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ABSTRACT

The purpose of this study @to examine experimentally the effect of the Schema Activation

Strategy (SAS) on Achievement in French as a Foreign Language. This is aimed at:-

a. arresling the inconclusive quest for the best method for teaching French in Nigena and reduce

the diop-out rate of students from French Language Classes.

b. investigating the effect of the Schema Activation Strategy (SAS) on the attainment of the Passé

Composé] a generally difficult tensc among Junior Secondary Three Students.

One hundred and thirty one (131) Junior Secondary School three (JS III) students, fifty.four (54)
males and seventy.seven (77) females from three randomly selected schools in Somolu Local

Government arca of Lagos Slal9 formed the sample of the study.

A 50-item French Language Achievement Test (FLAT) and a 35-item French Atlitude and Interest

Scale (FIAS) were used.

The students were assigned into experimental and control groups. There were four¢ main phases to

the study:- ) :

i.  The pilot study phase
fi. A mamnstudy phase
A retentionAest phase

a fest-retest phase

: : : . 7
The pilot study used a two-group experimental and conlrol, pre-test and post-test design. significant. //

A significant difference was recorded in the cognitive achievement in French of Students exposed to
;—

ixX
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the Schema Activation Strategy and those not so exposed. The correlation study carried out,
however, showed that there was no relationship between students’ interest and attitude towards

French and performance in French, despite exposure to the schema activation strategy.

The design for the main study was an extension of a non-randomised control group pré-lest, post-test
[ A
design, to inchide the Schema Activation Strategy and this was the same for the Retention test and

test retest.

The results showed that:-
o pughss .
i. + The experimental group recorded the highest post-test mean on the achievement measure.

' Experimental group ! ranked highest on the retention test on the achievement measure.

ii. The Schema Activation Strategy significantly promotes studenis’ cognitive achievement in

French.

iii. The Schema Activation strategy significantly promotes students’ cognitive achievement in

French in a retention test.

iv. The Schema Activation Strategy improves students' attitude and interest towards French.

v. There is a positive corrclation in achievernent and interest in French of students in a retention

test.



Based on these findings, it is recommended that:-

iv.

9 ,?.,n.q;wva'?—)

brean
"Students should be made to be actively involved in learning by encouraging them through a

process of simulation to bring into focus prior-knowledge that will help them develop

appropriate schemata for new knowledge;
Teachers should encourage n students, favourable attitude and interest towards French;

Teachers and curriculum planners should endeavour to provide instructional strategies, which

would climinate students' learning difficulties, in order to improve their performance.

|

{

i
Retention tests should form part of teaching/learning techniques.
!

'
!
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CHAPTER ONE
THE PROBLEM AND ITS BACKGROUND
1. INTRODUCTION
The rol¢ of language in human communication can casily be under-estimated, until men are

confronied with situations in which they must, and yet do not understand one another, either

pess b4 7
because they speak different languages or because one, or the other speaks no language at all. 7 )

In this situation, there would be need to communicate in a common language.

i
|
i

Communication is a process involving at least two people. Speaking in itself would not

~—

constitute commum'catio:}, unlcss what is said is comprehended by another person. The

greatest difficulty for a (raveller in a foreign country is not primanly that he cannot make

himself understood, for lh.lS he can do by gesture, by writing in a bilingual book of phrases.
His first difficulty and one that can lead to considerable emotional tension and embarrassment,

is thalﬁ'le cannot understand what is being said to him and the conversation around him.

Even if the native spcaker enunciates his words slowly and distincily, element of stress,
intonation, and word grouping (often exaggerated) in an earnest attempt at clarity add to the
confusion of the inexperienced foreigner. As a result, there is no communication and the
travellers speaking skills, cannot be exercised to advantage. His enjoyment of,and participation
in, community life and thought are further curtailed by his inability to comprehend
announcements, broadcasts, lectures, plays and films. In short, we need communication. The

gift of language is, therefore, one of the greatest blessings of man.

Language lcarning situation always relates to a person or a group of persons. It indicates a

subjective relationship between a language and an individual or a group.



Language learning differs according to the type of Language situations involved. There are

broadly three types of such, commonty described as

a. Mothcﬁonguc situation (1.1)
b. Sccond Language situation(1L2)
c. Foreign Language situation (FL)

We can tabulate the two.sets of terms as follows:-

L1 L2

First Lal!lguage second Language
Native Ijanguage non-native Language
Motherli)ngue Foreign Language
Primary Language Sccondary Language
Stronger Language Weaker Language

These two sels of terms are always relative to a person or group of persons. In distingwishing
these two sets of terms under L1 and L2 a common sensc point of view can be adopted. In
homogeneous countries such as Great Britain, France or Gemlang English, French and
German where Language serve as native Languages, the first Languages can be casily ‘?
identified. If in their school systems, English, French or German are taught as second or
foreign language, the distinction of L1 and L2 presents no problem. But in many Language
situations, the relative position of the Language is not as simple. For this study, therefore, the

following definitions are to be clarified:-



1 MOTHERTONGUE SITUATION

The mothertongue (L1) is the Language which every individual grows up, speaking naturally.
Learning a mothertongue is a long and complicated process although the acquisition process is
1oo often taken for granted. Since mothertongue is not congemital and is not inherited, it has to

be leamt. A child generally lcams through imitation of adult spcakers. It is an on-going

. process, as there are always new words, new expressions and new ideas to be learnt.

L1 is usually, but not always the language first acquired in childhood. A different language
may present itsclf to the child's intimated everyday life. It is also to a large extent the languagc
%)f counting and other fomi}s of self-sb"mulation or "thinking in words”, most people - that is all,
except ambilinguals - ha\JIe only one L1 but they may have a num‘oc;%;fLZS, each perhaps

being reserved for one particular purpose, as for instance reading scientific papers, enjoying
: I

Mediterrancan holiday, or reading the scriptures.
2. SECOND LANGUAGE SITUATION

A second Langunage (1.2) is the Language which, although not indigenous to a community,
plays a very important part in the social, professional and educational life of the members of
the community. A second Language speaker lives in a country where the language is not the
native Language of the indigenous inhabitants. Talking about learning a second Language

implies no value judgement about the language itself.

The concept of a second Language implics the prior availability to the individual of a

- mothertongue. It implies that the second Language is leamt after the acquisition of

mothertongue, (i.c the L1) To sum it up, the term "Sccond Language" has two meanings.
First, it refers to the chronology of language learning. A second language is any language

acquired (or to be acquired) later than the native language or mothertongue. Sccondly, the



term refers 1o the level of language command in comparison with a primary and dominant

language. In this sense, the term indicates a lower level of actual or believed proficiency.

A second language is frequently the officjal language of onc of two more recogniscd languages
and 1t 1s needed for full participation in the poﬁﬁcal and economic life of the nation, or that
language needed for education. (Paulston 1974: Mackward 1963) A second language is often
learnt informally ("picked. up") and enjoys much more environmental support because of its

widespread use within theé environment.

English for example is {carnt as a second language in many countries across the world, because
it is a means of international communication across national boundaries among speakers of
other languages. In ENigcria, English is learnt as a means of internal and intcrnational
communication. It has the status of an official language, but has no reference group. English,
uniike other Iang:f’g(g in Nigeria, is medium of instruction and its uniquencss makcs it a more
demanding subject on the curriculum. According to Banjo (1988), English is taught in schools,

for the following rcasons.

1. It is the official language in Nigeria

2. 1t is the official medium of instruction at the secondary and tertiary level of cducation
in Nigeria,

3. Most if not all of the lcarners need proficiency in the language for their future
carcers.

Each of these reasons in tarn helps in defining the goals and objectives of teaching English
within the school system. English has to be learnt consistently at school over a long period of
time by every Nigerian school child, unlike any other school subject, however, it is through
English that other school subjects have to be taught and learnt. Thus success at each level of

the educational system depends largely on competence in English.



3. I'OREIGN LANGUAGE SITUATION

A foreign language (FL) is that language which one learns purely out of choice in addition to
one's mothertongue or in addition to one's mothertongue and second language (such as French

in Nigeria)

In the past the terrn "foreign language” was widely used in contrast with "native language”. In
recent times the other term "second language” has been increasingly applied to all types of non-

native language learning. Quite often the two are used synonymously Thus the acronym
R —————- . _——

TESL {Teachin Jgnd_E!ngl_l_s,h as a Second Language”) is distinguished from TEFL ("Teaching /¢ vbuds;mﬁ'

English as a for__cignml_:fglgiageﬂ). TESL refers to the tecaching of English in the USA and'
I ) }

Bntain for example to immigrants who are speakers of other languages.

Foreign Languagi—,._jeaming is often undertaken with a variefy of different pum0§é, for

example: - travel abroad, communication with native speakers - reading of foreign literature of

reading of foreign scicntific and technical works. Conscquentl} a foreign language usually

requires more formal . instruction and olher measures compensaung for the lack of

environimental support.

) - w .
The above classification of language ggl)ascd on the status and role of cach language in the
community, and these roles presume a particular level of proficiency 1.e. communicative
competence in each case. The status of French in Nigena is that of a forcign language.

1.02 FRENCH IN THE WORLD

French is the official language of metropolitan France. It is also the official language of the

former colonial territories in Africa. Like English, French is a dynamic world language, and its

study was introduced into most European schools in the early sixtics.
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French has since the 17th century been the language of diplomacyj abstract thinking, theology,

banking, and business.

History shows that French was widely used in Medieval England, as the language of the royal
court, the law courts and the nobility. English was spoken by the masses, while Latin was the
Language of leamning and scholamlﬁﬁ. French right into the Tudor and Stuart times, remained
the lingua franca for contacts with foreigners, particularly in court circles. Consequently, as
English spread as the common medium of communication, the leaming of French as a second

language became important in the education of the nobility. This explains why it was

customary for the royal court and the aristocracy to employ French tutors while Latin

!

continued to be important as the main avenue to literacy and scholarship. As means of

‘communication French was not only needed by courtiers, but also by the merchant class

trading with Western Europe, especially France and the Netherlands and by travellers and

“soldiers - "soit que quelcun face merchandise ou quil hante 1a court, ou quil suire la guerre, ou
==

—_—
qu'il aille par villes et champs”, as it was expressed in a sixteenth century book of dialogues.

Furthermore, religious persecution in the course of the two centuries led to movement across
the channel in both directions. For exampie, in the sixteenth century, French Protestants fled
to England, while, in the following century, during the period of the Civil War, and the
commonwealth English upper class families willingly sent their children to be educated in
France. Lambcy (1920) shows how such political, social and religious devclopments in France
and England influenced the role and teaching of the French Language in England. A
comparative study by the International Association for the Ewvaluvation of Education
Achievement (IEA) (Carroll 1965, Lewis and Massad 1975) on the teaching of English as a
foreign language and of I'rench as a forcign language in Eight countrics constitutes a valuable
international data base for language teaching. The studies have shown how difficult and , at
the same time how rewarding it is to make such cross national enquiries because of the likeness
and different language teaching in ditferent countries which only come to light by making

comparative studics of this kind.
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The following classic distinction can be made of the French speaking nations:-

FRANC OPHON E A

mQa”Jﬂm fw;c, -

This involves countries using French as a national or official language. These include France,
then French spcahm%icgunmcs of Black Africa and Malagasy, Haiti and the former Belgian

colonies are not included since they had the option to join if the}/so desired.

FRANCOPHONE B

~ Implicitly includes those in category A plus Maiti. ILebanon, The Maghreb countries such as

Morocco, Algena and Tunisia, Indochina (Vietnam and Cambodia). However, it has some
: \

~ distinct characteristic. _ Although French is \tagght in primary and second schools, it is neither

the national nor the official language. Th?ée\ countrics use French in their international
N,

relations and generally, behave in a common style within international organisations.
_____________,‘d—-—-. »,

’,// ““)‘\

FRANCOPHONE C N

Unlike groups A and B francophone C includes those natioxzé’ havin Frcnch as national
Language in addition to one or more other Languages. This is the case o Cameroun,(whjch
especially belongs to both Francophone A and - C) Canada, Belgium, Switzerland, and

Luxembourg. f\l . Agoel® F

FRENCH IN AFRICA

As a result of the new political awareness which followed independence, the early Afncan
nationalists felt that, with the gradual disentanglement OLA}_Z:I]_-_(EE___ nations from colonial
domination. it was necessary to scek ways of achieving souial, economic and political
cooperaﬁq@as well as unity with one another. This needed interaction was impossible
because of one the barriers created by language. It was however, resolved that since majority
of the nations were either English or French speaking, it was necessary to introduce the study

7



g
foreign languages. Ii .
i

of the two languages. It was this spirit that led to the Yaounde Conference of 1961, in which

specialists on the teaching of a second European language recommended that:-

"The second Europeawguagc should be considered not only as a means of communication
between English and French speaking countries in Africa, but also as an international language

with a wider purposc which, jointly with the first European language would enable Africa to

communicate with other countries throughout the world" 'ﬂ? 7.

Sequel to this conference therefore, English - speaking Afnicans introduced French mto their

school curriculum while their French-speaking countries introduced English both serving as

3

14

Jacques David (1975) noted that is was about the early sixtics that the English speaking nations
3 ,

realised that their neighbours were mainly French-speaking. One of the earlicst justifications
for the school curriculum in Anglophone West Africa, therefore, was to meet the need for

inter-clite and intra-African communication Macl-;ward (1963) obscrves that:-

"Everyone agrees now that the creation of an intellectual clite able to express iiself in both
Enghlish and French is an urgent necessity for Africa South of the Sahara?"

o
This hinted need for inter-elite communication was soon overtaken by increasing independence

cooperation and cconomic exchange between the different African governments.
1.03 FRENCH IN NIGERIA
Until about 1960, Latin was the academic language taught in Nigerian secondary schools.

Anyone who considered himself a scholar, particularly in the Arts, was a student of Latn:

memorising, translating and conjugating a language that was rarely spoken. .



Even though Nigeria did not fall under direct French colonial rule, France stands out as one of

Nigena's leading partners in trade.
Brann (1973) identifies two phases of French teaching in Nigeria:-

(a) the missionary phase

(b)  the colonial phase

According to him, the schools teaching French in the missionary phase were Roman Catholic

Schools. Aisiku (1982) reported that the period was that in which the missionaries established

schools for their proselytiéing activities. The mussion school served as centres for spreading the

christian gospel and teaciling the Bible. Consequently, the school cumriculum of these carly
schools was decidedly narrow, made up of lessons in religion, christian morals, arithmetic,

reading and wriling in English Language.

The colonial phase did not witness much increase in the number of such schools, until after the
second world war, when some concession was made to French in a domain hitherto  mainly

ustirped by Latin

Adetoro (1960) reporis 1ha&g;thc language experience of the time and the development of new
language techniques contributed 1o making the learning of foreign language "in vogue™ all over
the world and in most English speaking countries. French became the first modem Forcign

language on the school curriculum.

A meaningful example of the growing economic cooperationf)of African Countries was an
agreement signed by 22 African Countrics in August 1963ﬁqt_lhc founding of the African
Development Bank (ADB). In 1967,{'/11‘16 ‘raison d'étre of the A.Dh)to contribute to the
economic development of its members :Dy- using amon%fjothcr things, the resources at @:5’

digposa! to finance investment projects and programmcs designed to render the economies of
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member states complementary and to bring about an orderly expansion of their foreign trade.
The ADB group comprises the African Development Bank, African Development Fund and
the Nigeria Trust Fund.

Regional economic cooperation is far from being purely an African concern. It has always
emérged as a major theme in economic discussions and analysis in nationa! policics and actions
all over the developed and the third world. With the increased Economic Cooperation among

West Africa States; African countries nurtured a collective desire to present a unified front in

‘matters affecting their intcrests. This consideration gave birth to Econormic Community of

West African States (ECOWARS)

‘
1

.-a) When French was added to the list of school subjects in Nigerian, it was to mcet the

—
conditions which the British had to fuifi! to meet the new challenges of EuropeL'I'he ability
to speak French, became an indispensable index of Euro-centred prcstigg

b) With the attainment of independence there was a new awareness among Nigerian leaders

concerning the role of French in Nigena.

First is the fact that the study of French responds to her international communication
needs between Nigeria and her francophone neighboursa] Republic of Benin to the
West. Cameroon to the East, and the Republics of Niger and Chad to the North. The
. geographic::d contiguity of these francophone countries to Nigeria makes it highly
imperative for her to learn French, 'otherwise, she will be linguistically isolated from her

French-speaking neighbours.

By virtue of her size, population of wealth, natural resources, as well as her membership

T _—

in some international organisations such as thc OAU, ECOWAS and UNO, the

4
O
St

knowledge of the French language to facilities communication among member nations is
-

considered impcrativc.ﬁe study of French can bestow some other useful advantages on
__:_______.,__._-——-—-—ﬂ
Nigerians. Ao, Lavel E)( Aimﬂhl’ (Laj vl -
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_ According to Harden (1969), French is studicd for as an academic discipline, and
success in it is an expression of mental skill because of its demanding nature. It is said
ihat work on the grammar of written French gives the training in thinking preciscly.
According to Dondo (1962), "Irench is a language unsurpassed for clecamness of
expresston and for artistic value”

d) | Nigen'axmyby studying French ;w]l associate wit'h 40 Francophone countries of the world

with their 420 million peopies, who use French as their official language.

e) The last decade has witnessed considerable improvement in Franco - Nigeria relations.
The trade and economic relationship between Nigeria and Franco for wnstance, date back
to the colonial ﬁme;whcn in 1902 the French Company of West Africa (CFAQO) came to
Nigeria. What is in.tcresu'ng to know is that establishment of French Companies in Nigeria

had neither any remote background nor any solid historical foundation, indeed it emerged

spontancously as testified by the following figures from the French Embassy.

In 1975, there were about 15 French groups present in Nigeria while French exports to Nigeria

represented 1.9 billion F.F only.

In 1983, 100 French groups represented by approximately 180 subsidiarics were registered in
Nigeria. The French population in Nigeria was at that time about 11,000 people, and French
exports were cstimated at 7 billion FF while French imports from‘ Nigeria reached 15 billion
FF. The highest point was reached in 1981 with 9.2 billion what French export and in 1984

’)ﬂ-“
with 19.1 French import {from Nigeria.

This qinf__i_c;ggiye development occurred simultancously with the "oil boom". Up ull the present,
French presence is relatively diversified. Although French companies were attracted by the
service sector (Transport Banking, Distribution) they invested in th¢ Building and Civil
Engineering, Petroleumn, Motorcar and Agro-Allied Industries (Sona Breweries IBBI) as well as

I



in the Chemical sector in Rhone Poulenc (May and Baker) Roussel, Air Liquid (Gas and
Welding gas producer. The Electrical and Telecommunication sector - GCE group, Trindel,

Clemessy, ITT (now controiled by Alcatel) Thomson CSF elc.

Logically the French Business community decided to establish The Franco - Nigerian Chamber
of Commerce and Industry in 1985 in order to promote bilateral trade between the two

countries.

France has actively taken part in the development of the industrial locati?Pd infrastructure of
12247

. b
Nigeria - construction of Abuja by Dumcz7 Ajaokuta and Itakp;\b{j umez and Fougerolle

+: Jebba Dam by Fougerol}e, road’all over the country by Dumez, SGEN, Colas, Egbin Power
%Station by Bouygues, Pon Harcourt Refinery by Spibat the Lagos Water Project by

; Degréfwnt. Bouygues ax:id Socea, part of the Escravos Lagos Pipeline by Entreposg to name a '

few.

From the point of view of career prospects for students, French language opens avenues for
@e;;r/s\in teaching, working foreign diplomatic embassies, acting as special correspondents to
nev\;spAper agencies and working in various aspects of the tourist industry.  From the current
positive responsc by a large seclion of the Nigerian public to the study of French, we can now

comfortably talk about not only of professions in French but French in professions. ) mﬂ

1.04 BACKGROUND TO THE PROBLEM

Despite the above expressed need and tren/cﬂi it should be noted with much concern that the

..study of French has made slow progress in Nigena.

