz3 he mus% te
ganiza*tional scheme is

hypothesized, morecver, to provide the listener with an

additional vehicle (non-linguistic cues
access to his existing store of knowledge.

underlying casis for +this study

"the more we rknow atcu*t what is

o - 3 - Y o~ N
WIRaAv 13 3T nanc

'..‘.
)]
ct

0 fperceiv

Operationzl Tefinitions

The terms used in =his 3tu

1. Contextual Viszual: A simpl

scene or set of oo

sags.

The objec=s anre Zepistsd

for gaining
In short, the

is tc investigate, in a

= (1977) zsserticn thet
t¢ ccm2, the ezsier 1t
[ r7r7\
\:J. 2, ]

¢y are defirned as follows.

e line drawing degicting =z

- - - - o
*o the thziiz ¢of the pas-
2 - < ] -
with *thelr relevans

relationships to one another and to the tr.~e of the pas-

-

sage. Furthermcre, the visual
informatior. on two dimensions:

tive.

vrevides rolzvant thematic

descriptiv: and connota-

The descriptive dimension depicts s_ements of

physical reality, while the corrotative dimensicn conveys

the general tonality or the passage by dericting the social

setting, important ccncspts, and the relevant relation-

ships. From a functional persp

ective, the contextual
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visual 1is designed to limit the number of *cpical alter-
natives the listerer nesd ke wmragarad 2 irten Scr. In

¢ther words, a contextual visual depicting 2 wedding scine
would be inappropriate for a passage dezli»7 with a scc-
cer game. While the specific composition o7 a contextual
visual will vary with the nature of the maz:rial, the
composition should be dictated by the gener-! knowledge

M LA . - 3
xer ‘.assage) share

of a topic that the listerer and spez

on the basis ol their knowledge of the worli., Althousgh

s I s 3 ~ 3 - 3 . R - -
the contextual visual i3 not desigrned 15 [ lluziraze o
define 2 particular passage, 21 ghould rot Ze viewsd s

the soluticn to a problem or puzzle presented in the pas-
sage. In short, the purpose of the contexiuzl visuzl is
to provide a "framework"” within which sev::rzl passages
(dealing with +the same general torpic) cou

and undcrstood.

2. Listening Comprenensicn: This term 1z used in its

more global sense ¢f demonstrating the atilizty to attach
meaning to aural stimuli. As ths title o thisz study
indicates, only the recall dimension ¢f Iiztening ccm-
prehension is being investigated. The subtiects' ability
to recall and produce (in English) semantic propcsitions
or idea units (defined in Chapter III) frem the passags
will be used as a measure of listening comprehension’

recall. An increase in the number of propcositions

. . R RS & ST PRI VOr e

g e e e .
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produced will be assumed to show a ccrresponding in-

B

3)

-
-

9]

: . : . : .
creas? in comprehensicn, Thers Is n ligation, ncw-

G
vy

2

ever, of a one-to-one relaticnsnip tetween the numzer of
propositicons produced and cocmprehension. The number of
propositions 1is simply a quantitative index of conmpre-
hension.

3. Availability cf Contextual Visual: This term refers

to the presence and locus of the contexiuzal visual in zhs
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ual te¢lore hezring ine {ecst ractoase, sesing the contex-
tual visual after having heard the test passage, and noz

seeing the contextual visual.
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4. Aptitude: Subjects in this study ar
two 2ptitucde grours: High znd Low. The measurs of apti-
tude used %o assign sub
will be prier achievemsnt In the immediately rreceiing

German course. Each intact class of studer*s will be

4

rank ordered on the tasis of tneir finzl graliss in the
preceding German course. This distritution will be
divided at the median score, placing thcse students frcm
the upper half of the distribution into the high-aptitude
group and those students from the lower half of the

distribution into the low-aptitude group.
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The Tollcwing assunptionsz were made In order +*c
conduct the tresent study:
1) It was assumed that there iz a relaticn-
ship between the experimental conditions
and nermal, unstruciured language

processing.

$ 4

2) It was &s3s5umei <hat sub

the contexwtuzl visual was =zavailable

actually viewsld ths vizuzl.
- = = b5 - =l oA 2 - +* -
3) t was zssumed *hat “here is 2 relaticn-

ship between a perscn's abtility to
understand taped material and his-
ability to understand live srtezkers.

Ly 1

ct

w2 a

[0}

su

w
[47]

2 that a perscn
to write a summary contazining semantic
propositions presentsd in a =zgped
passacge is a measure (not the only
measure) of his ability to unier-
stand that taped passacge.

In a research area as elusive and pcoriy understocd
as foreign language listening comprehension, one study
can only hope to add small bits of information to exist-

ing knowledge. No¢ broad theories of languzge learning

or pedagogy can be expected from any one study. It must

e eian o o st b L

B .
. O L




S '“>“ﬁ7‘“w
]
15
be pointed cut that this siudy is investigating only a '
very small poriion of the lis<ening comprenencicon pro-
cess. Eefore much definitive irfcrmatiocn artcut ithis
complex rrocess is discovered and understood, studies
such as this ocne must be replicated, and relafed stucdiss
must be conducted. ‘
While it can be argued that the effectiwveness of a é
contextual visual 1s a Zuncticn cf the raturs cl the 'é
material and the quality of the visuzl, 1t 13 hered thaz ,j

n
el

materials. 7This limitaticn need not deter cther re-

that only *through concerted efforts to tuilll slowly butl
firmly cn existing bits of knowledge can researchars
and teachers begin tc understand the complzxity of lsarmn-

ing and using a second language.

Value of the Study
This study has potential value from two brcad per-
spectives. First, the results of this study may help to

clarify and define mcre precisely the role of visual




comprehensicn materials have been combined in varicus

ferms before, this study is the first effori in evalu-

ating the effects of visuals used specifically as con-

textual orgznizers in foreign larguage listesing ccemore-
hersicn.

In adlition fc clariiying =he role of vizuals In =z
pariicular irstructicnal sstiing, hls siudy further

seeks to assess the effectis of vizuals on two types of
fereign language learners: eificient learnsrs (high
aptitude) and less efficient learners
orofession

the heretofore les roeficient
mcre successiul argues fcr increased
differences with regard tc instructiornal
Assessing the effects of ccntextuzl visuals o ifferent
learners may provide inrormaticn useful 1. nlanning and
executing indivicdualized instructicn progr:zns.

Finally, it is hoped that this study will add
valuzble information to the existing knowledge on con-

textual visuals as aids to comprehension, znd serve as

an impetus to further research in this arez.

-
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The seventaenthn-century Czech educatcr Comenius

published the first 1llustrated texttock, Orbis Pictus,

(a foreign larguage bock) in 1558 (Huebensr, 1967).

Since that tims, visuals have played a prcminent role
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in virtua
teaching-learning process. Today, Jenks (137%) sees
audic-visuzal aids as "ccntemporary keys ic more percon-
alized and more intensive learning” (p. 111). This
assumption, howsver, despite its widespread acceptance
in the foreign language teaching professicn, needs em-
pirical support. Moreover, questions such as what kinds
of visuals are most effective, under what set of circum-
stances, and for what type of 1earner,_have barely been

addressed, much less answered.

17

¥
A



18

This review of literature will draw heavily from

psycholinguistic rasearch on native languzge listenirg
comprehension tecauss. 1) thare iz a paucity of researen
results on using visuals in foreign langugzgs educatien,

1

[$Y]

(0]

and 2) the limited number of studies availzkle de
primarily with visuals as semantic conveyers and not as
aids to comprehension. It must be emph zzd that visu-

als as aids to comprshension on the basis ¢ <heir poten-

h - -+ - - - -~ - e ad -y - -~
prchlen. In order to malintain the proper pirspective on
- e ~ - ~ ~ g - - - -
the prasant siudy, only those studizg Ceall with pieo-

torial effectz relative to comprehension wlll be reviews.

Consequently, those studies dealing with c¢zher picieorial

w

effects, visuals as semantic conveyors, channel rei=zfcre

-

ment, etc. will not te zdldresse

[¢N

. ESecause the present
study focuses on visuals as contextval eivence organi-
zers and specifically as aids to comprehenszion, the Fol-
lowing related research areas are ccnsicer:zi moszt fele~
vant:
1) Advance Organizers
2) Theoretical Nature of Listening
Cémprehension
3) Language (Listening Comprenension)
and Context

L) Pictorial Effects cn Ccmprehsnsion
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Research on Advance Organizers
The concept c¢f advance crzanizers {Jdusurel, 1678 is

central to this study. More specifically, Ausubel's
notion of advance organizers "drawing upon and mobiliz-
ing whatever relevant anchoring concepts are already
established in the learner's congnitive structure”

(p. 174) has the most direct and powerful implications
for the present study. Moreover, Ausutel's characteri-

PR 4 P T . I S - -~y n | PR L - ] -
zation of advance organizers 23 having "a high level of

3 - TS - < -~ -y "o
sbstraction, generzlizy and inclusivensss" {(p. 171)

o P N q- - ~— 3 - - b 2 — T
theors-iecally sSurports ufing visuals as organiczers an

is consistent with the definition of contexitual visuals
developed fcr this study.

Hartley and Davies (1976) see advance organizers as
"providing a conceptual framework that students can use

to clarify *the task ahead" (p. 244). <{ontrasting ad-

e

U]

vance organizers with other preinstructional strategie

(overviews, outlines, and pre-tests), these authors point

ouw that advance organizers are "process criented" while

15}

the other sirategies are "content oriented.” This
"process-content” distinction seems to be totally consis-
tent with Ausubel's view of the function of advance organ-
izers. Moreover, this distinction is central to the pres-
ent study because the contextual visuals (as defined

herein) are nypothesized to affect the process of




e

comprehension and not to convey information directly.
Several major studies reviewing, analyzing, and syn-
thesizing the accumulated research on advance organizers
have recently appeared in the literature (Barnes and
Clawson, 1975; Hartley and Davies, 1976; Lawton and
Wanska, 1977). Additionally, Ausubel (1978) has written
an emotionally-charged reply to the crities of advance
organizers. These studies do not present a very unified
picture of* the research results on advance organizers.
‘From their review of 32 advance-organizer studies, Barnes
and Clawson (1975) concluded: "The efficacy of advance
organizers has not been established" (p. 651). These
authors found advance organizers to have had facilitative
effects in only 12 of the 32 studies they reviewed. 1In
a reply to Barnes and Clawson (1975), Lawton and Wanska
(1977) point out, however, that this type of study is of
"limited value." They write:

A)

These inconsistencies in presentation of
findings tend to 'promote’' a more negative
case for the effects of advance organizers.
Finally, and most importantly, it may be
added that this type of analysis only pro-
vides superficial information on the results
of selected investigations.

