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Lo ' ABSTRACT

\

The main purpose of this study was to find out whether @Qdules

~

‘coﬁld be used effettively, to help ihosé students who had failed to
reach the regyiredrstandard after the regular class presenta£i§n‘bf
- a ﬁnit of French grammar. The investigator also wanted to find out
whether all students benefitéd equally from using the ﬁoddle, aﬁd

whether students perceived the module as a good device to acquire the -

concept. - :

Two sfimilar modules were developed by the investigator, one for

Grade 8 students anﬁ one for Grade 9 students. Eaéh module included

7

ﬁﬁpé, text, and pictu?é/géeet; five types offprqseﬁtation’and explan-—

ation of grammar; and self-correcting exercises,/
. . L4

Th%ee classes of Grade 8 and three classds of Grade 9 students

participated in the study. All the students

[N

ere given a pretest.
Students ﬁho_were Judged to have already réa hed mastery level, on

the basis of the pretest results, we¥e eliminated from the study.
) , . ,

“The remaining 115 students were

o

and then assigned at random to éfthér the experimental or control

groﬁps. The students in the experimentdl groups worked on a module

: . /
for two forty minute periods. After working on the module,ﬂthe stuf/(
dents were asked to answer in writing the question: "Do you think you

have learned anything frcmfﬁdrking on the module?" Finaily, a post- !

test was given all the students in the experimental and control groups .

. ]-:Q, .

zétched on/ the basis of pretest scores,

P S S
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The results, obtained ¥rom the pre- and\posttests vere sub-

1 .

A\

‘Jected to statistical analysis. Students' replies to the written
questibn, and their comments, were examined and compared. The main
findings of the study were as'foilows: |
1. The meaﬁ pretest/posttest éains for the experimental groups
. ST T ’
fs were statistically siénificantly‘highgr than the pretesf;'
posttest gains for the ﬁontrol geoups in both Grade 8 and
Gfade 9. .
2. Students in the experimental'groupé were divided into
three sub—grcﬁps categorized gs high, medium, or low
achievement in'French, as meésuredvby term marks. No

»

statistically significant differences were found in the

'pretest/postteSt ghi#SAQf the three sub-groups.

Fal

3. Some individua% students-in the low acpievement éroups
achievedvvery high pfetest/posttést gains. If the leabning'
styles énd other characteristics of such students could be
identified, it might be possible to pfedict wﬂich s%udents
would be likeiy to benefitrsignificantly from using ﬁodules.

L. Studénts reactions to the module were positive. They per- ;
ceived the modUlg as a gooé device %or acquiring xhef
concept. I |

5. The additional comments made. by students indicated a prefer-
ence ‘for the tape, tgxt, and pictﬁre sheet combinatipn.

Specific areas in which students found the modules helpful

were 8lso isolated.

&

»
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CHAPTER |

THE PHROBLFM

Introduction
Accommodating the inéividual di¢ferences of students and helping
students who fail to achieve the required level of competence are
interrelated provlems facing the teacher of French. In recent years
increasing attention has teen paid to various forms of individual-
ization as a means of attempting to sclve these problems.

Individualization of instruction is not new. Girittner (197%)

ia

points out that teachers have always attempted to acccmmodate indivi-
dusal d;fferenrvs. He suggests that the one-room school, 1n which each
student took his work up mg the teacher's desk, was in fact a form of
individualization. The Dalton Plan and the Winnetka Flan of the 20's
and 30's are examples of early attempts at rationalized individual-
ization of instruction.

In the 1960's and 70's there has been a growing interest in and
movement towards individualization of instruction in Modern Languages,
amongst vhich is French. This interest reflects current educational
thought and arises from four main sources: firstly, from increasing
concern with the learning of content; secondly, from attempts to base
£he goals and means of instruction on a well-defined set of philo-
sophical positions; thirdly; as a result of psychological research

1



.

into the nature of the learner and qf the learning process{ fourthly,

»

- process.

In

materiai

observes

with content, rather than with geals and means.

as an answer to more account

>

Tble results qf the teaching/learning

f
&

the past content has been seen as a sequen%?ﬂl body of

to Be mastered by &ll students.

that in th@épast curriculum refo

C

Goodlad (1972, p. 13)

?gvhas tended to be concerned
&3

- v . . ’
twenty-first century the most important concerns will be the issues

that face us toddy and that these issues can be summarized in the

follbwing question:

..-)

ﬂ/

What are the goals of human behav1or and*&he means . of
modlfylng it? '

Goodlad asserts that the content of instruction is less import-
. o .

ant than the goals of educatlon.

‘ The most important preoccupation of

educators should be to at%empt to conceptuallze the goals of educatlon

and to formulate the best means of reaching these goals.

Individual-

1zed learnlng represents one attempt to reconcile goals and means,

individual differences.

is clear.

the goals that are relevant and appropriate to them?

whlle respecting the rlghts of the 1nd1v1dual and accommodating

The implleatlon for second language teachefs

How can one Justify presenting the same,confent to students

.

>t

Impetus for individualization has. also arisen from attempts to

who not only vary in ability but - also have different needs in terms of

5

develop a system of instruction which is based on’'a set of beliefs

sbout the nature of education and-the rights of students.

Bechtol

(1973, p. 6) isolates four main goals that the advocates of

»

Py

He states that’ in the

.

Ya



individualized instruction wish to achieve. The.underlying philosophy
and beliefs implicit in these goals will be examined.

fThe first goal is to translate traditional skills into
belavioral objecgives. :Some_vriters refer to this concepé as
"teaching for mastery." This goal is baeed on the belief that, given
snfficientttime, it is possible for any student to master any dnit of
content; Individualized learning programs in. French whichuuse the
sequential’ﬁinimal step design are rationalized on the. basis-ef-this
belief.w Advocates of teaching for mastery assert than/tﬁis system
has psychological’advantages'for the leanner: being/égcoukaged fo

work on one, conceptual unit until it is mastered i% said to remove the

B

frustramion of failure and the conseguent lack of self—esteem

The second goal is to improve the student S self—concept This .
is usually achieved by establishing good teacher/student relationships,
which focus on the needs of the student. This concept is sometimes
referred {b as "hdmanizing" educa@ion. Closely allied tovthis,goal is
‘the belief'tha% individualized programs allov opportunii'es for choice
and,promote creativity and self—actualization (the high;st]form of
. psychological development, according to Maslow s hierarchy of needs)
on the part of the student. |

The third goal is t? help the student develop skillé wnich will
enable him to learn independently. This go&al reflects the belief
that it is more important to help the student to "learn how to learn"
than to insist he assimilate & chbrtain subject tontent. The enquiry

-

method advocated by Holt (l96h) d Postman and Weingartner (1969)

represents an attempt to focus 1nstruction towards this goal, to the

oS

i
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virtual exclusion of content goals.\ It is difficult to' envisage using
X . 4 :

\

this method, td:the‘exclusion of all bthers, in a second languagé

course, where learning, at least in tRhe early stages, must be cumul -

- ative. However the development of good Nearning strategies on the
Ty o . .

?( art of the student should be one of the afﬁé of the second language
\\\\_,//Zeacher. A forﬁ of individ A\zed instruction which offers a wide

K choice of leé?ning étyles sho d enable the student to choose the
| style or v:sty.'l‘;as.\ which suit him best.

The fourth goal is to provide & relevant curriculum. Individual-
ized programs should provide the studént with a ﬁidé choice of study ‘
areas, with the teacher becoming a guide and gesource pgrson, rather
than an instrucfo;. This goal reflects the belief that students have
rights. Since their lives will be affected by fheir.éducational
experiencesithey have the,right to several cHances to demonstrate
theif mastery of basié skills._ Thex‘have the right_to know what Fhey
are expected to learn and how they will be gradeé. They’have fhe |
fight tQ a:degree-of choice of study areas anérto time and help, to

. enable them to achieve their goals. |
| If these.gbals are attaigea then the learner wiil have profited
from the:time and mogey spent in acquiring the céﬁ%ent. "

Althouéh individualization'of instruction may offer é means of
réconciling:the‘goals and means of instruction there‘are disadvantages
to~totallf individualizihg French courses at the Jjunior high school

' level.‘!' ; ‘ . | ;
.Logan (1973, p. x%B-states that individualization of instfuction

in French necessitates extensive re-education of teachers and
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. - .5

" preparation of material, due to the complexity of setting up
individualized programs:-

Basically the prdblem arises not because of any lack
of understanding of individualization, but because of

.

the logistic problems involved in individual zing the
educational activities of thirty or more stuégnts all
present at the sarfie time. -

The findings of the Stanford Conference of 1971 on Individualiz-

ing foreigﬁ language instruction support. this opinion.

v

Also, comuercially Ryoduced courses are expensive, require
’ ) Va
extensive hardware and support personnel and usually accommodate only

one variable, rate of learning.
Howes (1970, p. 73) pointd out that most courses accommodate
variations in pace by using a series of séQuential steps. He states .

that this system may in fact slow students down:

- - ..since they must work through materials which have
been sequenceéd in such small amounts as to make it
possible for even the slow student to accomplish the,
task.

Madeleine Hunter (1971) affirms that little effort haé Been made
in commercially producéd courses to accommodate“;ifferences among
' studenté in preferred modes of learning, or to provide variety of
coﬁtent. | |

<

The use of totally individﬁalized courses has also tended to /

/
result in students working in isolation. Grittner (1969) points out
thét students aﬁpear to need social interaction as well as indépéﬁd—
ent‘study, especially in a secénd lénguage where the new code should
become a tool for coﬁmunication.

Morrey (1971) presented a report of a research study on student

attitudes towards individualization to the Stanford Conference.

a



Student cr1t101sm of 1nd1v1duallzed learnlng programs centered on two -
main areas: motlvatlon and materials. Many students -stated thag they
experienced difflculty in establlshlng self—motlvatlon A 51gnlf1cant

\
number of students also cr1t1c1zed individualized- learnlng programs

on two aspects connected w1th materlals There was too ‘much pressure
to complete & certain amount of materlal by a deadline. The unlts were
- too long. , oo _ o ‘ N

A short module, 1ndependent of existing ‘courses and des1gned

to fit spéc1f1c needs could offer ch01ces in content, goals, learnlng‘
styles and speed of progression. In the tradltlonal class at the-
ﬁunlor hlgh school level modules could be used to present the same
material ih dlfferent forms (to aecommodate dlfferent learning styles)

for remedlal work, as g supplement\for more advanced students, a4s a

\\

complement for les advanced students, to present culture, to vary >‘

content in functlon of a diversity of goals. 1\\\\<
Theoretlcally, such a module offers the advantgges\of 1nd1V1dualj

ization without the drawbacks which have been encountered in t

" of 1nd1V1duallzed learnlng programs. The purpose of this study is to 5\\\

evaluate. the use of modules in the tradltlonal class.
. Need for the Study

The dlsadvantages for the 1nd1v1dual learner of the traditional
method of teaching French—-one teacher and 30 or more students--are
self-evident. Sharon Hellman (1972) points out that it is impossible

~
to help the slower students 1n the traditional class. The

)
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disadvantages of thg.traditional‘class in this respect are summarized

<! by Harlan Lane (196k, p. 251).
5““Wﬁen'classroom practises permit active participation
by the student at all, it is usuelly in the form of
repetitive drills which are presumed to "fix" or
"stamp in" the material through repetition alone. The
" "brighter" studehts "soak up" the material and become
"enlightened." Dull students who fail to learn are

simply not "sensitive" or "receptive." ‘

oy
.

Most teachers are vell aware of this problem but time constraints in
. ¢ " ' ) ‘

the French class mage.itkgmpossible for the teacher either to
accommodate indivfaual differenceé or to help students‘who have
difficulpy in.keepiﬁg up- with the rest of ‘the class;‘ )

/ This problem is étresseq by-Shepherd (1972, p. 135):.

There is simply not enough time to meet each student
individually (in the teacher-centered classroom); -
they are lumped together in groups. There is not
enough stime to choose the methods most appropriate

for each student; there is one method for all.
- It would be unrealistic to expect a teacher to design and
implement an entire individﬁalized learning program. Elna Carroll

(1971, p. 178) suggeéts that this would be an ideal procedure as

3

teachers could tailgr coﬁrses to suit the needs of their own students.

However shq'also_poiﬂfs out that such a procedurelrequirés specialist
éxpertise and is e;tremelylﬁime—consuming: _— _ S
Development of sdéthaterials can only be achieved ¢
when the teacher is given extensive release time to
devote to this Project or when he is willing to spend
many days and weeks of his own time to do so. ‘

‘Moreover total individualization may not meet the needs of the "““
student at Junior -high school. This question wili be further dis-
cussed,in the review of the relevant literature.

&



Short, non-sequential modules, indeﬁ%n ent of existingﬂcoﬁrses,

wopld’offer‘a means of both helping students ho have specifie prob-

lems and of accom@odatlng 1nd1v1dual dlfferenc's. Since the moduieé
would be short and SPElelc, preparatlon time w ula be minimized."

\
Short modules could be produced commercially or by 1nd1v1dual teach-
ers. Stern et al. (1975, D. 23) point out that ﬁhe only.commerciélly

produced short modules, not linked to 1nd1v1dua11zed learnlng pro-

grams, are ‘those produced by 0.I.S.E. on culture.

Statement of the Problem : -

S

The main purpose 6f this spudy is to evaluate thé”efficacy:of
.modules -in the remedial teachingvand learﬁing,of.French at thé Junior
hiéh school-ievel. |
:The sub-problems stated aé questions are:
1. Is the use of modulgg an effeétive way éf helping
students who have difficulties on specific unlts of
grammar toireach the required standard in-written
Productlon‘7 : f// .
2. Do all students benefit equally from the use of tﬁe_
module?

3. Do studenits perceive the module as a good device to

acquire the concept?



/

Definition éf Terms

Module. A module is a unit independent of existing programé,
 dealing with.oné specific aspect of learning & language. A module

can present information on a given subject, teach a linguistic

&

feature or provide practice. Students work on modules 1nd1v1dually.