A brief look at the dcvelopment of the French cumculum in Nigenas Dhows that the pre-
independence as well as the post independence syllabus reflected the necd of prospectlve
candidates to Britain Universitics with great emphasis on the intellectual aspects of language
S——
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learning (litcraéy) and 1t was this examination that dictated the pedagogy:- (ranslation,

grammar, and written comprehension. Essay topics and contents of passages also reflected the

British rather than the Nigera background. Since the major objective of the second European
=

language in Aftica as carlier stated was for communication in the languagg it stands to reason

that the grammar translation method introduced by the British teachers would inhibit expression

and contact with the active language.

As a result of the dissatisfaction with the pedagogy of French, a new French syllabus_was

?, started following the reform movement by the Ghana Association of French Tcachcr‘(GAFT)
ﬁf@. This reform movement materialised in 1962, in Ghana, Sierra Leone and the
Gambia. The syllabus:was further modernised in 1963 and 1964 through the efforis of the
WAEC French Inlemaftional Panel on French (which included Nigeria) (Dada 1979). This
change of syllabus and new format of the School Certificate Examination influenced

Irem%ldously the approach to the teaching of French. Emphasis shifted from literacy to oracy,

i.c%ommunicaﬁve skills,

In the Nigerian socio-linguistic setting French presents a peculiar picture, in which one finds the
Nigerian adolcsccgt?/ifcamcr who, by the time he begins to leam French, i1s a bilingual 1.c.
[

processing one or more Nigerian language this rule in addition to English. It is ironically on this

Py
setiled linguistic systcmé,jhat French has to be graficd and the sort to be grafted is the oracy-

cenired type. g,ﬁgt( — e e -

a—

According to Dada, (1979) such a language will hardly take root because of lack of opportunity
for practice. One is lherefm@ot surprised at the Nigerian adolescent’s low quality of French

« in general and spoken French in particular.



|

T

A logical conscquence to this situation as noted by Obanya (1974) is the high rate of drop-outs.
Despite the phénomenal increase of the Nigc:ia/Sccondary School population, the figure

representing candidate enrolment for French in the GCE Olevel has been relatively poor.

Judging from the conditions under which French is taught in Nigeria, one can safely predict
that, as long as the situation remains unchanged, the future of French in Nigeria will rernain
gloomy and the idea of French for the masses implied in the present National Policy on

Education will remain unrealistic (Thcbuzor 1984)

1.05 PURPOSE OF THE STUDY

The relative influence of z%ttitude and interest on foreign language learning has been recognised
[Bartley (1970) Obanya i1974). Studies on poor achievement and drop-out [Baraheni (1962)
Shakespeare (1967) and Beckley (1976)] also indicate that poor achicvement is one of the
major causes of dropping out of French classes, and itself, a function of poor method of

=
teaching, poor attitude as well as poor scholastic motivation.

The present study was designed, in the main, to investigate the influence of the Schema

Activation Strategy on achievem@in French as a foreign language.

1.06 STATEMENT OF THE PROBLEM

The decline in the number of students registered for the West African School Certificate
Examinationfand their very poor performance have been a source of concern among French

teachers.

The drastic drop in student cnrolment from Juniog Secondary School Class three upwards, has

been a matter of serious concern.

!



Many reasons have been given, ranging from studies in poor achievement to drop-out by
Barahem (1962) and Beckley (1967). These studies indicate that poor achievement was a
major cause of dropping out of French classes and that poor achievement was itsell’ a function

of poor method of teaching, poor attitude and poor scholastic motivation.

Although the relative influence of attitude and meotivation on foreign language Icaming has
long been recognised [Bartley (1970) Obanya (1974) adequate. attention has not been paid to a
7

systematic scarch {or a teaching - learning procedure that is likely to improve these affective
A Lh‘(} LA

utcomes of leaming in order that their interaction with achievement in French may be more
.-—-'--.__— .

Aruitful and significant.

Jhis study was to invesfigate the cffect .of Schema Activation on attainment in French
cAA _ ’

2
©®
%

Grammar (Pass¢ Composé) among Junior Secondary Three Students. Grammar generally
creates a problem and the decisive hurdle the learner often fails to clear is the transition from

the present indicative to the passé composé .

1.07 RESEARCH QUESTIONS

/ Dach?,

In an attempt to determine these effects, answers to the following rescarch questions were

sought:-
1)  Will Schema Activation Strategy improve students' cognitive achievement in French?
2) Will Schema Activation Strategy improve students' attitude towards and interesg{?rench?
3) Wil Schema Activation Strategy improve students’ cognitive achicvement in French
inreteniion test? -~ ‘ .
:me test (FLAT Retention Test 1) administered, after four weeks of
the administration of the Post test.

b. a retention test (FILAT Retention Test Iy administered after twelve weeks

of the administration of the post test. 7

.
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4, Will Schema Activation Strategy improve students' interest and attitude toward /f

French on:-

a. a retention test (FLAT Retention Test 1) administered afier four weeks of
the administration of the Post test. ?z

b. a retention test (FILAT Retention Test IT) administered after twelve weeks

of the administrative of the Post Test. (2‘

SES
1.08 STATEMENT OF HYPOTHESIS

1. There will be no significant difference in the cognitive achievement of student exposed to
R Y

Schema Activation Sirategy and thosc not so exposed.

L]

| Ny : g_{ﬁ Ml‘{‘rd,a,n& ?{SU@-&D({ \U‘.ID. },{C’l.SL
2. There will be no significant different in attitude towards and interest in French of students'

exposed to Schema Activation Strategy and those not so exposed.

3. There will be no significant difference in the cognitive achievement in a retention test in

French of students exposed to the Schema Activation and those not so exposed on

i aretention test (FLAT Retention Test 1) administered after four weeks of the
admuinistration of the post test.

ii. aretention test (FLAT Retention Test IT) admunistered after twelve week of the
administration of the Post Test.

Studel wcpii b o 8 Bese i e xprd I

4. There will be no significant difference of attitude towards French of students exposed to
e e =

the Schema Activation Strategy and those not so exposed, on

i. ‘a retention test (FLAT Retention Test 1) a.dmirﬁstration after four weeks of the
adfinistration of the Post test. .

. a retention test (FLAT Retention Test ) administered after twelve wecks of the
administration of the Post test.

%‘(AJL? L jt{/‘v;u,( £ rwd/lawz bt
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1.09  SIGNIFICANCE OF THE STUDY

The following are calculated/estimated to subsume the significance of the present study:-

1)

2)

3)

4)

110

The outcome of the study should throw more light on the Ausubelian claim of the
facilitative effect of the Schema Activation Strategy (SAS) in learning new material, with
special reference to French. Itis perﬁaps the only local study of the Schema Activation

Strategy (SAS) applied to French.

The study should ;provide some research basis for future experiments on the use of the
Schema Activatio’n Strategy in teaching and leamning French in Nigeria secondary
Schools.

i
The study should ;)rovidc useful suggestions on how to increase and improve the interest,
attitude and impfove level of performance in French through the use of Schema

Activation Strategy.

The result 1s expected to provide curriculumn planners and textbook writers with

information that should be useful in effecting new teaching straiegies, planning and

textbook writing.

SCOPE / DELIMITATION OF THE STUDY

The study cover a Local Government Area of Lagos State, due to the intensive involvement

require by the researcher in introducing the Schema Activation Strategy.

The study was conducted in three co-educational schools in Somolu Local Government arca

of Lagos State. Two Schools served as the experimental groups and one as the control.

17



- The cxpcximcrflal groups were taught through the Schema Activation Strategy while the

| control group was taught by a regular teacher using a different method.

The grammar topics taught were limited to the present and past tenscs. This is necessary
because the elements of gramumar start from these two tenses and success in French means
among others getting past this grammatical structure. They are also the most frequently used in
speech and wiiting for actions or events in contemporary French for accounting for actions and
events. This is to help students learn thrqugh proper and clear explanations the basic rules fro

using the tenses.

111 DEFINITIONS OF TERMS
* a) SCHEMA LEARNING THEORY y’ﬂcmm Fnain "”‘}*”@"@ '

The basic idea of schema was first introduced by Barlett (1932} in accounting for changes in

memory over time as tending to be more appropriate to the familiar.

Alba and Hashner (1983) report that any new information that is important and relevant to a
currently activated Schema is more likely to be learned than information not relevant to an

activated Schema..

Schema Activation is a technique recently developed for relating to-be-learned information to
knowledge already possessed. It refers to an array of activities designed to activate the relevant
knowledge in students’ memory prior to encountering new to-be-learned mformation
(Alvermann, Smith and Readance, (1985). These activitics typically have taken the form of
.. having students answer questions germane to an incoming topics; review previous learning or
develop a "schema map” of related knowledge already in memory (Anderson and Pearson,

1585); Schumakcr,/ 1987).

://W(/m» v K.
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Given Ausubel's theoretical formulation the job of facilitating meaningful learning involves the
development of appropriate strategies to increase the clarity and stability of learning material.
The strategy with respect to this and at the heart of Ausubel's approach entail the use of
advance organisers. The present study considers this specific type of schema. To achicve this
aclivaiios, the presentation of the learning material will be preceded by what (Gagne, 1974)
terms a stimulating recall event. According to Gagne's description of the events of a lesson, a
sumulating recall serves the purpose of making prerequisite leaming available from students’
memory; it can also, if necessary, be used 1o reinstate what has previously been learned but has
become somewhat inaccessible.

| .
Schema activation in the,present study will be restricted to encouraging students to mobilise

: |

relevant prior knowledge and will not involve an attempt to reinstate prior learnings. In this
] .

1

}especg each unit or less{m will be preceded by the presentation to the leamer of an advance
bt‘ganiscr - an idea that can provide the leamer with the concepiual framework on which he
can hang the new material, progressively from lesson to lesson, new organisers relate this new
material 10 idcas that have been presented previously. As these organisers accumulate, they
duplicate in the learner's mind the information - processing structure from the discipline. Thus,
by the end of ihe senes of units or activities on the Present Indicative Tense, for example the

learner will possess a new set of ideas about another tense in French - the Passé Composé.

To the best of the knowledge of the researcher there is no evidence of the previous use of this
technique in teaching French in Nigeria. The present study is designed to explore the effect of
the mobilisation stage precedmg the presentation of the learning material, using a schema

activation model,
b. SCHEMA ACTIVATION

Schema Activation is a technique recently developed for relating knowledge alrcady possessed

to-be-learned information to knowledge alrcady possessed. 1t refers to an array of activities
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%ﬁ designed 1o generate relevant knowledge in student’s memory priot to encountering new to-be-
\ learned information. These activities have taken the form of having students answer questions

germane (0 an up-coming topic, review previous learning or develop a schema map of related

knowledge already in memory.

The Schema Activation Strategy entails the use of Advance Organisers i.e. each unit or lesson

should be preceded by the presentation to the leamer of an advance organiser.
c. GRAMMAR IN FRENCH

The term "grammar” ailracrts various meanings. It 15, for some people, a ficld of study at high
z;icademic level while for some others, it would be simply regarded as the art of speaking and
\:vriting correctly. |

Grammar can be regarded as a set of rules and definitions of classes of words or parts of
speech to which a language should fit. For the purpose of this study, Grammar means the
order in W*“'“}C‘FL}‘_’ERS in a particular language are arranged, and the rules governing that order. ¢
In this study, even though over-emphasis on grammar will be avoided, it is considered

imperative that the elemenis of grammar should be presented with the greatest possible clarity.

This is to avoid allowing students make rules for themselves. Effort was therefore made to

explanations. Thus instead of trying to lean the subtleties by poring over abstract explanations,

the students will used concrete examples in easily remembered contexts.
—
~d.  PASSE COMPOSE

The passé composé is the tense used to express an action that took place in the past. This is
used to express short actions that took place in quick final moments in the past. It is the tense
used in expressing orally and written accounts of the pasi. It is essential for every student 10

20

explain without over-simplification whatever li:sgfesented. Each grammar unit was preceded by“



grasp the form and use of the passé composé before learning, other more complicated form of

the past ex imperfect, passé simple etc.

———

e. ADVANCE ORGANISER

&

Ausubel (1968) describes advance organiser as;a\technique of Schema Activation. According to
L

him they are short introductory matenals deliberately presented in Advance of learning to serve

the purpose of providing anchoring foci for the entrant information. An organiser is an idea, a
e —3

general idea. It provides a conceptual frame work into which the leamer will integrate ne

materials. A generalisation, a statement, a descriptive paragraph, a question, a demonstration,
i .

I?]m, or an entire lesson or lessons in a.unit of work, can serve as an organiser.

|

f  KNOWLEDGE MOBILISATION

This i1s a particular fechnique that fit well into the patiern of Schema Activation. It involves
N —

having students gencrate relevant instances of knowledge from memory that will be

incorporated n Jaler learning.
g CONCEPT

According to the Longman's Dictionary of Applied Linguistics (1985)

"the general idea or meaning which is associated with a work of _symbel-in a person’s mind ()

the forming of concepts is closely related to Ianguageﬁ acquisition and the use of concepts to

form propositions as basic to human thought and communicationW
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CHAPTER TWO

LITERATURE REVIEW

This chapter comprises the following major sections:-
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2.0 BEHAVIOURISM AND COGNITIVISM

Discussions relating to the process of leaming have been dominated by two categories of
theonsts. They are:-

‘!) - the stimulus - response associationists

3)- cogntive field - theories. L oapnfalit
T e chowsh 7282

' ' : same 2yl
2.1.1 Stimulus - Response Associationists s W e 2 an X

These include Pavlov, Watson, Thomdike and Skinner essentially who studied the effects of
selected stimuli on the response of some organisms. Their approach is also referred to as
bahaviourism because their interest seem 10 be more on observing and explaining the overt
behavioural changes of an organism, as well as how such changes could be controlled. Their
suggestion 1s that in any léaming situation, the quality of what is learned and retained in
memory depends on the nature and strength of the links (bonds or associations) bctween

selected stimuli and the corresponding response.

Modem explanation of behaviourism, is represented in terms of S-O-R links or bonds, in the

.

respect some stimulus (or stimuli S) provokes some internal operations () in the learner which’
result in certain observation response (R). Empha§is is particularly on the stimulus and
response.

»
Behaviourists consider the internal operations {0) as a "black box" whose contents are.
observable and therefore unknown and unusable as scientific data (Godwin and Klausmeier,
1975). Behaviourism as useful applications in learning, such as in programmed learmning,

teaching and compufgﬁﬁystem. (Egbugara 1983)
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2.1.2  Cognilivism

Cogmitive ficld theorics, also known as gestaltists, consider mental processes as esscntial factors
in learning. Unlike the behaviourists, their emphasis is on the understanding of the internal
operations (0) of the learner which result in learning, as a necessary means of controlling the
stimulus (S) and of determining the resp se (R). The exponents of this theory include, Kafika,

S ———
Piaget, Ausubel, Bruner and others. They are interested in insight, perception, understanding,

structure and discovery. They consider simple stimulus-response pairing or chaining as a trivial

l
‘ ; way of explaining the process of leaming, and hold otherwise that understanding the nature of

 the interaction between cognitive structure and entrant informational content which result in
Y

, meaningful knowledge, i;s a better way of explaining the more complex learning, that go on a

. ! ,
“higher order learning such as concept Ieaming, rule icamning and problem solving. Some of the
app]ication)mf the cog,niﬁve field theory in education include the identification of appropriate
mathemagenic activities such as the use of adjunct questions, behavioural objectives and

advance organisers.

Pickards and Denner (1978) note a shift from the behaviounistic view to cognitive view in the
psychology of learning, a tendency which is not absent in the area to French education too.
However, Drucker (1972) indicates the dufficulty of taking afier a mar school of thought,
by pointing out the inextricable relationship which exist between the two views in any school

=

learning. He states:-

"We need the behaviourist trial of practice/reinforcement/feedback to lodge learming in

[,

memory. We need purpose decision, values and understanding - the cognitive categories, lest

learning be mere behaviour,. activify rather than action”.
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Egbugara (1983) explains that this involves the understanding of the stimuli which activate the
internal operations in a learner, and consequent response, such as demonstrated aptitude, which
are all necessary parts of the learning process. He further explains that the nature of the
internal operations, if understood, could be a more helpful guide in structuring instructional
materials and in selecting methods in such a way as would be most beneficial 10 the learner.

The use of advance organisers is based on the cognitive view, and cssentially represents the
attempts to manipulate external stimuli (the organiser and learning material) in accordance with
the suggestions of Ausubel's subsumption theory; which tries to explain the state and internal
operations of a leamer's memory in order to influence a meaningful learning outcome or

response. According to Egbugara (1983) this can be represented as follows:-

i
{

fa

R S o - R
ADVANCE ~ SUBSUMPTIVE POST-TREATMENT
ORGANISER PROCESS ACHIEVEMENT
ﬂ,:i +LEARNING SCORES
" MATERIAL

2.2 AUSUBEL'S SUBSUMPTION THEORY

The subsumption theory (or assimilation theory) can be explained as being primarily concerned
with the way concepts, facts, propositions etc. are received and organised in structure to result
in the accretion of knowledge. Ausubel (1963, 1968) views knowledge as being hicrarchically
organised in cognitive structure such that the more specific or less inclusive concepts are linked
to or subsumed under the more general, morc inclusive concepts. In other words, relevant
superordinate concepts provide stable cogmitive links or anchorage for entrant subordinate
concepts. The plausibility of this approval is implicit in the tendency in memory organisations
towards a reductionist trend, whereby it seems more economical and less burdensome to retain

a single inclusive concept than to remember a large number of more specific items. According
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1o Ausubel, (1967), cognitive structure, which is the learers' previously learned background of

meaningful idea and mformati09 has to be clear, stable and well organised for retention to
occur but if 1t is unstable, unclear, or poorly organised, forgetting, instead of retention, may

likely occur. /Cusubcl 1960, 1965, 1963, 1967 and 1968).

Ausubel (1967) attempted to differentiate between the terms leaming, retention and forgetting,

in the following manner:-

Learning refers to the process of acquining particular meanings from the potential meanings
‘presented in the learning material and of making them more available. Retention, on the other
"hand, refers to the process of maintaining the availability of a replica of the acquired new

i meaning. Thus, forgcttin:g represents decrement in availability.

|

‘In reception leamning, a meaningfully learned concept or piece of information is retained longer
than one that is rotely learncji,{ _Ausubcl (1960}, and the process of forgetting also differs with
the concept or picces of information. According to Novak (1977), when information which is
learned by rote is forgotten, whatever residual concepts that remain tend to result in proactivie
inhibition in subsequent learning of similar new material. But when some of the less inclusive
(more specific) details are lost in meaningful leaming, the residue does not.rcsult in proactive
inhibition of new information, but is rather facilitative, always remaining as a positively

functional clement in cognitive structure,

The assimilation theory considers that there are specifically two ways in which subordinate

concepts or propositions can be related to the more inclusive knowledge in cognitive structure,

. by derivative or correlative subsumption.  Following. Ausubel (1967) in  derivative

f
subsumption, the new concept is an exampie or illustration of the subsuming entity in cognitive

structure, and its meaning can be directly derived from the subsumer. However, a

. characteristic of derivative subsumecr. Is that it can result in quick obliterative subsumption,
_.‘és::.q

unless the concept is strengthened in memory through repetition and use (Egbugara 1983).
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Correlative subsumption occurs when the new information is an extension, elaboration or
qualification of previously leamed propositions i.e. the meaning is not implied in or derivable
from the subsumer (Ausubel 1967). Obliterative subsumption, in this case, is said to result in
genuine loss of knowledge. This is because the entrant concepts Jose their identity completely
after subsumption, and so can no longer be dissociated from their subsumers. Ausubel (1967)
has noted also that the availability of the subsumers in memory does not make possible a

reconstruction of the forgotten material.