Hartley and Davies (1976) report that, while advance
organizers were found to have had facilitative effects in
many of the initial studies {1960 to 1967), the results

of studies conducted since 1967 "are rnot so overwhelmingly
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in favor of advance organizers" (p. 255). Despite this
apparent inconsistency, thece authors concluded that ad-
vance organizers were shcwn %*c have had facilitative
effects in the majority of the 25 studies they reviewed.
In their view, the most sericus problem in research on
advance organizers lies in the lack of an acceptable way
of generating or recognizing advance organizers. In
short, it has bteen éifficult feor researchers 1o cperation-
alize and aralyze this constiruct ceonsistensly. Au

)

(1978a), cn the o*her hand, dces no® see this as a greh-

len He writes:
Prom the exhzustive znd expli
discussion of the definiticn,
effects ¢I an crganizer in ve
cations..., plus the descript
to construct an organizer for
lar toric (Ausubdel, -908), *h
be no difficulty for cifferen

ers to construct comparaole 0
alized organizers for particu
ing passzges and to replicate ezl
others' situdies (p. 252).

In summary, it zcems reasconable to ccrnclude that
advance organizers, when properly construc-2d and used,

2

do facilitate learning and comrprehension, perhaps tc the
degree that the construct of "advance organizers,"” as de-
fined by Ausubel, is cperationalized. Lack of agreement on
the research results notwithstanding, the facilitative
effects of advance oragnizers can be supported on rela-

tively firm theoretical and empirical grounds.
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Theoretical Nature of Lis*tening Comprehension

Defined in i*s broadest sense, listening compre-
> -

hension is "turning words into ideas, irying to re- .

r construct the perceptions, feelings, and intentions the )

; - words were meant to grasp" (Clark and Clark, 1977, p. 3).
Rivers (1975) calls listening "a ‘complex operaticn,
integrating the distinctive components of perception

and linguistic knowledge in ways which are at present
poorly understooc” (p. 58). Smith (1975) points cut that

"the meanings of utterances--lie outside the utterance,

in the mind of the speaker or the listener” (p. 107).

The myriad other definitior.s implying that listening
comprehension is the result of relating an intelligible
linguistic message to aspects of past exéeriences clearly
suggest that there are at least two separate sources of
information at play in this highly complex process.

"Understanding the werds" in a linguistic message is at

best only a part of the process.

0f the countless variables involved in the listen-
ing process, those identified with memcry for prose,
and more specifically, those dealing with what Clark
and Clark (1277) call "mzmory ior subsiznee" seem to
have the most poweriul implicaszions Zor this study.
Clark and Clark define memory for substance as memory ?

for the "products” of comprehension. These products of

-~ - e - s st v W ! "
) . . »
: oy g '
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comprehension are thougnt tc be stored iﬁ memory and
subsequently reirievad when the listener is asked to f
recognize or recall parts of what he has heard. The
products of comprehension are the result of a complex
interplay of informaticn (input and pricr knowledge)
and strategies used by the listener.

In synthesizing research on native language lis-

Al

tening comprehension for prose, Clark and Clark (1977)

identify the following four empirically based listener

e e i e - . -
ammlide . MWBAn aa e R e

strategies:

1) Drawing implications cn the basis

Sy

of one's knowledge of the world.

2) Using established referents to

relate and integrate riew infor-
mation.

3) Inferring indirect meaning by ]
building interpretations on the
bases of what was thought to have
been meant.

L) Creating global rerresentations by

relating all sentences to capture

(1]

the situatisn {contavt) Zeing 4
scribed.
All of these strategies are consistent with the notion of

comprehension being a process of integrating input I

. . L.
AMAE AN ST e
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information and scme form of "outside" information, that
is, information not contained direétly in the input nes-
sage.

Lindsay and Norman (1977) characterize language
understanding as a form of perceptual processing in
which physical information (print, sound, etc.) inter-
acts with conceptual informaticn (contextual cues, hy-
potheses, etc.) to produce a meaningful interpretation
of an utterance. This notion is well documented in the
literature. Research evidence suggests, morecver, that
in the absence of contextual cues, the listener attempts
to construct a context cn the basis of the available
linguistic cues (Bransford and Johnson, 1972). Adult
native language listeners are usually able to construct
such a context because of their extensive linguistic
knowledge, and therefore, comprehensicn is seldom im-
peded. Second language listeners whose linguistic knowl-
edge is at best very limited, however, provably find it
difficult to construct a context from the often un-
familiar and incomplete linguistic cues. Therefore,
if a context is either not given, or if, because of in-
complete linguiztiio knewlelss, the geconl language lis-
tener is unable to construct a context from the avail-

able linguistic cues, comprehension is almost certainly

impeded.
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According to Bransford and Johnson 619?2 » if any
passage dces rnct provide sufficient information atous
its context, the iistener is in 2 problem-solving siz-
uation. Furthermore, their research suggesis that com-
plementing such material with a contextual visual sub-
stantially ernhancses cemprehension. I it can Te shown
that contextual visuals have a similar potential for
increasing the comprehensibility of second language
listening material, the use of such visuals may be a
pedagogical improvement over many current instructional
practices.

Clearly, the degree to which certain non-linguistic
cues are available and used in any listening situation
varies with the nature of the material, the situation
itself, and the listener. In most foreign language lis-
tening comprehension material, however, the non-linguis-
tic elements are at best not sufficiently reccgrnized fer
their important role, and at worst entirely ignored.
Ducroquet (1977) attributes this to an "exaggerated in-
terest in linguistiecs" (p. 251). In disucussing lis-

tening comprehension tests, Ducroquet writes:

)

ATTWNE a
- 2

ee it is new fairly ousun
standarsi Jcocrma ; TIA2N T
of a various nature (lists oI woras for
aural discrimination, sentences, lectures,
conversations, etc.), is played two or
three times from a tape recorder, sonme-
times through earrhones in a lanauvage

latp, and the student has to answer a
nunber of questions of the type used

Ui ot

1
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in objective tests, i.e. multiple-
choice, true-Talse, Till-in, e=c.
All of these sestz produced (with
the excepiion of some audlo-vicuzl
material for yocung teginners) have
one common characteristic: the
material used is always neard and
ncver seen (p. 251).

In her treatment of lisitening comprehension,
Rivers (1975) reminds us of the complexity of this
phenomenon and cautions teachers against "expecting
students to extract and retain from foreign-language
listening material more than they do in the native
language" (p. 80). Not only are students often ex-
pected to "extract and retain" more, they are usu-
ally expected (or forced) to do so in an unnatural
fashion. The nature of most foreign language lis-
tening material denies students the non-linguistic
cues they use in native language comprehension. Thus,
as Rivers (1975) points out:

...we may well be demanding more of
our foreign-language listeners in
the exercises we present than is

demanded in native language lis-
tening (p. 62).

Providing students with relevant ron-linguistic (con-

i ‘ -

textuzal) cucs may sorve to milla Thme livToring ever-

oy
e
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o

closely approximate native language listening compre-

hension.




Lansuage (Listenine Comprehensicn) and Ccontext

A 1ahg age ccmes to realiiy in coniexniz,
situations, actual steech events, in
wanblng 1o S3y aomazThing, znd In o owant-
ing to listen; it fits into & sccial
setting, and it arouses feelings in the
speaker and listener (3tern, 1973, p. 18).

To many language teachers, the ideas expressed above

may seem so obvious as to be trite. Yet, the relation-

ship among language, ccntext, and meaning has teen the
focus of sharp linguistic controversies stemming largely
from opposing views oI language processing. XMNany lin-
guists (including Chomsky) view language as a self-
contained system whose meaning can be explained irre-
spective of the context in which the language is used.
Others, however, maintain that languags has no meaning
in isolation--that language derives its meaning frem con-
textual use. The dichotemous thinking on this matter is
clearly illustrated by the following guotes from Cller
(1973, p. 37).

...a sentence cannct have readings

(i.e. meanings) in a context that

it does not have in isclation (nat:z
and Fodor, 1963, p. 483).

...an utterance cannot have any
meaninz in izclaczion t’ﬁf i+ ines
not have v Sore dtaTon T,

- - -

-‘:t.?‘..." - .
Oller further maintains that "sentences have meaning:
because they are used in communicaticn” (p. 37): he ras

proposed a "pragmatic theory cf lang.age" Lared uren the




study of relationships between linguistic elements and
context.

Discussing language understanding irom a percesiunl
processing point of view, Lindsay and Norman (1977) em-
phasize the importance of context in language under-
standing. They write:

The enormous amount of information that
is accumulated and routinely used to
understand events, we call the context
of those evsnts. Ve do not xnow exactly
what mechanisms underlie the use oI ¢on-
textual information, but we do kncw that
context plays a major role in our per-
ceptions., It supplies the rules under-
lying the constructicn of our perceptual
world, tells us what to expect, and gives
plausible interpretations of what we are
perceiving (p. 274).
Lindsay and Norman (1977) view language processing as a
function of the combination of a data-driven mechanism
that uses the physical cues and a conceptually driven
mechanism which uses the contextual cues. The first
mechanism is believed to operate from a "tottom-up”
perspective in that it uses specific information (i.e.
language symbols) to arrive at general meaning. The

conceptually driven mechanism, cn the other hand, oper-

1

ates from a "+op-3dcwn" persgectivs in tha
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language elements.

