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general qncouragemenE we received from many individuals and institutions during
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the course of the project*described in this report,
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been possible without a Grant-in-Aid of Educational Regearch provided us by the

Ontario Ministry of Education. Furthermore, we gratefully acknowledge the

[

invaluable assisztance of botﬂ the administration and the board of trustees bf
’ . . ’ . LAY
: the Board of Education- for the City of London. ’
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We are also Vefy pleased to express our appreciation to all of the . .
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teachers, for their consi@erab;a aid. We

principals, department heads, and French
. ' . =

cannot name them specifically because of a moral commitment on ouy part to
preserve anonymity with resp.ct to the schools and the students &ested. We
trust, however, that they will understand and that they will realize how much we |,

appreciate their coqperation in allowing us to disrupt their class .schedules,

Also, we owe a considerable debt of gratitude to the students themselves ?ho

- . &

éooger{ted most éénerously with our requests, ’Special tﬁanks can, however, be
given to the éo{lowing indi;{duals within the Lonébn schoal system“ﬁhq assisted
us in all phases of the.research:' Mr. G. Dumas, Oral French Cons;ltant;vﬁr.
G. €. Jutras, Moderns Consultcat; Mr. 6. 5. Kidd, foryeri&_Moderns Consultant
and now Moderns Heaq of Oakridge Secondqry School} and Mr. M. Zelman, fbrﬁer
éice—principal, Ozakridge Secondary School. Since, part\of the research contained
in thi; report was conducted in Chatham, Ontario we also acknowledge the assistance
of Mr:‘R. Martin, Superintendent of'Program and Personnel, Kent County Board of
Ed;bagion. '

Ei:allyg we must mention the enormous ceontribution of our project stgff,
both past and.pfésen;,_ Our 6rigir:1 "team" consisted of Betsy Cilbons, Louis
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Gliksman, and Cindy Smythe as Research Assistapts, and Gail Campbell as Secretary,

. N . . +

and their assistance and enthusiasm contributed greatly to the enjoyment ;f the

1

project. ﬁeésy, Louis and Gail have since moved on, and only Cindy remains from ) ' y

the "old team". She has since been joined by Peggy Davidson as a Research Assistant, -

‘and Vonnie.Kirk as Secigtary. We are fortunate that this '"new team" is equally

enthusiastic and dedicated to their préfession. To them all we express our

heartfelt appreciation.

During the e¢nurse of the research itself, R. C. Gardner was Proressor of .
Psychology, University of Western Ontario, P. C. Smythe was Research iésociate,

Educational Regearch Services, London Board of Education, D. M. Kifby was a
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Doctoral Candidate in Psychology, University bf Western Omtario and J. R. Braswell

was Chief of Measurement and Evaluation Services, yondon.Board of Education. C .
- Prepﬁ?ation of this manuscript was facilitated By a grant from the Language,

Administration Branch, Lapartment of the Secretary of State, Ottawa to R. C.
Gardner and P. C. Smythe which provided partial sa;afies to them. This support

has permitted thgﬁ to continue investigating many of the hypothesis generated -in
\\
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this report, and phis has contributed significantly to the formulation of man§
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of the ideas expréésed herein.
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* should be, an educational geca giuly relevant to the.needs of the country. The

has a'dpminant position in the.qurh American context.

. Canadian governmental and educational officiais, is faralleled by an active response
. on the part of a large number of Canadian researchers.

the more ambitious of these promising projects includes: the St. Lambert Project

" CHAPTER 1

.
o , INTRODUCTION
- . s R

N ) . : '
The existence of two recognized language’grouﬁs in Canada, coupled with

a coummon desire for national unity, placeﬁ a large reséonsibilizy-on aducational

institutions to promote second language achievement. 1In many countries throughout e

-

the world Seq?nd language training forms some part of thae educational curticulunm,

but possibly only in Canada-can_it be said that bilingualism is, or at least

N .
* ~ . bl

4

¢ - - - i
need for bilingualism has been.stressed at the Federal government level in ‘both
their. programs for seéde 1anguage training, and ‘the*premium placed on bilingual

- / ' . - .
skills 'of government employees. There are indications that similar developments

. L. a 5. . -

are taking place in the private sec ¢ (c.f., Maltais, 1973).
—— . )

L . - - ®

greatest challenge to national bilingualism resides in generally unilingual areas,

Probably .the e

[ -

primarily the English ones. Students in such areas lack the bilingual milieu

*

L .
which can serve:to reinforce second--language skills, and, are faced with the
"hecause of the OVerwnelming influence of the U,.5.A., English
P “ -

"realization' that,
. .
The increased interest in second language learnin§, demonstrated by

A spall sample of some of

&

{(e.g., Lambert and Tueker, 19}2); the Bilingual Education-Project of the Ontario

Institute for Studies in Edﬁcation (e.g., Swain, :974), the 0ttawa-Carlton French
Project (e.g.. Halpern and Kirby, 19?3), and the Ottawa ‘Roman Catholic Separate

School French Evaluation Project (e.g., Edwards and Casserly, 1971, 1972, 19?3)

These research programs have significant 5nplications not only because of their

theQrciical relevance but also for their great practical potential. The same we
. H - -
N P |

> 4 T _ "

. . ‘., . -
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believe 1is true for the reéearch-p:ogram to be described in the folldwing chapters,

] .t .
and we hope that the material presented will be .ad seriously and critically by
’ . — * . . . . '
boih teachers and researchers alike.-, It goes without %aying that for true progress

fn'this.areﬁ. the teacher and researcher must join forces'qu aﬁproach the problem

-
PR

.as a -team. . T
Ct . 5 o
. A General Overview of the Present Research -
, . . - . , =
. ) This report summarizes the‘results\of a two-year research Project designed

e -

both to investigate factors .which promote second language acquisitiom and also to
mopltor changes.in }heée factors associated with increased training and prcficien&y '
- b ‘ .

.in the second language.
L - .

the careful censtruction of measuring_instruments to permit the present investi~

) o

éations to be !&gorogsly conducted. At one level.’theﬂreséprch reported here may

be viewed as an evglﬂgtion of an existing second language program, specifically .
' e - .. ) . '

the French program beginning in Grade 7 which was ipittated_in the London Publie

A Earticularly important.aspect of this research involved -
A .

(Xl

-

u - 1

School system in 1966. Lowever, the research pro}ect also examined students in
London's sec&ndary school .Erench program Vhich has a conéiderably longer history.
. , . .