In additional to these subsumers, Klausmeicr et al (1974) have reported the suggestion by

l :
Ausubel and Robinson (1969)¢ that a learner may also be able to arrive at new concepts,

1 ’
meanings or propositions even when there are related superodinate or subordinate concepts in
his cognitive structure. This is also said to be possible through the interaction of some

background information by the process of combinatorial subsumption.

2.3 ADVANCE ORGANISER AS A I\’L_A'I’HEMAGENIC ACTIVITY

The procedure of most classroom leaming takes the basic "INPUT - PROCESS - QUTPUT"

pattemn. This involves the presentation of some selected leaming content to pupils who act on it

and exhibit some bchavio(nal changes relative to some specified instructional objectives. The

Process’ and subscquent "Output” could, to a large extent be determined by the way the

teacher selects and organises the "Input" material (Riding, 1977).As a matter of professional
- proficiency, it is expected that the teacher will pay particular attention to behaviours which give

buth to learning and enable students to maximise achievement of specific objectives.
..(Egbugara, 1983).

!

Edwards and Fisher (1977) are convinced that the teacher is in the position of choosing what

students should do during their formal leamning experiences that will allow them to learn a,

particular éubjcct.
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According to Rolhk&ﬁ(,wm), mathemagenic activities are those student activities that are
relevant to the achlcverncnt of specified instructional objectives in specifi ed situation or places.
Students are therefore not expected to be passive participants in the learming process.
Rothkopf's attempt is to define the various but related educational attempts to identify human
and matenal factors that best facilitate the internal processes of learning. He identifies three

classes of aclivities which can be termed mathemagenic:-

- Ornenting
- Object acquisition and

!
- Translation and processing

2.3.1 Orienting |
‘ |
i

This helps 1o direct and maintain students' attention within the neighbourhood of cntical

. Instruction objectives; and may even include the control of su@lyﬂics,as.lsqg,to distortion.

JJ—T;;J';H‘7
2.3.2 Obijective Acquisition

Includes the selection and acquisition of instructional materials.

2.3.3 Translation and Processing

Involve scanning and systematic cye fixations, translation info internal speech or internal

representations the mental accompaniments of reading, etc. (Rothkopf 1970)- Advance

Organisers predispose his response to relevant aspects of the leaming material.

The facilitative effects of questions, behavioural objectives and organisers have been

investigated. Research information on the effects of quesiions includes works of Adejumo

(1972) Peeck (1970) Bull (1973) Pickards (1979) Shavelson et al (1974) among others while

28

o e e o s el

R

e e o weEm L

AR dm e e

e ee we



Ibegbulam (1980) Duchastel and Memll (1973) Harlley and Davies (1976) Herron (1971)
Melton (1978) Olsen (1973) give information conceming effects of behavioural objectives. On
asimilar note, evidence on the facilitative eftects of advance organisers is provided by Ausubel
(1960) Ausubel and Fitzgerald (1962) Weisberg (1970), Kahle and Rastovac (1976) and
Kq’hn and Novak (1970).

i

".‘.-."
LT 4
.
v

Ii_e{;:icwed hiterature has, however, tended to suggest that among these onenting stimuli, none

4 : .
has raised as much controversy as Ausubel's advance organiser.
9
i

Egbugara (1983) opines that, in education, the identification and selection of relevant student

activities does not only ensure that pupils learning is the primary focus of instruction, but could
. | e

also result in the identification of appropriate stimuli which are useful for promoting more
efficient information processing by learners. Orienting activities such as questions, behavioural
objectives and advance organisers are useful in achieving these goalfas supported by the

following statement:-

P
(_:R/Iathemagenjc activities such as orienting, selecting and processing involve not only the use of

questions but advance organisers and behavioural objectives. They play the role of directing
the learner into the vicinity of instructional material and guide his selecting and processing

,\
appropriate stimulus componcn@i'_ﬂbcgbulam 1980), Wilson and Koran 1976). #DD
6
Frase (1970) has indicated also that adjunct questions function to increasc learner’s attention to

critical aspects of the informational content, while behavioural objective and advance organiser

predispose their response to relevant aspects of the learning materials.

29



2.4 ADVANCE ORGANISER - CONCEPT AND MODES

In order to facilitalc subsumption, Ausubel (1960) (1963) proposcs thc use ol advance
organisers which, according to him, are short introductory materials deliberately presented in
advance of leaming to scrve the purpose of providing anchoring foci for the entrant
information, through cognitive bridge or ideational scaffolding. Mayer (1979) describes an
advance organiser as a short sct of verbal or visual materal, and which contains on specific
content from the later, which at the same time, provides a means of generating logical
relationships among the qlcmcnts of the learning material, thereby influencing the learners”
encoding process. However, this definition, fails to differentiate advance organisers from
overviews or summaries which are two possible pre-instructional stratcgies that may likely be

confused with it. (Ibegbulam, 1980).

Ausubel (1960; 1963) suggests that advance organisers are at a higher level of abstraction
generality and inclusivencss than the learning passage, as well as relating to some of the
ideational content in the leamer's cognitive structure. To him, "overviews are simply a
summary presentation of their principal ideas in a passage”, which achicve their ¢ffect through

the "simple omission of specific detail" (Ausubel 1978).

Balogun (1982) ’howcver, has classified advance organisers as expository materials with an
orienting function which provide structural information, and which may not necessanly serve
as mediator or summary, Since, different pcople may hold varying concepts concemingl
advance organisers, which in turn influence both the selection and development of matcrials for

use as well as results obtained and interpreted in terms of the effectiveness of organisers, it is

. necessary to conceplualise and preparc the subsumption function of advance organisers, in

accordance with Ausubel's definition. In differentiating between advance organisers, overviews
and summarics, Ausubel (1978) does not seem to have succeeded in eliminatingthe ambiguity
associated with determining the level of abstraction generality and inclusiveness when
constructing organisers Hartley and Davies (1976). This is implicit in the following statcment:-
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"Apart from describing organisers in general terms with an appropriate example, one cannot be

more specific about the _constmction of an organiser; for this always depends on the nature of

the learning material, the age of the learner, and his degree of prior familiarity with the learning
| passage, "(Ausubel 1978).

g \Wﬂgmiﬁw

( This ambiguity could result in the use of inappropriate materials as organisers which in actual

(_
é

fact, may be conceptually and grammatically above pupils)mcaningful comprehension.

1 When an organiser is meaningless to the pupils whether in content, grammar or both, it is not

' likely to serve a faci}jtatilfe role in the leaming of a new material.

;: In the absence of a "standardised" method of producing effective 'organisers, Mayer (1979)
| suggests the following checklist:-
1. Does the organiser :;dlow to generate all or some of the logical relationships in the to-be-

learned materials?

2. Does the organiser provide a means of relating unfamiliar material to familiar, existing

knowledge?
3. Is the organiser learnable?
4, Would the learner fail to normally use an organising assimilative set for this material.

- According to him, organisers that generate™yes" for each question should be explored further.
-

Lawton and Wanska (19;77), Bams and Clawson (1975) also suggest how to guide researchers

in the development of effective organisers. In their study, attention is focused on the nature of
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the correspondence between potential advance organiser and the learning material and students

prior knowledge.
a )l
Advance organisers could be expository or comparative. (Ausubgl, 1567) 1&,‘&"’4 A
. S axw 4;./1{)1 9;6 C"’J-ﬂ\{
2.4.1 Expository Organisers / a8 [ 1
! W I‘% §"'O \
RSl
o

Expository Organiser are uscfui when there is zged 1o provide links (or bridges) between

/
concepts in an unfamiliar leaming passdge and a cognitive structure which does not contain

._”_

appropriate proximate sx}bsumers. This implics.that ¢xpository organisers provide in advance
some relevant inclusive’ concepts to a previously non-relatable cognitive structure, thus making

it possible for concepts or proposition in the learnirig contents to be meaningfully subsumed.

2.4.2 Comparative Organisers

Comparative Organiser are used when the learning passage is relatively famihar, that is, the
.
passage 1s'relatively familiar, with concepts which are reliable to certain aspects of cognitive

)

structure. Ausubel (1960; 1962) give the following as function of comparative organisers;

“the ajm (---------) is not only to provide ideational scaffolding for the specifies in the learning
- ———

passage, but also to increase discriminability between the new ideas and the previously leamed

= g
—

ideas by pointing out explicitly the principal simifarities and differences between them”.

”’G"WM i

nAdvancc organisers can have two broad forms - verbal and non verbal.

T

For the purpose of this study verbal organisers are those materials that are purely in form, while
non-verbal organisers would include audio-visual materials, pictures, graphics and other forms
of organisers, representatives which are not strictly prose. Prose organisers have been used by

Ausubel (1960, 1961, 1963), Fitzgerald and Ausubel (1963) Bames and Clawson (1975),
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‘o synthesis and

while Weisberg (1970) Lucas (1973) Segaria (1981) Scandura and Wells (1967) Alverman

(1981), and Pyros (1981) have tested the effects of organisers that are not strictly prose.

Reviewed literature has however, indicated that most organisers used have been in the verbal

form; and there have not been significant results concemning other forms of organisers; even
though, there is no evidence to indicate clearly the superiority of one form of organisers over
the other. Egbugara (1983) %)that if the correct non-verbal equivalence of an approprately
written organiser could be achicved, it is likely to produce a more positive effect by providing
some elements of concreteness which may reduce the level of abstraction of the verbal forms,
thereby making the organiser more comprehensible.
l

Organisers that arthn'odlllccd prior to the learning material are referred to as advance or pre-
organisers, while those that come after the learning material are called post--organisers.

Shimurak (1974) Steinbrink (1971) Baylis (1976) Neisworth (1968) and Graber et al (1972)

worked with advance orgzﬁu'sers, Woodward (1967) Clawson and Barnes (1973) Bertow et al
(1972), Ibegbulam (1980) Egbugara (1983) Ekwere (1990) are among those who have tested

the relative effects of pre and post organisers.

Mayer (1979) has, however, reported the relative superior effects of advance over post

. R
Organisers. :

2.5 BLOOM TAXONOMY AND ADVANCE ORGANISERS

Bloom, ¢t al (1972) have outlined a taxonomy of educational objectives in the cognitive

. domain. This includes knowledge, as well as some intellectua] abilitics and skills such as

. comprehension

.+  application

. analysis
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. evaluation

In constructing, tests to assess cducational achicvement, more attention if’ focused on the

knowledge , comprehension and application_of specific information in learning a given

subject - maiter content.  Recall-type questions basically test for knowledge  and

comprehension, while tests of applications measure transfer.

2.5.1 Knowledge

Knowledge has been defined as the recall of specifics, universals methods, processes, patterns,

structures or setlings. }WJ : ‘[

2.5.2 Comprehension

e T T T
i .

' -3
Comprehension_is regarded "as representing the lowest level of understanding such that the
———— o T

!
|

subject knows what is being communicated and can make use of it cven when he is unable to

related it 10 other materals or perceive the fullest implications. ’fﬁj 9‘

2.5.3 Application

Application is the use of given information in particular and concrete situations. Esscntially, the
cognitive domain represents the major arca of concern associated with Ausubel's subsumption

theory.

The extent of the effectiveness of advance organisers is facilitating learning 1s delermined by

the achievement level on this taxonomical hierarchy. Assessment tests for this purpose have

“been of two kinds - the recall type as used by Ausubel (1960) West and Fensham (1976) the

transfer type illustrated by Anderson (1973) Maver (1979) Koran and Koran (1973).
Lawt d Wanska (1977} note st-test which merely assess ¢ t definiti 1l
on and Wanska ( } note 1aEpos estwhich merely assess concept defind 1027 recall or

recognition are open to rote learrung contarmuination, whie Mayer (1979) has added that
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measuring the amount of information retained would not provide enough evidence to support
the facilitative effect of organisers. He suggested that organisers seem to have their strongest
positive effects not on measures of retention but ralhcf on measures of transfer. In support orL
this, Ausubel (1978) has claimed criterion tests that require verbatim retention of materials are
inappropriate, and that tests of application to novel problems are preferable when
demonstrating the facilitative effects of organisers. On the contrary, Bames and Clawson
(1975) have suggested that studies should be conducied to determine the facilitative effects of

advance organisers on learning at all levels of the cognitive domain.

In view of the above, it sh(:)uid be noted that ability 10 transfer may not be possible except the
learner has knowledge of t:he. learning material which he has comprehended in a meaningful
way to enable transfer. In (:)thér words, a pupil can only transfer what he has knowledge of, or
what he has comprchendec;i. (Egbugara 1983). He further suggests that in developing tests
based on the taxonomical ﬁicrarchy, the paramount determinants are:- age, ability level of the

leamners, the concepts or content to be leamed and the duration or exposure - time.

Considening that at the secondary school level, sophistication in the subject matter content is
not high, coupled with the short tirme usually allowed for the study of the advance organiser
and learning matenal, it is likely that recall-time tests would be more appropriate as a first step

in determining the facilitative effect of organisers on meaningful learning.

M)L_waiwd "‘L‘"”

2.5.4 / Research Supporting Advance Organisers
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el
Auilx D

er’arw'mw"'

Ausubel (1960) used 120 undergraduates who studied a 500-word advance organiser on alloys

twice before learning a specifically prepared 2,500 - word passage dealing with the
Ve T

metallurgical properties of plain carbon steel. He discovered @ significant difference between

means of the students who used the advance organisers and those who did not.

35



-

Allen (1970), compared the effects of an advance organiser introduction and a non-advance
organisér introduction in social studies using 212 ninth grade students. He found that the
advance organiser facilitated learning for above average students in delayed post test but had no
such effect with less able students. This supported a similar finding by Ausubel and Fitzgerald
(1962).‘ Anderson (1973) tested the effects of pre-and post-organisers on four intact college
classes in macro-economics. He found that the pre(advance) organiser group performed
significantly better on recognition and wunderstanding simple application and complex

application.

Jones (1980) used eleventh grade students to test the effect of what was referred to as abstract
and concrete organjsersland found that advance organisers might be facilitative only for a
relatively narrowly dcﬁnei,d collection of leamers.
i

Ausubel and Fitzgerald (1961) compared the effects of a comparative and expository organiser
with a historical introdﬁ.cﬁon in the leaming of a religious passage on Christianity and
Buddhism using undergraduate students. Though the comparative organiser was significanily
higher than the expository organiser on the posﬁcsl‘,both effected higher achievement than the

historical introduction on the delayed post-test.

Similarly Ausubel and Youssef (1963) compared the effect of an advance organiser with a non
organiser passage using 162 college students. They found that the achievement of the

organiser group was significantly higher.

2.6 RESEARCH NOT SUPPORTING ADVANCE ORGANISERS

Some studies could not :support the facilitative effect of advance organisers. Schultz (1967)

used 376 sixth grade students of above avefage ability to text Ausubel’s advance organiser

effect based on sex ability and knowledge of background information. His test lasted twenty:

" weeks and he found no statistically significant difference between the mean scores of the

students who used the advance organiser and those who did not.
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Woodward (1967), using 27 college students, compared the facilitative effects of advance and

posi-progranisers. He found no significant difference between the groups.

Jerrolds (1981) used 84 ninth grade students to compare the effectiveness of an advance
organiser and a modified organiser. He found no statistically significant difference between the
means of the advance organiser and the modified organiser groups and none also between them
and the control group.

Neithworth (1968) used 180 educable mentally retarded adolescents to compare the advance
organiser with an introductory passage. He found no significant difference in the achievement

between the experimental and control groups. Baron {1971) tested three treatment conditions,

a group using a graphic (i)rganiser, a group using a prose organiser and a control group with no

- organiZer using students m grade six through twelve. However, analysis of data did not show

fru

any significant difference in favour of the organiser treatments at any grade level.

Clawson and Bames { 1973) compared the facilitative effects of pre-and post organisers on the
learning of structured materials at the third grade level. He found that the students were unable
to produce evidence supfmrting the facilitative effect of pre or post organisers.
Barnes (1973) conducted an identical study using sixth grade pupils and obtained a similar
result. There was no cvidence from the study to-support the new that the pre-or post-
organisers could facilitate learning of the material at the said level.

Mpur pom cpacdivatmt ~
2.7 SCHEMA LEARNING THEORY
Barlett (1932) introduced the basic idea of the Schema, in accounting for changes in memory
overtime, as tending to bc more approximate to the familiar, Accofding 1o Barlett, experience
is mediated in the same form by the effccts of the organisation dertved from the expericnce

which acts to organise further experience.
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Woodworth (1938) refined and clarified the concept of schema, by noting that configuration of
new expeﬂcnce@émembcred in terms of a schema with the addition of a correction factor.

From Woodworh's submission, Attneave (1957) concluded that schema consists of "at least in
part of some representation of the central tendency of the class of subject in question". He
further explains this concept of schema learning as some form of central tendency, by

suggesting that an observer forms subjective standards of experience based for the averaging of

previous experience. Pe%?ple develop for example the concept of "human face" i)y instinctively
averaging the faces or erpericncc from the previously devcloped subjective averaging. This
forms an extension of Woodworth's schema plus correlation using central tendency as a factor
determining schema and :derivation from central tendency as correction in Woodwoﬁ_l;slrs_gr}_s.e.
Rumelhart (1980) descﬁl;cd schemata, as follows:- -
The central function of schemata is the construction of an interpretation of an event,
object or situation that is in the process of comprehension, in all of this it is useful to
think of a schema as 2 kind of informal, private, unarticulated theory about the nature

of events, objects or situations which we face. The total set of schemata we have

.available for interpreting our world in. the sensc it constitutes our private theory of

et

The total sct of schemata instantiated at a particular moment in time constitutes our

internal mode of the situation we face at the moment in time":
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Schemata can bLe presented in

(see figure 1)
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An example of semantic network taken from Collins and Loftus (1975) and can be though of --

- ——

-- as "package” of knowledge about particular objects or events.  The pl‘]ll‘l'l-algi function of a
schema is to guide the acquisition of further knowledge by the schema holder, just as the

concepts, laws and theories of a discipline ouide the rocesses” in which the scientists are
P & P

engaged.

Rumelhart (1980) describes a Schema as being analogous to a play. The basic script of a play,
like the basic elements of a schema, remains the same, while the play actors like the value of a
particular varable in a scﬁcma will always have certain vardables such as types attributes and
level of concept learning. However, each of these variables may in different modes of concepls
leaming, take different values, for instance, conjunctive, disjunction and relational concepts as
types, concrete, classification, and formal as levels of concept development. A general concept

schema established in memory can guide the interpretation of new instances of concept, even

about the very abstract ones.

Describing schema in more precise terms, Evans (1967) define it as being "a characteristic of

same population of objects. It is a set of rules which would serve as instructions for producing

a population.”

Corrum and Brown (1973) conclude that agreement generally exists of the definition of schema
as being "a set of rules used to generate a prototype pattern distinctively representative of a
population of variable stimuli". The encoding process is referred 1o as schema formation as

opposed to schema activation which has to do with the retrieval process.

Schema theory therefore, is an amalgam of theorectical assumptions whose core suppositions

are about knowledge representation.