Frederiksen (1975) characterizes the views of lan-
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guage preocessing into ar interpretive ar




model. The former represen+ts lanrguaze processing as "z ?

more or less autcmatic parsing of each senisnce in an in-
put resulting in a semantic interpretation of the text”

(p. 139). 1In the constructivist model, however, the in-
put is selectively processed "using information selected

from the currsnt input sentence together with contextual

Dol o

information and stored knowledge about the world to gen-
erate a semantic interpretation which 'fits' the input
'data'" (p. 140). In Frederiksen's view, the constructiv- ;
ist model offers more powerful implications for explain- ‘
ing the processing of connected discourse.

Clark and Clark (1977) divide listenirz comprehen-
sion into two overlapping but identifiable processes:
constructicon and utilization. In the first process, the
listener constructs an interpretation of what was thought -
to have been said; in the second process, however, he
uses the constructed messzge (iqterpretaticn) by reacting
to what was thought to have been meant. It would seem
reasonable to hypocthesize that context plays an important
role in both of these processes. Clark and Clark point
out that a combination of syntactic and semantic cues is

A el
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when these different cues come into piay and their exact

contributjon to the construction process, however, remain

an enigma. Advocates of a semantic approach to explaining
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ents accordingly, to anticipate constituents, and to
look for noun phrases that refer to known entities.
Despite the agpparsnt lacxk of underzzancing ci exactly
how context affects comprehension, that it affects com-
prehension can hardly be denied.

The notion of comprehenrsion teing a process involv-
ing a complex interaction of input information, prior
knowle&ge, and contextual cues is supported by various
theories of language processing and by a rapidly growin
corpus of empirically based research results (Bransford
and Franks, 1971; Bransford, EBarclay, and Franks, 1972;

Bransford and Johnson, 1672, 1973; Sherman, 1975;

Frederiksen, 1975; Clark and Clark, 1977; Lindsay and

Norman, 1977). The underlying suppcrt for most of this

research comes from text recall tests in which subjects

are able to "recall" more information than was presented -
in the text. A logical question. therefore, is: Where r

does the conceptual and relaticnal infermation not pro-
vided in *hz contews 2om2 Irom 1D roT Ziimoan Inferzcetlon
of input information, tricr kxnowledze, &nd context?

On the basis of his experiment, Frederiksen (1975

concludes:
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E
... the conteus in whi courae 3
occurs, wnarn Toe oo lased '
140 ‘"n-—-u RS -‘.i‘:,‘;'; = —..Q': ‘lw"
formation iz zogulres dig-
courses, C¢uan ileln VETY lcantly
the senantic inlcrma a sub-
ject incorrorates ir nLoTY -
structurs fcr a texs his
understanding of the 163).

Findings consistent with *hese lzve tecn repcried by

Bransford and associates (1971, 1972) and others. From :f
their research, Bransford and Johnson (1972) concluded
that contextual knowledze is not only important in in-
formation processing, dbut that irn certain circumstances
"relevant contextual knowledge is a prerequisite for ccm-
prehending prose passages" (p. 712). The experiments |
these authors conducted in 1972 were designed to manip-

ulate prior knowledge to assess its influence on compre-

hension. The theoretical basis for those experiments
was the authors' belief that subjects do not simply in-
terpret and store the meanings of sentences, tut rather,
"create semantic products that are a joint function of
input information and prior knowledge" (p. 718).

After having conducted extensive research on the
comprehension process, Bransford and Johnszon (1673) offer

the following conclualions:

1) The subjsct’'s mamory Jor 2 sentence
or a set of sentences will be a func-
tion of how he uses what nhe knows to

interpret what he nears, and, how ne
uses this interprezation 1o mpdily '
what he already knows (p. «2%). i
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2) One may not be
linguistic inpu
withcut ac S

Such prerequisi :
may be obtained frem non-
linguistic experiences (e.g.,
visual inputs) as well as from
prior sentences (p. 43%4),

3) ...contex:t cues aifected the
degree to which hard sentences
could be comprehended, and
comprehensicn, in turn, affected
the degree to which the individ-
ual sentences were learned and
recalled (p. 405).

Sherman (1975) provides further empirical evidence
supporiing many of these notions. Using the findings
reported ty Bransford and Johnson (1973) as a base, he
conducted a study to investigate further the relation-
ship among context, prior knowledge, and input informa-
tion. From this study, Sherman concludes:

...subjects when confronted with a
prose learning task, actively: search
for a context that the passage may be
about, and then store the meaning or
gist of the passage. It zppears that
comprehension coes involve a complex
interrelation between input informa-
tion and prior kiowledge, and that
contextual knowledze erabling subjects
to activate appropriate semantic in-
formation already in memory has pro-
found facilizativs effects (z. 3).
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Pictorizl T feac*ts on Comrvrehencion

While there has bteen a great déal cX research con-
ducted on various aspecis of pictorial effects, the por-
tion of that research devoted to pictures as zids to
comprehension is relatively limited. Such research is
virtually nonexistent in foreign language education.
Thus, this section of the review of literature will deal
primarily with native language research. Moreover, most
of the research done in this area has been done with
reading comprehension, and, although this study deals
with listening comprehension, the findings of the reading
comprehension studies are relevant from a standpeint of
the implications they may have for human information pro-
cessing and comprehension in general.

Omaggio (1977), in an initial effort to determiné
the effects of selected pictorials on measures of read-
ing comprehension in French, reports findings that sup-
port the facilitative effects of certain types of pic-
tures used as advance organizers. She also reports,
however, that "all pictures were not equally effective

in enhancirg comprehensicn scores” (p. 99). The picture

]
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comprehension was the Prethematic Context Visual, which
depicted a scene from the teginning of the story but pe-

ripheral to the ccntral theme. Cmaggio believes the

-,




Prethematic Context Visual to have teen the most helpful

e LATT S P
for one cr mcre of 1he following rzascus:

fu81ng,

2) the picture depicted evenic from the
beginning oI the story, *hereby aid-
ing the reader in organizing his
existing store of knowledge pricr to
reading the opening paragrapns;

3) the provision of a general context
to the story helped szudents avolld
making wrong cr uncertaln hypotheses
about the events cccurring in the
passage; that i1s, the ricture may
have helped students guess the mean-
ing of words or structures in the
passage with which they were un-
familiar (p. 99).

Despite the inherent differences between reading and lis-

tening comprehension, the reasons cited in numbers two

and three above seem to have direct implications for the

present study because they are relevant to the comprehen-

sion process in general. Some of the findings from the
Omaggio study were used to establish the criteria for

defining contextual visual as the term is bteing used in

this study.
Frenm his excellent review oI ths =2lfecis cof pictures
on learning to reazad, comrronension, and #autltulszss,

Samuels (1970) reports the following three conclusions

1) The bulk of the research findings on
the offects of pictures on acguisition
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of sight vocabulary was that
interfere with learning %o r

2) There was almost unanimous
that pic*a“es, when used a
to the printed text, do no
comprehension.

0

3) In the few studies done on attitudes,
the consensus was that pictures can
influence atiitudes,

Pressley (1977) writes, however, that "“Research since
1970 clearly indicates that Samuel's conclusion must be

modified" (p. 606). He supports this assertion by
stating:

...there is suggestive evidence that
experimenter-provided pictures aid
young children's learning of prose.
There is also a growing literature
documenting that pictorial presen-
tation and induced imagery of mean-
ingful, connected materials may en-
hance the prose learning of popula-
tions who usually learn prose
material poorly (p. 608).

It seems clear that very few general statements can

be made regarding the effects of pictures on comprehen-
sion. While most of the earlier studies argue against
the facilitative effects of pictures (Miller, 1938;
Goodykoontz, 1936; Vernon, 1953, 1954), studies done

more recently suppor® an opposing view (Br;“~'crd and

).
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It seems appropriate to point out that in many of the
earlier studies, less sophisticated research designs

were emplcyed, and the effects being tested were olten

R
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imprecisely defined. It is possitle that the later

studies were investizgating some very syeciflic effecus of

[$2]

pictures and controlling Icr other varicbtles rather inan
trying to assess the global effects of pictures on com-
prehension. It is this researcher's view that carefully
controlled studies testing very srecific effects of pic-
tures will be more fruitful than the more generalizable
global-effects studies.

The present study is being conducted to test the
effects of visuals used as advance organizers in foreign
language listening activities. While advance organizers
are generally in the form of prose passages, Vvisuals
have also been used for this purpcse. Weisbterg (1970)
compared visuzl and expository advance organizers in
science lessons. He found that visual organizers func-
tioned at a significant level while expositcry organizers
did not. Sherman (1975) conducted a study to determine
the effects of visual and verbal organizers cn different
types of material. He concluded: "subjects receiving

pictorial organizers recalled significantly more words

than did subjects in verbal crganizer conditions" (p. 2)

{22m2) e : te di
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The Zrans
2bove clearly shcw the potentizl power ol appropriate

visual contextuzl organizers. While the primary purpose
of these experiments was to test the effects ol relevant
rehcensicn

com

contextual xnowledge cn listenin
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the results support the efficacy of visuéls as contextual
organizers.

In summary, it can be said that very little defini-
tive information regarding the effects of pictures on
comprehension exists. It can also be said, however, that
as studies move toward investigating more specific and
limited aspects of pictorial effects on comprehension,
the chances c¢f understanding this relatiénship better will

increase substantially.

Summary

The purpose of this review has been to report
selected research related to advance organizers, context
and comprehensicn, and the ability of pictures to provide
context and affect comprehension. The conflicting re-
search results cn advance organizers may well be attrib-
uttable to the problem of cperationalizing this construct.
Theoretically, *he concept cf advance organizers seems
sound, and, under appropriate circumstances, advance
organizers have been empirically shown to have facilita-
tive effects on learning and comprehension. The multi-
faceted and highly complex larnguage-processing phencnencn
has yet to te fully understccd. It has been empirically
shown, however, that the context in which languzge oper-

ates has significant effects on processing and

A st kT S
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comprehension. It has also been empiricaily shown that
properly constructed and employed visuals facilitate
comprehension possibly on the basis of their ability to
provide a context in which linguistic material can be
more meaningfully processed. Finally, while studies
testing the global effects of pictures on comprehension
have failed to support the facilitative effects of pic-
tures, those studies designed to test mecre specific
effects have opened some new areas of research on pic-

torial effects related to comprehension.

e~




CHAPTER III
PROCEDURES

Population and Sample

ubiects for

w

o
9]

The population Irom which sampl

3

rm

rmar

O

[t

this study were drawn consists of beginning G

3

.

