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Introduction Over the past fifteen years foreign language listening com-
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prehension has become an increasingly important component 
in language instruction, especially in the beginning stages of 
language acquisition. Even a cursory review of the literature 
on foreign language education shows widespread discussion 
of the importance of listening comprehension proficiency as 
an early objective in a variety of language curricula. 1 For ex­
ample, advocates of the comprehension approach to language 
acquisition posit that listening comprehension is the primary 
mechanism by which learners acquire competency in the for­
eign language. Comprehensible input, both oral and written, 
are basic constructs within Krashen's Monitor Model. Com­
prehensible input and the i + 1 net have formed the basis of 
numerous studies on the role of listening comprehension. 
Proficiency oriented teaching, originally focused on the as­
sessment of speaking proficiency, now includes a listening 
comprehension proficiency scale. Other more recently formu­
lated approaches to language teaching depend extensively on 
understanding and reacting to authentic texts as the basis for 
classroom instruction.2 

Interactive videodisc (JAY) programs offer significant ad­
vantages over more traditional audio programs towards the 
goal of helping students to develop listening comprehension 
proficiency. As more and more institutions acquire computer 
hardware and softwa re, it can be expected that IAV programs 
will play an even more substantial role in foreign language 
instruction in the future.3 IAV programs provide highly indi­
vidualized instructional programs in which the computer 
fw1etions as a patient tutor and guide under students' immedi­
ate control. The computer permits ins tantaneous access to 
precisely defined video sequences to focus s tudents' atten­
tion on specific linguistic expressions and salient contextual 
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features. The inclusion of questions and comprehension checks 
in IAV software programs, supported by appropriate feed­
back, prompts, and other pedagogical features, assures stu­
dents' consistent interactivity with the video material. The use 
of on line help d evices such as scripts, dictionaries, grammati­
cal explanations, cultural notes, graphic displays, and digi­
tized audio fi les adds considerably to the quality of the 
learning environment for students. For these reasons, and oth­
ers which w ill be presented below, well designed IAV pro­
grams represent one of the most effective ways to facilitate 
students' development of listening comprehension profi­
ciency. 

Research Base Current views of foreign language listening comprehen-
sion have evolved considerably from earlier conceptions in 
w hich students were assumed to be passive recipients of lin­
guistic messages or at best decoders of surface level syntactic 
structures. Ad vances made by d iscourse processing theory in 
native language comprehension and by schema theory in sec­
ond language comprehension have added new perspectives 
in which to view listening comprehension processes. Far from 
being a passive or low level d ecoding skill, listening compre­
hension involves the active use of a flexible set of cogni tive 
processing s tra tegies which enable listeners to construct a 
personally meaningful mental representation of their un­
derstanding of a linguistic text. 

Anderson 1990 provides a general cognitive framework of 
listening comprehension processes. This framework includes 
three interrelated levels of processing strategies: low level 
perception-segmentation strategies, intermediate level pars­
ing strategies, and high level utilization strategies.4 Percep­
tion-segmen tation strategies are the processing strategies 
necessary to enable listeners to segment the speech signal into 
words and other morpho-syntactic units.5 To help students 
to acquire these skills, foreign language teachers have become 
accustomed to d oing classroom exercises w hich require stu­
d ents to attend to individual words or expressions in phrases 
or to identify gramm atical markers, such as plural noun mark­
ers or verbal tense markers, in isolated sen tences. Virtually 
a ll text book audio programs include d iscrete-point aural 
discrimination tasks which test students' ability to identify 
specific surface structure forms. 

Parsing stra tegies involve assigning syntactic roles to sen­
tence consti tuents such as subject, verb, and object. This pro­
cess operates on sentence structures above the level of 
individual words and leads to semantic representations in 
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which the functional roles of sentence constituents are clearly 
specified. While most foreign language students do not nor­
mally experience persistent p roblems in developing percep­
tion-segmentation strategies, some may have considerable 
difficulty reaching this intermed ia te level of sentence parsing 
because they tend to remain focused on individual words.6 If 
students are to develop effective listening comprehension 
strategies and to reach higher levels of text processing, they 
will of course need to be able to progress from identifying 
individual words in concrete phrases to processing sentences 
in terms of their constituent structure.7 

Utilization strategies involve relating information tha t 
comprehenders derive from linguistic texts to knowledge they 
have previously acquired and stored in long-term memory. It 
is a t this level of text processing that discourse processing 
theory and schema theory have made their greatest contribu­
tions to understanding listening comprehension processes. 

The fundamental principle of discourse processing theory 
posits that comprehenders actively construct a mental repre­
sentation of their understanding of a linguistic text. The con­
struction of this mental representation depends not only on 
information extracted from the linguistic text but also on prior 
knowledge of the situation described in the text and other 
general knowledge.8 Comprehenders initially encode infor­
mation extracted from the linguistic text in the form of the 
semantic representations described above, commonly called 
micro-propositions in discourse processing theory. As they 
process successive sentences in the text, they begin to conjoin 
points of information contained of individual micro-proposi­
tions into more inclusive macro-propositions. They continue 
this process by progressively integrating information from 
these macro-propositions into yet more inclusive macro­
propositions until they arrive ultimately at a representation 
of the overall theme or gist of the complete text. For example, 
suppose a text contains an episode describing someone's ta k­
ing a trip by plane.9 The description in the text may specify 
numerous details about the trip such as driving to the air­
port, finding a parking place, parking the car, walking to the 
terminal, checking luggage in, getting a boarding pass, wa it­
ing in the gate area, boarding the plane, etc. As comprehenders 
process the text, they integrate individual micro-propositions 
(e.g., driving to the airport, finding a parking place, parking 
the car) into a more general macro-proposition (e.g., getting 
to the airport). During subsequent textual processing, this 
macro-proposition is integrated with other macro-proposi­
tions resulting in a single, much more abstract macro-propo-
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sition representing this episode of the individual's airplane 
trip. 