Anderson, Spiro and Anderson (1978) Bransford and Johnson 1972, Pickards and Anderson,
(1977) support the notion that information is assimilated into existing knowledge structure
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(Schemata). From the perspective of Schema theory €.g Anderson and Pearson (1985} a
knowledge structure should provide a framework not only for the assimilation of related
information consistent with its content but also for the accommodation of its content to related
information,
"Schema Activation” is a technique recently developed for relating to-be-learned information to
knowledge already processed. It refers to an array of activities designed to generate relevant
knowledge is students' memory prior to encountering new to-be-learned information
Alvermann, Smith and Readence (1987). These activities typically have taken the form of
having student answer questions germane 1o an up-coming topic, review previous learning or
develop a "schema Map" of related knowledge already in memory. (Anderson and Pearson
1985, Schumaker (1987))." One techmque that particularly fits well the umbrella of schema
Act;vanon is "knowledge moblhsanon (DAgosuno and Elmes, 1987). It involves having
students generate instances from memory that will be incorporated in later learning activity in
much the same way as a great number of activities referred to, by the term "Schema
Activation" Alvermann, et al (1987), Rowe and Rayford, (1987). According to Ausubel
(1968) "the most important single factor influencing learning is what the learner already
knows". This notion was further elaborated in the subsumption theory (Ausubel 1962, 1968)
and assimilation theory (Mayer 1979) which "refers to the idea that leaming involves relating
new potentially meaningful material to an assimilative context of existing knowledge".

According to Mayer (1972), the following three conditions must be met for meaningful

learning to occur:-

* the new material must be received by the learner

e the new leamer must possess prior to leaming, a meaningful assimilate context for

integrating new material; —

o the learner must actively use this context during learning to integrate new information with

old.

The present study is concerned with the third of these conditions in that it deals with effects of

promoting aclive use of lcamegiexisﬁng knowledge prior to learning.
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2.8 RESEARCH EVIDENCE OF SCHEMA ACTIVATION

Peeck, (1982) Peeck, Vanden Bosch and Krewpeling (1982) had a group of Dutch fifih
graders read a brief passage of 125 words about a fictional fox. Prior to reading, half the
children mobilised reievant prior knowledge by generating ideas from memory about foxes.
The remaining half of the children generated ideas about a topic not relevant to the fox
7(2 . p&sage@iﬁcan farms) Immediately after reading the children were tested via free recall.

4

The results of the study indicated that knowledge mobilisation facilitated recall.

Peeck (1982) in a later study had subjects into generated names of United States Presidents.
After the knowledge mobilisation stage, subjects encountered two different to-be-leamed list of

words of sixteen words.

One list, i.e. the "Mobilisation" list - contained the names of presidents. The "non Mobilised"
list also consisted of sixtecn items from a single category but it did not contain the names of
presidents. The control group in the study also studied the two lists but did not engage in
knowledge mobilisation. The results obtained, indicate that subjects in the two conditions did
not differ in their recall of items from the non-mobilised list, but that the experimental
condition subjects recalled significantly more of the names of United States Presidents than did

the control group.

Pecck accounted for the results of his lisf—l.eaming-srudy as well as the carlier prose-study on
the basis of Mayer's assimilation cncoding theory (Mayer 1979) in which leamning outcomes are
related to the availability of an assimilative context during encoding. More generally Peeck's

. conceptions fit well within the current views of schema theory.

The experiment by Recht, et al (1988) had sixty four Junior High School students divided into
—————
four equal size groups on the basis of pre-assessed reading (High and Low). Each subject read

silently an account of a bascball game. After reading, each subject recalled the account non-
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verbally figures and verbally by retelling the story. After an interpolated task, they summarised

the game and sorted sentences for idea of importance. There was significant main effect of
prior knowledge on all measures. These results delineate the powerful effects of prior

knowledge activation.

D'Agostino and Elmes (1987) found that across a serics of four experiments, knowledge
mobilisation was only effective in enhancing subjects, memory for items generated during
knowledge mobilisation phase. Memory for items on to-be-remembered lists was not
generated duning the activation or relevant prior knowledge was a special case of generation

and dismissed Peeck's earlier explanation.

|
In another study conducted by Mannies et al (1988) on knowledge mobilisation procedures,
they used fifty seventh-grade social studies students for a reading assignment. They concluded
that knowledge Mobilisation and related Schema Activation techniques, have their effects on

students memory primarily through the construction of an encoding context, the better facilities

assimilation of new information.

Rahman and Biasanz (1986) focused on the differences between good and poor readers in their
use of a story schema in recall and reconstruction task. Above and below average
comprehenders in the sixth grade heard a story cither in canonical (standard) or interleamed (a
form of scrambling) format. They were instructed to recall the story and reconstruct in order
of story events cither exactly as they heard it or as it should be. Both good and poor readers
were found to use effectively the story schema when the story followed canonical format. The

story schema, of the poor readers was however, not well developed or as efficiently used as

-.. that of good readers. Both recall and reconstruction data also provided evidence that schematic

retrieval is not obligatory for either type of readers.

Most frequently cited evidence implicating schemata in both encoding and rctricval processesi
are those reported by Anderson and Pichert 1978) Andersen, Pichert and Shirley (1983).
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For Anderson and Pichart subjects read a passage about two boys playing hockey from school
that could be meaningfully interpreted from the perspective of a burglar or from that of a

potential home buyer.

When subjects were asked to read with a particular perspective in mind and then were
subsequently asked to recall all of the information that they could remember from the passage,
they recalled information that was irrelevant to the perspective. In other words, the subjects
recalled more information that was relevant to the schema activated at recall than information
that was irrelevant to the qclivated Schema.

)

i
The conchusion that Schcimata can influence the cn_codmg of information was challenged by
Alba and Hasher 1983).! The argument is that whereas schema may influence retrieval |
processes there is no evidence that can influence the naturc of information being stored. As
evidence against the selective storage assmnption, Alba and Hasher cited Andersen and Pichert
(1978) as well as Fass and Schumaker (1987) who utilised the common methodology of having
subjects read a test with one perspective in mind. They found that subjects could recall
additional parts of that text when a second perspective was invotved. Alba and Hasher (1983)
interpreted these findings as demonstrating that an activated schema exerts influence on the
retneval of information, but they also raised doubts about the degree to which an activated
schema exerts influence on the retrieval of information, but they also raised doubts about the

degree to which an activated schema exerts an influence on the encoding of textual

information.
-~ Kardash, Royer and Greene (1988) tested whether an activated schema can influence both the

storage and the retrieval of story information. They concluded that Schema Activation exerts

an influence on retrieval processes but not on encoding processes.
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2.9 RESEARCH IN NIGERIA

In Nigena the study of the facilitatives effect of advance organisers is at a very early stage.

Ibegbulam (1980) used 360 Form pupils (age range 14-16, years) from the secondary schools

in Bendel State to study Biology. Among her orienting stimuli were advance and post
orgamsers. She also used a verbal ability test. The results showed that while verbal ability
significantty and positively related to achievement in biology neither the advance nor the post

organisers showed any significant facilitatives effects on students' achievement in biology, and

:neither the advance nor the post organisers showed any significant facilities effects on both
‘'students’ achicvement anfl attitude. A reason she suggested for this result was the inability of
the subjects to understam:i the orienting stimuli. The organisers were probably at a higher level

of abstraciion than was necessary and convenient for use with the choice of subject.

Nwakpa (1981) studied students leamning and retention in Biology using a self made Ausubehan
subject matter sequencing. There were 744 Form Three Students of mean age of 15 years in
the study. He discovered that no significant difference existed between the experimental and

control groups in achievement in the post test and delayed post test.

Adejumo and Ehindero (1980) in their study compared effects of student made and teacher-
made organisers on junior and senior secondary school pupils with respect to retention. Junior
students retained more student made - advance organisers while senior students group mean

was higher for the teacher-made organisers.

T

Adejumo (1972) carlicr investigated the effect of guide questions as post organisers on recall
and retention using 282 Form Three students from Oyo State and Found that guide questions

when used as post organiser facilitatives retention and increase recail.
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Abdullahi (1980) also surveyed the effect of behavioural objectives when used as advance
organisers in a high school chemistry instruction, using a pre-test post-test design. The subjects
were forty summer vacation sccondary school students who studied some chemistry content on
gases as these were taught by the University of Tlorin student teachers. He tested students on
knowledge comprehension: and application levels of mastery and found that the performance of

the treatment class was not significantly different statistically at the level of knowledge and

comprehension.

Egbugara (1983) investigated whether Physics concepts would serve as advance organisers for

other physics concepts. The organiser material and leaming passage were selected from one of

- the Physics textbooks whilch are used in Nigeria secondary schools. The selected organiser was

presented in three forms :the verbal and graphic organiser which were suggested to belong to
different perception and t.%,ognitive levels. Data was collected from thirteen secondary schools
in Anambra State of Nigeria using a pretest post-test two way factorial ANCOVA. The result
showed that boys gained significantly in the use of the verbal and graphic organisers and that
these two modes were less facilitative in girls' schools. There was evidence that combining the
verbal and graphic organisers would be most facilitative for the generality of students. There
was evidence that combining the verbal and graphic organisers would be most facilitative for
the generality of students. Differences in aptitude levels were more significantly influential for
the achievement of boys 'than for girls schools. He also found that an organiser which can
serve as a facilitative strat‘c;,g}r for a group of students may be disorganising for others.
Egbugara's view is that it is necessary to understand the stimuli which activate the internal

operations in a learner and the consequent response such as demonstrated aptitude are all

necessary paris of the Jearning process. The nature of the internal operations if understood ™

could be an important help guide in structional instructing materials and selecting methods that

would be most beneficial to the leamner.

In a recent study by Ekwere (1990) to investigate the cffectivencss of activating relevant
<
"concept” schema as well as providing reception-orented teaching procedures on the
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altainment of the mole concept. Senior secondary one Chemistry student s (53 females and 87
males) totalling 140 from four randomly selected secondary schools in Oshodi Local
Government Area in Lagos State formed the samples of the study. The instruments used were
a 30-item concept Attainment Learning Material (CLAM) . F and T test and Pearson Product
Moment correlation statistical analysis used for the study indicated that students taught using
the experimental model (SACA, SA and CA) attained the mole concept significantly better

than students taught using the conventional lecture method.

There was significant difference between the attitude of students taught using the experimental
models and the attitude of those not so exposed 1o it. Attainment of the mole concept and
attitude towards Chemisiry depended on sex. There was a significant relationship between

attainment of the mole cbncept and attitude of students towards Chemistry generally. Also, a

-significant relationship between the two variable was recorded for boys while a low relationship

was recorded for girls.

2.10 PRESENT STUDY

Drawing form reviewed literature attempts will be made in the present study to minimise some
of the identificd short comings of previous experiments - particularly those that could not
discover any facilitative effects of advance organisers. Such short-comings have been stated
carlier as relating primarily to the methodology of constructing the advance orgamiser, and the

use of appropnate experimental procedures.



2.11  GENDER DIFFERENCE AND LANGUAGE ACQUISITION

Findings have demonstratcd differences between sexes in various academic achicvements
Stround and Lindquist (1942) found significant sex difference in achievement favouring girls in
most of the achievement areas studied.

With spectfic reference to language development, Merry and Merry (1985) reported that
despite that variations in sampling and methodology, almost all their investigations showed that
girls are superior to boys in practically every phase of language development, adding that in
general girls speak earlier than boys and excel in word usage, correction of sentence structure

and comprehensibility of speech than boys.
1

McCarthy (1953) arterrilpts to provide explanations as to why gurls are generally superior to

boys in language dcvc:lopmcnt using a sociological interactionist approach. To him girls’

- superiority is caused partly by their closer association and identification with their mother. He

adds that even in infancy girls secm to gain greater emotional satisfaction from relationships
with their mothers and tehd to imitate their mothers' speech. Boys, on the contrary, tend to

identify with their fathers.

Carroll (1965) in a study on the teaching of French in cight countries Chile, England, Wales,

Netherland, New Zealand, Rumania, Sweden and the United Stated, reported that.
a. in all the countries there were more female than male students leaming French.

b. in some countries like the United States and England girls often had hugher tested verbal

ability than boys and were more disposed to offering French at examinations.

¢. at the University level in the United States, there was a preponderance of woman

e

majoring in all the language including French.

‘d. 84.1% of the French majors at the University level were women.
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Burstal (1975) found that in achievement girls scored signiﬁcantly higher than boys in all tests
measuring achievement in French and that the attitude of girls towards French was also
consistently more favourable than that of boys.
Julia Batters (1986) in her paper on "Do Boys really think Language are just Girl talk”,
K nec%:ssary pupils perspective of foreign language leaming. The rescarch was conducted in the
school of education at the University of Bath on Comprehensive School. It reflected the
concemn of the Modem L,énguage Association at trends shown by examination entries for
foreign language in ILEA schools. The O'Level entry for French which is the most widely

taught modemn language in school, shows as dramatic decline in the number of boys taking
e e ————

cxaminations in the subject.

The suggestion was that boys were dropping out because of the perceived femininity’ of
foreign language study. Teachers, too, in formal discussion have secn the femininity of foreign
language as a major reason for the lack of interest shown by boys in the subject, saying for

cxample, "Boys still sce it as a fernale dominated subject”.

One aim of this research by Batters (1986) was to test pupil's perception of gender differcnce

in foreign language Icarning among the pupils of different sexes.

The quesﬁonnairf: results obtained showed that 100% of the boys and 8.5% of the girls are
better than boys at foreign language learning 4.6% of the boys and that only 0.8% of the girls
see boys as better than girls at foreign language. But the overwhelming impression obtained,
from the resu%[at neither boys nor girls think lfncre is any difference 85% of the boys and
?0.5% of all girls say that boys and girls are just as good as each other at foreign language

learning.

As for the question of importance it is perhaps surprising that the results showed a trend for
each sex to think that learning a language is more important for their own, rather than the
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opposite sex, 6|.8% of the boys say that it is more important for boys fo lcarn a foreign
language (only 2.2% think it is more important for girls) and 4.3% of the girls say it is more
important for girls (only 1.0% think it is more important for boys). However, once again the
overwhelming impression is that the majority of boys (90.2%) and (4.7% of the girls perceive
no difference importance. These results were felt to be surprising but it is wg_g__th_o’@__ugh--ihat

———

perhaps the pupils werc still too young to perceive the gender difference which are generally

cited as the cause of male drop out”. % (),

Consequently the same questionnaire was repeated with the same cohort of pupils when they
reached the end of their third year in June 1985 and when they had already made their option
choices. The results obta:ined indicated once again that some boys (14.8% 0 and some girls)
7.8%) think that girls are i)étter at language than boys, and that the previously mentioned trend

for each sex to favour themselves when considering the importance of a language is maintained

as 4.9% of the boys think language are more important for boys as against 2.0% who see them

‘as more important for girls. 3.7 .8f the girls think langu’igzé{e more important for girls and

only 0.2% see them as more important for boys. But once again the majority of boys (82.2%
and the majority of girls (90.6%) said they perceived no gender difference in the performance
of both of both sexes in at forgign language. Likewise 92.3% of the boys and 96% of the
girls said that they per'c;gcﬂ no gender difference as far as the unportance of leamning a foreign
language is concerned. The weight of the evidence here secms 10 suggest quite clearly that

pupils are not seeing the alleged femininity of foreign language as a major issue when making

their decisions about whether to continue with or drop, foreign language study.

There is a long-disputed tradition in gender difference research.. It is often acclaimed that

..there is female bias or superiority in children's language ability (Macaulay 1978) (McCarthy

1953 Moglone 1980) particularly after eleven years of age (Mccoby and Jacklin 1974).
Sinularly reading from Gates (1961) and Dyksra (1967) through Geschwind (1984) indicate

that girls out perform boys in carly reading,.
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2.13 FRENCH LANGUAGE CURRICULUM DEVELOPMENT IN NIGERIA

With the tum of the 80s French teaching and leamning in Nigeria, as part of the school

curriculum can be said to have survived two decades, Among the reasons for the introduction

of French in the secondary school curriculum is the need for Nigeria to maintain a closer and
more effective communication link with her francophone African neighbours. As a result of

the new political awarencss which followed Independence, the carly nationalist of Affican felt

that with the gradual disentanglement of African countries from the colonial yoke, the newly
independent African nations should seck ways of achieving social, economic and political

cooperation as well as unity through language recommended that:

/

@e second Eur?pean Language shouid be considered not only as a means of
J

communication between English and French speaking countries in Africa but also as an

international langu;age with a wider purpose which, Jointly with the first European

language would enable Africa to communicate with other countries throughout the

world )/7} -

‘%Pg’ Jacques David (1975) noted that it was about the early sixties that the new English-speaking

nations began to look around themsclves and realised that their neighbours were French

speaking and one could not talk of Afg;g%uw without talking of the language for inter African

communication.

On_of the earliest justiﬁcalio‘rl/ the inclusion of French in the school curriculum in

Anglophone West African was the need for inter-elite communication:-

Mackward (1963) observed:-

"Every one agrees now that the creation of the intellectual elite able to express itsclf in

both English and French is an urgent necessity for African South of the Sahara. The
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problems is indecd well Rnﬁwn and occasionally experienced by West Africans
themseives when, in international gatherings or elsewhere, they suddenly secrn to
discover that some West African are English-speaking, and others are French speaking
and as Yoruba, Hausa and Igbo will seem just as strange to a Senegalese as Wollof,

~Diola or Serer to a Nigerian, the only medium in which they could communicate will be
either French or English".

This timited need for inter-elite communication was soon overtaken by increawost—

4’-"‘
independence co-operation and economic exchange between the governments and people of

Nigeria on the one hand and her numerous Francophone neighbours on the other hand. Thus,
by 1973, the focus had sufficiently widened such that the language group of the National
Secondary Education Cuni;culum Workshop could write. -

e

“The main contribution of the French language to the secondary curriculum in Nigeria, is to
serve as a window unto the international world and to encourage contact on the social,

intellectual and economic basis with the neighbouring Francophone countries.

Nwachukwu (1972) a former Chief Inspector of Education in the former East Central State of

Nigeria, made the following remarks:-

tis the fervent desire of our ministry to make our secondary school students have not
merely a smattering knowledge of French but a sound and effective third language
which will enable Iher‘n. to communicate with French people whercver, they may be,
whether in Africa, in France, in Switzerland or in Canada. You all know that we in

Nigeria, almost surrounded by French speaking countries of Dahomey, Niger, Chad,

Cameroun etc. are like people on an English Island, surrounded by a sca of I renchj ﬂ ﬂ

In the light of the leadership role of Nigeri(a, in African, by virtue of her sizc, population,

-

wealth and human resources, and as the giant of Africa, Nigeria, necds to be equipped with the
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major language - of communication in Africa, namely English and French. In order to give /g-
meaningful leadership in Africa, Nigerians cannot be ignorant of the French language, which
stands as the official language of a vast majonty of African people. Other events like the

formation of the Economic Community of West Afiican States (EC IS), Festival of Arts

and Culture (Festac) and All African Games further demonstrated the need for Nigerians to

understand and speak the French language.

Brann (1973) 1dennﬁed the missionary and colonial phase of French language teaching in
Nigeria.  The mxssnonary period, according to Aisiku (1982) was the period in which the
missionary established schools for their proselytising activities. Thc mission schools were used
as centres for teaching the Bible and for spreading the Christian doctrine. The curriculum of
“ these early schools was therefore, narrowed down to teaching rehg:on Christian morals,

anlhme /s,rwdmg and writing in English language. These schools as identified by Brann
(1973) were mainly Roman Catholic Schools. The colonial period, however, was marked with
the opening of the first pnmary school ir Lagos in 18(;?9 while maintaining religious interest in
the early in the early colonial schools some mediwn of inteliectual development was provided
in the curriculum. Like the mission schools, the colonial schools lacked relevance and

indigenous social values. Memorisation of foreign texts in history and literature and the

dogmatic acceptance of facts and information contained in foreign textbooks were features of

the curriculum and instructional practices.