.

‘ Learning Activity Pack(agg) or L.A.P. A L.A.P. is one of ‘a

series of un;ts which a;b sequentlally linked to form an individual-
ized learnlng program, Some wrlters also use this term as an alter-

native-to "module."

[

Individualizatng: The term individualization is used-to des-

cribe a learning situ tion where attempts are made to accommodate.

o

1

individual learner differences.

Tndividualized Learning Program or I.L.P. An individualized

learning program usually consists of a series of L.A.P.'s. An

individualized learning program is not necessarily different for each

student but aims to be appropriate for each student. I.L.P.'s
L4

offer choices in foyr main areas: objectives of learning, rate of
. , . .

learning, method o learning and content of learning. Choices may

be offered in oni one or two areas, in which'caée the program will
be only partiallj individualized. To be‘fUily individuaslized choices
must be offered.in all four areas. Most I.L.P.'s include performﬁnce
objecfives,-lea niﬁg aétivity packages ;né criterionlreferenced

testing.

Traditional class. For the purposes of this study the term

traditional class is used to refer to a teaching situation where
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there is one teacher and about thirty'Students, where all students
are following the same program, and where presentation of material,

work- set, required standards, etc., are the same for the whole class.

Performance objective. A performance objective is a statement .

of expected student output, explicitly expressed so that students

know what they are expected to do. A performance objective consisﬁs

of four parts: purpose, student behavidi, conditions, and criterion.
Design of the Study

The sample consisted of three classes of Grade 8 students and
three classes of‘Grader-students. Thelﬁretest—posttéétlcontrol
group design (C%ppbell and S£anley, 1973) was.employed. The classes
wéfe selected at réndom.from three Juniof High Schools. After the
pretest, stuéents scoring full or almost full mérks (27 to 30) wefe ‘

eliminatéd. The remaining students were matched on the basis of

. their scores and then assigned at random to either the experimental

or the control group.“_

Hypotheses

!

The statistical analysis of data is directed toward the follow-

ing null hypotheses:

1. There is no significant difference be%ween the experimental and

control groups on the posttest scores controlled for differences on

the pretest scores.

10
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2. There is no significant difference in pPretest/posttest gains among
groups of students dategorized as having high, medium, or low achieve-

ment i.n French, a? measured by term marks.
Delimitations

1. The sample is taken from six classes and from three schools.
2. The sample is taken from two grades.
3. The study is restricted to two forty-minute periods, for each

group, excluding the pre- and posttests.

L. The study is restricted to written production on two grammatical

. units.

Limitations

1. The short time span may constitute one limitation.
2. The size of the sample may also be g limitation. !
3. The results of this study cannot be extended to modules which aim

to increase vocabulary. acquisition or to present culture as it

centers on the acquisition of grammatical elements.

This chapter has introduced the problem and has discussed the
need for the study. The confines of the study have been defined.

In the second chapter the réievant literature will be reviewed.



CHAPTER IT

REVIEW OF THE RELEVANT LITERATURE
Individualization of Instruction in French

Individualization of instruction in French represents an
attempt to make teaching appropriate to the needs, interests and
abilities of each student. Altman (1972, p. 5) points out that
individualization alters the role of the teacher:

The function of teaching is then the facilitation of

the learning process for students, i.e. the effort on

the teacher's part to allow learning to progress as ‘ \
smoothly as possible, minimally encumbered by short- “
comings in the curriculum, in the student's learning
environment, or in his aptitude for learning.

Lorraine Strasheim:(1970) alleges that society is beginning to
demand recogniticn of personal worth and that this demand provides
‘the best rationale for individualizatibn of instruction in French.

. ’ : : e :

Disick (1975) outlines three main reasons for individualizing
instruction in French. Firstly, individualizing instruction promotes
studentlinvolvement, gince each student must be responsible for
organizing his own studies. Secondly, as studenté spend a large
part of their time working alone or in small groups they are more
willing to listen to the teacher when required, and therefore dis-

cipline problems resulting from inattention may be reduced. Thirdly,

oral proficiency may be increased as students are less embarrassed

12



when answering questions in a small group. Oral proficiency nay
also be increased in I.L.P's by the use of language labs and /or tape
recorders to'supplement student/teacher dialogue.

Jakobovits (1970) advooates individualized learning on the
grounds that previously unconﬂrolled learner factors, sncn as
intelligence, aptitude and peraeverance become subject to g Certain
amount of control. Jakobovitsg 1solates learner factors angd divides
these into controlled and uncontnolled groups. In the tradltlonal
. class the teacher controls the lesrnlng task, opportunity and quallty
of instruction. The learnlng task\conslsts of one curriculum for
all. Opportunity is limited to time in class (regular lesson
periods) and quality of instruction is limited by the need to
compromise--to teach to the "middle" of the class.b The student's
intelligence, aptitude and perseverance are largely out of the
teacher's control._g

In the individualized class the teacher galns some degree of

.
control over previously uncontrolled factors, by con51der1ng these
when establlshlng criterion goals and opportunlty The student
gains some degree of control over previously teacher- controlled
- factors: instead of one set curriculum for all, the student is
offered multi-curricula tao suit hl;blnd1v1dual needs, opportunlty
may be varlable, especially if there is flexible schedullng the
quallty of 1nstruct10n improves as the teacher is involved in
continual evaluation of content and methods. In short, instead of
being divided into controlled and uncontrolled groups, as in the

tradltlonal class, learner factors become interreldted and inter-

dependent.

13
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Jakobovits (1970, p. 73) stresses the(need to recognize
variable goals, interests, abilities and aptitudes in second
language learning:
What is needed is the recognition that different
aptitudes permit the attainment of different goals
both in range and degree within the time requirements
and opportunities to learn provided by the forelgn
language program, !
|
Politzer (1971) sees individualization as a reaction against
the audiolingual curriculum, which tended to jgnore individual differ-
ences, Individualization is in line with present trends in tedching
which stress the role of the learner rather than of the teacher.

Politzer further asserts that individualization is favored by

the "new style" of psychological research which studies treatment

. interactiqn rather than the differential results of different treat-

ments. Politzer concludes that individualization of instruction,

made possible by flexible scheduling and increased use of the com-
%

puter, represents thebbest method for second language teaching in the

face of falling enrolment in second language classes.

While accepting the need to accommodate individual differences,
g

Logan (1973, p. 3) feels that individualization is favored largely

because it represents a reaction against the notion of "account-
; ,

ability" in eduéation:

The pressure for individualization is coming now for
humanistic reasons. It is mainly a reaction against an
economlcally based trend of this century, i.e. the

mass teaching technique developed for reasons of
greater efficiency.



Three prerequisites for individualizing inmtructién in French
are suggested by Altman (197.). Re-education of teachers and LJ.
students is required, Secondly, increaned rempongibility is neces-
sary on the part of the teacher and of the student., The teacher
must assume increased responsibility tq facilitate learniﬁg. The
student must bear the primary responsibility for his own studies.
Thirdly, individualization of iﬁstruction requires recognition of
the fact that curriculum must be relevant. Altman (1972, p. 212)
states:

Relevance of curriculum means an awareness and accept-
ance of the impermanence of values in a society.

Y

Problems and Disadvantages

of Individualization of Instruction in Frend\\)

/
L -

.

[
Y
Rebecca Valette (19TL) questions the basic assumptions on

which égdividualization is based. Valette places‘these assumptions
in four main groups: assumptions about the nature of stuéents, the
nature of teachers, the nature of materials and the nature of
facilities. 1I. L.P. "/pie based on the assumptlon that all students
are willing and eagé{\to Péhrn a second languagé and that they are
willing to strive towards a future goal and that they all have the
same learning styles. Valette contends that these assumptioné are -,
not applicable to all stud?pts, that it is also necessary to consider

motivation and some system of reward to promote maximum effort on

the part of the student.



gthey fail to take 1nto account the nature of students. He points out

2

.-

Chastain (1975) also criticizes I.L.P.'s on the grounds that

0

that students vary 1n 1ntelllgence, cognltlve styles, leanning style

,9nd set for learnlng, peYsonality, social development, and values.

He contends that the only var;able which I.L, P 's attempt to accommo-’

date is the amount of time necessary to learn something. It is
unteallstlc to expect- that all students can master any subject
‘content, glven suff1c1ent time. He also alleges that, in. practice,
1nd1V1duallzed learnlng often means 1solated learning and that the
group 1nteract1on which is vital if the stuydent is to be able to
communlcate effectlvely, is neglected.

- Student considerations are also examlned by Grittner (1975),
He states that 1nd1§£juallzed 1nstructlon is not appropriate to all
students and gives five reasons for maklng this clalm not all

/students want to be 1nd1v1duallzed an I.L. P in itself does not
develop self ~discipline or respon51b111ty for organizing one s own
studtes, some students do not like worklng alone; students appear to
need social 1nteract10n as well as 1ndependent study; dividing

currlcula into cognltlve and affective areas. may not be beneficial

to -students.

£l

.

Nichols (1972’.P-v56) aiso expresses concern about the lack of
student 1nteract10n in I.L. P . "He states that not only does this
lack 11m1t the social development of the student, but also the
absence of 1ntellectual stlmulatlon arlslng from classroom discussion
and from the exchange of 1deas and opinions may have a llmltlng

effect op tne student's 1ntellectual growth

16



s lack of such interactioﬁ seriously diminishes
the chances for cognitive growth.' .

The second group of assumptions isolated by Valette concerns

the nature of'teachers.‘ Valette states that individualized instruct-

ion is based on @he{assumptions that teachers can Prepare materialg
and that_they can manage mulfiple activities effidiently. Obviously
not all téacpers are bqth willing and able to do this.
Logan (1976, p. 137) also e#presses concern about the pPrepara-~
tion of materials. He states that {éeiinabiiity Of-teachers to pre-
pare mgterials which accommodate indivi@ua} differences ir learning
styies and/or indiViduai Preferences forocontent severely limits the
scope of individualizatibn: |
A teacher .does not have the time nor usually‘the skili
to produce such materials, Therefore the only degree

of individualization'taking/place~to any great degree
at the beginning levels of &oreign language learning

- involves the rate of learningi;-or self-pacing.

As has aireaay been mentioned, criticism«hds been levelled at
commercially produced courses on the grounds'that they recognize
student differences only in respect of rate of achievement,
Keuscher (1970, p. 15) states:

Little has been done to vary content, sequence, object~
ives or paths to Objectives. Even less consideration
has been given to the self-concept of the learner,
individual Styles of learning, cultural influences on
. learning, or student responses to various styles of
‘ instruction.

Valette states that two main assumptiéns are made about

materials: fin§;ly that all I,L.P.'s are educationally sound and,,

' secondly that they can arouse the interest of students. Valette

alleges that many I.L.P.'s are not edugationally sound %ince they

17
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concentrate on ski114ge£ting rather than on skill-using. Valette
w“ . 1

also insists that it is‘diffic 1t to administer oral work satis—
factqiily when usiné i.L.P.
; . Nichols (1972, p. 57) expresses dissatisfaction with.indiyiduai—
ized courses presently offergd because they prescribe a course of
instruction in advance and 5 net take into account either the

‘ uﬁexpected needl of the inq&vidgal or useful learning situations
which arise directly from éeacher/student interaction:h/ °

(

The master teacher must occupy the central role by
remaining in constant command of the entire operation.
The machine consples, programmed materlals, projector,
teacher aides, etc., must be available to the master
. teacher at the precise moment they are needed--as the
unexpected developments call for them. To ask teachers
to order them t,o weeks in advance will not do. ‘
The fourth set of jassumptions 1solated by Valette concerns the
-
~nature of facilities. ﬁ e main assumptlon is that class space and
-
f )
media’ arrangements are/ideal and that’eve;y one_teacherav1th more
thar ten students willl have an aide. This is the least important
factor as drawbacks can be minimized.

Griffin (197h4) pbjects ;o\individualized instruction in French

on practical grounds ‘Firstly, I.L.P. 's are suited only to schoels;

i which have\supportiv personnel and the phySical plant which makes
them possibie. Val tt@ has argued thaﬂ the effects.of these con-
straints can be mih mized,»but the‘facf remains that I.L.P.'s are
costly. Second¥y, Griffin foresees discipline problems with all
students working o1 differeat things.i‘There would be an inevitable

noise level which many teachers would find intolerable.



19
‘Valette conciudes tbat the real test of success will be if it cénvbe
proved that students perform better than they did in former secondl
lénguaée pfograms. Chastain, on the other hand, concludes that most
individualized learning programs fail to meet their objectives by
.failing to incorporaté’the "entire spectrumﬁfof inaivgdualization.
I.L.P.;s allow students fo progress at their own pace, but do”not
offer choices in content, lea;ning mbde; or goals.
According™to Gionet (197L4) teacher enthusiasm for I.L.P.S, is
a result of disenghanfmenf with current teacﬁing techniques and con-
cern over failing enfdiment in second ianguage classes; Gionet
lists tgree main disadvantéées of T.L.P.'s: 1k-1% year olds are not.
yet fesponsible enough io take‘entire responsibility for managing
;heir own stﬁdies; record-keeping poses a prébleﬁ, partiéularly wheﬁv
“students transfer from one,school to another; finaliy, and most
'importantly there is a loss of vital interaction among students.
. Gionet concludes that a compromiée betvéenv%he traditional
class and indi&idualization of instruction’would retain the best of
individualization Vhile eliminating some of the problems.

o

.The Place of Modules in the Traditionallciass
‘"When I.L.P.'s are rejected, either for‘fhé reasons described
above, or because they are too expensive, the problem of accommodat-
ing individual differences still remains.
. Griffin (1974), having rejected I.L.P.'s on the grounds of

impractiéality, nevertheless feels that teachers. should strive to



prov1de 1nstruct10n»whlch takes into account 1nd1v1dual differences,

He suggests that this can be achieved by the use of modules

Parker (1973) suggests that ch01ces in content can beloffered‘

by offering students & wide variety of interest-centered packages.