Prior to arriving at a single representation of the meaning 
of a whole text, comprehenders gradually build their under­
standing of the text's meaning by relating macro-propositions 
which correspond to their perceptions of the episodes of the 
text to each other in some meaningful pattern. Their recogni­
tion of the causal relationships or other logical connections 
among these macro-propositions is essential for the construc­
tion of a coherent mental representation, and the conceptual 
framework that comprehenders develop as they proceed 
through the text forms the basis of their view of its internal 
cohesiveness. Thus the reader of the story containing the de­
scription of the airplane trip above will relate that episode to 
other episodes in the story to form an overview of the story's 
plot and thematic structure. 

Different kinds of texts will of course exhibit different con­
figurations of narrative structures. For example, descriptions 
normally portray the object or person being described as the 
primary narrative focus of the text and then list several char­
acteristic features of that object or person. However advertise­
ments for commercial products usually show cause and effect 
relationships (albeit sometimes specious ones) between the 
use of the product and some desired result.10 Although it may 
be difficult to predict the precise narrative structure of text 
genres, it remains clear that comprehenders' ability to per­
ceive logical relationships among the text's components un­
derlies higher level text processing. 

As students' tendency to retain their focus on concrete 
words and phrases hampers their ability to use effective pars­
ing strategies, so does it interfere with their ability to proceed 
to the next higher level of text processing to relate textual com­
ponents to each other. Students who are not able to progress 
to this level of text processing generally have a disorganized 
or fragmented view of the text's meaning. It is in fact at this 
level that foreign language students' failures to understand a 
text are frequently made manifest. Their efforts are often char­
acterized by an abili ty to understand isolated words and 
phrases but an inability to fit these pieces of information to­
gether in a rational manner. If foreign language students are 
to develop a meaningful and coherent mental model of the 
text's meaning as a whole, many of them will need explicit 
guidance to fit textual macro-structures together in a logical 
pattern. In simpler or straightforward narratives it is prob­
ably sufficient to remind students to pay attention to the plot 
line of the story. In more complex narrative structures it may 
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be necessary to call s tudents' attention to specific segments 
in the story and to poil1t out their logical relationship to the 
overall structure of the text. 

As comprehenders process information from the text, the 
construction of their mental representation of its meaning is 
an on-going, dynamic process. They evaluate the importance 
of new textual information on the basis of its relevance to ill­
formation already processed and stored in their mental repre­
sentation. If the new information is judged to be u seful to the 
development of their understanding of the text, they will m­
tegrate that information with mformation already included 
in their mental model and update it accordingly. New in­
formation which is not judged to be sufficiently important is 
not normally processed into the mental representation. It is 
for this reason that unimportant textual details are not recoded 
for storage in long-term memory and therefore forgotten. In 
addition as comprehenders' understandmg of the text evolves, 
less important previously processed information may lose its 
value as primary mformation in the mental representation and 
be subsumed under more general memory structures or per­
haps eventually lost from memory altogether. 11 What 
comprehenders generally retain in long-term memory is a 
representation of their understand ing of the general message 
of a text su pported by sa lient d etails which reinforce tha t 
message. 

The development of comprehenders' understanding of a 
text entails not only processmg information from lower lev­
els to build mental structures at higher levels but also using 
mformation from higher levels to facilitate their interpreta­
tion of information at lower levels . For example, 
comprehenders routinely identify words at the perception­
segmentation level in order to parse sentences at the next 
higher level of text processing. Conversely they may also use 
their knowledge of the syntactic structure of a sentence at the 
parsing level to identify individual words at the lower level. 
Of particular interest here is comprehenders' ability to use 
higher order knowledge to assess the relevance of new infor­
mation they encounter in a text. Information already stored 
in their mental model and other general knowledge lead 
comprehenders to expect certain kinds of events in specific 
contexts. These expectations allow them then to anticipate 
events in the situation described in the text and facilitate their 
processing of new information consistent with these expecta­
tions. The interplay between us ing strategies from lower lev­
els to support processmg at higher levels and using knowledge 
from higher levels to facilitate processmg at lower levels forms 
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the cornerstone of what is commonly called macro-/ micro­
level processing or top-down/ bottom-up processing. Several 
studies have clearly shown that such bidirectional processing 
plays a critically important role in the development of under­
standing of a linguistic text. 

Foreign language schema theorists emphasize the use of 
previously acquired knowledge in top-down information pro­
cessing. Previously acquired knowledge is normally d efined 
to include knowledge of common communicative or social 
situations stored in memory as scripts or schemata, other gen­
eral knowledge of the world, and perhaps knowledge of the 
narrative structu re of specific text genres. 12 Comprehenders' 
prior knowledge is said to be "instantiated" during the initial 
stages of text processing, that is, information mentioned early 
in the text is thought to activate their knowledge relevant to 
the situation in question. Once activated, comprehenders then 
have access to this knowledge to help them to process infor­
mation from the text and to construct a rich mental represen­
tation of the text's meaning replete with their own inferences 
about it. 