(13

ci
students at the United States Air Force Acadeny

(USAFA), Colorado. The study was conducted in

January 1979 while the students were enrolled in the
second semester of a mandatory two-Semester tasic lan-
guage seguence. The teginninrg German program at the

{
USAFA is divided into a three-track sys:em. Student

[)]

1
are placed into one of these tracks on the tasis of

their scores on a comprehensive Flacement/Validation

Exam administered at the USAFA becore the fall semester

begins. Students wnhe score low on the Flacement/Vali-
dation Examination (belew 30%) anl students who had no

German in high school are rlaced into the tasic track

39
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(G-131/132). Those students who have a backgrouni in
German are placed into either the accelerated basic
track (G-141/142) or the advanced basic track (G-141/
142 Honors) on the basis of their level of proficiency
in German,

This study was initially designed to observe the
effects of a contextual visual on measures of listening
comprehension in only one group of beginning German
students (G-132). Because another group of bYeginning
German students (G-142) tecame availatle for *he study,
the researcher decided to include the G-142 studen*s te-
cause this would effectively increase the sccpe of the
study. By using students who had little or no backgrouna
in German and students who had from four to six semester:s
of high school German, it became possible to compare the
pattern of results for the effects of a contexitual visual
in two levels of beginning German instruciicn. Thus, the
research in effect included two experiments.

Nine (9) sections (intact classes) of G-132 were
used for Experiment I, and six (6) secticrs of G-142 were
used for Experiment II. Twenty-sight percent (28%) of th
G-132 students had studied some German in high school,
while the remaining 72% had no high school German train-
ing. All of the G-142 students had a background in high

school German, and they had sceored between 31% and 55% zon

the Placement/Validation Examination.

A
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USAFA students were selcected as the pepulaticn for
this study for a numbter c¢I rsaccerns. First, thic grour ¢f
language learners is c¢f most immeaiate interest ic¢ <the
researcher. Second, the facilities at USAFA (clascrocemsz,
equipment, etc.) are more uniform than those at many ed-
ucational institutions. This serves to increase the in-
ternal validity of the study; laboratcry-like coniiticns
are available for a study being conducted in the naztural
classroorm ervircrment. The fact that trhe stuly was con- :
ducted as part of regular class activitiy increases the
external validity o7 the szudy zrd, in zurn, allows cre
to generalice the study's findings t¢ acsual ins*ructicral

settings. Third, the languags courses at the USLFA are

administered with a high degree of standiardization; <o
the extent pessibtle, all students enrclled in a particu-
lar course receilve the same instructicn. Materials, clas:z
activities, study requirements, *ests, and general teach-
ing strategies are all s=andard. In an effcri tc eguzl-
ize the instructor factor, instructors change classes a<
mid-semester so that each class has the tenefit of werk-
ing with two different instructors. In short, the USAFA
setting offered a greater degree of intermal wvalidisy
for the study without simultanecusly ccmprorising tne
external validity.

The student body at the USAFA i3 unigue because it ;

is over 90% male and because 1% is drawn proporticnately

w
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frem all fifty states. 2ecause all three service acade-
mies (USAFA, wWes+t Point, Naval Academy) draw their stu-
dents frem ecsserntially the came high school pepulation
with regard to academic and personality profiles, the

sresults of this study may be cautiously generalized to
the other twc service acalemies. Generalizing the results
of this study to other pcpulations of beginning college

language learners is limited bty the degree to which the

ct
/]

USAFA studen differ Irem other ccllege pepulations cn
factors relevant to lanzuzgfe learning.

Because this study was inztenticrally designeld to be

from 12 to 15 for all classez witn zthe G-142 claszes zv-

eragin s‘*g“‘lj smaller n's than the G-132 classes.
i
It is impertant to pcint cut that procedurzlly,
Exreriment II was an exact replicaticn of Exgperiment I.
e

213 giffer, however, with resgect to

9]
U

The experiment
sample size {N=123 v3 N=7<) and in the fact that the subt-
jects in Experiment II (G-142) were more proficient be-

ginning German stuiants.
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Design

A One-Between--Cne-Within-Groups Partial Hierar-
chical Design (Kennedy, 1977) was selected for this
study because this design offers the efficlency and
high information yield of a factorial design, while
also controlling for other potentially confounding var-
iables. More specifically, because this study dealt with
intact classrocms, it was considered important to deter-
mine how much of the totzl variance in the visual var-
iable could te attributed to the classroom effect.
With this design, the unique effects of classrooms can

0iled; therefore, the

]

be statistically estimated and cont
design allcws for the comparisen of the average impact of
the levels of the visual variable across two levels of
aptitude, independent of the potentially confoundirg in-
fluences of classrooms. Furthermore, this design has
the potential of identifying any significant interac:iors
between levels oI the visual variable and levels of the
aptitude variable.
This study has the follcwing three independent
variables:
1) Availatility cof the Contextual
Visual (A).
2) Classrooms (Nested w/in Levels cf
the Visual Variable (B/A).

3) Aptitude for College German (C).

- e o 3

L 4
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The first independent variable is a fixed, active
variable with the following threse levels:

1) Visual Before (4,): Subjects see the

contextual visual before hearing the
listening passage and recalling its

contents in a written summary.

2) Visual After (4,): Subjects listen to
the listening passage, see the context-
ual visual, and then recall the contenzs
of the passage in a written summary.

3) No Visual Lﬁ3li Subjects listen to the
passage, write a summary of its contents,
but do not see the contextual visual.

Trie second indepén&ént variable (B=Classrooms) is a rancdom
variable nested within levels of the availability cf the
contextual visual variable. The classrocm variatle has
nine (9) levels or intact classes six (6) in Experiment
I1). Three classrooms were randomly assigned tc each
level of the visual variatle (two classes in each level
of the visual variable for Experiment II). (See design
diagrams below.) The third independent variable (C=Ap-
titudé) is a fixed, blocking variatle with two levels:
High and Low. This variable was included in order to de-
termine if there were any Aptitude Treatment Interactions
(ATI). The students' prior achievement (grades) in the

immediately preceding college German course was used as

i R Ldand
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an index of aptitude fcr learning colleze-~level German,
Each class was rank ordered on the btasis of G-131 (G-141
in Experiment II) final grades. These distributiors
were then divided in half at the median score. 1In cases
where there was an odd number of scores, the odd sccre
was grouped with the set of scores (high or low) to which
it was closer.

The prior achievement scores were used as an index
of aptitude because prior achievement has been shown to
be the most precise and consistent predictor of success
in language learning. These scores, moreover, were reacC-
ily avallable to the researcher, makirz it unnecessary to
administer a separate aptitude test.

This study has oﬁe dependent variable--a free-recall
summary of tHe listening passage written during seven
minutes immediately following the experimental conditions.
Subjects weré asked to write a summary ol the listening
passage theyéheard, and, simply, to include as much inior-
mation as tiﬁe would permit. The summaries were scored
on the basis of the number of valid semantic propcsiticns
they contained. A valid proposition is a fact, piece of
information, or logical inference made on the basis of zhe

"information heard in the passage. In order to control
the subjectivity inherent in scoring free-recall material,
an a priori list c¢f all possible propositions based upcn

the taped passage was déveloped before the experiment was




4¢
conducted. This 1list was validated by a jury cf seven
' German teachers to ensure that all .possible propositions
had been included on the list. The students' summaries
were scored giving one point for each valid proposition
in the summary for which a corresponding proposition

‘ appeared cn the designated list. The valid propositions

were then summed into one score which became the index
of listening comprehension recall used as the criterion
measure (dependent variable) for the data analysis.

A listing of the relevant variables with designa-
tors corresponrding to those in the design diagram on

! the next page follows:

' Factor
| A Fixed; Between Levels of B
B j Random; Nested Within Levels
of A.
c . Fixed; Within Levels of B

D (Subjects) Randem; Nested Within BC/A

Combinations.
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Aptitude
Availability of
Contextual Visual Classrooms High Low
(4) (B) (Cl) (CZ)
’Bl
Visual Before
B
(A1) 2
_33
‘Bu
I Visual After
B
(AZ) 5
'Bé
'
_37
No Visual
Bg
(Aj) -
9

Hierarchical Design.

Figure 1. Experimental Design for Experiment I.
One-Between--0One-Within-Groups Partial

-
g, -
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The design diagram for Experiment Ii (see below)
clearly shows that the experiments were identical ex-
cept for the number of classes used in each case. This
difference is manifest in the number of levels in the
Classroom Variable (B). A detailed description of how
the classes were assigned to the different experimental
conditions follows. Because exactly the same procedures
were used in both experiments, only Experiment I will be
discussed in detail in the following section. iWhere
appropriate, important differences between the two ex-

periments are noted.

~Aptitude
Availability of
Contextual Visual Classrooms High Low
(A) (B) (cy) (c)
Visual Before B4
(A;) L-BZ
Visual After —B3
(4,) [—Bu
No Visual -B5
(45) -Bg

Figure 2. Experimen*al Design for Experiment 1I.
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Instrumentation and General Procedures

This study was conducted at the USAFA betweén the
16th and 19th of January 1979. The researcher had es-
tablished preliminary contact with the USAFA German in-
structors in October 1978 at which time the instructors
were briefed on the general procedures to be followed in
conducting this experiment. At that time, it was decided
to reserve a 20-minute block of time specifically for this
experiment. This block of time was identified in the
students' study guide as "Listening Comprehension Ex-
ercise,” but no mention was made of this exercise being

anything different from the normal exercises until the

day of the experiment.

Subjects were assigned to experimental conditions

‘as follows:

1) The class rosters of the ten sections
of G-132 were numbered one through ten.
Using a random numbers tatle, the
researcher selected the nine sections
to be used for the study.

2) The nine sections were then .randomly
assigned to three groups.

3) The three groups of intact classes
were then randomly-assigned to0 one
of the three experimental conditions:

Visual Before, Visual Af%ter, No Visual.