' . : . '
The rigidity of I.L.P.'s is examined by Stern (1975). It is

difficult to adapt I.L.f.ﬂs to suit‘sﬁch changes in‘oVerall prdgr&q—
ming as a lowering of the age of beginning French orgchanges in’
period length. Stern suggests that modules, such as those developed
at O.I.S.E.'on cﬁlture,-ate more adaptsble to‘indifidual needs and

o

more flexible than I.L.P.'s. Stern urges teachers to prodpcéjtheir

' own modules to fit their spec1f1c needs.

o T

s

The use of modules rather than I.L.P.'s of?ers'three main

advantages. Russell (1974) points out that the usé of modules,gives

the teacher the chance\io aevelop, evaluate and use a wide variety
. of media to offer each student the means of learningvghich suit him'
best. | |
The qunle offers choiees to the student whicﬁ cannot‘otherwise

be offered, eithet in the traditional class or.in an‘I.L.P.: choices
of centent, choices of leatting mode, choices of goels. Rosenthal
(1973) argues that the frustration presently-occurring in second
_language.classes is less likely to occﬁr when choices are provided
~to cater to. student differences and interests. Rosenthal (1973;
P 195)nadvocates the use of modules as avcoﬁplement to‘traditional
courses:' S
At the:present time there is a need for comprehensive

sets of foreign language L.A.P.'s that allow students
to approach concepts from different levels of ability

20
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and interests as well és self-directing additional
instrudtional materials complementary to the student's
'text book.
The third main advantage of the use of modules is that the
degree of individualization can vary from total, with all students '

using different modules, to partial, with‘seleéted students working

in groups on the same module or with selected individuals working

" on different modules.

There are at least five ways in which modules could be used in

L3

the traditional class.

1. Modules can be used to present the same materia}s in different

" forms and with different levels of required attainment, to accommo-

date the different abilities and terminal goals of students.

Jakobovits (1972, p. 37) points out that it is unrealistic to .
expect all students to reach the same level of achievement. He
suggests replacing the traditional objectives, which are the same for
all students with objectives which differ according to the student's
goals:. L o ‘ ,
. Objectives ought to be stated within three majorl
functional types: (&) ordinary commonplace functional
conversational uses (b) monadic language use and (c)

non-ordinary specialized language use.

2. Modules can also be used to help those who, for one reason or

another, have fallen behind the rest of the class. For example, if

o

a stﬁdent has been away from school for two or three weeks, working .

on modules would permit him to catch up with the rest of the class.

21

Logan (1973) points out that class size and time constraints.in

schools prohibit teachers giving personal attention to such’ students

.



22
and states that the use of "tutorial" modules could profitably
replaée this personal attention. Logan (1970, p. 151) als; stresses
the‘greatér'fiexibilitycofferé& by modﬁles,‘as compéréd'with I.L.P.‘s:
A tgxtéboék caﬁ't be\written for each individﬁal student,
but small packets or modules of materials, arrangeable

.in many ways dependiné on the needs and interests of
individual students, are possible.

3. Modules can also be used as & complement to the rggulgr'¢oursé for
lesé a@vanged students. A module can presen£ = grammatical unit,i o ‘
which has already been presented to the whole class, in a very simplel
form. The student proceedsvin small stepsyand at his own péce; '
eithef during class. time or as homework. Russell (1974) "suggests
thap ;egular modules or those épécifically designed for ;emedial
kwork could be profitably used in such cases. :

L, It is also possible to use‘moduleé as & supplement for .more

advanced stﬁdenﬁs,‘ While the more advanced students work on a

-
A

module, which either bermits in—ﬁépth study of a topic already.
‘covered in class or introduces & newrtopié, the'teacher %an work
with the less édvanced students. Teachers are alregdyvobligedito,i
difide classes fo£ such reasons. If the teacher has & stock of
preéared modu%gs which he cén use,'such éivisions aré made more
easil&}* . ’
5. Fiﬁally, modules can be used for the presentation of»culture;
For the teacher who séys he has iﬁsufficient time in claés to pre-
éent culture the module repfesents a‘means of presentiné qulfure

without losing class time: students can work on the modules at home.

The module also offers a means of covering a larger amount’ of
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ma efial. For example, one requi;ed module could be followed by a
& nymber of optional'mOAules. All students work on the required
dule; then those whé choose an optional module give an oral report
o the rest of. the ciass. |

The use of modules could also provide a means of pro#idi;g
links between different subjects. For example, if students are
studylng”the Eskimos in Soc1al Studles a module contalnlng excerpts
from the novels of Yves Theglault could be used in the French class.

If the students are studying fhdium in Science, s module on the life

of Marie Curie could be used in the French Clsass.
Thé Construction of Modules

Talbert (1968, p. 20) describes the development of the use of
modules as an approach to 1nd1v1duallzatlon at the Nova School in
Fort Lauderdale, Florida. - These modules were intended to be used in
sequence as part of an I.L. P.

The underlying concepts of modules are outlined by Jones (1968)
and Talbert (1968). Talbert states (p. 21) that modules are. based
on the belief that students will learn better if three basic condi-
tions are mét: ' ' : ‘ g
Students will learn better if they are (1) told what
it is they are required to do-as a result of the learn-
ing experience, (2) given a set of learning experience:-
which will help them learn to do that which they are

able -to do and (3) are then asked to demonstrate what
they are able to do. , ~‘\

‘Jones stresses the importance of using the module to bring the

learner toward an”understanding of one major concept.
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The variables which may be accommodated by a module are out--

lined by Mueller (1971) and in the Recommendations of the Committee
for Curricular DeVelopment for Individualizing Foreign Language
Instruction at the Stanford Conference, 1971. These variables are
rate of leafning, modes of learning, and éontent of learning.

Rate of‘iearning caﬁ be varied by step;igcrement and
self—correcingbtest items. {
Modes of learning differ amohg studenfs Qith regard to éuditory

. . 3 / * . 3
" or visual preference, choice of strategies for grammamn acquisition,

habit formation and inference making.

Preferences for auditory or visual learning can be answered by
ﬁsing a combination of tape, text and pictures. Preferences for
method; of grammar acquisition and habit formation cafi be accommo-
dated by using comparisons with English struétures, xercises to
reinforce cognitive'knowledge and comprehension exercises. Pfovision
for iﬁdividual differences in inference making can e offered by
providing listening and readiﬁg exercises, skeleﬁo sentences,
audio-visual support and vocabulary inferencing e erciseé,

In recognition of preferences for content modules may be used
to supplemenf the regular courses. Further chofice in content is
provided by using different iexical conteht‘td teach the same
y“grammgtical conteﬁt.

The format for a module mayivary, bﬁt thére will usually be
six basic gomponénts (Magidson, 1976, Ringis, 1971,‘Hansen and

Hearn, 1971, Cardarelli, 1972), as folloys: pretest, behavioral/learn-

ing objectives, learning activities, s i:gyaluation, posttest and -
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in-depth activities. The in-depth activities are omitted where they
are inappropriate.

. \/ 3
The main purpose of the present study is to use two similar
modules, one for Grade 8 and one for Grade 9, constructed in accord-
ance with the guidelines set out by Magidson et al., in order to
investigate Russell's claim ‘that modules can be profitably used for

!
remedial teaching and learning in French.
[

.

The third chaptef will present a description of the sample,
the experimental treatment, the modules, the tests; and the pilot '

study.



CHAPITER III
s .
DESCRTPTION OF THE SAMPLE, THE EXPERIMENTAL TREATMENT,

THE MODULES, THE TESTS, AND THE PILOT STUDY
The Sample.

Three classes of Grade 8 and three classes Qf Grade 9.students
participated in the study. One Grade 8 class and one Grade é glass
were selected at random frbm three Junior high schools. A total of
115 students participated in the gtudy.

Junior high schools were chosen for the study, in preference to
senior high schools, as although no moduleé have been developed for
use at the senior or juniorjhigh school levels, minicourses are avail-
able at tﬁe senior high school level.

| Eéch student's age, sex, and term mark in French were recorded.
/ The average age of students 1n Grade 8 was 13 years 8 months. The
total numbep of students in Grade 8 was 67;.35 boys and 32 girls.
The term marks ranged from 15% to 85%.

The average age of students in Grade 9 was 14 years.8 m@nths.

The total Eumber of students in Grade 9 was h8 19 boys and é9 girls.
' The term Aarks ranged from 30% to 90%.

No attempt was made to assess fhersocio—economic backgroﬁnd of
the s£udents ‘Since the three junlor high schools were chosen at
random they may be presumed to be a representatlve sample of junior

highﬂschools in Edmoénton.
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The Experimental Treatment

Permission for the study to be carried out waS'g;anted by the
Edmonton Public School \Board. A Frenth teacher in each of three
Junior high s;hools agreed to participate in the study. A Grade 8
class and a Grade 9 class were selectéd at random from each sdhbol.
Students ‘were given no special-ipstructions, either about the experi-
mental treatment, or about the ;Ljecyives,liﬁborder to minimize the
Hawthorne effect.’

Each of the treatment groups worked on E‘quule for two
fdrty-minute periods. Students were instructed to work individﬁally
and at fﬁeir own pace. Aff%f working on‘the module and ﬁefore the
posttest students were asked to answer invwriting the following“qggs_
tion: "Do you think you have learned anything from wérking’on the

‘module?," to enable the investigator to find out if they felt they had
_learnedAthe concepts as a result of'working on fhe module. They were- -
also asked to add any»othef comments which they wished‘to make. To
ensure ¥hat students would feel free to write Vhate er commehts they
wished, they were not required to write their namesion the answer
sheets. |

The experiment was garried out during a three-week periodvfrom
February 27th to March 17£-h, 1978, not including the pretests and
posttests. The regular classroom teacher supervised the adminigtra—

tion of the pre- and posttests. ‘The students in the treatment groups ',



were supervised by thé‘investigator. The classroom teacher informed
the students that the investigator was present in a supervisory-

capacity and would not teach, or answer questions.
The Modules

The objectives for the Qprade 8 module are these: (1) for
" students to ﬁe able to recognize the possesgive adjectives son, sa,
ses, leur, and leurs; (2) for students to be able to use these
possessive adjectives corfectly when writing answers‘:o questions in

“French; (3) for students to be able to recognize the possessive

adjectives mon, ma, mes; ton, ta, tes; notre, nos; votre, vos.

——— e Y 23 700y X

The objectifes for the Gradé 9 module are tpese: (1) for stu-
dents to be able to recognize the direct object pronouns le, la, 1',
and les; (2) for stuaents'to be able to use these pronouns correctly
when writing answers to questions in Frefich. ‘ . l |

The basic format for the modules folléws the pattefn suggested
by Valetté and Disick (1972), Magidson (1976), Ringis (1971), Hansen

‘ ¢
and Hearn (1971), and Carderelli (1972): (pretest), behavioral
. . v

al

v ‘
objectives,’ learning activities, self—corregting exercises, (posttest).

The first page of the student's book states the objectives of

the module in behavioral terms. Hansen and Hearn (1971, pp. 112-3)

Y .

stress the importance of statiﬁé obJectives in behavioral terms:

Behavioral objectives let the student know what is

expected of him when he has successfully completed

-the learning experience. They also serve as guide-
lines for the L.A.P. writer.
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Valette and Disick (1973, p. 1) state that studentn learn better
when they know exactly what is expected of them,

Also included on the first page of the student's book is a
description of the learning activities, and imdgtructions detailing
how they should be carried out,

In addition to the student's book the moaule also comprises

s o
a tape and a picture sheet. The tape contains a text, which includes

examples of the grammatical constructions, and model questions and
answers. Each section of the tape 1s illustrated on the accompanying
plcture sheet. The written text of the tape is on page 2 of the
student's book. Students are free to chqose'to use the tape alone,
tape and pictlres, text and pictures, or tape and text and pictures
for the first section.

The model questions and answers on the tape are iqcluded to
accommodate those students who prefer to learn grammatical construc-
tions inductively.

k4

The remainder of the studenfis book presents the grammar in
single-step units, each followed by self-correcting exercises.c The
gr;mmarcsections are inclﬁded to accommodate those students who pre-
fer to learn grammar deductively. Eaéh grammar section"contains five
main types of preséntatiOn and/or explanation: pictures with.captions"
in FrencL; diagrammatic presentation in Frencb; explanation in
French; explanation in English; comparison between French and English
cgnstructions.

The wide variety of grammatical presentation and explanation

is included to accommodate individual differences'in learning style



among students. The importance of thls variety of grammatlcal
explanatlon is stressed by many writers. Hansen and Hearn (1971,

p. 115), Logan (1970, p. 137), Mueller (1971, p. 1k9), Rosenthal
(1973,.p.”l97) the Committee on Currlcular Development in Forelgn
_lhanguage Instruetlon at the StanfordAConference (1971, pp. 151-61)
all stress the 1mportance of a variety of grammatlcal explanatlons
and s mult1~model approach. Jakobov1ts (1970, D. lOO) points out the
need to adJust 1nstruct10nal activities to the student' s-aptitude. -

~

‘There are three main reasons ‘for 1nclud1ng self—correctlng
exgrc1ses after each un1t of grammar. Firstly, the,exercises pro->
vide the opportunlty“for the student to test out his inferences.
‘Secondly, if the student makes mlstakes in the first exer01se, he
»can study the grammar section again and then repeat the exerc1se_
before mov1ng on to the next exerelse Thus he does net contlnue to
repeat mlstakes until they become ”learned " Nelther does he\bulld

on .a shaky foundation. Thlrdly, completlng an exerc1se correctly\

1ncreases the student's seif—confldence

K &

N ‘A_comblnatlon of tape, student's book and picture'sheet fs
used 1n the ‘modules. to accommodate 1nd1v1dual aud1tory/v1sual
learnlng preferences. Logan (1973, p. MB) points out that some-
students learn better aurally and some learn hetter visually
Mueller (1971, p. 1k9) states that while ‘some students learn best
.by Ilstenlng, others prefer to learn by readlng, and others need to
wrlte 1n order to process 1nformatlon and adds that provision must

be made for each approach. The Committe®: on Currlcular Development

for Instructlon in Foreign Language Learning - at ‘the Stanford

30
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Conference (1971, pp. 151-61) alsp stress the need to present

p materlals 1n both auditory and graphlc forms.