Although the top-down approach to text comprehension 
has attracted considerable attention, a word of caution about 
relying too much on its use in instructional settings is war­
ranted. The exclusive use of top-down processing in listening 
comprehension tasks may well lead to subs tantial errors in 
students' understanding of a text. Students who adhere too 
strictly to top-down processing run the risk of disregarding 
text-based information and imposing their own views too lib­
erally on the text. Their resulting mental representation of the 
text's meaning will likely be highly idiosyncratic and contain 
distorted impressions of the text along with numerous un­
founded inferences about its meaning. The more balanced 
bidirectional approach advocated here prescribes that students 
should use top-down and bottom-up processing strategies. 
Students should be encouraged to use both previously ac­
quired knowledge and information derived from the text to 
develop an accurate view of its meaning. While most native 
speakers automatically employ appropriate top-down and 
bottom-up strategies, foreign language students, especially 
those whose language proficiency is insufficient for the level 
of linguistic difficulty of a text, tend to adopt one set of strat­
egies over the other and to use those strategies too rigidly in 
comprehension tasks. 13 Successful foreig n language 
comprehenders must be able to make use of both sets of 
processing strategies, and most foreign language students 
need explicit guidance to use them effectively. 

To activate students' pertinent prior knowledge, schema 
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theorists recommend the use of advance organizers, i.e., in­
structional techniques which prepare students for u pcoming 
listening tasks. They have proposed various kinds and com­
binations of advance organizers including pictures or other 
descriptions of the communicative situation depicted in the 
text, preteaching selected vocabulary items, or previewing the 
text's narrati ve structure.14 Of these techniques, the use of 
pictures appears to offer an effective way to evoke students' 
background knowledge about the topic of communication. 
In addition arranging pictures in spatial relationships which 
reflect the narrative structure of the text not serves to only 
activate students' background knowledge but also to prepare 
them to process the text in terms of its own internal organiza­
tion. 15 Such schematic displays of the text's components iden­
tifies the text's major episodes for students and suggests the 
logical connections that hold among them. They enable stu­
dents to follow the thread of discourse in the text and facili­
tate macro-level processing by encouraging students to view 
the text's components in relation to each other.16 

Research in native language discourse processing theory 
and foreign language schema theory holds numerous impli­
cations for the design of IAV programs. Several general prin­
ciples emerge from the discussion here and form a relatively 
clear set of ins tructional principles. IAV materials developers 
would be well advised to take these principles into accou nt 
in the preparation of listening comprehension materials. 

1. Comprehenders actively construct a mental representa­
tion of their understanding of a linguistic text. 

2. The construction of comprehenders' mental representa­
tions involves the use of previously acquired knowledge and 
information derived from the linguistic text, including visual 
images in video texts . 

3. Comprehenders derive information from linguistic texts 
by means of a set of processing strategies which include per­
cep tual-segmentation strategies, sentence parsing strategies, 
and higher order utilization strategies. 

a. Comprehenders' identification of functional rela­
tionships among sentence constituents is necessary for build­
ing individua l micro-propositions. 

b. Comprehenders' integration of individual micro­
propositions into more inclusive macro-propositions is essen­
tial for higher level text processing. 

c. Comprehend ers' perception of logical relationships 
among a text's components underlies the construction of co­
herent mental representations. 
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Instructional 
Design Issues 

Advance 
Organizers 

4. Comprehenders use textual information to update their 
mental representation and information in their mental repre­
sentation to interpret new textual informa tion. 

5. Effective comprehenders make flexible use of bidirec­
tional processing strategies as they develop an understand­
ing of a linguistic text. 

6. Advance organizers play a critical role in instantiating 
students' relevant background knowledge. 

a. The use of visual cues in schematic displays which 
reflect the logical structure of a linguistic text facilitates stu­
d ents' u se of higher level comprehension s trategies . 

If one of the goals of interactive video program develop­
ment is to crea te lessons which help students' to develop for­
eign language listening proficiency, then lessons in which the 
instructional design reflects the principles of discourse pro­
cessing theory and schema theory will allow them to make 
substantial progress towards this goal. Libra enables faculty­
authors to create lessons which closely model the listening 
comprehension strategies listed above and to guide students 
in their appropriate use. It contains all the tools necessary to 
develop effective instructional designs and to direct s tudents 
to process linguistic texts in specific, user-definable ways. The 
examples below, created by means of Libra's tools, illustrate 
some of the ways in which the authoring system can be used 
to create pedagogically sound IAV programs. 

Advance organizers instantia te students' relevant back­
ground knowledge which in turn facilitates their construc­
tion of a meaningful mental representation of the text's 
meaning. Libra contains a number of authoring devices to cre­
ate a different kinds of advance organizers. For example, 
Libra's text tools allow lesson authors to enter information in 
displays to introduce the story to students. The example be­
low, the initial display in a lesson on the Spanish program, 
Zarabanda: The Adventures of Ramiro, is designed to give stu­
dents a general introduction to the video series. 
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Figure 1 
Introductory Display 

for Zarabanda 

Figure 2a 
Character Display for 

Zambanda 
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Z4~~~~d~ follows the 
~dventures of R~miro 
Montero,~ young Sp~n­
l~rd , who le~ves his v ll­
l~ge of P1quer~ de s~n 
Esteb~n to seek better 
opportumtes 1n Sego­
vl~ ~nd M~dnd 

Clock the nght ~rrow ~t the upper nght comer to cont mue 

Libra's icon button tools can be used to make iconic repre­
sentations of characters and to present their interrelationships. 
The display below shows icon buttons representing the main 
characters of the first episode of Zarabanda. 