".
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three identical classrocms, each of which was equipped

ot

with an overhead projecior and a white will decigried 1o

be uscd a3z a viewing Screen. For the v_~“al grours, the
contextual visuzl was projected onto the viewing screen
from an overhead projector cspaced equidistant from the
scresn in all three classrooms.

The recoriirg systems in the classreoms are do-
signei <o 2llew Taped matersial te te Lrocdcaot into the
Yoo irem one macier reccorlior, oY To each indivicunl riu-
Jent via the healsets. The headsetv mazu wir wused Ior ihe
experimants €0 that Sources ¢f extransous noize cr Lis-
traciicsn could ve mininized, and sc o the!. il ciuaents
would L2 able tc hear the tare eguzlly well with reguzrd
+to loudnass, room acoustics, and Zichtormue Irem the Zource.
Toczuse 211 recorderc aroe tha gsame anq Ceotuse all SUu-~ ‘
lents heard the tape Irom cre masisce s¢ores, there 1o
relatively nisn cdegree of conirel cver =xiranccus var-
iables, which, in turn, sirernsginens the irternnl vzlldlly
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] Table 1. Main-Effect Means and Standard Deviations
for the Visual Variable.

G-132 G-142

(n) (&4) (25)

V15ua%Af?fore X 9.78 14.37
s.D. k.32 b.52

(n)  (40) (24)

VisuaJ(.Agf‘cer X 7.96 11.67
s.D.  5.21 4.20

(n) (39 (27)

No Visual

) X 5.25 11.50

S.D. 3.06 §.26
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Hypothesis I: There is no significant difference

attributable to variation in the avzilatility of a

contextual visual variable on recall measures of

listening comprehension.

G-132 (Experiment 1)

This hypothesis must be rejected for the G-132
students. It can be seen from Table 2 that the means
of all three groups differ. Examination of the analysis
of variance reveals, moreover, an F-ratio significant at
the .001 level (Table 3). To invesiigate further the
significant F-ratio for the visual variable, post hoc
multiple comparisbns using the Scheffé Method were con-
ducted. The Scheffée Method was selected for the pest hoc
tests because it is compatible with unequal cell-sizes
(n's) and because it allows the researcher to conduct
all possible comparisons without escalating the alpha
error. Results of the post hoc comparisons revezl sig-
nificant mean differences at or beyond the .05 level
between all three treatment groups. The difference
between the means of the Visual-Before groups and the No-
Visual (control) groups (9.78-5.25 = 4.53) is significant
at the .001 level, while the difference between the means
of the Visual-Before groups and the Visual-After groups
(9.78-7.96 = 1.82) is significant at the .05 level. The

Visual-After groups also scored significantly higher than
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' the No-Visual (control) groups. In this case, the means K

differed by 2.71 (7.96-5.25 = 2.71), which is signifi-

cant at the .01 level.

Table 2 reveals a relatively stable pattern of

results for the G-132 groups. In all cases, the Visual-
Before groups scored highest, while the No-Visual (con-

trol) groups scored lowest. As the lack of a signifi-

cant interaction between the visual variable and the
aptitude variable indicates, the pattern of results

remains stable across the two levels of aptitude.

G-142 (Experiment II)

The null hypothesis of no significant differences
between levels of the visual variable must remain ten-
able for the G-142 students. Although there are dif-
ferences in the means of the three groups (see Table
L), these differences are not significant. As the G-142
ANOVA Summary Table (Table 5) indicates, there were no
significant F-ratios for the visual variable. Despite
the lack of an overall significant difference between
the means of the three groups, it can be seen from Table
4 that the Visual-Before groups scored higher than the:
other two groups. Closer inspection cf this table
reveals, moreover, that the general pattern produced in

the G-132 groups does not seem to te present here.
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For example, there is very little difference in the
means of the Visual-After and No-Visual groups. Also,
the pattern of results with regard toc the individual
classrooms is not so regular.

.

Hypothesis II: There is no significant difference

attributable to the variation in the aptitude wvariable

on recall measures of listening comprehension.

G-132 (Experiment I)

| This hypothesis must be rejected for the German
132 students: The F-ratic produéed for this variable
is significant at the .01 level. Examination of the
table of cell means reveals, moreocver, that the pattern
of results was highly consistent. Without exception,
the high-aptitude students scored better than the low-
aptitude students in every class. This fincéing is not

surprising; in fact, were this not the case, one would

have to question the value of the aptitude measure used.

G-142 (Experiment II)

This hypothesis must also be rejected for the German

142 students because the F-ratio produced fcr this var-
iable (Table 5) is significant at the .05 level. Al-
though the difference between the high-aptitude groups

and the low-aptitude groups of G-142 students is often

not as great as it was for the G-132 students, the

_ F A
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general pattern does seem to remain stable. Tatle 6
summarizes the results on the aptitude variable for
both experiments. It appears that the visual was to
a greater extent superfluous for the G-142 students

because the difference between the No-Visual and Visual

groups is very small for both high- and low-aptitude

groups. . : : ;

Hypothesis III: There are no significant differences r

attributable to the variation in the classroom variable

on recall measures of listening ccmcrehensicn. C

G-132 (Experiment I)

This hypothesis must remain tenable for the G-132
students in view of the ncn-zignificant F-ratio for this
variable. Clearly, very little of the totzl variance
in the scores can be attributed to the classroom variable.
While this finding is nct surpriéing, it dees strengthen

the findings for the visual variable because one addi-

tional source of error (classroocms) has teen statisti-
cally contreolled, thereby reducing the amount of random
error. ‘Examination of the table of cell means and stan-
dard deviations reveals that the three classrooms in each
- experimental condition vary only slightly. There is less

than a 1.5 point spread, for example, between any two

classes in each of the three conditions.




Table 8. Main-Effect Means and Standard Deviations
for Aptitude Variable.

\]

G-132 G-142
n 21 12
High X 11.81 12.73
S.D. 3.20 .1
Visual Before !
n 23 13 ;
Low X 7.75 13.00 ‘ .
S.D 4.36 4,87 ‘
n 20 12
High X 10.82 12.83
S.D. 5.81 5.17
Visu21 After
n 20 12
Low e 5.13 10,50
S.D 2.46 2.8
n 19 13 '
High X 6.96 13°15
S.D 2.81 6.71
No Visua]l ’
n 20 14
Low X 3.55 9.86
S.D. 2.25 5.60
High Low High Low
n 60 63 37 3%
Totals X 9.86 5.7 13.90 11.12
s.D. L.s8 3.65 5.43 4 .81




G-142 (Experiment II)

In view of the different results produced by the
G-142 data, this hypothesis must be rejectad for this
group. The F-ratio for the classroom variable is signi-
ficant at the .05 level. Table 4 shows, moreover, that,
in two out of the three experimental conditicns, the

classrooms vary by far more than did those in the G-132 : 1

groups. These findings point to the importaznce of con-
trolling for the classroom effect whenever intact classes
are used in experimental research. It can t2 seen from
these results that the classroom effect car te a con-
founding factor even though random selection and assign-
ment were employed in the design.

Hypothesis IV: There are no significant irzzractions

between levels of the visual variable znd >:-els of *he

aptitude variable on recall measures ol liszening com-

prehension.
G-132 (Experiment I) and G-142 (Experiment II)

This hypothesis must remain tenable fo- both sets
of data. The analysis of variance failed tc¢ produce a

significant F-ratio for interaction in both the G-132

and the G-142 groups.




i

CHAPTER V : ?
SUMMARY, CONCLUSIONS, AND RECOMMENLCATIONS .
Qverview
The primary purpose of this study was to investi-
gate the effects of a contextual visual on recall meas-
ures of listening comprehension. The effects of the
contextual visual were studied in terms of the ﬁumber
of valid semantic propositions subjects were able to
recall and write in a summary of the listening passage.
Also of interest in this study, was whether or not the
effects of the visual interacted with aptitude, and
whether or not varying the locus of the visual (before
or after the listening passage) produced varying ef-
fects on recall measures of listening ccmprehension.
The study was conducted using two levels of begin-

" ning college German instruction to determine whether or

74
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not any effects of the visual remained constant across
two levels of proficiency in beginning collz2ge German.
Two experiments were conducted for this study: Experi-
ment I used G-132 students (N=123) and Experiment II
used G-142 students (N=76). The two groups of students
are assumed to differ only with respect to their rela-
tive proficiency in beginning college German with the
G-142 students beiﬁg the more proficient.

A One-Beiween--One-Within~Groups Partial Hierar-
chical Desigﬁ was used in each of the two experiments
in this study. Nine (9) intact classes of G-132 (N=123)
served as subjects for Experiment I, and six (6) intact
classes of G-14Z (N=76) served as subjects for Experi-
ment II. The three experimental conditions in this

study were as follows:

1) Visual Before: Subjects saw the con-

textual visual before hearing. the lis-
tening passage and recalling its con-
tents in a written summary.

2) Visual After: Subjects saw the con-

textual visual after having keard the
listening passage, but beforsz recalling
its contents in a written summary.

3) No Visual: Subjects heard the lis-

tening passage, recalled its contents

At e e
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in a written summary, but did not see

the contextual visual.
After the subjects had heard the listening passage and
seen the visual (where appropriate), they were given
seven minutes to write a summary of the passage. The
students were instructed to include as much information
as time would permit. (See instructions to students in
Appendix B.) The students' summaries were then scored
on the basis of the number of valid propositions they
contained. (See Appendix B for the list of valid pro-
positions.) The two sets of data obtained {Experiment
" I/G-132 and Experiment II/G-142) were submitted té SEp-_

arate one-way analyses of variance.

Summary of Findings

A review of the findings reveals significant dif-
ferences between experimental-group means at or beyond
the .05 level for the less-proficient G-132 students.
For these grcups, both the Visual-Before and the Visual-
After groups scored significantly higher than did the
No-Visual (control) groups. When the experiment was
replicated with the more-proficient G-142 students, how-
ever, there were no significant differences between

experimental-group means. Despite the lack of a sig-

nificant diffesrence for the G-142 groups, the pattern

- N NN .
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of results was similar for both experiments.
A summary of the findings with regard to the four
research questions investigated fcllows.

Question I: What are the effects of a

contextual visual on recall measures of
listening comprehension?