Pictures were chosen, in preference to slides or a film strip,
and a cassette tape was used in preference to a large tape, for two
reasons. Firstly, so that students would be able to use the module
themselves, without help from & teacher. Secondly, cs1ng a picture
sheet and a cassette tape makes the module readlly portable, so that
 lt would be p0551ble for students to work on the module at home.
| Grammatical content for the modules was chosen ‘in consultation

. Rt ' , e
with a teacher in the Edmonton School System. Two units of grammar

were selected which commonly cause problems for students: pessessive
adjectives for the Grade 8 module and direct object pronouns for the
Grade 9 module.

Several new words were included in each module. The inclusion
of new words is consistent with recent theories of second language
~acquisition. Jakobovits (1970; p. 25) states:

The new psycholinguistic theory of language acqulsltlon
emph351ses the developmental aspect of language acqui-
sition and attributes to the child specific innate compe-.
tencies which guide his dlscovery of the language to which
_he is exposed.

The implication for te&chers of second languages is that the
learner should be exposed to the full range of linguistic data, in
.order to allow him te tegst out his inferences.

A second reason for the inclusion of new words was that this
allowed the module to accommodate variety of content, by using situ-

atiens not covered in the studen}'s text book.

No new words were used in the pre- and posttests.~
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The topic phosen for the text was "Les Vacances." The- story

concerns a family,.on a camping trip. It was hoped that students

n

would find this fopic interesting, and that this would increase

13

their motivation,. - .

A checklist was used in the construction of the modules:

J.W. Keefe, "Learning packages: an evaluative checklist for learning

prescription,"” Monograph No. 16, University of|Calgary, Division of

.

Continuing Education, 1967.
The modules and tests were also evaluated by a professor in

the Department éq Secondary Education at the University'of Alberta,

. ” ) :

and by a teacher lin the Public School System.

The Tests

The pre- and posttests were designed to Heasufe:sfudent
acquisition‘of thé grammatical concepts in written prpduction'in
'Ffénch. As the ihvestigator wanted to find out whether modules
could be used to elﬁ'students reach the rcquiEed standard it was

d the means used by

necessary to ascertain the required standard a

|
. o R
the classroom teaLher to measure student attulpment of that standard.

k- |

. ‘ | - .
The investigator therefore consulted with a teacher in the Edmonton

‘ .
Public School System, to ensure that the tests would be of a

similar design to those used in class.

s%would not be hampered by unknown

’”

To ensure that student

words, no new words were used in the pre- and posttests.
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The investigator also consulted "Modern language testing: A
handbook by Rebecca Valette (1967)
| he same format was used for the pre~-and posttests. Different
qpestlons were used in each teet It waé decided not to use the same
test for pre- and posttests for three reasons. Firstly, students are
not usually asked to repeat the same test in class, and the inveati—
- gator wanted tp-avoid creating a situation which differed from usual
classroom practice. Sébondly, repeating the eame test would not
allow students to demonetrate the ability to transfer, by using an
acqulred concept in a different situation. Thirdly, students might .
pe expected to score higher on the second test 51mply because the ~
first had acted as a learning’experlence, Alternatlvely students .
mlght repeat mistakes from the first test, simply because they
remembered thelr previous ;nswers. 1t is also possible that students
might resent being asked to repeat a test, and hence ‘might not work
" to the best of thelr ablllty , ) . | e

After the study had been completed ‘the res b the pre—ﬂand
posttests of the control group students‘ln Grades 8 and 9 were

o

analyzed in order to f1nd a reliability coefflcient for ‘the tests.

The 1tem palrs for the pre- and posttests were compared so &8
to verify the parallelism between the questions on the two dlfferent'
-tests. .(See tables 1 and 2.) Chi square tests were significant for
20 out of 30aitem pairs on the Grade_8 pre- and posttests and for 10
out of.l5 item pairs on. the’ Grade 9 pre— and posttests,'which o
/xepresents a rellablllty coeff1c1ent of 0.67. This nasrconfirmed by

the correlatlon of scores on 1tems In Grade 8, 18 out of 30 are

significant, and in Grade 9 1L out of 15 are significant.




S
el

Table 1

Summary of th‘e'X2 Tests of Item Pairs on the Pre- and

Posttests for the Grade 8 Control Group

34

Correl-

Item % passing % passing signif- ' ation signif-
Pairs 1st item 2nd item X icance of scores icance
on items '
1,31 66 12 0.58 0.hk 0.56 0.001
2,32 63 72 0.27 0.60 10.16 0.38
3,33 75 81 2,31 0.11 0.05 0.77
4,35 L8 69 . 3,86 0.05. 0.19 0.29
5,35 90 99 1.L5 0.22 0.13 0.4k
6,36 8L 96 | L.81 0.03 0.38 0.03
7,37 57 51 T.6k4 0.01 0.21 . 0.11
8,38 63 51 448 0.03 0.k2 0.02 P
9,39 b5 L2 2,66 0.10 0.30 0.09
10,40~ k5 39 0.03 0.87 0.02 0.91
11,b1 60 57 9.21 < 0.001 0.17 0,35
T12,k2 39 5 10.66 0,001 0.58 < 0.601
13,43 63 72 4.30 7 0.05 0.47 < 0.001
1,44 ¢ 60 72 3.3 0.07 0.37 0.03
15,45 75 78 1.60 0.21 - 0.20 0.26
116,46 69 78 0.01 = 0.94 0.21 0.23
17,7 90 81 8.26  0.01 0.20 0.25
18,48 8l 81 L.22 0.0k 0.46 <0.001
19,49 L8 60 2.13 0.1k 0 6% 0.7k
20,50 o7 45 3.92 - 0.05 0.50 0.001
21,51 2k 45 ~0.00 .98 0.35 0.05
22,52 27 L5 1.43 0.23 0.27. 0.12
23,53 - 27 91 0.60  0.43 0.1k 0.43
2L, 54 18 L8 3.51 0.06 0.36 0.03
25,55 2l 39 . 0.13 0.71 . 0.03 0.85
26,56 24 39 0.13 0.71 0.13 0.45
27,51 5T 51 9.83 «0.001  0.17 0.35
28,58 45 42 5.44  0.02 0.53 0.001 -
29,59 5T T2, 5.LkL 0.02 0.38 0.03
30,60 48 63 6.5L 0.01 L8 0.01

S AR NN AL o b B
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Table 2

Summery of the X2 Tests of Item Paifs on the Pre-

for the Grade 9 Control Group’

T

e

aﬂd Posttests

15,30

.

Item passing passing sigﬁif— Correl- éignif-
Pairs 1st 2nd X icance ation of icance
item item scores on

items
1,16 88 72 0.0 1.00 0.15 0.48
2,17 92 60 0.07 0.79 0.36 0.08
3,18 68 76 - 5.10  0.02 0.50 0.01
4,19 68 60 7.11 0.0l 0.12 0.5T
5,20 68 76 1.33 0.25 0.26 0.22
6,21 T2 T2 L.7h 0.03 0.18 0.41
7,22 52 36 9.k1  0.001 0.2k 0.26 -
8,23 56 56 3.8 0.05 0.31 0.15
9,2k 6L 32 1.15 0.28 0.30 0.15
10,25 8k 80 0.0 1.0 0.27 0.21
11,26 8L T2 0.13 0.72 0.17 0.43
12,27 6k 68 1.2k 0.27 50.20" 0.3k
13,28 56 60 0.k1 0.52 0.20 0.35
14,29 20 56. 0.35 0.55 0.18 - 0.39
2l 20 0.08 0.77 0.10 0.65
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fact that this was probably the most difficult concept the students
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The reliability coefficient of 0.67 may be considered accept-
able since the tests are measﬁring mastery levels. Popham and Husek
(1969) point out that low ¥e1iabiliﬁy_estimates are to be expected
in'criterion-feferenced tests~and that therefore test develoﬁers
should not be over-concerned by low classieal reliability estimates.
Hambleto; et al. (1978) 4upport this conclusion and suggest that

content valiaity should be estimated by content specialists.

Eliminating iteﬁs on the basis of low reliability could, in a mastery

situation, introduce & bias into the test. “This is confirﬁed for the

>

present study by éxaminatibn of the X2 tests. For example paired
items 3 and 18, and 7 and 22, on the Grade 9 pre- and posttests could

have been rejected'on the basis of low classical reliability. How-

. ever elimination of these items would have introduced a bias into the

’ teét. These two items were included to test the student's ability to

replace le or la by 1' before a verdb beginning with a vowel. The

were required to master may explain;why low reliabilities were
obtained for these items. If these itéms ﬁéd béen/élimiﬁated'anv
important’concept would ﬁot have been tested.

In view of the fact that low classical reliability estimates

may be expected in criterion-referenced tests, which measure students'

knowledge against the task not against a norm,'the reliability

doefficient of 0.67 is considered acceptable for the present study.
Furthermore, the validity of the test items was judged satisfactory

by content specialists, which should validate the task.

o
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- The pre- and posttest scores of the {Grade 8 and Gradé 9 control
groups were analyzed using one-way repeated measures design. (see

Y

'~ tables 3 and 4.) The difference between the pre- and posttest mean
sqorés for the Grade 8 control?group ﬁas.found to be significant.
Since the méan gain was numericall& smali it can prébably be attri—
buted to a learning effect from the pretesf, and probably serves to
fnc;emént thé experimental‘learning effects due to the treatment.
As ié shoyn below, however, whére contfol and experimental séqres are
compared, eightﬁ;grade gains for the experimentals were numerically
much-lafger, despite the significant pre-post geins by the eighth—grade
controls. QAé-is evident from table 4, the same‘pfoblem Hidlnot arise |

at ninth-grade level, where, as expected, there was no significant

difference between pretest‘and posttest scores for the control group.:
Table 3
Sﬁmmary of Analysis of Variance of the Pre- and Posttest Scores

for the Grade 8 Control Group

" Source of variation ‘/ SS | : DF . MS F

_ Between people 2419.13 33 - 73330
Within people ' k15.50 3l 12.20
Tests (pre-post) 101.30 1 101.30 10.64%*
Residual : 31k4.19 35 9.52 ‘
Total 2834 .63 67

Y

*% 5 < 0,001



/ Table 4

Summary of AnalysisVEf'Variance of the Pre- and Postteét Scores
—~for the Grade 9 Control Group

-

Sdurce of variation | SS DF . < MS F

Between people ;‘ L69. 67 23 20;&2 )
Within people | 137.00 2k 5.71
Tests (pre-post)  5.33 1 5.33 0.93%
Residual ; . 131.67 23 5.72

'~ Total //// 606.67 b7
*n.s;

The Pilot Study

A pilot study was conducted at an Edmonton Junior hlgh school
in December 1977.

The major objectives of th1§ pilot study were flrstly to.
ascertain whether a module whlch/caters to individual learnlng styles,
by ‘using a tape, text, pictures,, variety of grammatlcal explanations
and practice exerc1ses, could be effectively used to help students
who have failed to reach the required level of competence in written
production after the regular class presentatlon of a unit of grammar;
secondly to obtain students' reactions to the modnle and to the use

of the module; thirdly to évaluate the pre- and Posttests; fourthly

to ascertaln the feas1b111ty of an extended study



| at their own pace.

| obtain a

s
L
1
1

_out of 15.

Description of the Sample

[

A Grade 9 class was chosen at random from the junior high

- school. There were 25 students in the class. Ten stpdents, who

7
achieved high scores on the pretest, were eliminated from the study

The remaining students were divided at random into two groups,
matched on the basis of their. scores on the pretest. There were 8

students in the experimental group and T students in the control
. |

group.

Summary of Research Procedure

A pretest was given to the wholle class. ‘The test was scored

All students scoring 14 or 15 were eliminated from the

study, as they had obviously already mastered the content presented

in the module. The scores of the rem ining students were compared
to obtain two matched groups, an expe imental and a control group.

Assignment to the experimental or con rol group was random. The

. experimental group spent two forty-minute periods working on the

: module. They were instructed to work individually and to proceed

Before the posttest, the experimental group Was

: Rgsked to complete a short questionnaire to enable the researcher to

criticel appraisal of the module and students' reactions to

;derking on the module. A1l the students were given a posttest.

Students were not told their marks on the pretest or the posttest

i%until after the conclusion of the study.

39
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Results of the Pilot Study

1. A1l the students in the experimental group'scoredvhigher on the
posttest than their counterparts in‘the control group. (See table 5,)
dains in the experimental group ranged from 1 to 10, In the control
roup only two students scored higher on the posttest than on the
bpretest (by 1 point). Four had the same score and one student had

& lower .score.

2. Students' reactions to the questionnaire were favorable. A1l

Lo

students found the instructions, content and exercises clear and easy

to understand. They all stated that they found worklng on the module
more interesting than thelr regular class. » Several students added
additional comments. Two of them suggested that similar modules
would be useful for students who "had difficulties with Frenchr" The
only criticism of the module, made by three students, was the use of
the beli on the tape. Accordingly the bell was replaced by a less
strident one ;or the proper study. ]

Students were also asked to list new words in the module and
to give their equivalent in English, All students d1d this correctly
They were also asked if the new words constltuted a problem. Seven

students stated that the new words were not a problem,. and one student

said "a slight problem."

“ tape and text and pictures. A1l elght students expressed a prefer-

ence for tape and text and Pictures.
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Table 5
Comparisor of the Scores Obtained on the Pretest and Posttest

by the Experimental and Control Groups

~ Prétest Posttest’ Gain/Loss

E@eﬁmaﬁ@.&omp‘ \_ ) ' ' !