Here ere the chtlracters you will meet m thiS episode 
Click on their pictures for Information abOut them 

The configuration of icon buttons surrounding the one repre­
senting Ramiro, the main character in the story, and the lines 
connecting the icon buttons to each other are designed to re­
veal the characters' relationship to the protagonist. The pro­
gram instructs students to click the icon buttons to obtain 
information about the characters. Each icon button is linked 
to a small display which describes the character in more de­
tail and allows students to see a picture of the character in the 
context of the story. 
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Figure 2b 
Character Display for 

Zarabanda 

Figure 3a 
Setting Display for 

La Maree et ses secrets 

Zarabanda. Episode One. C 

Ram1ro 1s the main eM reeler in the 
senes He 1S from t he siMll tavn 
of Piquere C11d:: the video pi81J 
button belw to see a picture of 
him 

Presenting information about the setting of the s tory also 
helps to prepare students to view the video program. These­
ries of displays below, taken from a program developed for 
the French program, La Maree et ses secrets 'The Tide and its 
Secrets,' describes the geographica l location of the story. 

[4 AU~ el St!1S ~mtsis set in Canca.le, a 
smaU town on the cO&s l in Breta.gne in 
western Fr&nce. Ca.nca.le Is well known 
foritsoysters. 

Click on the small square In the 
mop for more Information obout 
thi s oreo of Fronce. 
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Figure 3b 
Setting Display for 

La Maree et ses secrets 

Figure 3c 
Setting Display for La 

Maree et ses secrets 
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:·:-:-:-:-:-:-:-:-:-:·:-:-:-:-:-:-:-:-:-:-· 

· ·,~ru~~ 

In the beginning of the story Yves 
and his friend, Marie-Pierre, take a 
train from Paris to Saint-Malo. 
They then take • bus from S..int · 
Malo to Cancale. The *x" in the 
bay ma..rl..::: the place where the 
Keravec family ha.s its oyster bed. 

CUck on the smoll s quore 
in the mop for more infor­
mation about Concale. 

The places of the n»Jor sctnes of t~ 3tory ere 
mer ked on tht rMP 

l c Bnr Kerovec- Lucien Ken.ve<:':s bu.sw:s:~ 
lo moi son de Robe rt Lecoz-Roben 

Leeo:'s house 
I e s upermorchl! de Robert Lecoz 

-Robert l.tcoz'.s supermarl-.et 
l o Ploce de lo RepubliQue-the t>vn 

>quare 

When \IOU are rtad\jiO 90 on, chck. on "Go rorvard" 
at the upper riQI'It 
To return to the dtsptav \IOU Just left, chd: on 
-Return to Previous Otsplay " 

These introductory displays familiarize students with the 
setting of the story and parallel the opening scenes of the first 
episode of the story in which two people travel from Paris to 
the small town of Cancale on the Brittany coast. They show 
an initial large scale perspective of the seaside location of 
Cancale and progressively narrow students' focus to the ac­
tual locations in the town where the action of the story takes 
place. 

Schematic d isplays of pictorial cues w hich reveal thenar­
rative structure of a text facilitate students' use of higher level 
cognitive strategies. Such displays help students to relate the 
text's components to each other to form a coherent overview 
of the story. Libra's icon button tools can be used to create 
icon buttons representing the events in a text and to arrange 
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Figure 4 
Text Map for La 

Maree et ses secrets 

them in patterns reflecting the text's narrative s tructure. The 
display below, taken from the first lesson on La Maree et ses 
secrets, shows a d etailed view of a relatively simple plot out­
line. 

Episode One Overview 

To wotch this episode, click on eoch of the pictur es obove ond view Its scene. 

Vou moy return to this disploy ot ony time dunng the lesson by cliCking on 
'Episode One Overvi ew· below. 

This display shows the five major scenes which carry the 
primary action of the story and three minor scenes which func­
tion as narrative asides. Students may choose to view the en­
tire episode by clicking the video buttons a t the bottom left 
corner of the display or individual scenes by clicking the icon 
buttons representing those scenes. Libra's tools enable faculty­
authors to create text maps which portray linear plot pro­
gressions, cau sal chains linking one event to another, 
hierarchical arrangements for descriptions of objects or people, 
and other kinds of narrative structures. 

Linguistic advance organizers can be presented to under­
score key information in the story that students need to know 
but may not be able to separate from less important details or 
to prepare students to handle other expressions that may be 
hard to understand. Libra's tools can be used to create hyperac­
tive text d isplays linked to a variety of explanatory devices 
such as videodisc events or digitized a udio files. The display 
below contains hyperactive text linked to the videodisc of La 
Maree et ses secrets. Students may click the underlined expres­
sions to hear them as they are spoken in the video scene and 
replay them as many times as necessary. Previewing the ex­
pressions in this manner helps students to understand them 
when they hear them in the video scene. 
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Figure 5 
Linguistic Advance 

Organizer Display for La 
Maree et ses secrets 

Macro-/Micro level 
Comprehension 

Vol. 28, No.1, Winter 1995 

Scene Two: A Mysterious Package 

h du scene, we see t"IIIIIO peOJ:)Ie wrJ.o meet at tho triWI stauon 

Wordl tnd expresSO"'s )'OU 'lltoll need to know (c.Ucl: the underlined expressions ) 

lll Qe\ 1\ cqqeeu--.. httle &11t 
!e V(!JSetr!'!'!t)ne-I'D W )IO• 
Je vets Q!"l!!"9] le cgr-l'll.U the b\13 

To watch the scene. cllclc the video buttons. 
When you are ready t o check your understanding, click ·Questions -

If you need help to U'O!rstenllhe scene, elide "Help· 

Effective comprehenders use flexible comprehension strat­
egies at several levels of text processing to develop an under­
standing of a text, and foreign language students need explicit 
guidance in the use of these strategies. The instructional de­
sign of IAV lessons should direct stud ents to attend both to 
developing their general understanding of the text and to pro­
cessing specific information from the text. 