~ +The aim of ;his'evaluation was not to uncover sbécific successes or failures in
R L .‘ -- . M
these programs, but rather to determine their ovexall degree of success Qy

]

aspects-of‘the French langudge competence of the students, as well as their under-

examining

.
. .

standing and appreciation of French culture in Canada. In‘a more general sense, v

]

and perhaps more significantly, the research represents an ;ttempt to develop an
understaﬁding of factors whizh promote Fréﬁch language competence in a largely

ﬁnglihh-speaking quifural milieu. We entertain the hopeful expectation that a
R .. ) . )
, knowledge of such factors will encourage the development of techniques which will

promote ati even greater level of French competence in all such milieus.

-

The aims of the Freuch program for grades 7 to 11 were enunciated byaéhe

Ontario Ministry of Education and chePted by Landngjfn 1966 (Currdculum Guide 1 -

L3
. * '
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154 (7)),

"

Those for grade 7 sre reproduced below because.’-they reflect
- _

the general orientation for the entire program and are highly applizable”

. to the present research.. Any evaluation of student performance must pe °

made in the‘light of the objectives of the educational program in which

Furthermore, these aims would appear to be

¥

s *  the students participate.
. .

. : . J : .
- applicable to Fﬁench language programs not only in Ontario but through- -

.

s

-

out much of the rest of Canada.«

{

]

- - f

[

4 AIMS OF THE FRENCH PROGRAM

GENERAL AIMS
e Foa

-
1. - AttiQude Develppmeﬂt

ay In Canada, where a large proportion of the population is French-
speaking, and whefe the intermingling of the French and English—
1gpealking peoples will increase with time, it is important that ,
each should have knowledge of the other's 1~
of communication and better understanding.

A major aim of & French program, tﬂefefore, shoul& be to fostexr

_goodwill toward, and understahding of, fellow Canadians who
speak French.

to appreciate the difficulties of children learning Fnglish as a
second language.

c) The teaching of'the respective language skills when the child is
psychologically and physiologically receptive should result ir

rewarding experiences in the language learning process and thereby

romote favourable attitudes toward second language learning at
higher levels.

RN T

ze ‘for the' purpose

The effort required to communicate in French will help the student

¥

.

L. -




o2, Linghistic Objectives _ . ')

It should be the aim 3f a French program to develop competencefin hearing
(auditory discrimination), understanding, speaking, reading and writing French
within the ilimits of the course, for the purpose of direct communication with
native speakers.

13. Cultural Obj?ctives . . o
. -It should.be the aim of a French program to increasg fhe pupil's aware-
/. ness of the way other people live, and of the way they think and express
thém;&lves#through the medium of their language, o,
. SPECIFIC’ALiS ) ot

a) to_develop the pupil's ability .to understand spoken French at a normal rate
of speed within the limits of the course cf study.

b) toienable the pupil to express himself fluently with an acceptable acceat
) and intonation within the limits of the structures and vocabulary contained
in the course of study. -

c) to establish through hearing, understanding and speaking French, a’solid
. basis of language patterns upon which the pupil may construct and expand
’ both formally, through further study at the secondary level, and informally,
through private study or contact with French—speaking people.

d) to effect the transition from oral skills to those of reading and writing,
' £0 that thére be maximum transfer of the oral speech habits to the written
forms and*minimum interferencz of the written with the oral: .

The precediné list ¢ curricular aims and objectives served as a starting
' F W

point for the present research.project and gaye it an initial point of focus,

Next it was necessary to'attempt to determine what student characteristics might
either facilitate or hinder the attainment of these goals.1 Fortunately there

exists a formidable body of previous Qesearcﬁ'and teachers' experience to which

LS

't must be emphasized in passing that we specifically chose to ignore such
important potential sources of variation in the successes or fai¥ures of second
language programs as teaching methods, curricular emphasis, and teacher experience
or competentcy. In doing so we did not mean to imply that.these are not valid

and significant issues, rather it wa. simply necessary to limit the scope of our
project.to a mangeable sizé. Moreover, a substantial project (see Halpern and
Kirky, 1973) is currently addressing itself specifically to these matters.
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we were able fo turn {(e.g., Gardner and Lamhert, 1972; Jakobovits, 1970; Rivegg,
1968). Moreover, because much work had already »eEn completed in examining the
nature and role of langudge aptitude factors in second language acquisition’
-(e.g., Carroll and Sapon, 1959; Culhane, 1970; Lugz, 196?}, our primary emphasis
became one of.investigating the%atti;ude/motivational domain.

The concept of language aptitude reférs*to 2 subset of verbal abiiities
which are required for successful, second-language acquisitioﬂ. ;hé histiry of

language aptituge assessment is feiatively long. One review arsicle °f‘reseir°h
in this area was-written as early as 1929 (Henmon, 1929), and discussions of “
qheoretical and methodological issues have an equally long history (see, for
example, Symondsg§;929). “With the advent of more sophisticated technology, both
with }e;pect to ability as;essment and analytical procedures and equipmens;

considerable p;ogre;s has been‘gmae in the deve%opmen£ of language aptitude tests
(see Carroll, 1963). At the present time, there are & number of reliabIé and
_valid.tesés of language aptitude availadle to teachers.which can be used both as
"diagnostic and prognostic instrumenfr {Carroll, }963). Lutz (1967) has also
pr;vided a very thorough and detailed réﬁiew of‘the recent literature on the
developmené of foreign'languége aptitude tests. Tﬂree of the best known instru~
ments are th% Modern Language Aptitude Test (MLAT; (Carréll and Sapon, 1959},
the Elementary form of the Modern Language Aptitude Tests'(EMLATS (Carfoll and -
Sap?n, 1967), an¢ the Pimsleur Language Aptitude Battery {PLAB) (Pimsleur, 1966).
Each of these tests has received considerable attention gnd have proven
to be of great value. In the most recent edition of the Mental Measu;ement%
Yearbook (Bu}ost 19?2)3 these teﬁts alogg‘with other tests of a similar nature
a}e‘reviewéd i some detail. Algh;ugh there are positive aspects associated with

all of thém, the research literature providés more empirfbal support for the tests

developed by Carrollfand %gpon (e.g., Culhane, 1970). One unique feature of the

"

Q . . a.
| . . L0

b




Pimsleur Language Aptitude” Battery, however, which has beén commented upon is that,
uniike the two produced by Carroll and his cclleagues it attempts to provide an

- : '
(gssessment of the student"s motivation (interest) to learn the language. It is

unfortunate that the assessment 1s one of poor qualitz. .Hakstian (see Buros,
hY

1972, p. 544) states tor example: . . .