X.1 13 15 + 2

X.2 13 T ' +1

X.3 - Y w + 2

Xk ‘ 11 12 +1 g

X.5 ¢ o1 .1k 3

X.6 - 9 12 + 3

X.7T g 12 - +5

X.8 1 11 +10 o

Control Group 3
c.1 - 13 - 13 = .
c.2 : 13 13 = o é
.3 I T 11 -
ch 0 1 41
C.5 | o | 10 o+
c.6 e 8 -

C.7 ‘ - | 5 : 4 !




the bell op the tape,

The pfe— and posttests were reviéed. Oﬁe Question whicp most
students answered incorfectly was replaced, In the maip study it
was dééided to mark the tests out of thirt&;ﬂ§nstead of out of the
original fifteen, in'order to obtain g wider distribution of marks.

The quéstioﬁnaire was notvinéluded in the maip study, as it
was designed mainiy to gain students’ reactions to thé module, in |

order to make any nNecessary modifications. Also, it would have

Lo
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CHAPTER 1V

RESULTS - AND DISCUSSION

Statistical Results

! /’

3
The computations involved in the analysis of data were peé%ormed

o

‘ y ¥
on the University of Alberta computer, using computer programs from .

the Division o Educational"ﬂ Ecarch Services. A probability value

of 0.05 was used to deteryg
hypotheses presented earliew o his study.

In this chapter the analysis of variance of the scores of the

A
1

‘éiperimental and control groups on the pre- and posttests‘:ill be
presented first. This will be followed by the analysis of variance

) 14
of the scores of the high, medifim, and low achievement experimental

groups on the pre- and posttests. Finally, students' responses tov
the questiop and their comments will be presented. In each sgction‘
fhe results for Grade 8 are presented fifst, followed by the results
for Grade 9.
The fifst analysis of variance was addressed to the null hypo-
thesis: “ ) »
There is no significant difference between the experimental =

and control groups on the posttest scores controlled for
differences in the pretest scores.

The Grade 8 experimental group comprised 33 studénts and the
control group 3k students.'?(Seg table 6.)
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Table 6

Composition of Grade 8 Groups

Pretest 'Posttest

 Experimental = . o 33 ’ 33 ‘
Control e 3 3y o

The analysis of variance for the Grade 8 experimental and

control groups ‘on the pre- and'posttestris summarised"ix table 7. No

-

significant difference was found Between the experimenzal and control

groups Es measured by scores on the gretest. This was expected,
) S o ) - ©

since students were matched on the basis of pretest score: and then
‘ £ 3 . .
-assigped‘at random to either the experimental or control group.

The experlmental treatment as’ measured by the pre- and post-
‘\

tests, was found to bhe 51gn1flcant The F-valuewwas 74.58 which has

' : e
a'probablllty of <: 0.001; Examination of thé mean scores on the

‘ . o = \ oo -, :
pre- and posttests for the experimedtal and control. groups shows that

the mean gain for the erperimentel group was higher than ‘the mean
gain for the control group. (See table 8.) ~The mean scores For the
experimeutei“group on the pre;rano éosttests are lh.Oé.aud 23;36,M
- respectively. This represents a mean gain of S. 83 The meen scores
N A

of the control group on the pre— and posttests are 15 T6 and 18 .15.

This represents a mean gain of 2. 39. The mean gain of the control

group probably results from a learn1ng effect from the pretest. The

4y

mean gain for the‘experlmental ‘group represents a geln\§§ approximately
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Table T

Summary of Analysis of Varisnce for the Grade 8 Experimental

and Cdnfrgl Groups on the Pre- and Posttest .

Source of variation S8 . DF ~ MS - F
Between groups l‘h588.8h 66

'A' main effects
(experimental vs. con-

trol on the pretest) 101.53 1 1101.53 1.47
Subjects within groups LL487.13 65 69.0h
Within groups © 2535.50 67 o

'B' main effects k
(experimental vs. con=- - |

1149.29 7h;58**

trol on the posttest) - 1l1kg.29 1

'A' and 'B' interaction Lol.s6 1 Lok.56 26,05%#
'B! x subjects within .

groups 11001.68 65 15.41

*¥*¥ p < 0.001

Table 8 -
IMean Scores of the Grade 8 Experimental and Control Groups

on the Pre- and Posttests

» . Pretest ' Posttest
ﬁ%{ffExperimental group : 14,03 23.36 ‘ ’
' Control group ) 15.76 . 18.15
* . b




0

32%, since the tests were marked out cf 30. The,poesible mean gain
for the experimental group was 15.97,‘or Just over 50% Tﬁe mean
gain for the control group was 2.39, or approx1mately 10% and the
possible mean gain was 1k. 2&, or just under 50%.

The interaction between experimental vereUs control condition
and—testing ccndition was also Significant. The F value was_26.25,

which has a probability:cf < 0-.00l. The nature of this interaction

46

has already been illustrated by .examination of the meah scores on the

pre- and posttests. The mean scores for the experimental group are

hlgher than the mean scores for the control group on both the. pre—

and posttests. However the gain from pre- to posttest is much greater

for the experimental group. Since the control group recelved no

treatment it is pos51ble to conclude that the hlgher posttest scores

for the experlmental group resulted from the treatment. \
The results for the .Grade 9 students are comparable with Ehe

results for the Grade 8 students. |

ups each comprised 2L

The Grade 9 experlmental and control

students. (See table 9.) %

r
¢+ Table 9
Combcsition of 'Grade -9 Groups

-

) ')f"‘} Y . S -
) e '
g ég%‘ . Pretest Posttest
' . ); ‘gg,:‘;d{“ - | | .
¢ Experimental group - . oL 24
B . _ _ :
Control group ' 2L 2L .

@,



No significant difference was foupd between the experimental
and control groups. As in Grade 8, this was, expected gince subjects

were matched on the basis of pretest scores and then assigned at
. L g

random to either the experimental or control group. i

[

The expefimental tfeafment, as measured by the pre- and post-

tests, was found to be significant. The F value was 7#24, which has

'

a probability of < 0.001. (See table 10.)

&

‘Table 10 . .
Summary of Analysis of Variance for the Grade 9 Experimental

and Control groups on the Pre- and Posttests

Source of variation " ss . DF MS ) F
Between groups : 3362.50 L7

'A' main effects
(experimental vs. con-

trol on the pretest) 170.62 1 .D',17o.62 - 2.k6
Subjects within groups 3191 .84 LT 69,38
Within groups : l%Bh.OO 48

'B'-main effects
(experimental vs. con-

trol on the posttest) 140.17 1 140.17 T 0L %%
'A' and 'B' interaction 352,66 1 352,66 18,20%%
'B' x subjects within 891.17. L6 19.37 ‘
groups '

*% p < 0,001
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Examination of the mé@n scores on the pre~ and posttests.of the
; . :
experimental and control grohps shows that there»was a mean éain for
.the experimental group and a!mean loss for the control group. (See
table‘ll.) ‘Thevmean scores of the experimental group on the pre-
and posttests are 18u83‘and 25.08 feébectively; This represents a
«’fean ‘gain of‘6.25. The mean scores of the control group on ﬁhe pre-
and posttests‘are 26,00vand 18.58. This gﬁﬁﬁﬁfents a mean lossAof/
1.42. For Grade 9 there ﬁas fherefore no gpparent learning effect
from the p;etest. A loss of 1.24 out of a pdssible score of 30 may
be explained by the fact that.s£pdentsvhad not t?tally mastered the
‘grammatical conceéts énd thus might be expected to apply faulty ‘
reasoning or to guess the anéwars.‘ It is pgﬁsible that guessing;'by
chance, produced slightly m@re_correct.ansﬁers on the pretest than
on fhe posttest. ;“ : ’
: Br .
The mean gain forWthe experlmental group in Grade 9 (6.25) 1A
lower than the mean gayn for the e;perlmental group in Grade 8 (9.83).
This is attributable in part to the fact tﬁ%% mean scores invGrgde

kY

-

Table 11

[y

Mean Scores of the Gradev9 Experimental and Control Groﬁps

»

on the Pre—'and Poéttests

Pretest o Posttest
Experimental group 18.83 25.08 o —~
Control group : 20.00 - 19.58
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9 on the pretest were.higheﬁ?than mean scores on Grade 8 on the pre- |
test. Therefore the p0551ble mean galn for Grade was lower than the
possible mean gain for Grade 8. In fact the mean sc e for the érade‘
9 experlmental group' on the posttest (25, 08) is higher than the mean °
score for the Grade 8 experlmental group on the Posttest (23, 36),
1ndlcat1ng a slightly hlgher level of mastery by the Grade 9 experi-
mental group.

The initlal difference in pre—te;t scores between" the two grades
can be explained by the dlfferent levels of mastery of the grammatical-
content prior to the pretest. In other words the Grade 9 students had
& higher level of mastery of Preceding dlrect object bronouns than the
Grade 8 students had of Possessivye adjectives, prior to the Pretest.
This conclusion is confirmed by the fact that g higher number of
students in érade 9 than in Grade 8 were eliminated from the study
after the pretest, as they scored 27/30 or above, 1nd1cat1ng that they
had already reached mastery level.
| The 1nteract10n between experlmental condltlon and testlng
condition was also significant at the Grade 9 level. The F value was
18.20 which has & probability of « 0.001. ‘The nature of this inter-
action has already been illustrated by examlnatlon of ‘the mean scores
on the pre- and Posttests. The mean score of the experlmental .group
on the pretest is lower than the mean score of the control group, but
on the posttest the mean score of the experimental &roup is much
higher than the mean score of the control group. The control group
in fact had a mean loss from pre- to posttest Since the control

group recelved no treatment it is possible to conclude that the higher

scores of the experlmental group resulted from the treatment.



In view of the results obtained it is possible to reject the
null hypothesis:
.There is no significant difference between the experimental
and control group on the posttest scores c0ntrolled for
dlfferences on thg pretest scores.
The second analy51s of variance was addressed to the null hypo-
,thésis:
There is no significant difference in pretest/posttest
gains among groups of students categorized as having

high, medlum, or ‘low achievement in French, as measured
by term marks.

- Term_marks’for all students involved in the study were obtained
from the class teachers. On thé ﬁasis of‘thesebmarks the studénts in
each class were divided intd three équal grOuﬁs,_categorized as high,
medium, and low, to indica}e in'broaduterms each studentfs achieve-

" ment in French, compared with’the rest of hisqclass. The data thus
obtained for tﬁé experimental group in each grade were analyzed with
the pretest/posttest ggin as covariate, in order fo.findiout if each
group benefited equally frém the treatmenﬁ, or whether the treatment
was more appropriéte for one pérticulér group.

* The Grade 8 experimental group contained’l2 studentg in the-
high achievement category, 9 students in the meaium achievement cate-
gory, and 12 students in the low achiévement category. (See tab1e 
12.) | |

D .
The qnalysis of variance is summarised in table 13. The differ-
ence between fhe-higﬁ, medium, and low gfbups, as measured by the

pretest was found to be significant. The F value vas ll.OhS which

has a probability of &£ 0.001. ‘This indicates that the difference

50
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Table 12
G;ade 8 Experimental Groﬁb: Composition of

A

High, Medium, and Low Achievement Groups

' Pretest Posttest

High . 12 12
. L B
Medium ' 9 9
Low - 12 ' 12
. .
Table 13

Summary of Analysis of Variance for the Grade 8 Experimental
o :

High, Medium, and Low Groups on the Pre- and Posttests

© Source of variation Ss

4 . DF MS F

Between groups _ mfﬁ 2669.9h 32

'A'" main effects - '

(high/medium/low) . 8k2.79 2 421,40 T 11.05%*
‘Subjects within groups 11Lk .57 30 * 38.15

Within groups 2126.00 33 ,
 'B' main effects , : ¢

(treatment) . IhL7.81 1 1L47.81 L. 30%*

'A' and 'B' interaction 1k.70 2 T7.35 0.33

'B' x subjects within '

groups 675.28 30 22,51

. v
¥* p <£0.001

-'égl’g
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among students, as measured by term marks, was reflected in the pre-

test scores. This conclusion is confirmed by the pretest mean scores.

The mean score for the high group was 15.00, for the medium group

11.89, and for the low group 10.67. (See table 1k.)

Table 1k
Mean Scores of Grade 8 High, Medium, and

Low Groups on the Pre- and Posttests

Pretest Posttest
_High _ 19.00 - 28.00
Medium ¢ ,»“1;.89 ‘ 22.67
Low | | 10.67 . 1925

v

. The effect of the treatment within groups as measured by the
pre- and bosttests was alsovfouhd to be significant. The F valuye
was 64.32, which has/a probablllty of < 0.001. Students in each
‘group made s1gn1f1cant gains on the- posttest. For the high group
the mean gain was 9, for the medlhm group 10. 78, and for the low
group 8.58.

No significant difference in gains was found belween groups.
The extent of the posttest gain was not correlated w1th group member-
ship. Although statlstlcally these gains are not 51gn1f1cantly
different, it is interesting to notenthat the greatestvmean gain was

made by the medium group (10.78) whereas the low group, which had the



" med

lovyest pretest mean score and therefore the greatest p
2) had the smallest mean gain (8.58). (See figur
Comparison of the mean pre- and posttest scores
and low greups reveals that in Schooljl the hig
vas mide by the medium group (see figure 2); in School
mean gain wes made by the low group (see figure 3) and

ium and low groups each had a mean éaln of 10
 ad a mean gain of 7. (See figure 4.)
e variation in gaiﬁs is wider when schoais are

sep&r ﬁely as the number of subjects in each group dec

.kh or one very low gain considerably influences

o‘e of the pretest and posttest scores of indiv
ow and medium achlevement groups revealed exte

ile in School l, one student in the low group

22;'in S¢h oi 3 one student in‘the‘medium group had pr
10 and 2k, a.gain of 1Lk, d&nd another studeht
group had|pre- and posttest scores of 3 and‘BO, a gain

These}inﬁividual‘scores suggest that while no co
‘en high, medlum, and low groups and pretes
gainé, som ind1v1dua1 students scored cons1derably{h1
might have
in French. I

[

‘cores of 2 and 27, & gain of 25; in School 2,

otential gain
el.)

of the high,

hest mean gain
2 the highest
in School 3

and the high

considered
reases and one

the group

idual students
nsive gains.
had pre-vand

one student

group had pre- and posttest scores of 4 and 26, a gain of

e- and. posttest
in'the low
of 27.

rrelaﬁidn

t/posttest

gher than

een expected from an assessment of the1r<ach1evement

is possible that examination of the preferred learning

styles and © her charscteristics of such students might lead to the

53.
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Grade 8 School 1: Mean Pretest/Posttest Gains

of Experimental High, Medium, and Low Groups
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1dent1f1cat10n of common characteristics whlch could be used to
predlct whlch students might be expected toiteneflt 51gn1f1cantly
from the use of modules. -
.The Grade 9 results are comparable with the results for Grade 8.
The Grade 9 experlmental group comprised 6 students in the

h%gh achievement category, 11 students in the medium achievement cate~

gory, -and T students in the low. achievement category. (See table 15.)