Libra provides authoring tools to create five different kinds 
of comprehension checks to guide students in the use of 
macro- and micro-level comprehension stra tegies. It contains 
templates for multiple-choice questions, checklist questions, 
binary checklist questions, icon sorting questions, and open­
response questions. All of the question formats lend them­
selves equally well to verifying students' und erstanding of 
both general and specific information. For example, the mul­
tiple-choice question format can be used to confirm students' 
comprehension of the primary message of a video scene and 
also the textual details which support that message. The two 
sample questions below illustrate the macro- and micro-level 
functions of the multiple choice question forma t. 
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Figure 6a 
Macro-Level Multiple 

Choice Question for 
Zarnbanda 

Figure 6b 
Micro-Level Multiple 

Choice Question for 
Zarnbanda 

Scene 1. Question 1 

Clock the Item whoch best completes the slotement below 

In thiS scene. Rom1ro·s mother eppeers to oe 

0 supportive 
®upset. 
0 front tc 
0 preoccupt ea 

B 
Chdt htr'• fO' f~xlc 

Yes, thol's correct She os upset Go on to the next 
question 

Clock the otem whoch best completes the slotement below 

Romtro osks his mother foro number of things for his trip She gives hom 
everything he osks for .!U!..k.D.Il1 

0 o potr of PYJ•mos 
Ootowet 
®o smtte 

Yes, thol's correct You con tell by her refusot tho I 
she ts upset obout Romoro·s teoving 

These questions are taken from a scene in Zarnbanda in 
which Ramiro makes plans to leave his small vi llage for the 
big city. As Ramiro prepares to leave, his mother indirectly 
expresses her displeasure at his imminent departure by means 
of gestures a nd facial expressions. The first question above, 
the macro-level question on this scene, focuses students' at­
tention on the mother's reaction to her son's plans. After stu­
dents correctly answer this question that Rarniro's mother is 
upset, the program presents the second question, a micro-level 
question, on the importa nt d etail of this scene. This question 
calls students' attention to the specific information which car­
ries the primary message of the scene. As Ramiro asks his 
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Figure 7 
Macro-Level Checklist 

Question for Die Dame 
aus Amsterdam 

Vol. 28, No. 1, Winter 1995 

mother for items he needs for his trip, she gives him every­
thing he requests except a smile he asks for in an effort to 
cheer her up. 

The checklist question format can be used for the purpose 
of verifying macro- and micro-level information in situations 
in which more than one piece of information is required. For 
example, the question below, taken from the German d etec­
tive story, Die Dame aus Amsterdam 'The Woman from 
Amsterdam,' guides students to observe the secretive actions 
of a character in a hotel lobby scene. 

You saw the man i n the scene, Hufl and, wllh d1e Dome and Dr. Soest 
Whol• s Huflond dOing? Cl ick on the Items below which best descn be hiS 
oclions 

0 He Is watching pretty women. 
v' l8J He 1 s eavesdropping. 

0 He is wat Ching oil the peopl e going by. 
v' l8J He IS keep1ng his eye on die Dame and Dr Soest 

0 He Is wat Ching t he guests at the hotel 
0 He IS j ust si l ti ng or ouno. 

B 
Pnmol Good eyes• Please go on to the next display. 

Click htr• for fudb~ck. 

This question directs students to note the visual extralinguistic 
information in the scene which discloses the role of the char­
acter in the story. Understanding the character's role is essen­
tial to support students' development of their understanding 
of the story line. 

The checklis t question format can also be used to bring s tu­
dents' attention to bear on specific information in video scenes. 
The question below asks students to identify the choices a 
waitress offers to Ramiro in a restaurant scene in Zambanda. 
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Figure 8 
Macro-Level Binan; 

Checklist Question for 
Zarabanda 

Figure 9 
Macro-Level Binary 

Checklist Questio11 for 
Die Dame a us 

Amsterdam 

Click on the three Items which bestonswer the question below 
When Rom1ro scys thot he wants something to eot. the wo1tress mentions 
three possibilities Do you remember whet they ore? 

0 popes frl tos 
v 181 chonzo 

0 pescodo 
v181tortfllo 

0 queso 
v 181 sordlnos 

~ 
CUck htrt for f~k 

Exoctly ngh\1 CliCk on the Next Question button 
below to proceed 

The binary checklist ques tion solicits students' reactions to 
characters or situations which are best d escribed in terms of 
opposing pairs of features. For example, the question below 
instructs students to d escribe the physical appearance of the 
mystery woman in Die Dame a us Amsterdam in order to sup­
port inferences about the woman herself and the way she in­
teracts with other characters. 

WHAT IS OlE DAME LIKE? Click: on the expressions below which best describe 
her. 

Oold 
vi8J_,IIUI 
of 18) weiiiTeSSed 

0 she honlly smiles 

ofl8lY""'iJ 
Ougly 
0-llyci"BSSe<l 

of l8l she smiles olot 

I Chck here for ftedbed:: I Prune! Good WCJ1::! Irs time to l'l'lOYe ool 

~ 

The binary checklist question format also applies to ques­
tioning techniques designed to explore micro-level details. In 
a scene in La Maree et ses secrets, an initial macro-level ques­
tion firs t verified that students understood that an illicit deal 
was made between two men. Then that question was followed 
by the micro-level question below asking students to charac­
terize the nature of the deal. 
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Figure 10 
Micro-Level Binary 

Checklist Question for La 
Maree et ses secrets 

Figure 11 
Macro-Level Icon Sort­

ing Question for Ln Maree 
et ses secrets 
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Scene Two: Question 2 of 7 

Click on the Items which best answer the ouest1on below. 