A buief look at the development of the French language curmiculum shows, that, the pre-
independence as well as post-independence syﬂilzl_l_s_i:ié__ modelled on the overseas syllabus
introduced in 1953. The contents therefore, reflected the needs or prospective candidates to

British Universities with emphasis on the intellectual aspects of language (literature) and it was

Pt

this, that dictated the pedagogy - translation, grammar and written comprehensjon.  Essay
topics and contents of passages also reflected the British rather than the Nigeria background.
-

The first French language tcachers in the country were mainly British and they brought along
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with them the good old grammar - translation method, a method frestricts contacts with active
langnage inhabigng expression but éncouraging a mechanical practice in teaching and leaming.

As a resuﬁf this dissatisfaction with the pedagogy of French; a new lrench syllabus was
initiated by the reform movement by the Ghanaian Association of French Teachers (GAFT) in
1959. This materialised in Ghana, Sierra Leone and Gambia in 1962. This was further
modernised between 1963 and 1964, through the French International panel of WAEC(which

included Nigeria).

The reform was carried out in 1966, and by 1971, translation his%_cpn abolished; and greater
emphasis was placed on orally-skills. The four. language skill of - listening, speaking and

s , ——
wriling, ﬁ:}\nd these were to be emphasised in that order (Brann, 1975).

The new WAEC syl]abus: was considered in many circles as revolutionary, and it met with a iot

of oppositionis, from several quarters. The Lagos Branch of NAFT sent a strongly worded

" letter to the WAEC in June 1970, to suspend the introduction of the new syllabus. The Lagos

NAFT felt that the "New French" would be very difficult to teach, that failure rate in the
WASCchrease, and that the Nigenan pupils would subsequently be discouraged from

learning French.

Oyelola (1970) felt that the complete disappearance of trans]ationsij:from the "New French"” is

-
=

regrettable and she frowned at the over enthusiasm for the oral approach. Some teachers also

-

felt that the syllabus place& too heavy a burden on them.

The plight of the French language and by implication of the French language teacher, was

- highlighted by Evans (1972), one of the founding fathers of French in this country. In hisp

thought':pﬂ)voking and highly radical paper, in which he concludes on this gloomy note, while

48
calling for a reappraisal of the secondary school curmicuium:-
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RNOTORS the time has come to reappraise the place of French the school curricutum. It

is widespread abandonment in form LI in Nigeria al present is a danger which indicate

- ‘_--—,-’
disenchantment and suggests that-much of the French being taught is wasted. In
present circumstances, the subject would seem to me to belong to the upper regions of

secondary schootl life and the Universities".

It is this fact that French is not necessary for everybody that compounds the problem of

learning French in Nigeria schools. This disenchantment in turn stem from lack of motivation

== P

and a myopic esiimation of the functionality of the French language within the Nigerian socio-

economic and cultural experience.

Nevertheless it iigis}}cai'iciigg to note that despite expressed needs and other advantages of the
mcﬁ Ia;gl-m_g:: iin Nigeria, the study of French language in the Nigerian Secondary
School systems has madc a very slow progress. It is even more so to observe that this subject
is not onty making very slow progress but that the existence of so many intractable problems

now conspire to sing ils 'munc dimitis' from the Nigerian secondary school curriculum

(Thebuzor, 1.984).

2.14 SUBJECT PREFERENCE

The varying degrecs of intercst which children show in school subjects is alrcady a matter of
ZE

national concem. Olayinka (1973), and Durojaiye (1973) as cited by Alonge (1985)

investigated interest in subjects as it relates to vocations, and they stressed the need for

" appropx‘ia;c guidance for children and increase in provision for particular subject. However, it

; has been observed that emphasis had ofien times been on the favourable subjects of the

U students have negative disposition.
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Alonge (1985) in analysing subjcct popularity index at the Junior and Scnior Secondary .
Classes, in Lagos State Schools, shows that while English, Science and Mathematics are

favoured, French and Yoruba on the other hand, top the list of subjects disliked.

A rescarch carried out by Obanya (1977) to find out a general view of the French Language
-teaching situation in Lagos State schools, as well as 1o determine the popularity of French as a
ﬁpondary ‘Sil#\ool subjects in Ibadan, showgd that 80% of the students in Lagos State Schools,
who started French in the first form dropped it by the time they got to the fifth form. The
drop-out rate was, however, higher among boys that it was among girls. The Ibadan study
revealed that from first fonn, French jumped down to the tenth position in the fifth form.
Rural children were found to gnve significantly lower ratings to French that urban study by

f/ =

. Obanya in Horin on Studcnts prcference for, and attitude to the study of French showed

2
among other things, that students were not too keen on studying French for its own sake.

Adetoro (1960) showed that out of 150 grammar school syllabuses only 20 shows French as
4 e
one of their subjects. '

Bakare (1967) rcvcalcd that in the old Western State of Nigeria out of thirtecn school subject,

- —

French ranked elevcnth. { \rw

—

Adejunmobi's reference scale (1976) showed French ranking eleventh position out of eleven
subject?, : '
/

Obanya (1970),in his study of curriculum interests of some secondary school pupils in Ibadan J

.. showed that French was placed in the tenth position among fourteen subjects.
oot
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2.15 DROP OUT STATISTICS

The drop-out phenomenon has been verified in a number of investigations.  Bassey (Sierra

Leone, 1973) reported a drop-out rate of 81/5% between 3rd and 4th forms in 1972/73 in
T

secondary schools in Lagos. Studies by Bartley (1970) and Obanya (1974) and other

researchers have shown that boys show a greater tendency to drop-out than girls do.

"The view that Foreign Language leaming is a more suitable accomplishment for girls than for
boys, is undoubtediy still current in our society, reinforced by the fact that a knowledge of

French language ha@ﬁrcct and obvious applications to the future employment possibilitics

open to girls, but is less cicarly relevant to these available to boys".
;

i

1

Mueller (1968), cxplainccf that one of the main rcasons why students discontinuc their study of

a foreign language 1s the degree of difficulty attached to the subject.

Attrition from the French language class has been found by Backley (1976) to be a function of
poor achievement, attitude and scholastic motivation towards French. The study showed that
student discontinue the leaming of French at the end of the third year of their secondary school
courz 1t is hoped that if students in their third ycar achieve wcll in French and develop strong

positive attitudes and motivation towards the subjects.the degree of aftrition would be reduced

in the third year. D i &?,gb 02 éﬂjﬂ-n;l:fq [5FF

gys by Obanya between 1971 and 1974 showed that 80% of those who started French in

the first form had drop it by the time they got to the fifth form. The drop-cut rate in
=
1972/1973 vear was 86.5%. A survey conducted in Ibadan in 1971, show—_r’t;il;lgat French

becomes mncreasingly unpopular as Nigerian students progressed in the secondary school

systetnn.



Mgbodile (1983} observed that in Anambra and Imo state, only students in class one or two

~ showed appreciable interest in the study of the French language. At this early stage, the

students are excited by the new language and thus motivated to leam it. They arc seen taking

pride in their smattering knowledge of the language as they frequently alter some French phases

and sentences, but as these students advanced tg classes four and five, a remarkable change of
s

attitude occurs and many drop their interest for the subject while a good many others go to the

-~
extent of even hating the language.

Brann (1975) classified thc reasons for attntion under improper and insufficient classroom
facilities to motivate students to learn French while Adelekan (1983) classificd the reasons
under inefficient methods of teaching the language.

Obanya (1976) on a stuciy aimed at investigating the possible linguistic, psychological and

pedagogic aspect of the French language drop-out problem in Nigerian Secondary Schools and

to compare teachers' and learners' views on the issue administered a questionnaire of French
- jpgut-ium —_—

and 93 classes four and Horin. The results showed an award between the students and teachers

on the quality of teaching which was scen as poor examination results, lack of interest and lack

of opportunity to use French as reason for the drop-out "press are from other school subjects”

is a high order reason for pupils but a low order rcason for tcachers, _'I‘_hcre was also near-

~ concordance of views on the effects of text books, the influence of friends and parents.
rv with 7
In another study by Dada (1977) in Oyo State, drop-out considered school factors quite
‘ =

encouraging while they thought that bojth emvironment and - personal factors might have

contributed fo their decision to drop French. _The' study also revealed that there was significant

difference between boys and girls assessment of factors. The continuing group saw their
- parents as source of encouragement and contact with the French-speaking world seemed to

play an important role in encouraging leamers 10 continue. More drop—oﬂamcd it on lack of

teachers.
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2.16 RESOURCES FOR TEACHING FRENCH

Research studies have revealed that there are no good and adequate textbooks for the teaching
of French in Nigenian secondary Schools. Book is uscd in most schools are wrilten by
: e

foreigners and much of the contests do not reflect the cultural background of the Nigerian

student.

Brooks (1964) obscrved that the French teacher often finds himself in a helpless situation, for
=
not only are the textbooks available inadequate, but the French teachers in Nigeria make very

little or no use of supplementary books.

‘Writing about the problem of supplementary readers/ Grandsaigne (1970) made the following
observation;
= :
"The use of French Easy Readers is almost unknown in teaching French in Nigeria for
easy readers adapted to African School are very few. Some of these available are
—
characterised by regrettable error of syntax and semantics as well. They also err by
—_—

wrong choice of topic and bad approach to culture and civilisation’

The problem of textbooks and their usefulness have been alluded to by many teachers

throughout the country as rcvealed in the questionnaire and interview survey conducted by

Adelekan (1983) to find out teacher's opinion about the textbooks in use in Nigerian secondary
...-:_':...‘:-""‘“m— .
schools. Most tcachers commented on the length of chapters, the numerous exercise and
-

\‘—_
cultural context. Comments were also made by Obanya, Brann NAFT and Adelckan on the
—_—

tendency of some of these textbooks, with regards to_ their requircment to too many aids and

electronic devices which depend on electricity to function, a well as the inclusion of wrrelevant

_ topics which neither adequately motivate nor sustain the interest of the leamer.

Sonuga (1984) suggested the infusion of the following pedagogical principles into special

course materials to ensure the survival of French:-
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1. activities 1o be used in the book should be those likely to intercst children of Junior

Secondary age in Nigeria.

2. Matenals in the book should be both simple and Iearnable while containing only what the

child would need as a threshold level at which he could be considered to have mastercd

enough French, require to pursue forma or sclf directed study of the language. Setting of
e

such a threshold level would involve taking info consideration interest of the junior

secondary school learners.

3. Grammar and vocabulary items howevcer, should not be taught for their own sake but in the
service of real like functions which the learner is likely to encounter in his day-to day
S

interactions with other users to French.

Thebuzor (1984) remarked ‘that most textbooks arc organised on the principle of a linear
syllabus with end -of- term revisions. That the ordering of materials is this linear syllabus is not
based on communicative urgency but lafgcly’ _on the principle of linguistic complexity:- articles,
nouns, pronouns, adjectives regular verbs irregular verbs etc. that 1s from simple to complex.

The assumption behind the linear grammar-based syliabus is that most leamers will complete
the programme since at that time all the parts of grammar would have been covered. A pupil
who drops out before the grammar parts are covered, would possess a partial knowledge of
grammar parts are covered, would possess a partial knowledge of grammar but of little real

communicative value. What is therefore needed is a programme organised to ensure that even

drop-outs can communicate in French.

. The shift in emphasis from literacy to oracy in the secondary school French syllabus has

necessitated the need for the production of books for both teachers and pupils.
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Brann (1975) blazed the trail with has_"Guide" which contains commissioned articles on
methods of French language teaching details of ordinary level French syllabus, spectmen
question papers an extensive bibhiography.

Obanya (1975) comments on the unsolved problem between research workers and textbook
writers. He cxpects a closer cooperation which will ensure that the results of research can get

to classroom teachers through textbooks and other teaching materials.

To identify the available human and material resources for the teaching and learning of French

iwbm and find the adequacy of these resources, their relative sue by the teacher,
; -~
difficulties encountered by the teachers in getting and using the materials resources was the

H

purposed of a research c;am'cd out by Echutabu (1984). Results showed that, there were some

- L :
material resources such as flip charts, flash cards, flannel graphs/boards bulletin board but no
! == e
language laboratory. The few radio caWailable belonged to teachers, library facilities

were available. The use of the materials by the teacher was negative. Teachers had difficulties

e ———

in getting materials and money to by the -required materials resources. French clubs were
—-_— ’

created in the schools to motivate the students,

2.17 RELATIONSHIP BETWEEN INTEREST, ATTITUDE AND ACHIEVEMENT
There is a great deal of rescarch on the relationship between interest and attitude towards
school subjects, and while the correlation between attitude scores and achievement scores have
been generally low, there is evidence which nonetheless, link them through a rather complex

relatiofEkwere (19903

Taiwo (1981) is of the opinion that a better attitude towards school is associated with higher

kY

. marks because of attitudinal conditions and other factors (home environment, teacher influence

and the like) which determine the students, attainment level.
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Alkc(n,(lQ?O) survey aftitude to mathematics for example found tha \high proportion of

teachers held/ncgative attitude towards the subjects, and treat this situation was likely to be

e

reflected both in the attitude and achievement of their students.

Lidgreen (1976) also supports this view by stressing the importance of students holding

favourable attitude towards the teacher, the school, studies and themselves, if leamning

fc;};pcriencvs: are to be successful. C$ LCLW o) QQ?@ ’ O i OJ wU,,{(%xr ) ()

——
JTC-&?&ArLfmﬂ'

62



SUMMARY OF LITERATURE REVIEW

In this Chapler, the rescarch has reviewed literature related to the nature of the use advance

organisers in concept learning m French. The review has featured the growth of theories of

learning and rescarches on schema leaming, The survey of available research reveals a2 number

of findings:-

4

There is evidence that schema activation strategy promotes students cognitive achievement

in French. 72’2
/(4 2V Bazf
Schema Activation Strategy improves student attitude towards French. pd gt
i
Lo i m'j‘fﬁ-mj
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CHAPTER THREE
DESIGN AND METHODOLOGY

3.0 INTRODUCTION

This chapter is concerned with the strategies by which the stated hypotheses are cither rejected or
not rejected. It also descrbes the population and how the samples were derived from the parent

population. The instruments and procedure for data collection and analysis will be described.

3.1 RESEARCH DESIGN

This study adopted a non-randomised control group pretest post-test design as descnibed by Van
Dalen (1973). This design which is depicted in Figure 1 was adcj;)t\cd because of the use of intact

<,

classes as Experimental and Control groups.

However, in allocating intact classes to treatment groups Campbell and S‘t\anlcy (1963) have noted

the possibility that some errors might result from employing the usual slalistic\s appropriate for the

random assignment of individual students to treatments. The Analysis of covariance will be used
T ——

to control the initial difference since it would be impossible to manipulate the classroom conditions

of the Schools for the study.

Bronfenbrenner (1976) emphasised. the importance of conducting research in reablife settings. A
contrived experiment has been found to be less capable of building scientific knowledge, than an
experiment whose design exploits the natural educational setting. In this study, therefore the use of

a covanant will allow the pretest mean scores to serve for adjusting the difference within and



between groups. When the covanate 1s related to the dependent variable, analysis of covariance
has been found to increase the likelihood of significant differences among the experimental groups

being compared.

The pretest served as a measure of the level of students' prior familiarity with the selected learning

material content on which the test was based.

However, an extension of this design is considered appropriate for the present study, to include the

advance organiser treatments, and retention tesis as represented below:-

|
| FIGURE I _DESIGN OF STUDY

GROUP PRETE?ZSIT SCHEMA POST RETENTION
| ACTIVATION | TEST TESTS
I &4 X3 0y Y,
I X1 03 Y1
m 04 0« Y4
01 04 represent pretest measurements

02 03 05 represent post-test measurements
X1 represent Schema Activation

Yy . represent Retention Tests
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3.2 PROCEDURE FOR DATA COLLECTION

After obtaining approval for the study in each of the three schools, the resF:A_rch ascertained from
the French teachers the aspects of the subject students havg covered. The experimental schedule
which contained the procedural steps were d@scus'sed with the..experimental teacher,

Prior to the commencement of the cxperiment, both the experimental and the control group were
Pl

>

pretested on FRENCH INTEREST AND ATTITUDE SCALE (FIAS) as well as the FRENC/I]-I_
ACHIEVEMENT TEST (FLAT).

The Schema Activation Strategy was applicd to the two experimental groups. A post lest was later
applied to the three groups. Results obtained from the post tests enabled the researcher to

determine the effects of the treatment on the achievement of students.

3.3 INSTRUCTIONAL MODEL
In this study experimental model of instruction was used:- (see Appendix Iy

Schema Activation

3.3.1 Schema Activation Model

Following arc the phases of the model:-
Introduction:- The Pretest was administered

Phase 1

This phase consisted of two aclivitics: Clarifying the aims of the lessons and ¢xplanation of schema

activation procedures.
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These achvilics are done by the teacher.

This involved:- g

« _giving the topic L;a’ga_lit_m_ Q

3
» stating a generalisation and

« making a statement

PHASE 2

This consisted of the following activities:

k]

» identification of AVOIR and Etre as important verbs needed for the formation of the Passé
Compose.

« giving a definition as well as examples concerning the past tense.

+ promoting awarcness of relevant knowledge and experience of the students' background

knowledge of the Present tense.

Phase 3

Student related the experience of conjugation of the present tense to Passé Composé.

Phase 4 The Post test was administered.
Phase 5 Teacher gave retention test after four weeks of the administration of the Post
Test.
. Phase 6 Teacher later gave test retest after the retention test after twelve weeks of

the administration of the Post test.
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3.4 RESEARCH INSTRUMENTS

The following instruments and procedures were used for the study:-
Foon
1. MEASUREMENT OF,INTEREST AND ATTITUDE SCALE (FIAS)
(see Appendix II)

The French Interest and Attitude scale dev-eloped by Sonuga (1984) with a reliability index of 0.79
was used 10 measure the subjects’ attitude and interest towards French as a subject and the degree
with which they apply themselves to the leaming of French.

!
The instrument is a 25;-item-questionnaire aimed at measuring students' attitude and interest
towards French. SCCIiOl:"I A of the data solicited for bio data information on students, section B
was aimed at informaﬁoil on students’ interest in French language lessons, utility of French rating

of French on at list of other school subjects. Scction C was on students' attitude towards French

and the input of the teacher.
IT FRENCH LANGUAGE ACHIEVEMENT TEST (FLAT) (See Appendix III)

Obanya's ((974) validated and standardised French Language Achicvement Test Flat lII was used
== :
to assess the achicvement level of the students in the topics selected for the study. The reliability

index of the instrument is . 86.

This is a 50-item questionnaire. Section A solicited for bio-data information on students. Section
A solicited bio data information on students, Section B was on consolidating conjugation of verbs.

Section C was on the us of the Passé Composé. Section C was on further practice of the use of
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the Pass¢ compose through completion of sentences. Section D was a substitution table to give

another variety for the practice of the Passé Compésé

3.5 SELECTION OF SCHOOLS
The selection of school for the study was based on the following:-

1. Year of existenice and population of the school. .
N

2. Co-cducational institutions owned by government to ensure comparability in provision o
facilities. .
Ak a_!;.e u"d«.c

3.6 SAMPLING PROCEDURE

The stratified random sampling procedure was used to select onc out of the 24 Local Government
Areas of Lagos State. A representative sample of one school each, was selected in the Local
Education District in the Somolu Local Govemment Arca using the criteria mentioned in 3.5

above.

Baptist high School Obanikoro, Bishop Howells Memorial Grammar School, Bariga and
Immaculate comprehensive High School, Maryland, were the three schools used for the study.
The three schools were all established in 1984. All the teachers used for the schools were
graduates of French. The two experimental teachers were introduced to and exposed to the use of

the Schemy@trategy for one week prior to using the model. L\.m 1

An arm of the JSS I in cach school was randomly selected through balloting, Junior Secondary
three students were chosen for the study since the Passé Composé is included in the French

syllabus for their level. Moreover, they had studied the Present Tense the prerequisite concept to
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the Passé Composé in Form Two. These classes were assigned to the Experimental and Control

conditions.