This research question was the primary focus of the
study. The data obtained from the two experiments
suggest that the extent to which a contextual visual
can be expected to enhance listening comprehensicn 1is,
at least in part, a function of the listener's degree
of language proficiency. In short, for the less-
proficient G-132 students, a contextual visual ssemed
t0 increase substantially their ability to recall seman-
tic propositions from the passage. For these students,
moreover, seeing the visual before hearing -he passage
seems to have had the most impact. Replications of
the experiment with more-proficient studentis (G-142)
produced slightly different results. It seems that the
contextual visual made less of a difference for the G-142
Students, although the Visual-Before groups scored
higher (not significantly higher) than the other two
groups.

Some comments regarding the hypothesized Zunction

of contextual visuals seem relevant here. The reader

UV
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will recall from Chapter I that the visual was hypoth-
esized to aid comprehension to the extent that it can
provide relevant contextual information which is not
readily apparent from the linguistic cues. The 1lis-
tener's ability tc "construct" a context from the lin-
guistic cues seems, moreover, to be a function of his
degree of familiarity with the to-be-comprehended mate-
rial. In a foreign language situaticn, it is readily
apparent that the listener's fluency in the language
is a crucial factor. Thus, it seems reascnable to
suggest that, in a foreign language listening situation,
the effects of a contextual visual are inversely re-
lated to the listener's proficiency in the language.

In sum, the contextual visual can be expected to aid
comprehension te the extent that it providss information
which would otherwise be denied to the listener. On the
other hand, the contextual visual seems superfluous to
the éxtent that the listener is abtle to glean a context

from the linguistic cues.

Question II: What are the effeczs of
varying the 1locus of a contextual
visual in the sequence of events on

recall measures of listening compre-

hension?

- .
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This question was investigated to sharpen the

focus on the "process-oriented" versus "content-ori-

ented" distinction of advance organizers. Simply

stated, if the visual were a conveyor of content in-

formation, where it appears in the sequence would be

-of little consequence. One could argue, in fact, that

2

if the visual did provide content information, the sub-

AP

jects who saw the visual after having heard the pas-

sage could be expected to do better and recall more
because of a "recency effect."” The most compelling
evidence arguing.for a "process-~oriented” function for
the contextugl visual comes from the G-142 experiment.
If, for example, the visual provided content informa-
tion, one would expect those subjects who saw the visual
to have a decided advantage over thcse who did not see
the visual simply because they have more information

on which to base their summaries. This did.not seem %o
be the case.

It is interesting that, although the Visual-Before
groups (G-132) did best of 211, the Visual-aAfter groups
also did.better than the control groups. If one is
inciined to rule out the "content-oriented” function

- of the visual, it seems reasonable to suggest that, while

not as effective as seeing the visual before hearing the

passage, seeing the visual after having heard the
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passage also allows one to retrieve cues from stored
memory. In this case, the visual cues may serve io an-
swer some questions which the subject was unable to an-
swer in his own mind on the basis of the linguistic cues.
In other words, the "so-that's-what-was-meant” phen-
omenon may be operating in the case of the‘Visual-After
groups. Thus, it seems reasonable to suggest that these
cues help the listener "piece toggther" information he
receives from the linguistic cues and from his store of
knowledge to "construct"” a context for the material he
heard.

To answer this research question, oné could sug-
gest that the locus of the visual affects the listening
process simply because the information from memory is
retrieved at different times. While seeing *he visual
before hearing the passage seems to have been the most
effective treatment in this study, the fac:t that the
Visual-After groups also scored higher thar the No-Visual
groups points to some interesting implicaticns. For
example, it seems reasonable to suggest that seeing the
visual before and after hearing the passage may produce
different results. One may ask, moreover, whether or
not seeing the visual and hearing the passage simultane-
ously would affect the outcome of comprehension. Clearly,

more research must be done with regard to identifying
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the most productive combinations of visuals and lis-

tening comprehension material.

Question III: Do the effects of a con-

textual visual vary with the students'
aptitude as measured by prior achieve-
ment in language learning?

The data from this study suggest that the effects
of a contextual visual remain'constant across different
levels of aptitude. Replications of this study using
different materials and different aptitude measures
may, however, provide a more complete answer to this
question.

Question IV: Are there any significant
interactions tetween aptitude (prior -
achievement) and availability of =z
contextual visual?

There seems to be no interaction tetween these two
variables in the present study. It should be pointed
out, however, that the population investigated in the
present study (USAFA students) may not vary as much in
terms of aﬁtitude as do students in other college pop-
ulations. Replications of this study with other college

populations may provide a different view cn the aptituce
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variable.

In summary, the study reveals that aprropriate
‘contextual visuals can enhance listening comprehension
recall for beginning college German students. The study
points out, moreover, that the effects of such visuals
are closely related to the students' level of profi-
ciency in-the language. In the case of those students
for whom a contextual visual appears to enhance listening
comprehension, seeing the visual before hezring the pas-
sage seems to result in the greatest amount of listening
comprehension recall. The Visuzl-Before treatment is
believed to have been the most effective for one or more
of the following reasons:

1) the visual serves as an advance organ-
izer, which activates relevant elements
of stored memory, and brings them to
bear on the comprehension prrcess;

2) 1in seeing the overall context‘first,
students were less likely to formulate
wrong hypctheses and, consequently,
better able to guess the meaning of un-
familiar words and phrases;

3) seeing the visual tefore hearing the
passage heightened the students' in-
terest and caused them to pay closer

attention to the passage.
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Limitations of :inz Study

Tre following limitations should be %ept in mind

when considering the results of this study:

1)

2)

Listening Passage Text: Only one pas-~

sage was used in this study. Because
listening material differs widely, the
findings of this study can be general-
ized only to other passages of a sim-
ilar nature and difficulty level.

The passage used was in an interview
format, moreover, and withcut Iurther
research, it is difficult to determine
whether or not the format affzacts the
outcome. -

Contextual Visual: The operzztional

definition of a contextual vi:sual
(Chapter I) was used as the basis for
designing the visual used in this study.
Because visualg vary widely with regard
to composition, quality, and purpose, it
is difficult to generalize the results

of this study %o other types of visual
aids. It must 21so be pointed out that
the visual effscts observed in this study

resulted from combining this particular




3)

8k
visual with a particular passage, and
it is difficult, therefors, =: determin
to what extent the results of the study
are selection specific.

Instrument: Only the "recall" component

of listening comprehension was measured

in this study. Measuring other components
of this complex construct may produce dif-
ferent results. The instrument used in
this study (free-recall summary) also has
some unique limitztions. There are, for
example, several factors besides listen-
ing comprehension being measured by a
free~rzcall summary. The student's will-
ingness and ability to express himself in
writing is perhaps one of the most crucial
factors. 1In short, while a proposition-
filled summary is probably a good measure
of comprehension, it is also a measure of
other factors. The lack of propositions
in a summary is, likewise, a measure of
many factors, and it can therefore not te
assumed to reflect only a lack of compre-
hension. The lack of propositicns could

well be attributed to other factors, such
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as writing skill, personality variables,
or a combination of many Tfactcrs.
Most experimental research studies in education are sub-
ject to similar limitations, and they imply that all em-

pirical research results must be interpreted cautiously.

Recommendations for Further Research

This study sought to investigate the rcle of a
particular type of visual (contextual) used for a speci-
fic purpose (advance organizer). Clearly, Sefore any
definitive statements regarding this combinztion can be
made, the study must be replicated with other materials
and other populaticns. More studies are needed, more-
over, to investigate the role of other types of visuals
used for other purposes. The role of visuals in the
other skill areas is, for example, an area -2 nrneed of
much research. 3y the same tcken, very lit:le empiri-
cal information exists on the effects of vizuals on
student attitudes. In these times of increased emphasis
on learner-centered teaching strategies, in‘ormation on
the effects of visuals on attitudes would szem to be not
only useful, but necessary.

Clearly, there are cther types of advance organizers

whose effects should be empirically tested in the vari-

ous skill areas. Verbal organizers in bcth the native
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and target languages should be investigated. Addi-
tionally, the effects of combining verbal and visual
advance organizers on. reading and listening comprehen-
sion should be studied to determine the most effective
combinations.

The variables in different types of visuals (color,
size, composition, etc.) should be investigated to de-
termine the most effective and efficient cembinations
of visuals and instructional strategies. The results cf
such studies would help to provide an empirical basis
for using visuals, and, thereby, replace ths "conventioral
wisdom" that is now so often used to make <scisions re-

garding visual support for language learning.
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PILOT STUDY

Introduction and Procedures

A pilot of this study was conducted at the Ohio
State University on November ¢, 1978 with students en-
rolled in German 102 (G-102). Four sections (intact
classes) of G-102 were randomly selected and assigned
to one of four experimental conditions. (See deéign
diagram below.) Two listening comprehension passages
were developed for the pilot study. These passages
differedAin degree of difficulty with respect to the
vocabulary, structures, and overall length. Both pas-

sages are an adaptation of the So Sind Die Deutschen

interview used with written permission from the pub-
lisher. A jury of five professional German teachers
validated the relative difficulty of the passages by
consistently rating one more difficult tham the other.
The contextual visual (attached) was drawn by a

professional illustrator using the guidelines established
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in the operational definition section of the main study.

Y

Because projection equipment was not available in the

L BN -SSR

classrooms used for the pilot study, each student in the

ff
:

visual-treatment conditions received a printed copy of
the contextual visual. After the students had viewed the
visual for the designated 30 seconds, the visual was
collected. ) i
Two passages were used in the pilot study to de-
termine whether or not combining a visual with an easy
' passage produced the same results as combining a visual

with a difficult passage.