Whet kind of deol does Robert Lecoz describe? 

181 big 
0 honest 
181 dangerous 

t?j 
Chc.k htf"if' for f~. 

or 
or 
or 

O smoll 
181 dishonest 
Osofe 

Ves, thol's correct. They ore Involved In something 
illegol Click "Question· to go on lo the next Question 

Icon sorting questions require s tudents to move icon but­
tons representing characters, scenes, or events to user-defined 
locations on the screen. This kind of questioning device is use­
ful for placing characters or events in specific locations in the 
story, identifying group relationships among characters, or 
specifying the correct sequence of scenes in a story. The ques­
tion below requests students to identify the characters who 
belong to the group of conspirators in La Maree et ses secrets. 

Answer the QUestion below by moving the oppropriate pictures to their correct locot1on 
Rooert Lecoz Is the leoder'of • !JI1ll.ll of cmspiretors. WhO ore the other members of the 
~? 

~ 6 Robert Lecoz·s group 

Yvts Ktr<~Yec: 

& 
~~ 

C•thtr-int Lt Gu•n 

El 

.Jt¥1 8~t 

ti) 
Madt·Pitrr-t Rtnaud 

Chek Mrt for fHdback. 

The open response question format allows students tore­
spond to questions in their own words. As such, it is useful 
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Figure 12 
Open Response Ques­

tion for La Mnn!e et ses se­
crets 

Figure 13n 
Macro-Level Question 

for Die Dame nus 
Amsterdam 

for soliciting students' reactions to individual events in the 
story or for having them write more complete summaries. The 
sample question below instructs students to write a summary 
of a story they have viewed. 

10 Work s heet 011 
In the s ooce De low w nte a summery 1n your own words or the story you have 0 
just viewed Descr ibe the moln ideo of the s t ory ond what you thtnk or It 

Sequences of the various question types described here can 
be combined in different ways to achieve specific instructional 
objectives. The set of questions below, taken from a scene in 
the German d etective story, Die Dame nus Amsterdam, leads 
students through a series of comprehension checks pro­
gressing from n1acro-level comprehension to micro-level 
comprehension. Students answer the questions below after 
they have viewed a short scene in which a character is caught 
searching a hotel room. 

Ans.,..er the follo"i"'l question by movillQ the pictures of the people to their correct locetion 

Which of the people below appeor in the room search scene? 

~ 
Chck htf't fOf" ft.cfb~k 

Room Search 

Hufl.nd dtr Unbtkanntt 

IJ ~LJ 
Or Sout DffrlCk die> O~t 

Richtigl You got it! Now let"s f ind out whet these 
men are shouting about. 
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Figure 13b 
Micro-Level Question 
Number 0 11e for Die 

Dame nus A111sterdnm 

Figure I3c 
Micro-Level Questio11 

Number Two for Die 
On me nus Amsterdam 
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Cl1c1< on the 1tem which best Mswers the question below 

How does Huflond getmt o the room Without o key? 

0 He p1 cks the I ock. 
0 He s teel s e key. 
0 He breaks the door down 
®He convmces the meld to open the door f or h1m 

To! II You got Ill Exactly, but how? Go on to t he next 
Question 

Cl iCk the item which best completes t he statement be low 

To get the meld to let h1m 1n the room, Huf lend told her 

®The door ecc1dentel ly fell shut 
0 I left my l<ey downstairs et the desk. 
0 My fnend 1sn·t responding to my knock 
0 I'll g1ve you 100 OM to open the door 

B 
Chck htf't for (~~ 

Pnmo! Good listemng! Pretty clever, righ t? Go on 
to the next question. 
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Figure 13d 
Micro-Level Question 
Number Tlrree for Die 
Dame a us Amsterdam 

Figure 13e 
Micro-Level Question 
Number Four for Die 

Dame a us Amsterdam 

Cllcl< the Hem which best ~nswers the Question below. 

How does Hull~nd re~ct when he Is c~ugh l In the room? 

0 He dr~ws his gun ~nd fires. 
®He puts up his h~nds ~nd surr enders 
0 He ~tt~cl<s the m~n ~nd holds him at gunpoint. 
0 He Just st~nds there 

~ 
Chck hH't tor t~ 

Rlchtlgl Wouldn·t you do the s~me? Go on to the next 
Question 

Clfcl< on the two Items which best ~nswer t he Question below. 

Wh~t did the char~cters s~y In thi s scene? 

D "H~Iten Sle die H&nde hochl" 
.f 181"H~ Ill H6nde hochl" 

D "Komm Jetzt herl Komm • 
D "Kommen Sle herl Kommen Slel" 
D "H~I t die H6nde hoch und l<omm herr 

.f 181"Komm herl Komm • 

~ 
Chek htt"t for f~~k 

Prlm~l Good lfstenlngl Lers move on to the next 
scene 

The first question, an icon sorting macro-level question, 
requires students to identify the characters who are involved 
in the scene. The next four questions are micro-level ques­
tions which direct students' attention to the salient details of 
the scene. The first three of the micro-level questions are multi-
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Learner Assistance 
Features 

Figure 14 
Ancillary Stack: Help 

Display 
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pie choice questions and the last one is a checklist question. 
The first micro-level question focuses on visual contextual 
information and asks students to observe how the character 
Hufland gets into the hotel room. The next question focuses 
on language and verifies that students have understood the 
dialog between Hufland and the hotel maid. Hufland is caught 
in the hotel room by another man, and the third micro-level 
question once again focuses on visual paralinguistic informa­
tion. The last question instructs students to attend to the ac­
tual language spoken in this part of the scene. The combined 
effect of these macro- and micro-level questions is to help stu­
dents to develop a complete functional understanding of the 
scene. 