"Part-2, Interest, is assessed via a single item with a S5-point scale
running from "Rather uninterested" (in studying a modern fereign language)
through "Strongly interested.'” Such an assessment seems very unreliable,
since the measurement of such fluctuating, noncognitive constructs is
somewhat unreliable at best.” T -

»

There is a considerable body of reeearch literature, as well as obser-

+

- vations bx\teachers, that indicates that a studént's motivation to acquire a
second language can be as important a determinant of success .n acquiring a second

language as is.his language aptitude. is'research is reviewed in a later

* -
. '

saction of this chapter and it_indicateé that while the motivation to acquife a

——

< second language is important in determining achievement, the motivational com-

. »

ponent is itself a complex interaction cf 1nterest in the subject matter, a
‘ *
willingness to work hard for achievement, and attitudinal variables (fostered im

the home nnd possibly at school)Jassociated with the specific language group and

»

grouﬁs.in general. This particular motivational cnmplex has been referred to as E
{ an integrative,motive (see Gardner, 1966).and, because of its demonstrated importance .

and its conplex nature, it seeemed imperative that a battery of tests be made

Y

available to provide reliable and valid measures of iadividr-al- differenceg in it. -

Because of its complexity, it 1is not s rprising voat a simple single item assess-

L3

ment’ of motivation like that provided by the Pimsleur Language Aptitude Battery

. {(Pimsleur, 1966) 'has proved inadequete.

‘ A typical language aptitude battery requires approximately one honr to

administer to students. In view of th. demonstrated importance of motivational
; .

components and their relative independence.of the aptitude component, it appeared
‘k { . - ) l " ) . '
! Q . ) . .l_[_ "
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Q ) l.
obvious that similar’ attention in terms of esting:time be devoted to the assess-

' -

ment of motivational combqnentsﬂfoThe &evelopment of a standardized battery,

4

comparable tg émaf ﬁ};duced fér the aégessment of language aptitude, would be a
major step forward iq the prediction o% individual differences in’second languagé
achievement. Like tﬁe,aptit%%? tests, such tests could be used for both prognosis
and diagnosis. Uniike langu;ge‘gptitude, however, an appreciation of students'
motivational strengths o; weaknesses wouldlperm;t the teacher to modify the
curriculum to either capitalize on the strengths or counteract the weaknesses

(see Barkman, 1969). Such modifications whuld be active in that motivational

components are amenable to change, albeit not without considerable effort; modifi-

cations of curricula to account for differences in language aptitude, on the other

. EE

hand, are more of a passive nature. Verbal abilities are not'easily changed

‘ - (see Lambert, 1961) soiﬁpat modifications in a curriculum made on the basis of a
knowledge of the students” 1angﬁage aptitudes are such as to' permit more rapid‘
prégress {in the case o% high aptitude students) or more opporiunities to learn
{(in the case of low aptitude students). Curriculum changes cannot result in
changes in students' language aptitude. Changes can, hoﬁever, influence students’
?otianion and thug'gheir ;chievement. Hence, to ; considerable extent it could
.be argued ghat reliable an% valid indices of student motivation Provide the ’

. greateét posgibilipies for ultimately improving second-language proficiency among

.all std&en;s in the community.

Although the reseatch presented in this repo?t is unique in that it focuses
o? the develqgment’of a battery of tests to assess students' motivation to, learn
a second language, it is not unique in emphasizing motivational coms }ucts.
Second-language teachers have becn concerned with motivational aspedts for a
nunber of years, and considérable ingenuity has been shown in develbping ways of

o

attempting to improve students' motivation to learn the second language. In order

ERIC '

e . o . 1 2
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to promote an interest in actively using the second language, teachers hdve used

modifications of the old "“twenty questions" game, have had students write and
.direct their own plays,ﬂhave taught students French songs, and have encouraged
them to write their own newspapers or produce mock radio broadcasts. OQutside of
the classroom, many other motivational props have been developed. In many schools _
French ciubs are encouraged, "French daysh are held, and often excuégz;ns to the
' other language community are conducted: The 1list is endless! About‘the only
limiting factsr is the ingenuity of Ianguage teachers {(and they often seem to be
a highly iqgenious and energetic group). It seemed all the more unfortunate that -
with so many$ideas for manipglating the @otivafion of the stu@ents, a,baftery
of standardized tests of motivation with which to monitor the success or failure
of these innovations did ﬁot exist. '
The existence of a bittery of motivationgl'indices would }ermit educators |
to assess the role_of motivaticn in learning a second language. At one level,
te;chers could simply dépermine ‘the relationsh{p between individual differences

N

in motivetion and individual differences in second-language achidvement. There

L]

are many other einting possibilities, however! The existence of such a battery
would permi% educaﬁors to assess the éiﬁects of {Q;ious types of incentive programs.
One study conducted in the course of the present project for example, investigated
the effecés on motivat;onai characteristics of a four day controlled excursion

to Quebec'City. Only an experimenfél version of the proposed battery was used in

a pre-trip/post-trip design in which 211 séudents wereftested, but the results’
demonstrated a considerable increase in grade 8 students’ qppreciation‘of the
cultural Benefit& of the trip, an increase in favourable attitudes towards French

Canadians, and an increased interest in learning French for communicationél

purposes. Actual motivation to learn French did not change, but the Change in

/ +
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“ attitudes noted above indicated some of the benefits of the excursion program. '
It is perhaps notewor*h at despité the fact that such excursions are relatively
commonplace, a review of the literature failed to uncover comparable assessments

of such trips. A battery of tests to measiure motivational components would permit

greater elaboration of the effects of similar trips varying in duration and type

of exposure to the other language community. Such tests could also permit an

assessment of the effects of "French Days", special motivationally based programs,

1

and the other innovations currently in use.