3.7 SUBJECTS/SAMPLE
Participating in this study were 131 Junior Sccondary three French Students enrolled in three

Schools - Shomolu Local Government Area, who have three years of French instructions.
F

This restricted sample helped to exert control over extrancous but potentially relevant variables

such as school facilitics and school cnvironment.

i

3.8 VAL]DATION OF INSTRUMENTS
!

Pilot Study 1

The face validity of the instruments was assessed by colleagues and some experts. French teachers

in the schools were also helpful.

The initial field - testing of the instruments involved 50 JS I French students of Igbobi Girls High
School, Igbobi. These students were not part of the actual study sample. The ages ranged

between 13 to 15 ycears.
[

RATIONALKE

The pilot study was intended to enable the researcher to further validate and modify the materials
to be used in the main study. It was also to serve as a trial run for the entire experimental plan,
with the aim of helping to identifying flaws as well as"%qsedthe probability of a good research

outcome.
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It set out to investigate the following null hypotheses.

HO1 There will be no significant difference in the cognitive achievement in French of Students

exposed to the Schema Activation Strategy (Experimental and those not so exposed (Control).

HO02 -There will be no significant difference between interest and attitude towards French between

‘students exposed to Schema Activation Strategy and those not so exposed.

INSTRUMENTS

The instruments were those intended for the main study. They include the FIAS and FLLAT.

DESIGN ;

This was a two-group Experimental and control pretest and post test design (Campbell and Stanley
1963). Because of difference in the time-tables of the two classes it was not possible to assign
individual students randomly to experimental and contro} groups. Hence intact classes were used.
PROCEDURE -

The experimental group received a pretest, schema activation strategy and post test.

The control group was taught by the regular teacher. The group received a pretest, no treatment,

and a post test.
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RESULTS
DATA ANALYSIS
EXPERIMENTAL GROUP CONTROL GROUP
Pretest Post test Pretest Post test
MEAN 36.28 47.24 30.12 37.46
S.D 10.30 10.89 8.65 9.46
TABLEII - CRITICAL
|

ANCOVA TABLE (FL;‘ILT)

' I
SOURCE OF | ADJUSTED DEGREE OF | VARIANCE F
VARIATION | SUM OF | FREEDOM ESTIMATE

SQUARES

BETWEEN 3569.60 1 3569.60 22.23
GROUPS
WITHIN
GROUP 11075.33 99 ' 110.75
TOTAL 14644 .93 100
P<.05 =394
P <05 =690

" From the above table, the F ratio is 22.23. This is higher than the critical value, therefore,
hypothesis I was rejected. There, is therefore, a significant difference in the cognitive achievement

in French of students exposed to the Schema Activation Strategy and those not so cxposcd.



This result is similar to that of Ausubel (1960), who found a significant difference in the means of

students who used the Schema Activation Strategy in form of a verbal advance organiser and those

who did not.

For the second hypothesis a correlation analysis study was carried out.

TABLES 111
FIAS (USING ADJUSTED SCORES)

. | CORRELATION
EXPERIMENTAL || 0.06 ‘ >.05
GROUP |
CONTROL GROUP 0.41 >.05
EXPERIMENTAL & | 0.16 >.05
CONTROL GROUPS

Correlation between scores of FIAT and FIAS (N = 131)
Table I shows that the null hypothesis was not rejected.  This implies that, there was no
relationship between interest and attifude towards French and significant performance in French

despite exposure to Schema Activation Strategy.
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CONCLUSION AND SUGGESTION FOR MAIN STUDY
The resuits of the Pilot study showed that the study is a viable one.

Since it is difficult to attribute the results of the pilot study to a purely schema activation
experiment, it was necessary to make adequate arrange‘rn___e___’nt_t_b'_@t will ensure a main study schedule
involving three distinct groups which will enable the manifestation of the hypothesised effect of an
advance organiser to Schema Activation Strategy treatment alone. The researcher also hoped to

sample co-educational schools.

Two retention test were also envisaged for the main study after two and six weeks of the main

study pbst test.
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CHAFPTER FOUR

RESULT

This Chapter reports the results of the data analyses undertaken in connection with tests of the

hypotheses posited for the study.

4.0 DATA ANALYSIS

1. Hgl Analysis of covariance was be conducted on the post test Achievement scores of the
Experimental and control group with pretest achievernent scores as covariate.
{

2. Hp2 Analysis of covariance was conducted on the Post test Aftitude scores by group with
! .

Pretest attitude scores as covariate.

3. Hp3 Analysis of covariance was conducted on the Retention Achievement test with pretest

Achievement scores as covarnate.

4. Hp4 Analysis of covaniance was conducted on the Retention Attitude test scorcs with pretest

Attitude scores as covariate.



4.1 VALIDATION OF INSTRUMENTS

Pilot_Study

The face validity of the instruments was assessed colleagues within research institution and some

experts. French teachers in the schools were also helpful.

The mitial field - testing of the mstruments involved 50 JS Il French students of Igbobi Girls High
School, Igbobi. These students were not part of the actual study sample. The ages ranged

between 13 to 15 years.

RATIONALE

The pilot study was intended to enable the rescarcher to further validate and modify the

instraments to be used in the main study. It was also to serve as a trial run for the entire

experimental plan, with the aim of helping to identifying flaws as well as increase the probability of
.--—-'—TJ._'__T__'-’

a good research outcome.

It set out to investigate the following null hypotheses.

Hgl There will be no significant difference in the cognitive achievement in French of Students

exposed to the Schema Activation Strategy {(Experimental) and those not so exposed (Control).

Hg2 There will be no significant difference between interest and attitude towards French

between students exposed to Schema Activation Strategy and those not so exposed.
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INSTRUMENTS

The instruments were those intended for the main study. They include the FIAS and FLAT.

DESIGN
This was a two-group Experimental and control pretest and post test design (Campbell and Stanley
1963). Because of difference in the time-tables of the two classes it was not possible to assign

individual students randomly to experimental and control groups. Hence intact classes were used.

PROCEDURE
The experimental group received a pretest, schema activation strategy and post test.
5
The control group was taught by the regular teacher who taught French in the school. The group

received a pretest, no treatment, and a postest.

MAIN STUDY RESULT
HYPOTHESIS 1 '

Hpl There will be no significant difference in the cognitive achicvement in French of students

exposed to the schema activation strategy and those not so exposed.

This hypothesis was tested using the analysis of covariance procedure. The p‘r;:%est was inserted
into the analysis as a covariate. The effect of pretesting was eliminated by having an experimental
group that was not pretested. The summary of the analysis of covanance resulls‘_a_____rerep_orted mn

Table 4.
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SUMMARY OF ANCOVA ON POST-TEST ACHIEVEMENT SCORES
BY GROUP WITH PRETEST ACHIEVEMENT SCORES AS COVARIATE

TABLE 4

%% %ANALYSIS OF VARIANCE %%%
Vo POST-TEST ACHHEVEMENT
BY Vi GR_OUP
WITH V4 PRETEST ACHIEVEMENT
|

Source of | Sum of DF Mean F P
Variation Squares | Square

Covariates | 9852.686 1 9852.686 066.173 .0001
V4 9852.686 |1 9852.646 | 66.173 0001
Main 14260.128 2 7130.064 47.887 .0001
Effects

Vi1 14260.128 2 7130.064 47.887 .0001
Explained 24112.814 3 8037.605 53.982 0001
Residual 18909.415 127 147.893 °

Total 42022.229 130 330.940

Table 4 shows that the pretest emerged as a significant covariate. The main effect duc to treatment

was also found to be significant [F(2,127) = 47.89; p< 001). This formed the basis for the

“rejected of hypothesis 1.
/: -

pr et
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The resulting Multiple Classification Analysis (MCA) table from the Ancova (see Table 5)
indicates that experimental group 2 that was not pretested, recordéd the highest mean score (56.2),
followed by Expcrimental group 1 (53.02), after adjustments were made for independents and
covariates. The controt group had the least (30.19). The conclusion from the foregoing is that

the schema activation strategy significantly promotes students achievement in French.
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TABLE §

MCA TABLE ON ANCOVA ON THE POST-TEST ACHIEVEMENT SCORE

WITH PRETEST ACHIEVEMENT SCORES AS COVARIATE

YoMULTIPLE CLASSIFICATION ANALYSIS%

V6  POST-TEST ACHIEVEMENT
BY V1 GROUP
WITH V4 PRETEST ACHIEVEMENT
GRAND MEAN = - 47.191 '
Unadjustcd Adjusted for | Adjusted for
. Independents Indepents +
y ==
: Covariates
Variable + | N bev'n Eta Devn Beta Devn Beta
Category
V1
1  EXPTAL ] 45 2.19 5.83
GROUP 1
2  EXPTAL | 46 14.24 9.07
GROUP 2
3 CONTROL { 40 -18.84 -16.99
GROUP
74 .63
MULTIPLE R 560
SQUARED
MULTIPLE 749
R
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HYPOTHESIS 2
Hp2 There will be no significant difference in attitude toward French of students exposed to the

schema activation strategy and those not so exposed.

This hypothesis was also tested using the analysis of covariance procedure. The summary of the

analysis is reported is reported in Table (6)
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TABLE 6

SUMMARY OF ANCOVA OF POST-TEST ATTITUDE SCORES
BY GROUP WITH PRETEST ATTITUDE SCORES AS COVARIATE

Source of | Sum of | DF Mean F F
Variation Squares ) Square

Covariates | 115.359 1 115.359 1.151 285
V3 115.359 1 115.359 1.151 285
Main 2?'50.149i 2 1375.075 13.717 .000

| Effects !

Vi 2750.149? .12 | 1375.075 13.717 .000
Explained | 2865.508 : 3 éS 5.169 9.528 000
Residuai 12731.30i 127 100.246

Total 15596.809 | 130 119.975

Table 6 shows that the pretest did not constitute a significant source of variation. The main effect
due to treatment was however found to be highly significant statistically (F(2,127) = 13.717; P

<001). Hyvpothesis 2 was on this basis, rejected.

The resulting multiple classification Analysis (MCA) table from the ANCOVA is presenied as
Table 7.

The control group students were found, according fo the result in the MCA table to exhibit the

~favourable attitude towards French (70.38) and Experimental Group 1, the least (60.03).
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TABLE 7

MCA TABLE ON ANCOVA OF THE POST-TEST ATTITUDE SCORES

BY GROUP WITH PRETEST ATTITUDE SCORES AS COVARIATE

MULTIPLE CLASSIFICATION ANALYSIS

V3  POSTTEST ATTITUDE
BY VI GROUP
WITH V3  PRETEST ATTITUDE
Grand Mean = 66.962
Unadjusted Adjusted for | Adjusted for
Independents Indepents +
Covariates
Variable + | N LDe\f'n Eta Devn Beta Devn Beta
Category
V1
1  EXPTAL | 45 -5.12 -6.93
GROUP 1
2 EXPTAL | 46 -.53 3.42
GROUP 2
3 CONTROL | 40 6.36 3.87
GROUP
42 46
MULTIPLE R 184
SQUARED
MULTIPLE 429
R
83




HYPOTHESIS 3

Hg3  There will be no significant difference in the achievement on a retention test in French of

students exposed to the schema Activation Strategy and those not so exposed.

a.  aretention test (FIAT Retention Test 1) after four weeks of the administration of the post
test, and
b. aretention test (FIAT Retention Test II) after twelve weeks of the administration of the post

test.

The results of the ANCOVA employed in testing this hypothesis 3a and b are reported in Tables 8

.= 10.
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TABLE 8

SUMMARY OF ANCOVA ON RETENTION TEST 1 WITH
PRETEST ACHIEVEMENT AS COVARIATE

Source  of Sunf of [ DF Mean F F
| Variation Sauares Sanare
|- Caovariates 73 208 1 73.208 617 43
V4 73 208 1 73.208 617 43
Main 4311 .770; 2 2155.885 18.174 A0
Effects i
Vi 4311 770% 2 2155.885 18.174 (00
Exnlained 4384 978; 3 1461 659 12.322 a0
Residual 15065 4021 127 118 625_
Tolal 19450.382 130 149 618

The difference in the experimental and control groups on reiention test can be better appreciated
from the results in the MCA associated with the ANCOVA (see Table 8). Tablc 8 shows that
afler adjustments were made for independents and covariates, Experimental group 1 recorded the
ig : ctenti : iment gr = 44.24).
highest mean (49.08) on the retention test, followed by Expenwj,@can 24). The

contro! group had the lowest mean score on the retention test (34.97).
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TABLE 9

MCA ON THE ANCOVA ON RETENTION TEST (ACHIEVEMENT)

MULTIPLE CLASSIFICATION ANALYSIS

RETENTION TEST ACHIEVEMENT

V38
BY V1 GROUP
WITH V4 PRETEST ACHIEVEMENT
Grand Mean 43.069
fUﬁadjusted Adjusted for | Adjusted for
| Independents Indepents +
Covariates
Variable + N Devn Eta Devn Beta Devn Beta
Category
1 EXPTAL 45 5.20 -6.01
GROUP 1
2 EXPTAL 46 2.32 1.17
GROUP 2
3 CONTROL | 40 -8.52 -8.10
GROUP
A7 47
MULTIPLE R | 225
SQUARED
“MULTIPLE 475
R
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RESULTS
TABLE 10
SUMMARY OF ANCOVA ON RETENTION TEST 2
SOURCES_| DEF SS MS r P
Between 2 1.4072F + G3 | 701.3 3.30 (.0471
Within 472 RINZE+03 12128
Total 43 LO13 + 4

HYPOTHESIS 4

Hg4  There will be no significant difference between the mean scores in a retention test on
attitude towards French of Students exposcd to the Schema Activation Strategy and those not so

exposed. !

a.  aretention test (FIAT Retention Test 1) after four weeks of the adrunistration of the Post

test.

b.  arctention test (FIAT Retention Test 1) after twélve weeks of the administration of the Post

test.

The results of the Ancova employed in testing the hypothesis are reported in Tables 11 - 12
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TABLE 1I

SUMMARY OF ANCOVA ON FIAT RETENTION TEST 1 WI'TH
PRETEST ATTITUDE AS COVARIATE

Source of | Sum of | DF Mean F P

Variation Squares Square

Covanates 1.375 1 1.375 017 .896

V3 1.375 1 1.375 017 896 |
Main Effects | 2978.257 | 2 1489.129 | 18.636 .000

Vi 2978.257 2 1489.129 18.636 .00

Explained 2979.632 I 3 993.211 12.430 .00

Residual | 10148.003 ° | 127 79.906

Totlal 13127.725 | 130 100.983

It can be scen in Table II that although no significant covariate cffect cmerged, the main cffect
due 1o treatment was significant [F(2,127) = 18.17; p<001). This confirms that the experimental
and control groups were significantly different on the retention test on attitude lowards French.

This led to the rejection of Hypothesis 4.

The difference in the experimental and control groups on the retention test can be gleaned from
the results in the MCA associated with the Ancova (sce Table 12). Table 12 shows that after
adjustments were made for independents and covariates, Experimental group 2 recorded the

highest mean (91.97) on the retention test of attitude towards French.
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TABLE 12

' MCA ON THE ANCOVA ON RETENTION TEST 1 ATTITUDE

MULTIPLE CLASSIFICATION ANALYSIS

V7  POSTTEST ATTITUDE

BY V1 GROUP

WITHV3  PRETEST ATTITUDE
Grand Mean - 70.046

. Unadjusted .Adjusted for | Adjusted for

| Independents Indepents +
Covariales
Variable + N Devn Eta Devn Beta Dev'n Beta
Category
1 EXPTAL 45 ;-4.60 -13.97
GROUP 1
2 EXPTAL 46 1.56 21.93
GROUP 2
3 CONTROL | 40 3.38 9.50
GROUP
1.62

MULTIPLE R 225
SQUARED
MULTIPLE 476
R

89




TABLE 13

'SUMMARY OF ANCOVA ON FIAT RETENTION TEST 2

SOURCE | DF S8 MS ) P
Between 2 180.8 90.41 1.14 0.3313
Within 40 3.184E + (03 | 79.60

Total 42 3.365E + 03

Within the limits of experimental errors, it can be concluded from the {indings of this study that:-

1. Schema Activation Strategy (SAS) promotes cognitive Achicvement in French as a foreign

Language.
2. Schema Activation Strategy improves students' attitude towards French.

3. Schema Activation Strategy promotes Students' cognitive achievement on a retention test in

French.

4. Schema Activation Strategy improves students' altitude on a rctention test on attitude towards

French.
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CHAPTER TFIVE

DISCUSSION OF RESULTS
50 INTRODUCTION
The purpose of this study was to investigate the effect of Schema Activation Strategy on the
cognitive achievement of students in French as a Foreign L Language. This was aimed at arresting
o

the inconclusive quest for the 'best’ method for teaching French in secondary schools in Nigeria

and reduce the drop-out rate of students from French Language classes.

In chapter four, the findings of the present study were presented in four parts, based on the four

hypotheses of the study.

This chapter contains a discussion of the findings in chapter four and an attempt to interprete them

—a

accordingly. The first scction contains some interpretation of the findings in the study.

In the second part, some implications of the study are discwsscd)scction three contains the
_-_—
limitation of the study while suggestions for future rescarch are set out in section four of the

i
chapler.

5.1 FINDINGS IN THE STUDY AND THEIR INTERPRETATION

RESEARCH
5.1.1 Question 1:

Will Schema Activation improve student? cognitive achievement in French grammar with special

reference to the Passé Composé? The answer to this question was posilive.



The summary of the analysis ol covariance results reported in ‘Table 3 indicate that the pre-fest

emerged as a significant covariate. The main effect due to treatment was also found to be

significant. |f(2,127) = 47.89; p<.0010]. This formed the basts for the rejection of Hypothesis 1.

The resulting Multiple Classification Analysis (MCA) table from the Ancova (See Table 4)
indicates that experimental groups recorded the highest mean scores 56.2 and 53.02 respectively,
while the control group scored 30.19. The conclusion from the foregoing is that the Schema
Activation Strategy significantly promotes students' cognitive achievement in French. The findings
supporting this result have been recorded by Anderson and Pearson (1985). The aclivitics used in

the teaching model for this present study had to do with reviewing previous leaming and develop,y,

!

Lf““ passe compoqc being what - the lcamer already knows of the Present Tense. Given Ausubel's

theoretical fomluldtlon of lhe subsumption theory, the job of facilitating meaningful lcarning

{\Ss hema map' for the new knowledggc The most important factor influencing the teaching of the

involves the development of appropriaie strategics 1o increasc the clarity and stability of the

Jearning material. The appropriate strategies will respect to this task and the heart of Ausubel's
: B TCspect

approach enta@he usc of advance organiser.

: For the present study, the activation involves the presentation of the learning matecrial being
preceded by what Gagne (1974) termed "a stimulating recall event”. In this study, each lesson
was preceded by a mobilisation of pupils' prior knowledge, and as these activities on the Present
Tensc concept accumulated, the leamner posscssed a set of ideas about the concept of the passé

composé (see appendix ).