Table 15
‘Grade 9'ﬁxperimental Group: Composition of w«

the High, Medium, and'Low Achievement Groups

Pretest Posttest ,
High - 6 L6
. ‘ ' o N
Medium- o - 1 S ¢ 11
Low . E 7 7 S

The diffefence between the high, medium, and Aow groups, as

: measﬁred by the pretest was found to be 51gn1f1 ant, The F value

was 9. 38h whlch has & probability of 0.001. (See table 16.) As in ;
Grade 8 the dlfference among ‘students, aS’measured by term marks, | . ¢ E
__was reflected ;n the pretest scores. . This conclusion is supported , %
by the pretest mean scores. The mean score for the low group ,was 4%
13,1k, for the medlum group 20.00, and for the hlgh group 23.33. %

See table 17.)

i
#
3
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" Table 16

Summary of Analysis ofVVériance for the Grade 9

Experimental High, Medium, and Low Groups

L

Source of variation
Between groups

*A' main effects
. (high/medium/low)

Subjectsiwithin_grbups
YWithin groups

'B' main effects
(treatment)

'A' and 'B' interaction

'B' x subjecté within
groups

*¥ p=0.001
*% p & 0.001

¥

88
-1309.92

627.49°
702.10
822.00

371.03
. 57,13

'293.53

/

/

i

'f Table 17 -

2L

1

21

313.75
33.43

371.03
28.56 )

k.37

"Mean Score of Gra%é 9 High, Medium and Low Groups

/
on the Pre- and Posttests

High

‘Medium

Pretest
- 23.33
20.00

13.1h

Posttest
26.00
28.00

19.71

59

26.19%*
2.02

N
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The effect of the,treatment within groups,

CLeaN

as measured by the

pre- anﬂ posttests, was'also found”ﬁo be si nificant, The F value’

was 26 19, which has a probablllty of 42 0.001.

it W

‘No~ significant difference in.gains wag found between groups.

The extent of the posttest gain was not oorrelated with megbership

.

of the high, medidm,-or low‘group Although statistically these
. . ¢ ug :

gains mre not significantly different,-aS.i Grade 8, the highest

mean gain was made‘by_the medium ggpﬁp, 8.0 . However the lowest

mean gain ﬁas made by the7high group. Thls galn was 2.67. (See

figure 5.) The low group had the lowest pr test mean score, and

therefore the highest potential for gain, but’ thls was not refledted

in the mean gains. o . |

Comparisons of the mean pre- and posttkst scores of the ﬁigh,

- medium, and low groups in each of the three chools shows that in -

”

School la galn was made by the ‘medium group (7) while the high and

- :
4

low groups’eachﬂhad a mean loss of 1. (See gure 6.) 1In schools

2«and 3 the highest mean gain was made by the low group ‘(See

figures 7 and.8.). | B

».,

'

As in Grade 8 the varlatlons aregdider when schools are

e w

con51dered segarately, as the number in each group?ére smaller, and

" one very large or one very small gain or loss‘considerably influences
Qw

the group mean.score.

I . . . .
Also as iq Grade 8, some of the pretest and posttest scores of

J

.studehts in the low group revealed exten51ve galns

.

 For example, in

School 2 one s%udent in the low group had pre+ and posttest soores

l

of 10 and 26, ﬁ gain of 16 another had pre— and posttest eoores of

o
/ :

7w

/
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2 and 18, also & gain of 16. TIn School 3, one student in the low
group had pre- and posttest scores of 1l and 28, g gain of 1k, and

another student had pre- and posttest scores of 12 ang 26, also a

gain of 1k, As for Grade 8, it is possible te conclude that examlna-

scores on the pretest, might lead to the identification of common
characterlstlcs .Which could bve used to predict Wthh students might

be expected to beneflt slgnlflcantly ‘from the use of modules.

gains among groups of students categorised as haVing high,
medium, or low achievement in French, as measured by term
marks.
All students benefit equally from working on the modules, when
Aﬁean scores for achlevement groups are compared However as already
stated unexpectedly hlgh gains were made by some students in. the
' medium and low groups in both Grade 8 and Grade 9. No attempt was
made in thls study to isolate 1nd1v1dual preferences for learning
styles, or auditory/visual preferences, or preferred methods of
learnlng grammar., It isg possible that if sueh preferences and other

characterlstlcs, such as motivation, were establlshed before students

worked on a module, students with certain preferred learning styles,
a

65
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auditom&/visual treferences and freferred methods of learning grammar -
‘~mlght be seen to benefit 51gn1f1cantly from worklng on modules If
such correlations could be established it would be- p0551ble to predlct
which students might be expected to benefit significantly from working
on modules. | | "

In the next section stu&ents' responses-te the question,and
their comments wil} be presented and discussed.

i

Responses to the Question and Comments

After working on the module, but before the posttest, students
Vin the experimental éroups were asked to & wer in writing the ques-~
tion: "Do you think you have learned anything'from working on the
médule?" This question was wordgd in general terms to avoid prompt-
ing students'-replies. Students were 8l1so0 asked<to add any comments
they wished to make to amplify their replies, end to comment on any
aspect of the module and working on the moduie

Of the 33 students in the treatment groups in Grade 8, all gﬂ&‘
stated that they felt they had learned somethlng from working on the o
module, and all amplified their replies with additional comments.

Eleven students stated’sbecifically that they had acquired.a
better understandlng of the grammatical concept 1nclq§pd in the

v*ﬁ;}

‘module, i.e. posse551ve adjectlves. Typical commen‘sdincluded

I have now learned how to use son, sa, ses;’leur and
leurs, in the proper way. o

I feel that I now more clearly understand possessive
adjectives now that I have worked on this package.

At
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A further twelv xstﬁdents,‘while not commenting specifically
on possessive adjectivies, stated that working on the module had helped
them with problems.  ¢&1 replies included:

I think that this package helped a lot with my difficulties
that I hed. ' . :

This [module] wolld be really helpful to absént students
because everything, is self-explanatory and all three
things [tape, studént book and picture sheet] are put
together. ‘

[

|

These comments are pa ticularly interesting. As has already

that & third of the students perdeived the module as a useful ‘device
\ :

A

1

v 4 .
for clarifying problem aress, an \that a further third stated that

the module had helped them to acqﬁﬁ{e the grammatical concept,

suggests that the module could be ?%eful for remedial work.
‘ L )

i : 4 ‘\\
Approximately a third of the égﬁdents stated that they found

oy

working on the module interesting'gndﬁpf enjoyable. ‘The following
‘comments are representative bf commentg\in this category. 6
I enjoyed learning this way.
I think this was really interesting.
. .

Probabiy because it was fun was why I really took
time to think .about it.

It is possible that the interest and enjoyment can be atiributed
in ?art to working’én a module being & new experience‘for students.
In order to éscertain whether the interest level is maintained, it
would be neéessary‘to investigate the ihterést level for a group of

students after they had worked on several modules.

\ .
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Eight étudents compared working on a module to their regular
class, and stated that thgy‘preférred working on the modﬁle. fhese
students stated that the& had -problems in class and that they found L3
the module helpful.and easy to understand. These comments suggest
that wofking on modules could be Q method of helping students who
have difficulty ;eaching'the requiped standard in class. This atti-

tude is best summed .up by the following comments: //

/
For the first time I learned something in French. In
class I don't know what is happening, but I did like
this. ' ' ;

"

I learned more here than I do in class. Ir it could be
. brought into everyday French classes it would be great.

The comment that the mbdule was clear and easy to understand
was made by eight students. Typical replies included:
It made it clear apd easy to understand.

The module was self-explanatory and the instructions
were clear and well defined.

The explanation was ve}y good and I think that it will
help me with my French in the future.

Three studénts_stated that in addition to the grammar they had
- also learned new words.
_Only’oﬁe student offered criticism of the module, and this was

gqualified:

I~1eérned & lot. I would appreciate more of a text-book
form however, for I don't enjoy working from Xeroxes.

Responses. of students in the treatment groups in Gradé 9 were
similar to those of the Grade 8 students, but tended to be less

detailed. .
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Of the 2} stu&ents in the treatment groups ip Grade 9, 23

module, becayse I've taken it [presumably direct‘objee%,
bronouns] before, Byt if I hadn't takep this before T
would have learned g lot,

them to underéténd direct object Pronouns. T&pical comments includéd:
This helped me with the Prodblems I had wi‘ﬂ\:h le, la, les.

. _ I now understand le, lg, les @efore the ve%b.

| de comments were particularly ih%eresting as g¢ud§nts isolated

. & specific problem which hag beén clarified ag a'resufi‘of working

on the module: | ”

I now know when to use 1' which T was confused about
before, :

This was g g€0od way to make Sure you know the grammar,
I learned that les may Drecede & vowel, before T had -

——

always changed it to 1.
Nine students Commented that the module wag interesting ang
eight_students stated that!they found it useful‘and/or‘helpfﬁl.

’ \

Typical compents included: - \
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The comblnaﬁlon of tape, text and pictures was cowmented on by;

- four students, all of whom stated that this comblnatlon made it® ﬁj\
easier for them to learn. These comments were in agreement with thg
. reSponbes éf studengs in.the pilot study, ail of whom expressed a
preférence fpr & combination of tape, text, and pictures. Further '. o
research is needed to ascertain why students perqgi#e this as the
best combination, and also if it is in fact the most effectivg gombi—
nation for all students. One possible line of apprdach would be to
test students to“find’out whether they learn best au}ally, or ;isual—
ly, or aufaliy Qnd visually. .Then each group could work on different
combinations of tape,. text and pictureé io find out if a particular
.,combinafion proved more effective for each group. ‘ C;

Oﬁé comment oﬁvthe combination of tape, text and pictures was
pﬁrticularly intefeéting:

It is betterlto have the tape, texf and pictures. I

get nervous when I am asked questions in class and I

learned more thls way.
|

’

I£ is not possible to generallze on the basis of one comment,
but future research could be undertaken to ascertain whether students
who are diffident and find oral work in class threatening ‘achieve
better results and gain confidence as a result qf working on modules. -

Three students commentéd that ,they found the picture‘sheet
,usefulvin helping them to uﬁderstand new words. |

Only. two cfiticisms of the module we?e made. One student stated
that he found the exercises repetitive. The other criticism cOncefnéd

the quality of the tape:
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"

Try using better recording equipment. The thpékwas
slightly unclear when listened to from the back of the
room g '

‘in the final chapter m summary , the implicapions of tye study

and suggestions for further research will be presented.

T



~ . SUMMARY, IMPLICATIONS AND FURTHER RESEARCH

B

'__yhether or not modules could‘be used to help students who had falled

5' ellmlnated from the study, as they were Judged to have already

S CHAPTER V' i

<

\ ' Summary : g

oo

The aim of this stﬁd§ was to find out whether modules can be
profltably employed in the remedlal teachlng and learnlng of French

.at the Junlor High school level. The study was llmlted to wrltten

:d,productlon in French on two grammatlcal units, possess1ve adjectlves -

for Grade 8 and precedlng d1rect object pronouns for Grade 9 ?wo Do ji@

51mllar modules vere constructed one for Grade 8 and . one for Grade

"9. Each module 1nc1uded a tape, text and plctures, to accommodate

I3

3” 1nd1v1dual v1sual and audltory learnlng prEFErences. FlVe dlfferent

“types of grammatlcal presentatlonland explana¢1on were 1ncluded in

A

each module to accommodate 1nd1v1dual preferences 1n methods of

'acqulrlng grammatlcal toncepts., e grammatlcal presentatlons and

A

explanatlons vere d1v1ded into 51ngle—step unlts, each followed by

S i
)

self-correctlns exerclses.‘ The results were analyzed to. flnd out

Py ' !v.\
f to reach the requlred standard 1n wrltten productlon after’ the '

¢ . . ~ . ‘- . . -

regular classroom presentatlon._ ' - -

Three classes of Grade 8 and three classes of Grade. 9 {students

v
A2

fwere glven a pretest-7 All students who scored 27/30 or. above - were

( B AN




7

y

- {

‘reached the required standard.’ The remaining students in each class .

& , .

. were matched on the bagis of scores and then assigned at random to

- either the experimentgl_or control group. Each of the experimental

: W . - .
groups- worked for two forty-minute periods on a module. Posttests

were then given to each of the six classes. A total of 115 students

3

”'significant'differénCes‘ih geins by the experimental high, medium,

y

f

participated in the experiment.
fAnolysis of variance of the scorés of the exﬁerimental and

control groups on the,pro— aod.posttests was carriéd out to detér—

mlne any statlstlcally 51gn1f1cant dlfference .between the eymeﬁﬁmental

* .
and control group mean scores on the posttest contréi&%d ffaﬁﬁdffer-

73

ences on the pretest. Analys1s of varlance of the mean scores of the.

expérlmental hlgh medlum, and low achlevement groups.on the pre- and -
posttests was tarried out to determlne any st&tlstlcally 51gn1flcant
difference in bretest/posttestvgalns among students categorlzed ao
h5§15g high, medlum, or low achlevement 1n French as measured by

‘s

" term marks. Flnally, students replles to a questlon and thelr com-

Loy

' ments wefe Qompared to determlne whether students percelved the §

module as 8 goo@ deﬁgoegfor acqulrlng the ogrcept

| The analy51s of vorlance of the mean scores of the experlmental
and'controlqgroupswon the pre-_and’posttests yielded statistica%%y
sighifioaqt resﬁltsf Tho experimenral éroups in both Grades improveﬁ
: Ty ‘ o 1 : '

signifioahtly on the gosttést'whehgcompared to the control groupsf

The second analysis of variance did not reveal statisgically

« . . R . s ‘
and low‘achiévement groups.‘ o . ~ o .
. - :\ “ . . ‘ \ 7 . - .