The existence of a battery of tests would also’permit educators to monitor
,motivational characteristics of students as they progressed through a second

language program over a course of years. There is considerable discussion about

the effects of the age of‘the student and his interest in -and ability¥ to learn

_— §
a second language, and although it seems reasonable to argue that motivational
variables are obviously implicated (see Gardner, 1962) little systematic attention

v

has,b%en directed toqard thenp. The existence of a standardized measuring

[

instrument of student mativation yould allow answers to these questions either

from a developmental or cross-sectional approach, and would permit their evalua-

-

tion in & number of different programs.
A4

Research conducted in Great Britain {(Burstall, 1968; 1970a; 1970b; 1972)
has demonstrated considerable variability from one region to another in the general

level of French coﬁpeténce achieved even in poﬁparable programs. Such Qiffgrences
are, o; course, well known to language teachers. The reasons for them can be
attributed to many factors, the qﬁility of the prog;am, the quality of the teacher,
the abilities of thg Etudents,.or any number of socioeconomic factors. Burstall
reyérts that these dif;:rences tended to'covpry with ‘the attitude toward learning

’ ’

Prench of the principal (i.e., Head if one prefers the British termidology) of

the school'concerned, but although such covarigtion may have implications for
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educational planners, the psychological Basis is not clear. It seems possible |
that the attitude of the principal could affect attitudes of school Personnel

‘and thus the children, and these attitudes could influence the motivakion of the «~

students concerned. Or alternatively, the attitude of the principal could sfmply

LY Lt

reflect those of the coﬁmunity in which.thg school ?s situated, and thus those
»f the parents ;;d consejuently the chiidren. The net effect could be the same,
differ;ngial achieverent baged on differentiai srude;t motivation., A battery of
tests designed'tp asse;s student motivation would permit a greater uﬁherstanding.'
of the nature of the‘reiationsh;p: Moreover, ; modification of these tests would -
permit one to assess the attitudes in the community (i.e., the parents of the
cHildren)‘(c.f., Gar&ner, 1960; Feenstra and Gardner; 1968; Sﬁythe and Stennett,
1970). If it were demoygtrated that regional difgerences in French achievement
éovaried with'regionai differences in student and community attiéudes,'both the
psychology of second language acquisit}cn and pgdagogicalnpractice could Be
considerably enhanced. This liﬁe of reasoning is considerably expanded in Chapter
6 of the ;resent ;olume.

In summary, a Standardized, reliable, and valid battery‘of motivational ) s
indices ha§ many potential uses, It could be used.for both progrosis and diagnosis,
for assessing the effects of various incentive programs, for comparing students
of aiffefent ages, or level of }raining in‘the language, or for monitoring
regional diffégences in studént motivation which might reflect important com#unity
attitudes roward the second-languige program. ' q ’ -

.

Backeround: The Theoretical Rationaie and Empirical Support for the Arrirude/

L

Motivational Tests

The "concept of motivation has often been invoked to explain differences
in second language achievement, particularly where the language program is

constant and students are comparable in léuéuage aptitude {(c.f., Carroll, 1962).
Ve

Q ' I.:;.
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Despite its importance as an explana-ory concept, it is only comparatively recently
that theoretical and empirical papers concerned with explicating the . le of

motivation in second-language acqufbition have been written. Ome of the original

r

treatises‘on the importance of'motivatioﬁ in second-language acquisition was that
of Dunkel (1948), though his-findings were somewhat meage}, possibly because his
conception of motivation was limited solely.to a concern. of the goals of language
acquisition and the améuné of effort the ;tudent expertded. After a qpmber of

studies he concluded that motivation had 2 significant effect on achievement but

that nonetheless, the effects were not pronpunced. Indications that a more global,
&

attitudinally based, concept of the motivation to learn a second language, was

4
1

necessary to account for second language achievement appeared slightly later in

a number of different sources. In his inictial studies of bilingualism, Lambert

{1956a; 19566; 1956¢c) noted that some instanceffzf superior acqpisition of the
4 . ) .

second language seemed explained only on the basis of the students' emotiopal

identification with the other language community. Nida (195?):‘furthermqre,

.reported a case history of one student who had difficulty acquiring a second

language despite a good language program and an adequaté level of language aptitude.
He explained this failure in terms of emotional difficulties in incorporating

another language which could he trace& to thé student's early home experience.

The first attempt at a theoreticai model of motivation to acquire a second

language was, however, made by Susah Ervin (1954). Drawing upon the research and
theoretical model devélo;ed By Mowrer (1950) to explain first language acquisition,
Ervin argued that successful second-ianguage acquisition depended upon a2 willing-
ness on the part of the student to identify with ;he other language community.
Many studies have been conductéd dealing with the role of att{tudes and motivation

in second-language acquisition. To provide a broad overview of this line of

research, several of these studies are summarized in Table 1.

L4
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The inltiai'studies'directly ¢oncerned Flth assessing motivational as}e;ts
assoclated with sécond-language acquisition which focused on' attitudinal charaét-
eristics were conducted by Gaggner (1958). One of these, published'in 1959
{Gardper ;;d Lambert, %959) servad as thg model for a number of Suﬁéequent studies.

In this study, the correlations among one measure of Frgnch achievement, a numbe:

L

of attitude and motivation measures‘and a number of'languaée aptitude indices

P . .
were factur analyzed. Of the four factors obtained, two shared wvariance in common

. with the measure' of French abh;eveme“t. One of these factors defined a language

. aptitude dimension, the othe} an att;tudinal—motivational dimension. The inter-
pretation of this sécond factor indicatea’that the successful acquisition of a

~  second language depeﬁded upon "a willingness to be like valued membérs of the

. language community" (p. 271). In subsequent discussions (see Gardmer, 1966),

’ 1

this dimension has been referred to as an integrative motive”,

These results were replicated in a second study (Gardner, 19605 which also
employ;d the factor analytic method but appreéiably increased the number of °
attitude measures aﬁd indices of French'aéﬁigvament.' Seven factors were obtained,
but two of themn ghared variance in common with the measdres of French achievement.
In generél, these two factors were comp;fable to thé two described above. One
of them was defined largely bylthe thre; indices of language aptitude included
in the study; the other réceived its domin§nt loadings from three motivational
indices,‘Hotivational Intensity, Desire to Learn French, and an Integrative
brientation. 0F the measures of Frenth achievement, aural comprehension and grammar

tended.to be most highly related to the aptitude-dimension whereas bilingual

automaticity and accentiwere more highly relited to the integrative motivational

\
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dimension. The measures of prpnunciatiqn‘accuracy, reading fluency, and vocab-

ulary were approximately equally related to bqth dimensions; As in the first

study, these results also warranted the conclusfon that French achievement was

- . - . o

related to two compouents, language aptitude and'an integrative motive, but in
this case there is a clear, indication that they influence different types of skills.

In this study, the- parents of .the students were also tested. The results demon-

i ]

-gtrated an association between the parents’ attitudes and those of the students.
1t seemed clear that the integrative motive-yas ﬁLstered by a similar orientation

on the part of the pare ts.