According to the cognitive ficld theorics emphasis on school learning should be placed on

.understanding the internal operations of the learner. The consider simple stimulus - response
(_'______.—-——-——'—-_"'""———_

pairing as a trivial way of explaining the process of lcaming, and hold otherwise that understanding

the nature of the interaction between cognitive structure and entrant informational content will
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esult in meaning for knowledge. They consider this as a better way of explaining the more

complex learning that goes on in higher.order learning such as concept-leaming, rulc-lcarming and
)} problem solving. The use of the Schema Activation to teach the concept of the Passé composé is
an application of the cognitive-field theory in education. Research has shown that to lodge
lea_ming in memory, the inextricable relationship between learning and process needs to be
recognised. Egbugara (1983) explained that the nature of the internal operations, if understood,
could be a more helpful guide in structuring instructional materals and in selecting - teaching
methods in such a way as would be more beneficial to the learner. The application of the cognitive
field theory in this study, includes the identification of appropriatec mathemagenic activilics such as
P.g)‘f the ﬁsc of quesliony behavioural objectives and advance organiscrs. Rothkot (1970) described
mathemagenic activities ass those student activities that are relevant to the achievement of specified
instructional objectives. Siudents are therefore, not passive participants in the fearning process.

i /

! IR |

RESEARCH

5.1.2 Question II

Will Schema Activation Sirategy improves students’ attitude and interest towards French?

=
The summary of results reported in Table 6 shows that the pretest did not constitute a significant
source of varation. The main effect due to treatment was, however, found to be highly significant

statistically [£(2,127 = 13.17; p<.001}]

Hypothesis I was, on this basis, rcjected.
Results, presented in Table 6 indicate the existence of a relationship between the two variables.

The resultant effects of Schema Activation in the present siudy is a clear indication that, given
P
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novelty approach which diflers from the monotony of the chalkboard and talk mcihod students
will manifest a more positive attitude towards their school subjects. This varying degree of interest
shoed by students in the School subject should be a matter of national concern.
-

Aftrition from the French language class has been found by Beckley (176), to be a function of
poor achievement, poor attitude and poor scholastic motivation towards French. Results from this
present study have shown that, if pupil in _their third year of French achieve well and develop
sirong positive attitude and motivation towards the subject, the degree of attrition would be highly
reduced.

The gloomy re-appraisal OL the place of French in the secondary schoo@cmiculunn by Evans
{1972) and lhebuzor (1984) can thercforc be lakcﬁ care of as this study is an opportunity to
mfroduce novel approache's and sirategics in the teaching and leaming of French in Nigeria.
Through the innovations ml}oducccl in the study through the Schema learming strategy, the reasons

{or dropping out of the French language course, as highlighted by Brann (1975), as being related

to improper and insufficient class room materials and Adelckan's 1983 classification under

insutficient method of teaching the languag )viH surely be reclified.

<

" The strategy introduced by this study is also expected to take care of the quality of tcaching which

has also been accounted for in studies carricd out by Obanya (1970) while investigating the
possible linguistic, psychological and pedagogic aspects of the French language drop-out problem

in Nigeria.
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5.1.3 Queoestion 111

7

Will Schema Activation Strategy improve students’cognitive achicvement in French in:-

a. aretention test (Flat Retention Test 1) after four weeks of the adminisiration of the post-test

and

b. arctention test (Flat Retention Test I afier twehve weeks of administration of the post test. 7
M {

The answer to this was positive
Tables 8 - 9 show that the experimental groups recorded the highest mean scores (49.08 and 44.24
respectively while the control group recorded the least 34.97 on Retention Test 1 and a signilicant

difference was found in results obtained for Retention Test I (F(41,2) = 3.30 i’<.05.)

These findings corroborafe Alvermann's (1981) finding on the facilitative effcct of Schema
Activation and retention. Ausubel (1967) described reteniion as the process of matniaining the
availability of a replica of the acquired new knowledge. This further supporis Ausubel (1967)
cognitive structure according to which a leamer’s previously learned background of mecaningful

ideas and information has to be clear, stable and well organised for retention to occur.

as



5.2.4 Question IV
Will Schema Activation Strategy improve the interest and altitude of students in French in:-

a. aretention test (Flat Retention Test 1) atter four weeks of the administration of the Post Test.

f

b. arelention lest (Flat Retention Test 1) after twelve weceks of the admunistration of the Post-test. .

Tables 10-13 shows two although no significant covarance eflect emerged, the mam eflect due to
treatment was significant [f(2 127) = 18.17; p<.001] Hypothesis 6 was on this basis rejected. The
experimental and contr ol ! goups were sng,mln,anlly diffcrent in the retention lest on attitude

towards French and in Retenﬂon Test I f(40,2) = 1.14 P< 05. The hypothesis was also rejected.

Results recorded for Quéslion 4 prove the existence of a relationship b;h;fccn the Schema
Activation Strategy and attitude towards French. A link between the cognitive view and the
behaviourists view in the psychology of leaming should be established in any school leaming
situation. Drucker (1972) has proved that we nced the behaviourist trial of practice reinforcement
/ feed - back to lodge leaming in memory, just as we necd decision, values and undcrslanding - the

cognilive categorics, lest lcaming be mere behaviour, activity rather than action.

Egbugara (1983)/?&1)131:1 that, to achieve the above, it is necessary to understand the stimuli which

activate the internal consequent response, such as demonstrated aptitude, which is all necessary

parts of the learning process.

Based on the findings of this study and reviewed literature, 1t is suggested that a wholistic approach
should be adopted in selecting methods of teaching as welt as the instructional materials.  This

approach is aimed at tapping the appropriate stimuli that will effective in influencing a meaningful
.,_——""-"_-—-:’.
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learning outcome or response form a leamer. Education planners should include the identilication

=

of appropriate mathemagenic activities, through the use of questions, behavioural objectives and

advance organisers.
53 IMPLICATIONS OF THE STUDY

Changes in the way we think about Jeamning and what we know about the way learning occurs

have important implications for those situations in which we want to facilitatc changes in what

people know and /or do. Cognitive scicnee has implications for French education.  Students in the

present study achieved more form schema activation than those taught using the conventional
—_—

method. Since learning is an active process, the teacher's task should involve more than the mere

disscmination of mfonnaluon; rather the foundamental task of the teacher should be focused on

getting students to ¢ngag
i

outcomes.

Teachers should /thercforc._ take into to consideration factors such as prior knowledge and the
context.in which the learning matenial is presenied, while realising thal students’ interpretation and
understanding of new information depends on the availability of appropriate schemata.  French
tcachers shou!d'mcrclbrc, cndeavour to provide instructional sirategies which could climinate
students' leaming difficulties and thereby improve their performance.  The resulls of this study

sugeest that prior knowledge is csseniial in pre-conceptual activities. In the light of their foregoing

the importance of adequate prior knowledge base should be equally considered T the design of

any instruction.

. Ciler areas of concern include motivaiing the learner, focusing his or her atienfion on impertant
aspects of the instruction, providing appropriate kinds of instruction to efleet level of cognitive
processing that will resuilin the desired fevel of student behaviowr, as well as providing a varicty

!
w7

ic in learning activitics that are likely to result in their achicving desirg
N - s ————



of other kinds of instructional supports. These concemns should all be incorporated o any
comprehensive instructional method and material which are generally related to evervthing outside
the school, and generally Lail to use the learning malernial to update their knowledge.  The present

study suggests that this failure can, to some extent, 1o some extent be rectificd, through the use of a

mobilisation phase - in which students become aware of their previous knowledge and what they

can expect of the new learning event.

Implications for this study also stress the importance of makmg concepls familiar 10 students by
linking pupils to the learners’ backgrounds-cxperience.  Individual differences with rcspccljlo
attitudes towards the sulqiéct and topic should also be considered. The key point E_;__f_m sustaining
lcamcx‘s1m[ex'csl and attitude during and after lessons.

|

It 15) therefore, partinent fl"or teachers and cundculum planners to stiive lo wculcate m students
i :
favourable attitude and inferest towards French as a school subject.

Evidence has shown that teaching and learning in most Nigerian. )Ewdence has shown that

"

teaching and leaming in most Nigerian schools, have predominantly faken exposttory form, with

- heavy dependence on textual materials.

o8 .




5.4 CONCLUSION
The present study set out to find the cffect of Schema Activation Strategy on achicvemenl in
Fiench. Within the limits of experimental crrors, it can be concluded from the findings of this

study that:-

1. Students taught using the Schema Activation Strategy performed better than those using the

conventional method in their cognitive achievement French.

b

Schema Activation Strategy improved students’ cognitive achicvement in French in a

i
retention tost.

|
3. Schema Activation Stategy improved students' attitude and intcrest towards French.
1 -
4. A positive correlation was recorded for achicvement and interest in French of siudents in a

retention test.

If the findings of the present study are confirmed cventually by other locally based studied. it

would be suggested that Schema Activation Strategy should be used to teach French concepls,
T

c{,P‘}f instructional materials and sclecting methods in_such a ways that would be most beneficial to the

e
learner.

Curriculum matcnals should also provide appropnate steps towards concept learning in French by

providing relevant reinforcing activitics.
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55 RECOMMENDATIONS FOR TEACHING FRENCH IN NIGERIAN
SECONDARY SCHOOLS

A major problem that initiated this research is the poor academic performance in French and the
consequent negative attitude of students in French. This study has found and established that there
is a positive significant difference in performance between students exposed to Scheme Activation

Strategy (SAS) and those not exposed to it.

Apart from the nced for further rescarch gencrated by this rescarch it also has some basic

implications for educational or curriculum planners, as well as for authors of French text-books.

5.6 LIMITATIONS OF THE STUDY

The study only covered one represented Local Government area, in Lagos State and one critical
aspect of French grammar. The study can however be extended for further research into other

States n Nigeria and to other vital grammatical structures.

5.7 SUGGESTIONS FOR FURTHER RESEARCH

The limitations and implication of this study should necessitate further rescarch. The present study
has focused on the Passé Compose component of the French Language Curriculum. The
rescarcher however rcalises that there arc other aspects of French grammar which rc(;uirc
attention. It is therefore suggested that further research is needed on such aspects as conditional,

and the subjunctive.
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The findings of the study cannot be generalised to all schools in the couniry. Further research is
therefore needed to find out if the same results will be obtained from other States of the
Federation. The sample used in the study consisted of urban students. Hence, further research is

needed to find out if the same results will be obtained in a similar research involving samples from

rural settings.
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LESSON NOTE

LESSON 1 WEEK 1

SUBJECT: FRENCH
CLASS: ISS I
LESSON TOPIC: GRAMMAR

PURPOSE: To consolidate Pupils' previous knowledge of the Present Tense.
CONTENT: French Organization of Vgslgs-_ceon_jugation of ER Verbs
DURATION: 35 minutes

]
t
|

PERFORMANCE OBJECTIVES:

1. Pupils should be able to conjugate Regular verbs in the Present
2. Pupils should be able to use the Present Tense of ER verb sin
---'-‘é::?

STUDENTS PRIOR KNOWLEDGE: Present Tense of French verbs.

—_—
MATERIALS FOR TEACHING: Classroom environment.

103

Tense.

simple sentences.



LESSON PROCEDURE: -

Stage 1: -

Schema Activation Stage

1.

Teacher should remind pupils of the three main groups of French verbs, 1.¢, -ER, ex parler.
-IR example FINIR.
-RE example VENDRE.

The Teacher will remind pupils that these verbs are classified according to their Infinitive

l/ Forms. i
!
!

The Teacher w11§1 remind pupils that the subject of a verb is of First, Second or Third

persons, singular 3or plural.

SINGULAR ) PLURAL

je (1st Person) _ ~ Nous
tu (2nd Person) Vous
< T = <
ﬂ@(}rd Person) Gach 5 ils (elles)
v ileWITR

The Teacher will 1611 pupils'ﬁ?: function of the Present Tense i.e. the pupils will be told
that the Present Tense expresses an action that is taking place at the moment of speech.
An example should be made of a claés situation at the moment of this introduction to the
function of the Present Tense.

'e_x The‘/;ﬁchcr is speaking. _, G
Thcj}:dents are listening, french o e lents -

We are all in the Classroom.
=
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Stage 11

Present Tense of Regular Verbs —~
At
1. The/T/eacher will tffil//lhc Pupils that the Present Tense in French is formed by adding the
appropriate ending to the stem of the infinitive form. The stem of a verb is found by

: T
taking the infinitive ending -er, re or oir from the infinitive.

#

Student Activity | / ”F

Students should give more examples of thcéjegipes of verbs and their stem./f

\

| Follow up

Why Pls 9

Students should find out the meanings of the verbs for next lesson.
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ex Infinitive Stem
ex Parler parl -
Choisir chois-
Repﬁdre re'],)'ond-
. Cle 2
Recevoir ; recev- e o ,4,1[130"5\
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PERFORMANCE OBJECTIVES:

LESSON NOTE
LESSON I WEEK 1
|
SUBJECT: FRENCH
CLASS: JSS Il
LESSON TOPIC: GRAMMAR
9
PURPOSE: To consolidate pupils knowledge of the Present
Tense. &r—— -
CONTENT: CONJUGATION OF FRENCH VERBS IN THE PRESEN}\(ER

. verbs continued)
b
DURATION: . 35 minutes

A Log hen saeahvned

1. Pupils should be able to conjugate Regular verbs in the ER  group in the Present Tense.

STUDENT{PRIOR KNOWLEDGE

1. Organization of French verbs.

2. Three main groups of French verbs, i.¢” ER;IR, and'RE
3. Subject of a verb.

4. Function of Present Tense.
5 Stem of a verb. -
MATERIALS FOR TEACHING

List of ER verbs given as assignment to pupils.

p‘w"if g Ay icaho w e WO‘%

LESSON PROCEDURE '




STAGE 1 SCHEMA ACTIVATION .ST ﬁ}]ﬁ,’/

Students will be reminded of the three main classifications of Frenchis@(ik(ﬂlows:-
- ER |
-IR
-RE

What is conjusation?

2. Teacher should tell pupils that when a set of endings are added to the stem of a verb to

denote the - person ,this is

- tense
- number
9. ; - mood
(} Conjugation. |
3. Pupils should be told that in French there are three types of conjugations for the verbs that
are called. _ E—_—
REGULAR VERBS
_iiirst conjugation = ER verbs
Second conjugation = IR verbs
Third conjugation = RE verbs ~

STAGE 11
Formation of the Present Tense of ER Verbs

ER verbs form their present by adding the following to their stem:~

e ___¢ nous ___ ons
- 2 es vous ez
il (elle) € ils (ells) ent

Examples: damander, parler, aimer, trouver, traverser, conter
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STATE Il STUDENT ACTIVITY

Students should be made to practice conjugating five other verbs with -ER_ending,

Follow up.

For next lesson students should make out sentences using the five verbs used for practice in class.
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LESSON NOTE
LESSON III WEEK 11
SUBJECT: FRENCH
CLASS: JSS I
LESSON TOPIC: GRAMMAR
- PURPOSE: To consolidate pu pils) knowledge of the Present Tense
CONTENT: IR VERBS
DURATION: 35 minutes.
PERFORMANC @BJ ECTIVES:-
1. Pupils should be able to conjugate Regular verbs in the Present Tensce.
2. Pupils should be able to use the Present Tense of

-IR verbs in simplé sentences
STUDENTS' PRIOR KNOWLEDGE:-
Present Tense of French Verbs.
MATERIALS FOR TEACHING:- _
List of verbs IR Verbs gi\l.ren as assignment to pupils.
LESSON PROCEDURE

STATE 1: schema Achvalion Stage

1. Teacher should tell pupils that-{R verbs belong to the second conjugation.

2. Teacher should tell pupils that-IR verbs generally insert
-ISS- between the stem and ending of the verbs in the plural form.

However, the following are the endings for conjugating -~ IR verbs:-

je is nous iss - ons
tu 1S vous is§ - €Z
il (efle) __ ¢ ill (elles) 1ss - ent

VA
Examples:- punir, finir obeir} choi&prcvssnr.
/ 97,/
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3) Teacher should tell pupils that si

side with the Jarge class of IR verbs is a small but

important group of six vetbs. They are different because they do not insert - iss -. These

g —

are:-  dormir

mentir
partir
sentir

servir

sortir

In the shlgullhcsc verbs drop the final consonants of the stem before adding the final

// consonants. letting (-) represent the absent consonant at the end of the stem, the endings

are:-

jc;, _ {9)s nous ___ ons

m _ (s vous ___ ez
ielle) _ (-) il (elles) _____ ent.

STAGE II STUDENT ' ACTIVITY
I. Teacher and pupils will practice comjugating -IR verbs of the first group
exX punir
finir
Wsir

reussir

STAGE Il FOLLOW UP

* Students’ should practice using IR verbs in simple sentences next lesson.
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LESSON NOTE
N | LESSON IV WEEK 1I

SUBJECT: FRENCH '
CLASS: ' JSS T
LESSON NOTE: GRAMMAR
PURPOSE: To consohdate pupils7 knowledge of the Present Tense
CONTENT: ~ REVERBS
Di'J'RATI ON: 35 minutes
PERFORMANCE OBJECTIVES:

1. Pupils should be able to conjugate Regular verbs in the present.

2. Pupils shJIJuld be able to use the Present Tense of - RE Verbs in simple sentences.

STUDENTS PRIOR %NO‘WLEDGE

Present 'fense of French'verbs

MATERIALS FOR TREACHING

List of -RE verbs given as assignment to pupils.

LESSON PROCEDURE

STAGE 1: Schema Activation Stage
1. Teacher should tell pupils that RE verbs belong to the third conjugation.
2. Teacher should explain to pupils that -RE verbs form their present tense by adding

to the stem the following endings:-

je ] Nous ons
w $ Vous ez
i (elle) __s ils (eltes) ent.

- Examples:- .re/l;ondrc, entendre, attendre, perdre.

STATE II

Teacher should make pupils pract'iie,gonjugating the -IR verbs glggbow as examples.

P
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STAGE I FOLLOW UP

Students should construct simple sentences using -RE verbs

STAGE IV IRREGULAR VERBS

The teacher should briefly explain to students that:

1. Many common verbs are trregular in the present.
2. A certain number of Itlllesii’/_,mhas:-@_o)ﬁ

- etre

- faire

do not follow a common pattern.

3. Teacher should telf pupils that the forms of these verbs must SIMPLY BE LEARNED.

1
|
]
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LESSON NOTE

LESSON V WEEK III
SUBJECT: FRENCH
CLASS: JSS I
LESSON TOPIC: GRAMMAR
PURPOSE: To introduce pupils to the Passé Compose
CONTENT: ETRE AND AVOIR

DURATION; 35 minutes

PERFORMANCE OBJECTIVES:-

1. Q;pils should be able to use in the PTW

2. Pupils should know the Passé Composé of a verb.
= —

3. Pupils should be abic to conjugate Verbs in the Passé Composé
STUDENTS' PRIOR KNOWLEDGE

Present Tense o%gh Verbs (Regular and Iriregular)

MATERIALS FOR TEACHING:-

Classroom Envi'ronmen}/l".icturcs.

LESSON PROCEDURE:-

STAGE I:- SCHEMA ACTIVATION STAGE

The Passé Composé

1. The teacher should explain the use of the Passé Composé. The st

to imagine that they were watching a Television programme

following each other in a series of quick, short scenes. Pupil§ are to be told that such

115

udents should be asked

ith differenmt actions

actions are brief and limited to the beginning and end of the action.

Pupils should be told that the Tense to be used for such an action is the Passé Composé.




4

. Y4
3. Pupils should be informed that the Passé Composé) /\formed by combining the present

indicative of AVOIR and ETRE and the Passé_Composé of a verb.

- v
STAGE Il P what Eri s

1. Pupils ate to practice conjugation the two verbs AVOIR and ETRE.
= =

STAGE III

The teacher will teach the participle. Tell the pupils that the Past of a verb is formed by adding;:
1. _e:'/lo the stem of an - ER verb. ‘

2. 110 the stem of an - IR verb.

3. u to the stem of anE - RE verb.

Smdents’ Activity

Pupils should practi!c; witl:1 the Passé Composé forms of verbs of the three groups.
i

| Follow up. 4
G.g{faf -
ag Tx. of Ge J:"LL

Student should construct simple sentences using Etre and Avoir.
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LESSON NOTE

LESSON VI WEEK HI

SUBJECT: FRENCH

CLASS: ISSII -

LESSON NOTE: GRAMMAR

PURPOSE: To introduce pupils to the Passé¢ Composé
CONTENT: ETRE AVOIR + OTHER VERBS
DURATION: 35 minutes

PERFORMANCE OBJECTIVES

Pupils should be able to use the Passé Composé.