Comparisdn of students'

replies to the question and of their

comments revealed that students regarded wprking on a‘moduie favor- o

ably, and with only one'éxception perceived the module as a good

devicevfou acquiring the‘conCept.

“~ Since the sample was selected'atfrandom,

the findings can ¢

probably be generalized to other Grade 8 andv9 classes in g similar

‘ popuiatlon

Implications

-

The results of the present study 1ndlcate<that modules can be

used to help those students who have failed

. |
Lo reach the required

standard ih wrltten production afte’gthe regular cléss:presentation

of a grammatical unlt.

,
s

Therefore teachers s?ould cons1der the use of

modules’ for the remedlal teachlng and learnlrg of,gramma@ical units

at the Gra.de 8 ‘and 9 levels. Modu{es ca.n be

‘cheaply by the classroom teacher
who have dlfflcultles to vork on 1nd1v1dually,

time need not be.devoted\to remedial work for

'studehts. Teachers could. work in groups and: &
-duce one or two modules, whlch could be put in
made_generally avallable. Such a procedure wo
of time e;Eh\lnd1v1dual teacher devoted to the
. AN

Unfortunately 1t is not p0351ble to asse
) E

present study to what extent each of the dlffeu

module is respon51ble for the 1mproved scores ofith%Qexpérimental ?

3s~exact1j for the

~ent.compohents of the

produc ed relat 1vely

They can be glven to those students

and thus regular. class

a small group of
ach teacher could_pro—
to & common po&l and

uld reduce‘the_amount

preperation of modules,

b4

4
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ngUps on the posttests. The modules contaiﬂed‘a combination of

.tape, text, and plctures to accommodate dlfferenq vtsual and audltory

learning preferences. Students' replies to. the questlonnalre after

the pilot study indicated that a1l students ihyo_lved in the Iglot

- study preferred this combination,d Also;fseveral students involved in

‘the main‘study nadewcoﬁmen¢s exPressing a preference for this

comblnatlon. Typical comments were: |

The plctures and tape helped make this very clear.

s thlnk the way this was taught with the booklet and
- ‘pittures and tape made it e351er to understand.

‘T liked’ the tepe and plctures. They helped me to under-
stand new words., Without the tape and plctures I probably

. would never have guessed some of them.
A ‘ :

10n, other comblnatlons should be tested

Flve methods of grammetlcal explanatlon and presentatlof were

R

used in the modules to 4 ccommodate 1nd1v1du&l dlfferen%es. The
methods were: plctures with captlons in French dlagrammatlc present~ -

atlons in French, explanatlon in French, explanetlon in English, and

i

'compar1son between French and English constructlons. Although eleven

students in Grade 8 and 13 students in Grede 9 commented that the ‘

L v

grammatical explanatlons were clear, and/or easy to understand, and/or
helpful, it is not possible to estlmate the. extent to whlch each type

of explanatlon or presentatlon contrlbuted to each student s 1mproved

X
performance on the posttest. In order to ascertaln whether 1t is
: >



-preferable to include all five methods in each module, or whether
up

some should be eliminated or replaced by other methods for maximum -
efficacy, modules containing different combinatidns could be pre-

pared ‘and tested. g
: ‘ ”

Analysis of varla.nce of the mean scores of the experimental -
i
’ . (V

high, medium, and low ach1evement groups revea.led no statistically
_'sn.gnlflca.nt d1fferences 1n mea.n posttest. gains for the three groups.,

However, as has already b%en stated some studentls in the low ‘group

in each grade had unexpectedly high pOSttest gains, and isolating
the lea.rnlng styles and ot her characterla 065 of such students mlght
‘ “iﬁd to’the 1so.1atlon of &ommon characterlstlcs which would enable
1) ' ‘
e

dlctlons ﬁto be made 1pd1cat1ng wthh students mlght be expected
H~ . M V4 :
to benefit s1gn).f:\.ca.1r1tlf,r f‘ro e use of modules. In this reswt,

.~51nce repl1es to the quéstlgn a.nd comnmnts were made anonymously, ‘:‘Lt
. ¥ -
is not possrble to 1s69.até the repl&es an§ycomments of students in.

Y

the low groups who ‘had unexpectedly Iﬁ.egh posf‘best galﬁ’h However it

g
is a.t 1east possa.ble thatllncluded in this group were students who

L
stated that they found worklng on modules preferable to the regula.r
. French class ‘ It is p0551ble, for example, tha.t students who stated .
 that they were. embarrassed answerlng oral questlons in class a,nd
_ ‘preferred working on the 'module were ‘a.mong Vthose who’ msde h‘lgh ge,lns
on the post,test, after working on the module. | |
Students' replies to the :question: and their comments indicated
'that students reﬁctj’.o’ns to wOrklng on‘thle -'module. uere positive and
-that they perceived the module es & good device to &ch.lI‘e thew con-

'

,cept, It is- poss1ble that the enthusmsm students expressed for
. \k ,



’

ot
4
t

7

working on modules was due 1n part to thﬁs belng a new experlence for

them. In order to ascertain whether this enthusiasm is sustalned, 1tv

would be necessary to compare students' reactions after they had
worked dn several modules.,

Comments made by students could also be a useful means of

‘t‘u’ B

'estlmatlng the efflcaqg of modules designed by classroom teachers.

The teacher could algo use modules as & means of‘1solat1ng items

which students. had noh_understood after the b
tion. For example, one Grade 9 student co{d‘ the module
had shown hﬁ% that les should not be repl-‘ T égre a

@

’ verb ﬁ&glnnlng'w1th\ N ‘ ¢h had not beéen ¢lear to him from the

class presentation. SyANGEHE fots could help the. teacher to modify
. the wayvin which gr‘&{ 2% 'concepts were presented and exblained fo

@the‘class.

) For Further Research g ) } “
. P . g . . - /
. . | . “ Ed

. :

In order to complement what has"been achieved and dlscovered 1n

the present gtudy about thei‘ﬁe of modules in helplng students to
reach the required standard 1n written productdon on grammatical
“%*un?tfﬁﬁthe follow1ng p01nts for further research are suggested

1. In order to substantlate or refute the flndlngs reported in this
study, repllcatlonq%T the experlment is de51rable.‘ Repllcatlon of

vthe‘study th a 1arge; sample woulﬁ\be recommended.

e s o
{ : o



. "’“ Fay.

|
1
\

2

u . .y

- ¥
i A longltudlnal study could be conducted u51ng a. number of

mddules, to ascertaln whether the level of attalnment is: malntalned-

or| dimlnlshed wheh students work on several modules.

3.,

\ <, o

.v"

0o :
g s

end

Slnee this study digd not attempt to isolate which comblnatlon ’ &

of aura.l/nsua.l presentatlo$ is most effective, further resea.rch

could be dlrected to dlscoverlng whether the: comblnatlon of tape,

teit\ and plctures is preferable to other comblnatlons.

h

¥ , . .
%‘ . "
i “{\ “

\ ' o .
On the ba51s of. the present study ""‘%nvestlgator is unable to

determlne whether each of the' flvexmetﬂgﬁs of grammatlcal Presenta-

Va

%
tlon and explanatlon contrlbuted equally to studerits" acquisition of

the concepts." It is hypothe51sed thet as students hgye different

learnlrig st)g.ﬁs, all f;ve ‘methods were necessary to "%nmodate

)

\ 8 e

1nd1v1dual dlfferencesA Further reseeréh 1s needed to determine

[ <

whether\student acqulsltlon of the’ concepts is affected by decreas1ng

the numer of grammatlcal presentatlons and explanatlons., Paraliel

rs

niodules nhlch included dlfferent numbers and comblnatlongsgf gramma—

l =

tical pr%sentatlons and explanations could he constructed and given

to dlfferent groups of students. The results could then be compared

5.

vto enable\the most effectlve comblnatlon to be 1solated

. »
L &
Furtherxresearch is needed to determlne the usefulness of modules

de51gned to 1ncre§se vocabulary or to present cultgre.'

.78
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6. Further research is needéd to compare modules, homework, individual

attention and practice as remedial teacking and learning dev1ces.

‘Groups of students could work on each altquative .for the same length

of«time, to determine whlch method 1s most efflcaclous within a glven

time.

79
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APPENDIX A
GRADE 8 MODULE
Les vacances ‘ \ /
Objectives ‘ [
\ After studying thzs module you should be able to: ; ,
» ite

/

1. Recognise the possess1ve adjJectives:. . son (his, her

- sa (his, her

. - ses (hlsf”HE;f’i::T
leur (their) '
leurs (their)

1

¢

»

2. Use these possessive adJectlves correctly when vriting

answers to Questions in French,

‘ X

¢ 3, Recognlse the possesslve adjectlves i mon, ma, mes (my)
Yuo o . . , ©~ ton, ta, tes (your)
e e . = notre, nos (our)

"y . , - votre, vos (your)
A . . *

Activities ' o ~ )
M . [
1. Llsten to the tape atcount "Les vacanges while looking at the

Vg
v
2.
3.
L,
5.
;
f'.~_? o &
L L,
P R W
S AT
E‘ U SN P
i
? kY
T VT
:_ﬁ"\H |

accompanyang plcture sheet %ou may llsten more:than once if ;%3 s
wish.,

.Listen to the ‘teape. You w1lg hear questions and answers referring

to specific plctures. ‘ .

Read the text Les vacances" with the Picture sheet. ’Possessive
”adjectlves are. underllned ,

Study CAREFULLY the explanatlon of grammar (pages 3, 4, ang 5).
Please read these 1nstruct10ns VERY CAREFULLY. - There are 4 exer.
cises Qpages 6, 7) After completlng _each exercise collect an
“answer sheet and check your answers. If You have more than one

mistake, re-read‘the grammarISection and then repeat the eéxercise,

before beglnnlng the ne&t'exencase. Please note CD ]. Means use

plctur @ to helg you a,nsw@r questlon 1.

‘study ca efull the explanatlon of‘grammar (page 8) , ,
Do exercfkes 5, 6, 7 8 (pages 9 10) Follow 1nstructions given _)w
”1n sectlon«s above, ° | - , -
Llsten to the tape ' Dlalogue,' while 1ook1ng at plcture 6, i

Read the explanatlon of grammar (page ll) ‘ L

N
i@
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X

> irE
. E

N Lés vacances

3
|

4w

Voiei la famille Lamartlne. M. et, Mme,

4,

Lamartine ont trois fils,

Pierre, qQui a onze &ns, Jean‘Jacques, qui a dix ans et cher qui
8 sept ans, [e petlt chien s'appelle Toto. Ils habitent &

Edmonte‘ri" .

a

M@ls auJourd'hul ils partent en Vacances. I1s vont falre du C

w0

camping. Plerre et Jean-Jacques apportent leurs chaiges, y,

Lamartine - met sa chaige dans la vojture.

!

Aprés un assez long voyage on'arrive ay

‘Roger apporte la tente.,
A . §

=

terraln de camplng M.’

rLamartlne monte les tentes. P1erre apporte Fon sac de couchage.'

Et qui est-ce qui. prepare le sbuper pour les enfants? Eh.bien,

c,est Mme.

"y
) !

l

7Ap§és le souper les enfants Jouent au baseball Jean-Jacquﬁs

porte son gant. Il est sur le point de

1ancer sa balle. Piérre

tient son b8ton. Toto regarde les enfants.

Le Jour guivant, la famille'LamartinETva_a‘la Piscine! P'erre et

Jean-Jacques aiment nager, Roger/ne—salt p&s nager, maif i} y

s'amuse dans 1'eau quand’ méme. Mhe. :

rtlne ne nage pas. Elle

'regarde ses enfants.' Elle a les) serV1ettes des enfant Elle

tient 1eurs servmettes a la maln. ..
o : ) . .

[

T
S

._L'apres—mldl tout le monde g' amuse. Mue . Lam&ftin_,,'

i}

Roger & Ses crayons et son cahler. 1l dessine. Plerre et

repose!

/
Malslblen sﬁr--ll se

_Je&nd%ﬁcques bnt leurs raquettes. Ils vont Jouer au tennls. Et
. M, Lamartlne? Il est occupe 1u1 aussi?:

N
)
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ggplanation_ongramﬁar;(l) - son, sa, ses

.

e bicyclette de Marie

~ 2

T . . L
h ; /7 J

" LE livre de Pierre --- C'est SON liyre.- |

> P . /

'ég li&reﬂde Marie - C'est SON livre,

LA bicyclette de Pierre - ('est SA bicyclette.
N e ) : B
LA bicyclette de Marie - ('est §§;bicyc1ette.‘
‘ ! f N - - °

-

o

~LES livres de Pierre - Ce sont SES livres.

LES livres de Marije - Ce sont SES livres.

LES bicyclettes de Pierre ~-.Ce sont SES'bicyclettes.
B Fa P ’_' . . : . .

s

J

LES bdcyclettes de Marie -~ Ce sont SES bicyclettes,

le livre de Pierre . :
' ' o ;:::::::=>son livre L
de livre de Marie _ : °

‘la'bicyclette de Pierre

sa'bicyclqtte

a

N.B. In French, thevpossessive‘aéﬁective takéspthe‘same gender

(masculine or'femininé) as the possegsed object.