-
&

* Similar studies of English speaking stqéénts learning French ° ave sub~
sequently been conducted in.Maine, Louisiana, and Cotipecticut (Gardner and Lambert,

© 1972) and in London, Ontario (Feenstra and Gardner, 1968; Smythe, Stennatt and ®

Feenstra, 1972). Studies have also investigated Franco-American students learning

Frefch (Gardner and Lambert, 1972) and Filipino students learning English (Gardner
£

and Santos, 1970). The results of these studies are consistent with those

L

described above. In each case, it was clear that & motivational component accounted l
. /]

for much of the variability in second language achievement though close inspec-

d

tion of the studies will reveal that correlates of the motivational complex vary

-

somewhat. \\ a

All of the studies ar2 consistent in indicating that integratively

oriented students'evidence a stronger motivation to learn the language than
'students who are instrumentally oriented, and generally achieve higher. (An

v N .

integiative brientation reflects an interest in learning the language in order

to be.ag;e to interact with members of thaf language group, an instrumental
orientation describes an interest in learning the language for more utilitarian

reasons such as to get a4 good job). In many of the studies, this integrative

orientation is associated with favourable attitudes toward the other language

wll Toxt Provided by ERIC
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group (e.g., French Canadians), in some it‘is assocliated with feelings of anomie
(c.f., Lambert, 1963), a nonﬂethnocentric/Lrientation, and non-~authoritarian
attitudes, and/or a heightened interest in foreign languages. Although the

att{tuginal bases for the integrative motive seem from the above liséipg to be

-

highly variable, there are many possible reasons. The studies were conducted in
. 3 L
'very different geographical and cwltyral areas, the ages of the students varied

. : i :
from study to study, and the students were tested in differing stages of the

» i -

language acquisition program. Possibly, the more potent variable, however, was

that all of these investigations were conducted to study a phenomenon using tests
; )

developed largely for that particular study.. Although every effort was made to

ensure that the tests measured what they weré@ thought to measure, no attention

was directed toward test con;}ruction, and there was little uniformityiin,bhe'

[

tests from study to study, even for those bearing similar names.

-

Studies have also been done using this model to evalvate différeqt,typés

_ . ]
of programs at the ‘Fversity level (Scherer and Wertheimer, 1962; 1964), while
. [

others have focuséd on measuring different aspects of the integrative.motive
(Randhawa and Korpan, 1973). Attitudinal differences between students who

-

continue their.foreign-lgnguage training and those who choose to drop out have
recently been reported by Bartley (1969, 1970). Hor;;ver, an entire research
program, fefergeh to as the 8t. Lambert pr&ject (see, Samuels, Reynolds and
Lambert, 1969; Lambert, Just and Segalowitz, 1970; Tucker, Lambert, d'Anglejan
and Silny, 19?i; Lambert, Tucker and d'Anglejan, 19?2; Lampert, Tucker, d'Anglejan
‘and Silny, 1972; and Tucker, Lambert, and d'Anglejan,\lg?Zl is concerned‘with
evaluating a bilingﬁal imme;siop ;rogram in Phe'eiementary school with at lea?f‘\7
. some attention directed towards evzluating changes among students on chatacter;
istics iqcluded’ig'the integrative motive. Aﬁophqr major longitudinal project

concerned with elementary vilingual education is'currently underway in the Ottawa,

19.
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though measures of language aptitude are 1c1uded in thislstudy. Chapter %

also presents our first attempt at producing}a formula by which to predict

secend language achievement. Chapter 5 describes the results of two serendipitous
studies not originally included in the initiel research plan. These stud%es

have taken on profound sigﬁi?lcance both in-our theorizing and futere research
plans, and have impertant implications to an-endemic problem faced by foréign
language teachers throughout.North'America. The problem we refer to was first
labelled by Diana Bartiey (1969) as "the foreign iénguage drop-out problem"
égdxgt'is hoped thaP the evidence provided in Chapter 5 will offer some

insrghts as to how this trend may either be arrested or possibly even reversed. .

Chapter & alsc stresses a different orientation to studying the second language

learning prpcess and focuses on consensual beliefs (or stereotypes) about

'important social objects. The potential relevance and influence of such group-

endorsed percepbions'to the concepts French Canadisns, English Canadians, My

. French Teacher and My French Course om the acquisition of French language

r T

skills are the topic of Chapter 6. A fifth concept, My English Course, was

R
included in this phase of the research to serve_as another point of reference,

’
a contrel, and 35 an aid to interpreting the responses to the concept My French

Course. Finally, in Chapter 7 we havemaftempted to iﬁ@egrate the resul“s, L

and propose, not an all encompassing theory, but at least a beginning of a
—~ $

model whics:yith subsequent research (some of which is already underway) will

.

optimistically lead toward a theorft ,,/
. Finally, three appendices.are included to provide the reader easy -’
L]

access to information too detajled to fit comfortably into the body of the

o .
text. Included in the appendicésfare\all of the test materials used in

- both the initial study {(Chapter 3) and the validation study (Chapter 4).

N
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Separate School System and according to thé firsc,*eports from. this projec;- . .
H 'S
(Edwards and Casserly,'1971, 1972, 19?3) an'attempt- is to be made to assess some A
asPects “of student.ﬂttitude. Unfortunately, nqt much detafi is presented in ; - ~
' &
—:;éks‘three, latter reports to determine what attitudes areﬁto be invost gated .
- + > . .

and just how thij will ﬁé done. "All of the above stu&ies share the weakneSS,

v how‘ever, that the tes:s:\employed were developed gxclusively for specific @rg_jects( i

»

This not mean{{to denigrate those projects; their focus is on examinlng a
. = . - L}

~
-

o ! process. The time apbeared'fipe hewever, to establ&sh a uniform battery of éests
s ' . - * -
so that the practical implicatioﬁs of this phenomenonhcould be more[carefully ‘
mapped.. This is a majoi aim of the researeg projec;‘described in the present- | ‘
report. . | ’ o _‘ . ) . : . «}

&

‘ The Plah of the Chaﬁterg to Follow

——

As.many of fhe analyses and étatietical reselts.to be pre;ented.in o =

. . subsequent chapters may seem rather complitated and esgteric to persons who have °

i L}

. -

not been subjected to- formal courses in.the analytic statistical procedures .
used by social seientisﬁs , Chaptér 2 offers a ﬁrief cram ceurse id&exper;pental .
. design apalysis. An attempt was made to giep the language and c6hcepts as

Jargon— ree and non—technical as possible and it is to be hqped that a lelsurely
. reading of Chapter 2 (for those who deem it necessary)'ﬁill help to unravel any . .
- Y
of the jargon that may have crept into later chapters. Chapter 3 provides a . :

L] L

description of the test cdmstruction phase of the ettitude/motivational test .