Design
A 2 X 2 Factorial Design was used for the pilot

©m———— -

study. With this design, it was possible to test for

differences in the visual variabie (Visual vs No Visual)

and to identify any possible interactions between levels
of the visual variable and levels of the difficulty var-
jable. The pilot study had two independent variables

each consisting of two levels. The first independent : h

variable was difficulty ievel with the difficult passage

representing one level and the easy passage representing ﬁ

the other level. The other independent variable was

availability of a contextual visual with visual repre-
senting one level and no visual representing the other

level.
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This study had one dependent variable. Subjects
were asked to write a five-minute summary of the taped
passage. They were asked to include as much information
as time would permit. (Instructions to students and
rhscripts of the tapes are attached.) The subjects’ sum-
maries were scored on the basis of the number of valid
semantic propositions they contained. A wvalid proposi-
tion was any fact, piece of information, or logical in-
ference made on the basis of what was heard. In order to
keep the scoring procedure as objective as possible, a
list of all possible propositions for each passage was
developed before -the experiment was conducted. This list
of propositions was validated by five German teachers to
ensure that all possible propositions had been included.
To score the papers, the researcher awarded one point
for each valid proposition in the summaries for which a
c¢orresponding proposition appeared on the deéignated
list. The number of propositions on each p;per was then

summed into one score which became the dependent variable.

-3
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Availability of a Contextual Visual

Visual No Visual

D : g

i i
. T '

f Easy

i

c

u

1l

t

y

L Difficult

e
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Figure 3. Pilot Study Design. 2 X 2 Factorial
Design. Availability of Contextual
Visual by Difficulty Level.

.t ———— e —

" Pilot Study Results

The table of results for the pilot stu&y is pre-
sented only for information purposes; because of the
small n in the Easy-No Visual group and the small sample | ¢
size N=40, no conclusions are justified on the basis of ; i

this data.
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Table 7. Cell Means and Standard Deviations for
Pilot Study Results. (X = Number of Propositions)

n X s.D.
Easy No Visual 6 8.0 5.90
Easy Visual 11 10.9 | 4.55
Difficult No Visual 11 6.2 3.52
Difficult Visual 12 9.9 .12

Prom a procedural standpoint, there were nc prob-
lems encountered in the pilot study. The ﬁaterials usé&
(visual and passages) proved to be appropriate with re-
gard to content, length, level of difficulty, and in-
formation density. It was apparent that mearly all
students understood some of the passage, while no stu-
dents understood 100% of the passage as measured by the
criterion measure used in this study.

Analyzing the pilot study results according to the
research design proved to be somewhat problematic. 1In
short, because each passage had a different total number
of propositions, it became clear that there'were, in fact,
two dependent variables--one for the easy passage and one
for the difficult passage. Because the two groups did not
receive the same treatment with regard to the difficulty
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variable, it was not possible to analyze the data in one

design. In effect, there were two separate experiments--
one testing the effects cf the visual with a difficult
passage and one testing the effects of a visual with an
easy passage. Tééting for interactioh between the two
variables was not possible because of the incompatibility
of the scores.

On the basis of these data analysis limitations, it

was decided to modify the original research design. The
modifications substantially increased the information
yield of the study without really deviating from the

\ original problem. By observing the effects of using a

visual with a particular passage across two levels of i

aptitude for language learning, the original difficulty 2

variable was approached from a slightly different per-

spective. It seems reasonable to suggest, for example,

that the difficulty of a particular passage is relative

to the students' aptitude. In other words, given two

types of learners--high-aptitude and low-aptitude--the

former would probably find any listening passage easier ;

to understand than the latter. In additon to increasing

the information yield of the study, the moéified design
also controlled for the potentially confoumding class-

"room effect.
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Appendix A - Pilot Study Materials

Written Instructions to Visual Groups

This is an exercise in listening comprehension. You

will hear a short passage read only once. Listen

carefully to the passage so that you will be able %o
write a brief English resumé of its contents. After
hearing the passage, you will have five minutes to write
your English resumé. Include as much information as
time will permit. All instructions are on the tape.

The tape is carefully timed, and it will fell you when ‘
to tegin and when tc stop writing.

The picture you see is related to the passage you are

about to hear. You may now study the picture for 30

seconds.

Resumé

(Note: The same instructions were on the tape.)
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Written Instructions to No-Visual GCroups

This is an exercise in listening comprehension. You

will hear a short passage read only once. Listen

carefully to the passage so that you will be able to
write a brief English resumé of its contents. After
hearing the passage, you will have five minutes to write
your English resumé. Include as much information as
time will permit. All instructions are on the tape.
.The tape is carefully timed, and it will tell you when

to begin and when to stop writing.

(Note: The same instructions are on the taps.)
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Tape Script for No-Visual Groups

1.
2.
3.

Written instructions (p. 95) are repeated here.
Begin listening to the passage now.

Listening comprehension passage is played (Easy for
one group and Difficult for the other).

You may now take 30 seconds to think about what you
heard. ! .

(30-second pause on the tape.)
Begin writing your resumé& now.
(5-minute pause on the tape.)

Stop writing. This completes the experiment. Thank
you for your cocperation. _

Tape Script for Visual Groups

1.
2.
3.
4,

5.
6.

Written instructions (p. 94) are repeated here.
(30-second pause on the tape.)
Begin listening to the passage now.

Listening comprehension passage is playsd (Easy for
one group and Difficult for the other).

Begin writing your resumé now.
(5-minute pause on the tarpe.)

" Stop writing. This completes the eXperiment. Thank
you for your cooperation.

——aeee
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Listening Comprehension Text: Easy Passage

I =
I:
FS:

FS:

Interviewer HS = Herr Strauss FS = Frau Strauss
Frau Strauss, wohnen Sie hier in einer Mietwohnung?

Nein, wir wohnen in einer Eigentumswohnung. Das

heisst also, dass wir diese Wohnung kaufen. Wir

haben eine Anzahlung gemacht und jetzt zahlen wir
jeden Monat unsere Raten statt einer Miete.

Ist es immer noch so schwer in Deutschland, eine
Wohnung zu finden?

Eigentlich nicht. Die Wchnungsnot ist nicht mehr
So gross. Von 1949 bis 1965, zum Beispiel, wurden
ungeffhr 9 Millionen Wohnungen gebaut.

K8nnen viele Deutsche eine eigene Wohnung kaufen?

Das kommt zuf das Familieneinkommen an. In unserem
Fall bekommt mein Mann nur ein durchschnittliches
Gehalt. Um diese Wohnung zu kaufen, haben wir
beide jahrelang gearbeitet und Geld gespart.

Ihre Wohnung ist sehr sch8n. Die modernen MYbel
gefallen mir besonders gut.

: Die M8bel haben wir erst vor einem halten Jahr

gekauft.

Hat die Wohnung ein oder zwei Schlafzimmer?

Die Wohnung hat zwei Schlafzimmer.

Ausser den Schlafzimmern, der Kliche, und dem Wohn-
zimmer hat die Wohnung natlirlich auch ein Bade-
zimmer und im Keller einen Abstellraum.

Sind Sie mit dieser Wohnung zufrieden?

Ja, diese Wohnung gef#llt uns sehr gut.

Nun, ich wlinsche Ihnen viel Erfolg und danke fur
Ihre Auskunft. '

o




98

Listening Comprehension Texzt: Difficult Passage

I =

HS:

FS:

FS:

Interviewer HS = Herr Strauss FS = Frau Strauss

Herr Strauss, erzfhlen Sie uns bitte etwas Ulber die
Wohnm8glichkeiten in Deutschland nacn 19&5.

Nach dem Krieg waren in Deutschland Uber 20% aller
Wohnungen total zerstdrt oder so schwer beschidigt,
dass sie nicht mehr bewohnt werden konnten. 30%
aller Wohnungen waren teilweise beschidigt.

Vor ein paar Jahren war es doch noch fHir viele
Deutsche unm8glich, bessere Wohnungen zu finden.
Diese Wohnungsnot scheint sich aber neusrdings
etwas gebessert zu haben.

Ja, das stimmt. Heute baut man immer ncch viele
Wohnungen aber zwischen 1946 und 15635 allein
wurden ungef#hr 9 Millionen Wohnungen gebaut. In
diesen Wohrnungen wchnen 25 Millionen Mernschen.
Das sind 40% der BevBlkerung.

Frau Strauss, Ihr Mann hat gesagt, dass Sie hier in
einer Eigentumswohnung wchnen. Was ist der Unter-
schied zwischen einer Eigentumswohnung und einer
anderen Wohnung? -

Die meisten Leute in Deutschland wchnen in einer
Mietwohnung. Diese Leute zahlen also eine Monat-
liche Miete. Andersrseits givt es VWohnungen, die
man kaufen kann. Mein Mann und ich, zum Beispiel,
zahlen keine Miete, sondern gewisse Raten. Nach
einer bestimmten Zeit haben wir dann unsere Wohnung
gekauft.

Ist es flir viele Deutsche schwierig, eine Eigentums-
wohnung zu besitzen?

Das kemmt auf das Familieneinkommen an. In unserem
Fall bekommt mein Mann nur ein durchscznittliches
Gehalt. Um diese Wohnung zu kaufen, haben wir beide
jahrelang gearbeitet und Geld gespart.

Sie haben Ihre Wohnung sehr sch¥n eingerichtet. Ihre
modernen M8tel hier im Wohnzimmer gefallen mir
besonders gut.

Die M8bel haben wir erst vor einem halben Jahr
gekauft. Wir sind besonders stolz aul die beiden
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Sessel und das Sofa.

HS: Trotzdem glaube ich, dass meine Frau zm liebsten in
der Klche arbeite®, denn dort haben wir die neusten

- elektrische Gerdte.
# I: Wie viele Schlafzimmer hat diese Wohnung? -

FS: Wir haben zwei Schlafzimmer. Wir wollten auf ;
L eventuellen Familienzuwachs vorbereitet sein.

HS: Ausser den beiden Schlafzimmern,'dem Wohnzimmer,
und der Kliche haben wir natfirlich auch noch ein
Badezimmer und im Keller einen Abstellraum.

I: Sie scheinen mit Ihrer Wohnung sehr zufrieden zu sein.

HS: Da haben Sie vollkommen recht. Nachdem wir so lange
gespart haben, sehen wir langsam den Erfolg unserer

Arbeit.

I: Nun, ich wlnsche Ihnen weiterhin viel Erfolg und
bedanke mich recht herzlich flir Ihre Auskunft.

D L Dy D D - -~ - P - - -y - T - = - o ———
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Listening Passage Text (Main Study)

I =
I:

HS:

I:

FS:

Interviewer HS = Herr Strauss FS = Frau Strauss

Herr Strauss, erz#hlen Sie uns bitte etwas tiber die
Wohnungen in Deutschland nach 1945.