»
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Note: In Engllsh
1' Pierre's béqk - his book
"Merie's .book - her book

/ - 87

"Sb,’in English, the possessive adjective (his/her)‘agrees‘with'i

~'NOT SO IN FRENCH:

the person who possesses.

L [N .

The posse551ve takes the same. gender (mascullne or femlnlne) and

‘" the same number as the’ POSSESSED person or™ thlqg,

T - \ .
So, "son livre" can mean "hls book" or "her Book" - See below.

+

 ENGLISH 7/

MARIE'S book - HER book
< : L, .

PIERRE'S book: - HIS book
A s S . o~ ~e

.

MARIE'S bicyecle - g@ﬁ bicycle
L .

PIERRE'S bicycle - HIS bicycle
Iy _»

“

-

MARTE'S books - HER books
he™S ‘ !

T“'

PIERRE'S books . - HIS books "

MARIE‘S blcycles - HER blcycles
3 : A

PIERRE'S bicycles -
1 o

Q

HIS b1cycles

LE livreide'Marie -.SON livre..
v A

FRENCH

(=Y

. LE livre de Pierre‘-vSON livre.

S : A

. (so, in French, son = his, or her, or

its, before a masculine singular word).

LA bicyclette de Marie =~ SA bicyclette
~ : -4

LA bicyclette de Pierre - SA bicycxette

B J, - /

" ¢
"

(so, in. French”sa = hls, or ‘her, or

ﬁ'ltsA‘before a femlnlne 51ngular word)’

\ ' : -
: v

LES 1ivres de Mafie - SES livres

7 S N

LES livres de Pierre’'- SES livres
4

LES bicyclettes de Marle - SES blcy-
2 clettes

LES blcyclettes degPlerre - SES blcy—
; ——2  clettes

(so, in French, ses = hlS4\Qﬁ her,

Cor 1ts, before a mascullne or femlnlne

Elﬂ¥§i4aord)
ﬁXCEPT une école - SON épole ’ ) )
. une orange - SON arange o " S .

N A

" RULE: Use SON (1nstead of SA) before a femlnlne 51ngular word whlch

begins with a vowel or mute Th'. %o . : T

Bl

\
?
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" s
1" ) .
M. Lemgrtine, :-f Mme ” Lamartine’
j v . .
1 7 f L
. Jean-Jacques Roger
% Voici M. Lamartine . % Voici Pierre. Pierre est le
o , % oy
Vv : _ R ' fils de M. Lamartine. C'est’
_ . -
son fils (his son)
‘ - -~ .
% Voici M. Lamartine *‘% Qui est Jean-Jacques? .
\ v o - C'est son fils. (his son)
o o ' | -
o Voici Mme. Lamartine Pierre est le 'fils de Mme
. . ‘ Lamartine.
o - .
C'est son fils. (her son)
: Voic:’, Mme . Lamartine % " Qui est Roger?
f - C'est son fils. (her son)
/
! !
%i Voici Mme. Lamartine et son fils. (her son)
% % Voici M. .Lamartine e%so.n fils. (his son)
\% % Voici Pierre et son pére. (his fathér)

\\ & % Voici Pierre et#8a mére. (his mother)

A Y
EN

g%%% Voici Mme. LamiXtine et ses fils. (her sons)

. -




Exercise 1 - B ‘ . ‘ ‘ D
" Ahswer the questions, using the correct form of thé posse551ve :

. ¢ N -
adjective (son, . sa, or ses) in your answers. Use plcture (:) to help

, you. : ' ! s

Example:’ M. Lamartine est 1e»pére/de Pierre? - Oui,”c'gst.sén pére.

1. Mme. Lamartine -est la mére de Roger? Oui, . . . . e e e e
’ “.
5. M. Lamartine est le pére de Jean-Jacques? Oui,. . . C e e e e

3. Roger'et‘Pierréasont les fils de M. Lemartine? Oui, . . . . ; .
L. Roger est le frére de Jean-Jacques? Oui, . . - e e .

5. Mme. Lamartine g%t la mére de Pierre?- Oui, . . . L o . ¢ & ..

| A
. /
Exercise 2 ;S :
. - !' . ¢ -

L
Answver thg,questlons, u51ng the correct form of the posse551ve

R .
-adjectlve in your janswers.

Example ' ‘ 'Voici Mme. Lemartine. Qui est Roger?

-

"< C'est san fils. .

A .
byt % ‘Voici Mme. La.martlne. Qui est P{egre? e e e e
S : . Qui sont Roger et Jean-Jacques'7 e e e e e e

e o s e e s e + e ® s e s @ e & e s s ‘& e 4 e o
’

2. g Voici Roger. Qui est Mme. La:harti}ie? e e e e e
Qui est M: Lamartine? . . . . . tv"' e e

<

> Qui sont Jeap—Jacques et Pierre? . ¢« .« . . ﬂ‘“ﬁ



&

@ 1. Toto est le chien de Pierre? Qui, . . « « « « o & o o

s -
v (
Exerciée 3 o S
2 ' VV
Anﬁwer the questmns, using the corrsct form of the- possesswe

o A

ad]) ectlvg“in. your answvers.
ﬂ 2 @ 1. Plerre est le fils de M. L&ma.rt1ne‘7

- v Oui, ¢ est son flls.

»

e

1

@ 2. C'est la balle de Jean-Jacques? Oui, . . . e
@ 3. Qu'est-ce que: Mme.'Lamartlne fa1t'7 C e e e e e e
@ L. Cce sont les ten‘tes de M. Lamartlne'? OUiye o v v o v o

@ 5. La ‘tente est a-Roger? Oui, . . . e e e c e e e .

. .
! i ' . l - ™~ )
Exercise U "Répondez: ' S\
‘ : . N - ) . / ':‘ ' . 7 N
1. 5% “"(fét la raquette dé ROBET? v « o o v o v o s o &

A

2\%%% Ce sont les enfants de Mme Lamartine? . . . . . . .

. t \ ;
3. 3 © C'est 1'orange de Pierre? . . . Gl e e e e e

Y

b, éi C'est le bkton de Pierre? . . . . . . . . . e

5. E Ce sont les livres de Roger? . . . o . « « « « & &

90t .
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Explanation of grammar (2) - leur, leurs
le livre de Pierre et de Marie
. N

N . - \ . \ = ' . :
LN gﬁ% la bicyclette: de Pierre et de Marie

3 .

. - ' . - ‘ A
A %%@ les livres de Pieyre et de Marie
~ o . .
fg%‘? les blcyclettes de P1erre et ,de Mari
‘ §

le livre ﬁh@Plerre et de Roger =
le livre de Msie et de ClalreEEEEEEEEsa- leur
le livre de Pierre et de Marie .

: L

la bicyclette de Plerreret de Roger
la bicyclette de Marie et de. ClalreEEEE;bleur
la: blcyclette de Pierre et de Marle

Les livres de Plerre et de Roger:::::::=Q leurs

les livres de Marle et de Clalre

¥

Les blcyclettes de Pierre et de Roger::;r leurs

les blcyc?ettes de Marie et de Clalre

RULE: The Possessive adjectlve in Ffench agrees
with the possessed object (or person).

Compare:
English Pierre's and Mary's book - their b

‘Pierre's and Mary s books - thelr b

.S % V01c1 M. et Mme ‘Lamartine. %
’ ’ /
% % -~ Voici M. et Mme. Lamartine. &%

C'est leur livre.
! ‘ |

C'est leur bicy-
. clette. .

[y
!

Ce sont(leurs
' livres.

v i
Ce sont leurs
bicyclettes,

e

livre

bicyclette ‘ .

livres
\
bicyclettes

N

in gepder and number

ook.

ooks.

French - llVTe de Pierre et de Marie @llwe.

llvres de Pierre et de Marie —-llvres

Voici Pierre. Pierre
est le fils de M. et.
Mme. Lapfartine. C'est

’ leur f-ls

CQui sont P1err5 et
Roger? - Ce sont leurs
fils. -

91
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Exgrcise 5

Answer tle questions, using the correct form of the possessive

o

adjective (leur or leurslsip your’answers.‘ Use picture @ to help you.

1. Mme Lamartine es¥ la méreAde Roger et de Jean-Jacques? . . . . .
2. M. Lamartine-est le pere de Roger et de Pierre? . « + + o < o .
3. M. et Mme. Lamartine sont les parents_de Roger et de Pierre? .. .
4. Roger est le frére de Pierre et de Jeah—Jacques? C e e e e

5, Pierre et Jean-Jacques sont les filshdefM. et de Mme. Lamartine?.

. s . e .« - . s e . o . o« o o ¢« & . . . . .

Exercise 6
Ansver the questions using the correct form of the possessive adjective

(leur or leurs) in your answers.

Example C'est le livre de M{ et de Mme . Lamartine? - Qui, c'est léur

~ livre.

C) 1. Ce sont les chaises de Pierre et de Jean-Jacques.et de M.

/

Lamartine? .« o « ¢ o o s o4 e o+ e e e e e e e r e e

. C)»Q. Ce sont les enfants de M. et de Mme. Lamartine? Oui,
(:) 3. Toto est le chien de Pierre et de Jean-Jacques? Oui,

C)ﬂh, Mme. Lamartine a les serviettes des enfants? Oui, . . . . .

. . . . o . .« e . . + » . .« . . « . . . . . . . . .



Exercige 7T

Answer the questions, using the correct form of the possesgive’

adjective (son{ sa, ses, leur or leurs)

1. C'est JA biéyclett; de Piirre?‘ OQui, . . . F B T T,
2. C'est le livre de Roger et de Marie? Oui, . . . . LJ. e e e
- 3. Ce sont les cahiers des étudiants? Oui, '.;,.‘. e e e e e .
- * L, Cl'est le stylb de Claire? Oui, . . . ... . ... ...

s
5. Ce sont les fréres de Jeanne? &ﬁi{”

6. C'est 1'école de Roger? Oui, . ... ... ....

.

¥Exercise 8

- Answer the quesfions using the correcp form of the possessive
adjective in your answers. ' ' .
) 1. Pierre est le fils de M.'et de Mme. Lamartine?

. . . . . . * e . . . . . . . . . . . e

‘ (:) 21~Les crayons sont & Roger? . . . . . e e e
(:) 3. Le b&ton est & Pierré? T
(:) k. Ce sont les raquettes de Pierre et de Jean-Jacques? .

- . . . . . . . e . . . LY . . LY

(:)'5. C'est la balle de Jean-Jacques? . . . . . e e e e

R ~ \/
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Explanation of grammar (3)'mon, ton, notre, votre

»

LE livre
LA balle
. Yoo
LES livres

LES balles

REMEMBER

, Tu as

.Tu as

Tu as

Tu as

ton livre?
ta balle?

tes livres?

tes balles?

Oui, J'ai

~ Oui, J'ai

5

- Oui, j'ai

Oui, Jj'ai

possessive adjectives agree in number

POSSESSED object (or person).

my

&

your
his/her/its
our

your

their ~

¥

Masc. Sing. Fem, Sing.
mon ma.
ton ta.
son 51
ke
notre notre
’ . »
votre votre
leur . leur

mon livre,

ma balle.

-

mes livres.

mes balles.

and gender with the

M. and F. Plural

mes
tes
ses
nés
vos'

leurs



APPENDIX B ’ !

Scores of the Grade rStudents on the Pre- and Posttests

[

EXPERIMENTAL GROUP ~

ID - hretest Score Posttest Score
001 - 2k 30
002 . 22 ' 30
003 18 21
004 17 , 26
005 16 ; 28
006 16 ’ 30
007", 15 eh
008 12 20
009 . 9. : 13
010 - 8 1L

011 ; 2 . -
012 ' 23 30
013 : 21 ' 29 3
01k : 19 - ‘ 30
015 16 ‘ - 30
016 ‘ 15 . 14
017 ‘ 13, 20 .
018 , 13 25
019" C 12, 17
020 1 21
021 . 5 5
022 L : 26
023 2 13
02k ' 23 : 28

..,025 _ _ \ 20 30
026 , 18 19
027 .18 ‘ 30
028 : 17 ‘ \ 27
029 . 15 26
030 1k : 25
031 & ~ 12 : 9
032 T 10 . 7oL

033 3 . 30



7/

CONTROL GROUP
ID

034
035
036
037
038
039
oko
ob1
oh2
okL3
ol
Oks -
ok6
oL7
oL8
okg
050
051 °
052
053
054
055
056
057
058
. 059
060
061
062
063
064
065
066
067

Pretest Score

26
21
21
19
18
16
16
15
15
10
9,
b
23
22
21
19
16
13
12
12
6
3
26
2k
22
18
18
17
16
15
13
13
11
6

Posttest Score

25
24
30
21
18
25
186
18
23
9
T
8
22
28
26
2k
1k
1k
12
11
12
8
- 28
20
26
12
1k
27
18
14
ol
9
16
12



Scores of the Grade 9 Students on the Pre- and Posttests

L
L

EXPERIMENTAL GROUF
1D

068
069
070
071
072
073
0Tk
- 075
076
oTT
078
079
080
081
082
083
o8l
085
086
087
088
089
090
091

Pretest

26
2l
2k
22
22
20
16
10
26
2k
22
16
1k
10

8
2
26
26

Score

oL

2k
22
18
1k
12

Posttest Score

28
28
20.
22
30
28
26
8
28
26
26
22
28
2% v
16
18
28
30
30
28
26
26
28
26

97
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CONTROL GROUP

1D Prqiaut 8core Fosttest Score

0G0 26 - 28
093 26 22
o9k . 24 » 26
095 22 2,
096 22 : 14
097 22 2k
098 18 - 2k
099 16 20
100 16 2
101 26 : 18 N
102 24 \ ¥
103 22 18
10k 20 22
105 1k ' 6
106 : 10 8
107 "8 18
108 6 6
109 26 28
- 110 26 30
111 . 26 18
112 . 2k 26 .
113 24 ' 26
11k 18 18

115 1L ‘ ) 20 «