In addition to the five question formats presented here, Li­
bra contains other authoring tools which support the design 
of helpful pedagogical features to guide students in the 
appropriate use of listening comprehension strategies. For 
example, recall that some students have difficulty identify­
ing relevant sentence constituents as they parse sentences. 
Libra's ancillary stacks, which can be made accessible to stu­
dents at any point in a lesson, contain templates to develop 
help displays to facilitate this process. Suppose that begin­
ning students were to encounter a sentence like La personne 
que nous cherchons doit etre disponible a partir du 5 aout. 'The 
person we are looking for must be available from August 5 
on.' in a video program. To help them to identify the con­
stituent parts of the sentence, students could call up a help 
display like the one below. 

_[J More Info 

Sentence Help 
::::::::::::::::::::::::::::::::::::::;:::::::::::::::::::::::::::::::::::::::::::::::::::::::::::::::::::::::::::::::::::::::::::::::::.::::::::::::::::::::::::::::::: 

La j:er.Klnre QLe rous cherctons OOit eire disp:mi ble 8 partir du 5 ooUt. 

FollO'vl the build up belO'vl to better understand this sentence. 
(Click the underli raJ expressions for rmre i nform:rtion.) 

N:lus cherctons g~.elgu·un . La j:er.Klnre va lravailler le 5 ooUt. 
La j:er.Klnre!!!!:. rous cherctons va travailler le 5 ooUt. 
La j:er.Klnre que rous cherctons OOit travailler le 5 ooUt. 
La j:er.Klnre que rous cherctons <iirt etre diS!X!ni ble le 5ooUt. 
La j:er.Klnre que rous cherctons OOit etredisponiblee partir du 5 ooUt. 
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Figure 15 
Libra Ancillary Stack: 

Video Help Display 

This help display provides a progressive build up of the 
complex sentence and accents its important components. It 
explicates the meaning of the sentence by pointing out its con­
s tituent parts and showing how those parts are related to each 
other. If s tudents need more informa tion about specific ele­
ments in the sentence, they may click the hyperactive expres­
sions which are linked to other help displays. Clicking the 
word que, fo r example, could call up a small window which 
displays "que = that, who; relative pronoun connecting the 
two sentences just above." 

Students may also have difficul ty identifying salient infor­
mation embed ded within the context of video scenes. Libra's 
ancillary stacks include a templa te to create a help display 
equipped with a set of videoo buttons to delimit the precise 
videodisc segment containing the important information. For 
example, in a scene in which a character in La Maree et ses 
secrets behaves rather mysteriously, a micro-level question asks 
s tudents if they think character is actually only pretending to 
be sick. If they need help to answer this question, they may 
call up the following help d isplay. 

Scene One: Qu estion I of 4 

Notice how Alai n is talking end walki ng. Would someone who is 
sick tel k end walk this way? Click on the video buttons et the 
bottom of this window to view this part of the scene egei n. 

Click on the smell square at t he upper left corne r of thiw window 
to return to the question. 

The text in the help display prompts students to think about 
the character's actions and directs them to replay the part of 
the scene in which his actions betray his real intentions. Ad­
di tional icon buttons linked to other help displays ca n be 
added to this help display to create a series of nested help 
displays to focus students' attention on progressively smaller 
segments of the scene. 

Libra's script building tools can be used to develop written 
scripts of the vid eo text tailored to students' needs and the 
instructional requirements of the lesson. Lesson authors may 

fALL Journal of Language Learning Tecilllologies 



------------------------~~~~~'~'~~~~ 

Figure 16 
Libra Anci/lary Stack: 
Video Script Display 

Libra and Foreign 
Language Listening 

Comprehension 
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choose to make complete scripts of the video or partial scripts 
which highlight only important textual information. They may 
further choose which words and expressions to gloss or to 
d efine and the ways in w hich they wish to do so. Although 
Libra allows all the words in the script to be glossed, it is prob­
ably advisable in most instances to g loss only those words 
which carry important information in the text. For example 
the Spanish vid eo script below gives students a partial script 
of a video scene from Zarabandn. 

[;I Uldeodlsc Scripts 

Videodisc Script 
Rllmiro- ~Frcnclsco? ::!:! 

Frcnclsco Si. ~yo t Eres Rermro? 
Rcmiro- 51. . 

Telefoniste 
R~rniro 

Df!J81llE! 
... 

Telefonlste 
Rllmiro 

... • que se he cortedo le 1 fnee. Cuelgue y le lll!ll'ltllil. 

... 
Frencisco Si. oye, 6hOrll mismo yoy e recogerte 

Rllmiro ... 
Frenclsco Espeooe en el cruce de P1querc A les tres. 