Nach dem Krieg waren in Deutschland {iber 20% aller
Wohnungen total zerstbrt oder so schwer beschidigt,
dass sie nicht mehr bewohnt werden konnten. 30%
aller Wohnungen waren teilweise beschddigt.

Vor ein paar Jahren war es doch noch fir viele
Deutsche unm¥glich, gute Wohnungen zu :inden.
Heute gibt es aber viele, neue Wohnungen. Wann
wurden denn diese Wohnungen gebaut?

Heute baut man immer noch viele Wohnunzen aber
zwischen 1949 und 1965 allein wurden ungef#hr 9
Millionen Wohnungen gebaut. In diesen Wohnungen
wohnen 25 Millionen Menschen. _
Frau Strauss, Ihr Mann hat gesagt, dass Sie hier in
einer Eigentumswohnung wohnen. Was ist der Unter-
schied zwischen einer Eigentumswohnung und einer
anderen Wohnung?

PR

Die meisten Leute in Deutschland wohnen in einer
Mietwohnung. Diese Leute zahlen also 2ine monat-
liche Miete. Andererseits gibt es Wohmungen, die
man kaufen kann. Mein Mann und ich, zun Belspiel,
zahlen keine Miete, sondern gewisse Ratsn. Nach
einer bestimmten Zeit haben wir dann ursere Wohnung
gekauft.

Ist es flr viele Deutsche schwer, eine Eigentums-
wohnung zu kaufen?

Das kommt auf das Familieneinkommen an. In unserem
Fall bekommt mein Mann nur ein durchscknittliches
Gehalt. Um diese Wohnung zu kaufen, mtssen wir
beide arbeiten.

Sie haben eine sehr sch¥ne Wohnung hier.  Ihre
modernen MbBbel im Wohnzimmer gefallen mir besonders

gut.

Die M&bel haben wir erst vor einem halden Jahr gekauft,
Wir sind besonders stolz auf die beidem Sessel und
das Sofa.

L
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Wie viele Zimmer hat diese Wohnung?

Wir haben vier Zimmer. Wir wollten auf eventuellen
Familienzuwachs vorbereitet sein.

Ausser den Schlafzimmern, deﬁ Wohnzimmer, und der
Kliche haben wir natiirlich auch ein Badezimmer und
im Keller einen Abstellraum.

Sind Sie mit dieser Wohnung zufrieden?

Ja, diese Wohnung gefillt uns sehr gut. Meiner
Frau gef4llt die moderne Kliche am besten, denn dort
haben wir einen elektrischen Herd, einen Geschirr-
splller und mehrere elektrische Geridte.

Nun, vielen Dank flir die Auskunft. Auf Wiedersehen.

Auf Wiedefsehen.

Auf Wiedersehen.
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Criterion Instrument: List of Acceptable Propositions

This is an interview.

Two people are being interviewed.

The two people are married (man and wife).
Their name is Strauss.

They are German.

They live in an apartment.
The man (Mr. Strauss) is asked to talk about apartments.
He is asked to talk about German apartments (dwellings).
He tells aboﬁt the apartments after WW II (1945).
He talks about German housing.
20% of all dwellings were destroyed or danaged.
The damage was heavy.
This 20% was uninhahitable.
30% of all dwellings were partially damagzd.
It was impossible for many Germans to fini good housing.
This was still true recently. .
As recently as a few years ago.
Today, there are many apartments (dwellings) in Germany.
These apartments are new.
The interviewer asks when they were built.
Many are still being built today.
- Many were built between 1949 and 1965.
Nine Million were built then.
Twenty-five million people live in these apartments.

Strausses live in a privately-owned apartment.
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There are other types of apartments.
The interviewer asks how the apartments difler.
The other apartments are rental apartments.
Most Germans live in this type (rental).
These people pay rent.
They pay the rent monthly.
Some apartments can be bought.
Strausses live in one of these.
They do not pay rent.
They make loan payments.
They make loan payments instead of paying rent.
Eventually, they will own *the apartment.
They will own it when the loan has been paid off.

The interviewer asks how difficult it is for Germans
to buy their own apartments.

That depends upon the family's income.

Mr. Strauss earns only an average salary.

Mrs. Strauss also works.

She works so that they can afford the apartment.
The apartment is very nice.

It has furniture.

The interviewer likes the furniture.

It (the furniture) is modern.

It is relatively new.

Strausses bought this furniture.

They bought it about six months ago.
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They are proud of the furniture.

They are especially prcud of the sofa and the two chairs.
The interviewer asks how many rooms the apartment has.

It has four.

They (Strausses) want to be prepared for additions to
the family.

- am - - a-———

The apartment has bedrooms.

The apartment has a living room.

The apartment has a kitchen.

The apartment has é bathroom.

There is also a basement.

There is a storage room in the baSement.l

The interviewer asks if Strausses are satisfied with
the apartment. .

—

They are satisfied.

They like the apartment very well.

Mrs. Sprauss likes the kitchen best.

It (the kitchen) is modern.

It has an electric stove.

It has a dishwasher.

It has several electrical appliances.

The interviewer thanks them for the information.
Everybody says good-bye.

Three people are talking.

One woman and two men are talking. .
One man seems to be asking questions.

Many homes were destroyed during the war.
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There was a massive rebuilding program.

It is expensive to own a home in Germany.

Strausses have no children.
They (Strausses) like modern things (furniture, appli- ; %
ances, etc.) '

The interview takes Place in their apartment.

— s s ——

The man asking the gquestions is a stranger.

t

|

¢
‘ -
The discussion (interview) deals with German housing ' b
in general. f
s

It also deals with a specific apariment.

The Strausses seem friendly. )

They seem eager %to talk about their apartment; - f

(Total Number of Propositions = 85) : .
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Written Instructions to Students

TO THE STUDENT: The listening comprehension exercise
scheduled for today is part of a research experiment.
Participating in this experiment will give you some

additional listening practice and pr&vide you with a

valuable self-test opportunity. THE RESULTS OF THIS

EXPERIMENT WILL NOT AFFECT YOUR COURSE GRADES. Your

participation in this experiment is completely volun-
tary. If yod choose not to participate, raise your
hand, and your instructor will give you some other

work to do during the experiment.

INSTRUCTIONS: This is an exercise in listening compre-

_hension. You will hear a short, taped passage played

only once. Listen carefully to the taped passage so
that you can write a summary of its contents on the

attached sheet. After hearing the passage, you will
have seven (7) minutes to write your summary. WRITE

YOUR SUMMARY IN ENGLISH, and include as much infermation

as time will permit.

While listening to the passage, feel free to jot
down notes in the space prrovided below. Feel free also
to guess at the meaning of any unfamiliar words or

phrases you may encountar,

o i
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All further instructions are on the tzpe. The tarpe
has been carefully timed so that it will tell you exactly
when to begin listening to the passége, when to begin

writing your English summary, and when to stop writing. '

NOTES: . ,’

<
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Summary Sheet
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Tape Script for Visual-Before Groups T

This is an exercise in listening comprenhensicn.

You will hear a short, taped passage played only once.
Listen carefully to the taped passage so that you can
write a summary of its contents on the attached sheet.
After hearing the passage, you will have seven minutes
to write your summary. Write your summary in English
and include as much information as time will permit.

While listening to the passage, feel free to jot
down notes in the space provided below. Feel free alsc
to guess at the meaning of any unfamiiiar words or
phrases you may encounter. All further instructions are
on this tape. The tape is carefully timed sz that it
will tell you when to begin listening to the passage,
when to begin writing, and when to stop writing.

The picture you see on the screen and :ne passzgs
you are about to hear are related. You may now study
the picture for 30 seconds. (30 SECOND PAUIE ON THE
TAPE) Remember that you will hear the passage only
once. Begin listening now! (PASSAGE IS PIAYED.) Begin
writing your summary now! (7-MINUTE PAUSE XN THE TAFE)
Stop writing! Your papers will now be collscted. Thank

you for your cooperation in this experiment.
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Tapa Script for Visual-After Groups

This is an exercise in listening comprehension.
You will hear a short, taped passage played only once.
Listen carefully to the taped passage so that you can
write a summary of its contents on the attached sheet.
After hearing the passage, you will have seven minutes
to write your summary. Write your summary in English

and include as much information as time wiil permit.

While listening tc the passage, feel frze to jot
down notes in the space provided below. TFesl free also
to guess at the meaning of any unfamilliar -:irds or
phrases you may encounter. All further ins:ructicns
are on this tape. The tape is carefully timed so that
it will tell you when to begin listening =: <he passage,
when to begin writing, and when to stop wrizing.

Remember that ycu will hear the passazz cnly cnce.
Begin listening to the passage now! (PASSAZE IS PLAY=D.)
The picture you see on the screen and the passage you

just heard are related. You may now study the picture

for 30 seconds. (30-SECOND PAUSE ON THE TAPE) Begin
writing your summary now! (7-MINUTE PAUSE CN THE TAPE)
Stop writing! Your papers will now be collected. Thank 3

you for your cooperation in this experimen:. . {
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mape Script for No-Visual Groups

This is an exercise in listening comprehension.
You will hear a short, taped passage played only once.
Listen carefully to the taped passage so that you can
write a summary of its contents on the attached sheet.
After hearing the passage, you will héve seven minutes
to write your summary. Write your summary in English
and include as much information as time will permit.

While listening to the passage, feel free to jot
down notes in the space provided btelow. TFeel free also
to guess at the meaning of any unfamiliar words or
phrases you may encounter. All further instructions
are on this tape. The tape is carefully timed so that
it will tell you when to begin listening to thé passage,
when to begin writing, and when to stop wriiing.

Remember that you will hear the passas= cnly once.
Begin listening now! (PASSAGE IS PLAYED.) You may now
take 30 seconds to think about what you heard. (30-
SECOND FPAUSE ON THE TAPE) Begin writing your summary
now! (7-MINUTE PAUSE ON THE TAPE) Stop writing! Your
papers Will now be collected. Thank you for your coopera-

tion in this experiment.
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