[ ) - \ *
battery and also describes the relationships among the attitude{molivational '

- . . - r, - * ’

_tests and several measures of French achievement. Also ing¢luded in Chapter 3 is ]

- - J

a prelimtnafx description of developmental'changes across five grade levels on F

the various measuring instruments included in this phase, Chapter 4 attemptabfo

¥
bl " -
a

demonstratgfqhe soundness of the measuring instrﬁmenﬁs developed in Chapter '3 " ' .

’ " - . 1 E
and to.val;date’iij/fgjor_findings and conclusicns :;}brted in that chapter, . '
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The correlation matrices generated in order t}o"produce the- factor aﬁalytfé
)

solutions of -Chapt:ers 3 and ‘4 are-also included _aé appendiceg for those readers’

" . L ' . .
equipped both with keen enopugh eyesight and'a strong enmpugh compulsion to wish

. o .
’
to examine them. , ‘
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REGION IN WHICH
STUDY WAS
"CCNDUCTED ™%

YEAR OF
STUDY

Ya .
R

r

TABLE 1 v L P
. . . 1 ;-——""'" ~n . v ow . ] \a .
pESC{TPTION OF STUDIES CONCERNED WITH THE ROLE OF ATTTTUDES AND MOTIVATION TN SECOND-LANGUAGE LEARNING
’ . . - - f L * ) . '
SAMPLE GRADE PUBLISHEI REFERENCE , T ¢
SIZE . LEVEL . -
’ - = ‘ E] ' -

Enzlfsh-sgeakingtStudents Learnihg French

. !
Hontreal* &=
E]

4

Montteal*

Maine )
Louisiana
Connecticut

Londons Ontario

-

London, {Ohtario’

L]
-+~ -

London, Ontario

1957

1959

1961
1961
“~ 1961

1947

1970 .

75 "11 Cardeer, /R.C. & Lambert, W.E., Motivational
Variab%es in Second-language Acquisition.
Canadian Journal of Psychology, 1959, 13, 266-272,
N \ » - .
83 ) 10 Gardners R.C., Motivdtional Variables in Second-
Language Learning. International Journal of
American Linguistics, 196A, 323 2444, "_

145 9, 10, 11 Gardner, R.C. & Lambert, W.E., Attitudes and Moti-

96 9, 10 “vation in Second-Language Learning. Newbury
142 # 9, 11 House, Massachusetts, 1972.. .
L ’ .- \ *
153 9 - Feenstra, H.J. & Cardner,"R.C.,, Aptitude, Attitude
¢ + and Motivdtion in Second-Language Acquisition.
- : . Reséarch Bulletin No. 101, University of Western

R \¥ V/K' , Ontario, 1368. *

171 9 s Smythe, P.C. & Stennett, R.G., The effects of oral
’ French traiping on students’' attitudes and lin-
guistic-abilitiest A preliminary_reﬁﬁrt. Paper

y . L presented at the-Ontario Educational Research
5 Council Meetings, Toronto, 1970.
125 9 Smythe, P.C., Stennett, R.G. & Feenstra, H.J.}

¥

gram in Second~language Acquisition. Canadian -

§ . -Fitude. Aptitude; and Type of Ithtuétional
&
Jéurnal of Behavioural Science, 1972, 4, 307-21,
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‘REGION IM WHICH

TABLE I ~ continued

« DESCRIPTION OF STUDIES COﬁCERNED WITH THE ROLE OF ATTITUDES AND MOTIVATION IN SECOND-LANGUAGE LEARNIN
. ) L]

4

T ~

r Manilas Phillippines*
i

[\
s

v

Newbury

YEAR  OF SAMPLE GRADE PUBLISHED REFERENCE

STUDY WAS STUDY SIZE LEVEL 4

CC.IDUCTED .

'Fraﬁco-hmerican Student” *earding French

Muine 3961 98 9, 10 Gardners R.C, & Lamﬁert, W.E.s Attiiudes and

Louisiana © 1961 80 9, 10 Motivation in-Second-language Learning.
) o House, Massachusetts,; 1972.

" «Filipino Students Learning English
‘ . L]

1968 103 Senior

Gardner, R.C. & Santos; E.H. Motivational Vari-
ables in Second-Language Acquisition. A )
Philippine Investigation Research Bulletin

No. 1495 University of Western Ontario, 1970.

L3

\ . et

*These studies are also discussed in Gardner and Lambert's Attstudes and Motivation in Second-Language Learning.
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-

PRINCIPLES OF DESIGN AND ANALYSIS <ELEVANT TO THE INVESTIGATIONS
A

The research to be discussed in the following chapters,runs the gamut

with respect to design céﬁbiderations and statistical analyses perforﬁgd. The

-

present chapter is‘'intefided to provide a general background for some of the ~

mors esoteric statistical analyses applied to some of the data. For readers
with some statistical training, this chapter will be unneceésary. For those
with little experience with the intricacies of statistics, it is hoped that the

brief discussions here will prove sufficiently enlightening to permit them to

* understand the principles, if not the mathematics, involved. It is not the intent

here to provide.a treatise of the various statistical techniques, but rather to

£ -

* explain in relatively simple terms the general meaning and usefulngss of the
techniques used.

In the course of readiag the chapters to follow, thq\reader“ﬁill come
“
across various statistical techniques such as Analysis of Variance, Factor

. Analysis, and Multiple Correlation, more general appréaches to data reduction

such as Item Analyses: and general statistical procedures associated with the ,
concept of reliability. In the sectiens to follow, each of these will be
discussed so that understanding of the various procedures will (hopefully) be

improved.

Analysis of Variance

Despite its name, analysis of variance 1s a technique for determining
whether the means for a number of differegf groups differ more amongst them-
selves)phan reasonably can be attributed to chance. For example, consider that

you had five grade groupings of students, grades 7, 8, 9, 10, and 11. The numbers

of ‘students in each group need not be equal. Suppose, further, that you had

.

27
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given the students in each grade a test measuring Attitudes Toward French
o

Canadians. After scoring the tésts, you would be able to compute the mean score

for each group. Obviously, you would be surprised if the means for each grade
\ * .
were identi.al. You would expect them to vary somewhat. On the ogﬁer hand, you

»

would be surprised if they varied too much, because-if they did yau would
probably conclude thgh in fact tﬁe attitudes of the students in the different
grades toward French Canad;gns were really different. Analysis of variance is

a statistical technique which.permits onelto consider the means from several
groups simultaneously and ask the‘question, “Is it reasonable to expect the means'
to differ 2s much as they do if the groups were identical {on the average) with
respect to the attribute being measured.”