0 

I 1"11 PI Ck you up I 

The ellipses indicate that words have been deleted from 
the script. Of the remaining word s, only those which bear d i­
rectly on the primary message of the scene are marked for 
further explanation. Thus the underlined phrase ahara mismo 
voy a recogerte is glossed to explain that one character will pick 
another character up, the central message of the scene. The 
details of where and w hen they will meet are expressed in 
glosses for espernme en e/ cruce 'wait for me at the crossroads 
and A Ins tres 'at three o'clock.' Since the underlined expres­
s ions are hyperactive expressions, they can also be linked to 
other explanatory devices such as digitized audio or graph­
ics files. Libra's script glossing tools also serve as the basis of 
user-definable dictionaries. 

Each of the authoring tools in Libra has been designed to 
enable faculty-authors to create lessons w hich model appro­
priate listening comprehens ion s trategies and guide students 
in their use. They include straightforward procedures to make 
advance organizers such as pictorial cues, text maps, and vo­
cabulary presentations; various kinds of compreh ension 
checks to confirm students' unders tanding at both macro- and 
micro-levels of text processing; and student help features such 
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1 See the selected bibliography on listening comprehension 
at the end of this report. 

2 See Rivers 1986,1987, and 1989 and Swaffar 1989. 
3 Numerous educa tors have commented on the instructional 

value of Computer-Assis ted Language Learning and In­
teractive Video. See, for example, Schafer and Hannafin 
1986, Douglas 1988, Bush and Crotty 1988, Schulz 1988, 
Verano 1989, Fletcher 1990, Garrett 1991, and the series of 
articles in Bush et n/ 1991 and Dunkel 1991 . 

4 See O'Malley et n/ 1989 and Bacon 1992 for d iscussions of 
the application of these general principles to foreign lan­
guage listen ing comprehension tasks. 
Richards 1983 calls the use of these kinds of strategies mi­
cro-level skills. Lund 1990, in his second language listen­
ing taxonomy, refers to them as aspects of the identification 
of surface s tructures. Rivers 1990 describes these s trategies 
in detail and gives a lengthy list of exercise types designed 
to inculcate perception-segmentation skills in students. 

6 O'Malley et n/ 1989 and Bacon 1992 found that some stu­
dents are unable to shift their focus from concrete words 
and phrases to sentence level parsing processes. 

7 For example, Rivers 1988 proposes that students be guided 
to analyze sentences in the form of Actor-Action-Object to 
facilitate sentence parsing. 

8 See Johnson-Laird 1983, va n Dijk and Kintsch 1983, Kintsch 
1988 and Kintsch et n/1 990, Singer 1990, Gernsbacher 1990, 
and Smith 1991 for discussions of discourse comprehen­
sion processes and the function of menta l representations 
in nati ve language comprehension. See Brown 1989, 
Bernhardt and James 1986, Swaffa r et nl 1991, and 
Hammadou 1991 for discussion of these principles within 
the context of foreign language instruction . 

9 This example is taken from van Dijk and Kintsch 1983. 
10 Native language researchers have proposed different kinds 
of theories of textual cohesion ranging from genera l d iscourse 
coherence, to narrative structures, and to text grammars. See 
Schank 1982, van Dijk and Kintsch 1983, Wilensky 1983, 
Trabasso et a/ 1984, Meyer and Freedle 1984, Kintsch 1986, 
and Duffy et a/ 1990. 
11 Na tive language researchers have proposed different kinds 
of theories of textual cohesion ranging from general discourse 
coherence, to narrative structures, and to text grammars. See 
Schank 1982, va n Dijk a nd Kintsch 1983, Wilensky 1983, 
Trabasso et nl 1984, Meyer and Freedle 1984, Kin tsch 1986, 
and Duffy et n/1 990. 
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12 See Schank and Abelson 1977, Auble and Franks 1983, 
Perrig and Kintsch 1985, and Kintsch 1988 for discussion of 
schemata and their use in processing native language d is­
course. For discussion of the application of schema theory in 
foreign language education, see Hudson 1982, Carrell and 
Eisterhold 1983, the articles and reports in Carrell et nl1988, 
Byrnes 1984 and 1985, Bernhardt 1984, Chaudron and Richards 
1986, Bernhardt and Berkemeyer 1988, Glisan 1988, Long 1989 
and 1990, Swaffar et nl1 991, and Hammadou 1991. See also 
Altman's 1990 exploratory discussion of schema theory and 
foreign language video. 
13 Wolff 1987 has found evidence that comprehenders use top­
down processing over bottom-up processing in difficult sto­
ries and the reverse in easier stories. He a ttributes the 
difference in the use of strategies to s tudents' lack of linguis­
tic knowledge in more difficult texts. Hammadou 1991 has 
also found evidence that students at lower proficiency levels 
use top-down processing more often than students at higher 
proficiency levels. Conversely 0' Malley et nl 1989 have re­
ported that ineffective foreign language listeners focus on in­
dividual words in very limited bottom-up approaches. 
14 Omaggio 1979, Byrnes 1984, Ounkel1986, and Joiner 1986 
have described the use of illustrations as ad vance organizers 
for foreign language comprehension tasks. Altman 1989 and 
Liskin-Gaspa ro and Vequ ez 1990 have recommended 
preteaching pertinent vocabulary. Carrell1984, Weissenrieder 
1987a, Long 1989, Lee and Riley 1990 have proposed preview­
ing the narrative structure of the text. 
15 This proposal is similar to the one presented by Brown 1989 
in which he recommended giving studen ts an overview of 
the plot of stories to help them in comprehension tasks. The 
proposal being discussed here allows for a greater variety in 
the presentation of narrative structures. 
16 Dunkel1986 has noted that beginning-level stud ents have 
particular difficulty disentangling the thread of discourse in 
authentic language texts. Long 1989 has found that students 
have difficulty identifying key information and filtering out 
less important information in comprehension texts. 
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