STUDENTS' PRIOR KNOWILEDGE
l

1. Present Tense of French verbs

2. Pagsé Composé of verbs

3. Conjugation of AVOIR and ETRE (Present)

4. Use and Form of Passé Composé.

‘ N B
Materials for Teaching _,,-MW ot Thaee -
STAGE I: SCHEMA ACTIVATION STAGE

Teacher should remind pupits that the Passé Composé is formed by using the present of either

A
AVOQIR and Etre with the Passé Composé of the verb.

1. ' The teacher should go over the conjugation of
AVOIR ' ETRE
Tai Je suis
& -

Tu as [ues

~ i :

il (elle) a il (elle) est

Nous avons Nous sommes

- =

Vous avez Vous ¢tes
£ ) P

ills (elles) ont ils (elles) sont
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2. The teacher should tell pupils that the following verbs (which they should learn) are

conjugated with Etre in the Passé Composé.

tnonter passer
mourir rentrer
naifre resler
aller retourner
armver revenir
descendre sortir
devenir tomber
entrer

partir venir

!
Pupils should note that when conjugating the above verbs in the pasl, they agree in gender, and

number with the subject of the verb, i.¢. the feminine and plural forms agree with number.

STAGE I

Pupils should note the following for verbs conjugated with Etre

Jesuis e Nous sommes {e)s

Tues _ ¢ Vous eles (e) (5)
Hest Ils sont | S

Elleest ¢ elles sont s

___is the participle and the agreements in gender and number follow.
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STAGE 11
Teacher should practice using the Passé Compos¢ with the following verbs:-
Partir
Sortir
Passer
Rester

Tomber

STUDENT ACTIVITY
Pupils will make sentences using the verbs.
FOLLOW UP

|
|

Pupils should practice with other verbs conjugated with Etre from the hst.
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LESSON NOTE

LESSON VII WEEK 1V |

SUBJECT: FRENCH

CLASS: JSS I

LESSON TOPIC: GRAMMAR

PURPQOSE: To introduce pupils to the Passé Composé
CONTENT: AVOIR + OTHER VERBS.
DURATION: 35 minutes

PERFORMANCE OBJECT] \’;;bj,

Pupils should be able to usc the Passé Composé

STUDENTS' PRIOR KNOWLEDGE
)

1.
2.

3.

4.

Present Terj_sp of French Verbs
Passé Compose of verbs
Conjugalior:l of AVOIR and Flre (Present)

Use and Fonm of Passé Composé

- MATERIALS FOR TEACHING

French Regular and Irregular verbs.

Classroom Environment.

LESSON PROCEDURE

STAGE I: SCHEMA ACTIVATION STAGE

1. Teacher should remind pupils that the Passé Compo

of cilhe.r AVOIR and Etre.

s% formed by using the Present Tense

The teacher should remind pupils of verbs that are conjugated with Etre which they leamt

during the last lesson. Teacher should tell pupils that they can easily recognise these verbs

because nearly all of them describe motion.
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STAGE I
Other verbs, not in this group but which form a majority of French verbs are conjugated with

AVOIR. Giwve the following example of such verbs.

Verb Passé Composé.
poire bu
connaitre connu
courir couru
croire cru
devoir du
dire l dit

. falloir : fallu
lire 1‘- Iu
metire mis
plaire plu
plenvoir plu
prendre pris
fire i
savoir su
suivre suivk
valoir valu
vivre vécu
vouloir voulu

Teacher should tell pupils that because of the imegularity of the forms of these verbs in the Past
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Participle they are to be learnt specifically by students.

STAGE 111
Students arc to practice conjugating the verbs in the Past Tense. FOLLOW UP

Students are to revise the use of the Past Tense using Etre and Avoir with appropriate verbs.
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LESSON NOTE
LESSON VIII WEEK TV
SUBJECT FRENCH
CLASS JSS I
LESSON TOPIC  GRAMMAR
PURPOSE To review with pupils the use of Passé Composé.
CONTENT AVOIR, ETRE + OTHER VERBS.

DURATION 35 mnutes
PERFORMANCE ORIECTIV@

Pupils should be able lo construct simple sentences using the Passé Composé

STUDENTS PRIOR KNOWLEDGE
1. Passé Composé 01; verbs.
2. Use and form of Passé Composé.

MATERIALS FOR TEACHING

Trench Verbas

Classroom Environment.

LESSON PROCEDURE

STAGE I: SCHEMA ACTIVATION STAGE

1. Teacher should remind pupils that the Passé Composé is used to ¢xpress an action that

took place in the past. This action must be short, with a beginning and an end.

2. Teacher should remind pupils that the pasigmsc is formed by combining the Present Tense
fart. pag

- of AVOIR or ETRE with IEM% of the verb.
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3. Teacher should rcnﬁx{d pupils that the peculianty of the two sets of verbs conjugated with
AVOIR and ETRE should be leamnt.
STAGE 1

Teacher should practice with the following verbs.

AVOIR ETRE .
“boire mourir

dire ammiver

lire - entrer

prendre partir

matire tomber

STAGE I AND STUDENT ACTIVITY

Pupils should use the verbs above in simple sentences in the Passé Composé.
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FRENCH INTEREST AND ATTITUDE SCALE (FIAS (Adapted from Sonuga 1984)

STUDENT QUESTIONNAIRE
In answering these qucstions say cxacily what you feel.
Remémber that this is not a test. The information you will provide will be treated as strictly

CONFIDENTIAL.

rur ﬁf"“’j”m-%f i S s o oy - A {“’{\
5‘”’-’1 bz - prnt vaﬁ\—/ mm«_'{ Zuﬂ‘tfcﬁ;' ?
%m— IGe ¢ xfd‘-dlmq w3 o ajLnJ"j}’“e '

Please tick ( ) your answer.

swerioss i et bt o 42
I Name of School - wangl Lo 5 sulke g}—mlvl Lty p

2. Age t Class

3. Sex a

Section B

4. When people speak French around me

(a) 1 feel extremely happy.
(b) I try to listen to them.
(<) It sounds funny to ny cars.

(d) I protest.

5. When I am asked to speak French ---
(a) I become afraid.
(b)  Ijusttry to say something.

(c) 1 do//?(bec;t to speak well.

(d)  1feel happy.
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During French classes [ ----
(a) become absorbed in the subject matter.
(b) force myself to keep listening to the teacher.

(<) tend to think about other subjects.

When [ sec books wnitten in French ----
(a) I am anxious to read them.

(b) I study them with interest.

(c) I do not bother to touch them.

(d) I am indifTerent.

If T had the opﬁ;ﬂunity anngn;gg, enough French I would read French newspapers and
magazines ----

{(a) Fairly rcgularly.

(b)  Probably not every often.

(c) Regularly.

(d) never.

French is a language I consider —-
(a) very interesting,

(b)  just interesting.

(c) not so interesting.

(d) not at all interesting.
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10.

11.

12.

13.

French lessons are always —--

(2)
(b)
(c)
(d)

dull indeed.
neither dull nor interesting,
a bit interesting.

very interesting.

If 1 had the opportunity to change the way French is taught in our school, I would -——-

(2)

(b)

(c)
(d)

Increase the number of peniods per week.
keep the number of pertods.the same as they are now.
reduce the' number of periods per weck.

f
reduce the number of periods per month.
i

+

!

After studying French for some time now, I find that I -—-

(a)
(b
(c)
(d)

i
am more intcrested in what I am studing,.

am interested enough to get my assignment done.
forget everything about French after classes.

am very much interested in studing more French.

I believe that French is ----

(@
(b)
(c)
(d)

a very useful language.
a useful language.
not a useful language.

an indespensable language.
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The following are some of the subjects taught in Junior Secondry Schools. Write 1 infront
of the subjcct you like best, 2 infront of your nest, 3 on the next and so on.
‘(1)  Mathematics -—--

(2)  English —

(3)  Social Studics ----

(4)  Art and Music ----

(5)  Religious and Moral Instructions -—-

(6)  Woodwork ----

()  Home Economics ---~

(8)  Arabic Studies ----

(9)  French ---

(10)  Agricultural Science ----

(11)  Integrated Science --—

(12)  Local Crafts ----
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OUR FRENCH TEACHER Very True | Nottrue | Not sure | Not Very -
W True sure

1. SAWC ought 10 study  T'rench as

a subject  in school

2. nEvcry Nigerian child should

be'encouraged to learn French

3. /\What we leam in  French
lessons is usually not worthwhile

4. Education in Nigeria is
icbmplete  without French

5fkess time  should be given to
the study of Frenchin schools

6. \Is always on time for lessons

7. Is difficult to understand

8. Makes one intercsted in
French

9. Does not show that he  knows
the subject '

10. Does not pay attention fo our
questions

11. Answer our questions well
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OUR FRENCH TEACHER

Very
true

True

Not
true

Not
sure

NotVery
untrue

12. Laughs at our muistakes

13. Knows French very well

14. Encourages is to ask questions in
the class

15. Delivers only oral lessons without
assignments

16. Gives no examples for us  to copy

17. Teaches'us as if we have known
French as much as  himself,

18. Does anything that comes  to
his’her mind in_ class.

19. Increases our vocabulary in
French because he speaks it well,

20. Delivers his/her lessons in an
orderly manner.

21. Always reads from the class
textbook.

22. Gives us the idea of what we will do
in the next lesson.

23. A nice teacher

24. Makes one lose hope in
learning French.

25. Does not show interest in the
subject.
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I?RENCi{ LANGUAGE ACHIEVEMENT TEST (FLAT)

|
) STUDENTS' QUESTIONNAIRE

1

SETION A GENERAL INFORMATION

NAME OF SCHOOL:

SEX:
AGE:
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SECTION A
Complete the following using the Present Tense of the verbs in brackets:-
1. Je (DEJEUNER) a midi

.......................................................................................................................................

.......................................................................................................................................

.......................................................................................................................................
.......................................................................................................................................

10. Nous (JOUER) aux cartes

11.  ILs (PAS3ER) trois ans en Angleterre

12.  ILs (VENIR) chez nous.
13. Nous (PARLER) francais.

.......................................................................................................................................

14.  IL (APPORTER) son impermcable

15.  Nous (DEJEUNER) a midi

.......................................................................................................................................



SECTION BB

Rewrite the following sentences using the Passe Camposc
N ] vz

16. Jachcie le journal

.......................................................................................................................................

17. Tudine a six hours n'est - cc-pas?
s

18. Le garcon apporte la carte

.......................................................................................................................................

19. Ade demande I'addition.

.......................................................................................................................................

20. Shadc er Bisi dejcuncnt a midi

21, Kunle va chez les Ojo.

22.  Nousailons'a Badagry

23. Nos amis arrivent aujourdhui.

.......................................................................................................................................

- .
24, Nos parcnts ccoutent la radio

26. Tu es 2 Kano?

.......................................................................................................................................

27. Mon pere est professeur.

.......................................................................................................................................

N AT
. 28. Le professcur arrive a cing heures.

=

29 lJeregarde la tclevision
. =

30. Je monire 'escalier.

.......................................................................................................................................

31. Je choisis du paper a lettres

.......................................................................................................................................

32. Je responds au telephone.



33. Je perds mon livre

.......................................................................................................................................

34. Jattends mon ami.

........................................................................................................................................

35, Nous re r}pondons auy Jettres,

.......................................................................................................................................

SECTION C

Complete the following sentences with the verbs listed a - i

(a) a lancé (b) ont quitté
(c) a mis (d)  ontmis
(e) a aidé ) ont nagé
{g) a préparg (1)) a mangé
(1) avez resté
!
36. Musa........ ses \!ctcmem dans la valise.
: =
37. Kemi...... sa mére ce matin, avant d'aller a I'école
S
38.  Kunlc......, Ic football a Kola
39. Femiet Tunde........ la maison ’a/sept heures
40.  Lesgarcon ........ a fanine dans une calcbasse
41.  Olu ... <. L'igname c¢ matin
42. Mme Dada........ le repas.
43.  Vous..... long temps a Ibadan pendant les Vacances
N =
44, Les enfants ........ a la plage.
£
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SECTION D
Q)ﬂp;)sc 51 (6) senlences using a word fron each column
~
‘ //Jé?j ont fais Olu
Tu a fait cadeaux mos ami
‘T /11 as font scs  parent
clle avez Ada
)lous at
T Vous avons
ils
A e
46, e
47,
A8 e
49,
30, e
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EXPERIMENTAL GROUP 1
PRETEST POST TEST RETENTION
TEST
NO |GROUP| SEX | ATTI ATTI ATTI |ACHIEV
: : TUDE |ACHIEVE | TUDE [ACHIEVE | TUDE |E
MENT : MENT MENT
1 1 M 76 42 | 51 66 62 45
2 F 71 54 44 50 73 52
3 F 64 54 77 52 69 56
4 M 75 52 62 48 74 60
5 M |, 51 48 71 50 59 50
8 M |1 66 44 71 38 64 50
9 M | 66 48 56 44 63 60
10 F || 64 52 58 46 59 51
11 F |} 65 46 71 80 69 50
12 M 71 48 63 44 65 - 50
13 M 73 42 56 40 57 49
14 7 59 48 49 44 59 49
15 F 57 46 63 60 56 50
16 F 65 42 64 48 66 47
17 F | 50 38 68 54 52 40
i8 M 62 44 68 44 64 49
19 M 51 48 74 34 49 50
20 M 64 44 55 50 64 39
21 F 56 36 61 36 56 40
22 F 58 30 58 50 64 44
23 F 83 42 65 . 58 85 47
24 F 74 50 81 52 73 54
25 F 74 48 82 54 69 49
26 F 76 54 67 44 70 60
27 F 61 42 65 50 64 52
28 F 68 40 73 34 69 49
29 F 68 26 51 46 65 35
30 F 80 42 50 38 72 44
31 ¥ 79 38 56 54 79 40
32 F 83 40 59 40 82 46
33 F 79 36 52 42 68 39
34 F 52 44 43 62 54 45
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PRETEST POST TEST RETENTION
TEST
RO |[GROUP| SEX | ATTI ATTI ATTI |ACHIEV
g TUDE |ACHIEVE | TUDE |ACHIEVE | TUDE |E
S MENT MENT MENT
35 F 52 26 59 48 56 36
36 F 67 40 53 52 69 49
37 F 72 34 64 48 638 50
38 F 59 38 67 50 61 54
39 F 78 52 57 44 82 60
40 M 58 46 62 50 65 49
41 M 66 42 62 44 69 47
42 M | 68 54 62 66 72 59
43 M | 64 36 76 50 66 41
44 M | ! 51 40 58 50 56 45
45 M | | 67 46 55 66 70 51
= 45 .

TOTAL

MALES = 19

FEMAL = 26

E
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EXPERIMENTAL GROUP I

PRETEST POST TEST RETENTION
TEST
NO |GROUP| SEX | ATTI ATTI ATT1 |ACHIEV
TUDE {ACHIEVE | TUDE |ACHIEVE | TUDE | EMENT
MENT MENT

1 2 F 67 66 82 50

2 F 56 62 60 52

3 F 82 52 71 42

4 M 81 44 85 24

5 F 79 46 81 32

6 M 74 46 86 20

7 F 76 42 45 30

8 F 87 48 69 38

9 F | i 86 56 56 24

10 M | 31 87 87 36

11 F | 4] 58 83 48

12 F | 65 32 69 29

13 F |' 60 56 80 48 <

14 M| 86 50 82 44

15 M 58 78 78 38

16 M 68 64 83 50

17 F . 64 54 81 50

18 F i 85 85 24

19 F 70 70 70 28

20 F 69 64 64 20

21 F 57 57 57 28

22 I 68 44 44 32

23 M 69 73 77 36

24 M 71 69 69 . 46

25 M 55 60 60 40

26 M 64 56 69 50

27 F 71 50 73 50

28 ig 66 40 44 38

29 F 30 44 64 44

30 r 60 52 - 57 48

31 M 72 50 85 36

32 I 72 71 70 54
© 33 F -84 85 83 64

34 F 69 80 78 65
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PRETEST POST TEST RETENTION
TEST
NO |GROUP| SEX | ATTI ATTI ATTI |ACHIEV
TUDE |ACHIEVE | TUDE {ACHIEVE | TUDE | EMENT
MENT MENT
35 F 72 85 82 70
36 F 75 82 80 60
37 M 52 78 69 70
38 M 64 83 83 70
39 M 64 70 87 62
40 F 51 64 56 53
41 r 66 57 69 43
42 M 72 44 45 34
43 M 75 73 85 63
44 M 66 69 71 70
45 M '60 60 60 64
46 M 60 71 80 70
MALES = 19 {(FEMALE= .
TOT ' 27
AL=
46
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CONTROL GROUP

PRETEST
POST TEST RETENTION
TEST
NO |GROUP| SEX | ATTI |ACHIEVE | ATTI ATTI [ACHIEV
TUDE | MENT |TUDE |ACHIEVE | TUDE ! EMENT
MENT
1 3 g 82 14 81 50 84 53
2 M 82 36 81 64 83 60
3 M 85 20 81 46 80 49
4 M 81 30 67 42 63 . 47
5 M 78 18 80 50 79 52
6 F 74 14 74 34 70 39
7 F { 68 28 69 20 72 30
8 M | 8 48 83 30 80 34
9 M 79 18 69 22 70 36
10 M 67 42 85 32 82 40
11 g 60 52 63 24 70 33
12 F | 64 36 66 24 64 32
13 F [ 50 58 55 22 60 27
14 F .70 20 77 28 79 35
15 F 56 42 75 12 77 25
16 F 50 60 75 10 73 26
17 r 63 48 61 28 64 34
18 F 65 40 66 36 64 30
19 M 84 24 68 24 69 22
20 "M 89 40 78 24 76 27
21 M 82 64 76 28 78 35
22 F 81 34 82 20 80 32
23 g 70 22 76 28 70 31
24 F 65 32 77 18 70 31
25 F 73 36 80 14 79 24
26 F 70 28 74 34 80 42
27 F 79 14 61 24 65 29
28 M 83 36 79 38 83 45
29 M 84 20 83 44 84 48
30 M 72 38 85 40 82 45
31 M 74 12 82 32 82 38
"32 F 76 38 66 18 69 26
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PRETEST POST TEST RETENTION
TEST
NO |GROUP| SEX | ATTI ATTI ATTI |ACHIEV
TUDE |ACHIEVE | TUDE [ACHIEVE | TUDE | EMENT
MENT MENT |~
33 F 74 48 76 16 78 24
34 F 62 38 68 18 69 24
37 F 76 40 65 30 66- 38
38 M 78 34 73 14 72 25
39 M 88 30 64 14 66 26
40 F 74 46 72 44 72 42
TOT
TOT AL
=40
= 40
M !
17 !
F
23



EXPERIMENTAL GPJ

TEST RETEST RETENTION WORK

FLAT SCORES
M F M F
90 70 69 64
52 52 50 63
78 38 56 72
55
66 68 73 56
50 76 . 70 60
34 64 ?;' 60 54
40 53 54 71

69
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EXPERIMENTAL GPlI

TEST RETEST RETENTION TEST

FLAT SCORES
M I M- F
51 58 62 52
44 56 73 64
77 49 59 49
64 77 69 64
68 70 | 70 70
I
74 36 64 71
3
53 i
63 63
66
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CONTROL GROUP

TEST RETEST RETENTION TEST

FLAT SCORES

M F M F
44 56 63 62
40 63 56 7
60 55 49 69
48 51 63 68
4 64

44 68

34 68

50 74

63 55

49 58
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