It is not the purpose hé}e to"discuss the arithmetic underlying analysis

of variance, or the underlying mathematical theory. The logic of the technique;
however, begins with 2 question much like that indicated in the previous paragraph,
and asis how likely it would be to obéain means as difféxen: as those obtained

if in fact the groups.''should be identical." To conceptualize what is meant\Qz’,/'

H

-

the phrase "should be identical", consider again the ‘example with respect to

.

the students in the five grades 7, 8, 9, 10, and 11, and their scores on the

scale of Attitudes toward French Canadians. It is possible .to think of all
.
students sho are in grades 7, 8, 9, 10, and 11. These would be referred to as

-

populations. Any particular group of grade 7 students, then, could be considered
b &l

Fl

- 1

as a sample from the grade 7 population. That is, each sample of students we

have fcr each grade, can be thought of as a samplé from its respective population.
If we we;e to assume that the varioﬁs populations had.the same a;titude .

toward’ French Canadians, we would expect that in general the samples we have

obtained would also tend to have the same attituae, and that any differences

which do exist}re due to éﬁance,'that is, the luck of the draw. In statistical

3 . i
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jargon, this is referred to as the Null Hypothesis. The analysis of va:i lance
tecﬁﬁiﬁ?? permits one to determine how likely (or probable) it is to c¢btain
‘'meahs as different as those obtained if in fact the null hypothesis were true.

1

It ié this null hypothesis of no difference between the populations which was
referred tc in the._earlier phrase "should be identical." If as a result of the " P
analysis of variance, one determines that one would expect the means to differ
as much as they do only 5% (or g‘f() of the time 1f the null hypothesis is true,
then it is generally concluded that likely the null hypothesis is not true.
‘That is, one generally concludes that fhe populations are in fact nqt equal.

- When one speaks of a significant effect, of grade for example, onme means that
the analysis of variance has suggested that the means .are more variable than
one wghld exéect.due to chanée, and that consequently the populations are
probably differept. ) . ,

One cannot tell simply by looking at the size of the differences among S

the means whether or not they are due to chance. In the analysis of vériaﬁhe,

.

aE least of the type being described here, the sizes of the differences between
the Qeans of the different samples, are compared wich‘the sizes 9f the differences
amgﬂg people in the samples. If the attitudes of.the people in a sample differl
considerably, than it is reasonable ta expect the means of the samples to differ
considerably. The analysis of variance makes such a comparison, and it is for
this reason that such an analysis is don? rather than simply looking at the
means of tﬁe various groups and dgciding that they look gquite different.

The preceding discussion referghto the simplest form of analysis of
_variance. It is possiblé, however, to have much more complex forms. For example,
we might have a SiéuatiAﬂ in which we are interested in comparing the means .:

among say the five grades 7, 8, 9,710, and 11, but that within each grade we

are also interested in determining whether the boys differ from the girls.

Y
<0
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That is we are interested in making comparisons between grades but also between

the sexes. In the jargon of étatistics; this would be referred to as a two

&

factor analysis of variance. In this case, the two factors are grade and sex.

s

The analfsis of variance would permit us to ask the questions, "Do the grades
\ ;

differ among tpemselves?", and also "Are the boys different from the girls?"
on the attribute measured. 1In this case, however, one can also obtain answers
to a further question, viz., "Are the differences among tie grades for boys

\different than the differences among the grades for girls?". In thig case, 'we

are asking whether g{ade and sex interact or combine in some unique way, hence
the test of this question is sometimes referred to a test of the intergction,-
. in tﬁis case between}gfade aﬁd sex. To complete this picture, it should be
* stated that the last question could also-be asked in a different way, viz.,
. "Are the differences between boys and glirls at any one grade gppreclably diff-

-

erent than the differences between boys and girls at any other grade?”. '

-
In the Case of the three questioﬁs asked above, the statistical jargon

would state them as, "Is there a significant effect due to grade?", "Is there

a significant effect due to sex?", and finally, "Is there a significant inter-

" action between grade and sex?". The analysis of "variance provides a probability

.
.

statemant with respect to each of th?;e questions, and if the probability value

for any comparison is less than 5%, ) e general decision pade 1Is that the groups

.

do in fact differ with respect %o that comparison.

d Factor Analysis

\sl " Factor anglysis is an arithmetically cbmplex, b1 conceptually simple,

b technique which permits. an investigator to simultaneously invespﬁgate the major

4

relationships among a set of variables. In_conductiﬁg a factor aﬁaiysis, there
are typically three steps to be followed. First; the correlations among all

.

- -
variables are computed. The result is a correlation matrix. This 1is often

‘

.
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referred to as & square matrix because it has .as many columns as it’ does TowS,
however since it is symmetrical usually only one half of the matrix is presented
(as in Table 1 in this chapter). Seconé, the correlation matrix is factored
using techniques derived from matr.x algebr;. Thé result of this operation is
generally aare;tangular matrix with as many rows as the correlation matrix, but
considerably fewer columns. This 1s referred to as a factor matrix. Third, an
operation referred to as "rotation" is applied to this matrix in order to produce
; matrix which is more pafsimoniously interpreted than the factor matrix. The
r;sult is another matrix which has the same number of rows and cglumns as the
factdér matrix. This is termed 2 rotéted fact;r matrix.

( -
The tajor purpose of factor amalysis is to provide a,meens of iInvestigating

all che relationships described in a corrélation mat;ix without having to consider
simultaneousiy all the correlations. The rationale depends upon determining
hypothetical dimensions which are generally independent of each other, and
studying the relationships of each of the variables to these dimensions. If a
series of variables are highly related to one dimension; it is reasonable to
conclude that they are highly related to each other. Since each dimengion is
independent for unrelated) to evéry other dimension, this permits the investigator
to detgrmine the major independent components which account for the correiations
among al} the variables. For the purposes of communication, én investigator
typically attempts to name the various.factors (or dimensions) by coansidering

the nature of the variables most highly related to them., The factor names,
however, éfe to a cqnsiderable extent arbitrary. Factors gain thg}r mean;ng from
the variableé contributing to them, ﬂot from the label appiied. Hopefully,
however, thg factor name.does describe the general component underlying the

variables defining the factor.

In the generation of the factor matrix and the rotated factor matrix,

. , L
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numerous pracedures are availablé to the investigator. .It is beyond the scope
of this presentafion to discuss the nature of these various procedures and the
differenges amo&g them. In point of\fact, the mathematics underlying them can
get rather formidable and itlis unfortunate that the various books which ha;e
been written on the subject require some great deal of aﬁp;eciatiqg of matrix
algebra. One book which is nonetheless highly-readable is that by Harman (1967),
and though sope of the m;iheyatics may be perceived as frightening by sohe‘
people, a considerable appreciation of the teghnique is nevertheles; possible,
Other sources circumvent many of the mathemqtidal conceptions, and By the use
of examples exgiain the-major rudiments of the technique. Examples of such
sources are Ferguson (1971), Guilford and Fruchter (1973) and Nunally (1967).

At the present time a major technique used to generate a factor matrix
from the correlation wmatrix is the principal axis solution. The name for tpis
technique derives from the fact that the procedure isolates the major axes {or
dimensions) ;hich serve to account for the principle clusterings of,the’variabkfs

in a2 multi-dimensional space. The major underlying notion is that among a set

of variables, some are more highly associated with some than with others. That

¢

is, the variables can be grouped togethe into clusters in'terms of their major

L]

components. This is achieved by means pf a fairly straightforward rathematical

operation. Generally, however, fhe various dimensions isolated in this manmer, -

though mathematicaily unique; place emphasis on dimensions in terms of their

ability to account fog, or explain the general torrelations among all the.

w

variables. As such, the presence or absence of any given variable canp have a l}\

considerable influence on the numbers {or factor loadings) which appear "In the
factor matrix. To circumvent this problem, the techniqﬁe of rotation is applied

to the factor matrix. The notion underlying rotation is to focus on thoss

relatively small clusters of variables which are more highly related to each * ¢

% r .
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other, and *+> shift the axes (dimensions) -so that they pass-closer to, these

s
. \u clusters and are less influenced by other variables which are not close to the

" clusters. Because of this, the presence or absence of a particular variable

» does not materially influence the solution. The most common rotational technique

‘used today is that developed by Kaiser (1958) and is referred to as the Varimax
solution. This procedure is also a fairly st;aight-forward arithmetical one -

which serves to identify various clusters of variables with® the restrictioﬁ/that

*

sthe dimensions identified are independent of each.other.(i.e., the dimensions

’

‘- J" . . .
are uncorrelated). A4s a regult, the investigator is able to discuss the resulting

. dimensions as independent’components% * o

El
. ’

It must be‘emphasized that the factor matrix and the rotéted factor

matrix both summarizé the ndjor relationships which occux in the correlation

-

matrix. This can be determined to the readers satisfaction by. considering the

fictitious data in Tables l, 2 and 3. Table ,l presents the correlatiOn matrix

-
-
i ’

. u;nqé}: Tables 1, 2, and 3 About Here -

- ' . -
™~ LI

L] .
‘for five variables. Table 2 is the factor matrix obtained by performing a

principal axis solution to the correlation matrix. (For the non~initiate, it

. ) A )
. should be stated that the highesy absolute correlation for each variable served
L \__: . . ' ‘
'as its communality estimate).’ Table\s presents the rotated matrix derived from i

the Varimax (Kaiser 1958)k ldtione
Inspection of the correlation maprix will reveal a fairly clear pattern
in the relationships. Variables 1, 2, and 3 (Intelligence Language Aptitude
., and French_&qhievement) tend to be highly correlated'among each other. Highly
correlated in this.instance might be taken to refer to any correlation greater

than +,30). Similarly. Variables 4 and 5 (Attitudes toward French Canadians

‘and Motivational Intensity) tend to be highly correlated with each other and

-
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with variable 3, thgpgh they are not highly related‘to Variables } and 2. This

pattern suggésts two geﬁéral clusterings with Variables 1 and 2 forming one
' 2

clustef aﬁd'Variableé 4 and 5 forming the other. Variable 3 tends to be related
to both of these small clusterings.. ,Since the first cluster is compr{fed of
.

' the measures of inéelligence and language aptﬂkude, it could be interpreted as’
‘ . 2
3 } ' 4 M =
suggesting that these tho tests both tap cognitive skills, or a general verbil
’ / ’ : “

ability. Furthermore, since the sscond cluster is composed of thq two meéasures,

"Aftitudes toward Frenéh Canadians and Mativational Intensity, it would suggest

that those individuals with faqurable attitudes toward French Canadians tend,

b - .

A

. " "
tg expend considerable effort. in attempting to learm French. Such a2 configuratiom

might be interpreted as_reflecEing a motivation tgyard lsérning'french. T?at‘ .3

the variébles-in each cluster tend not to correlate appreciably with the variab}e
.J - Y

- in the other cluster would suggest that diffe;ences in'verbal skills are unrelated

to differehces in ﬁotivauioh; The measure'of French Achievement, however, is

Fl L3

related to the twa independent clusters, suggesting that’irndividual differences

in French achievement tend_to be related on the~one'hagd‘§0 individual differ-

ences in verbal ability, and on the other to -ndividual differences in motivation.

v - . v
* That is, such rfsults indicate that an individual's French knowledge is related

. , . * . .
Lo thicharacteristics, verbal ability and motivation. Perhaps it should be
f . b. ; o,

emphééized again thaﬁ this example is f}ctitious; it does serve as a preview,

however, of things to comet

Although the above interpretation follows fairly directly and simply
f?om inspection of the tprrelatfon matrix, it can sometimes take considerable

time to consider all the possible combinations of variables. In the present

#

example theré were only five variables, and consequer*ly only 10 correlations.

" 1
(Incidentally, if there are N variabl:s, there will be ‘N(N-1) correlations). =~
] 2 * .

But consider the labour and time'involﬁgg if there were say 40 variables (that's

L]
L3

780 correlations!).

y . 3y




r+

¥

o

the Rotang Factor Matrix. 1In a later paragraph, brief mention will be made

- " '

. . - .
L D -
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The tochnique of fattor'aﬁaly;is simply makes the tgsk of i&:erp;gtgpg//
the correlation matrix an easier one, As already stated, when conducting a P
factor analyﬁis, one typically first obtains the Princiﬁ;i Axis solution and -
tgen th? }otatgd Matrdix. Although it is perfectly reasonable and meaniqgfu¥ /
to interpret the Principal Axis factor maérix {see Tébie'ZS, it is generally

- J
recognized that the interpretation’is not as parsimonious as that provided b%&

. - - . L3
_ of the interpretation of the Principal Axis factor matrix, but first it will

“be clearer if -attention is.diregted toward the Rotated Factor matrix.
. ] el

L

" In interpreting any factor matrix, the aim is to determihe whét is

= -

" common to each Of the variables which receive high factor loadings (i.e., numbersi

- 1

on a é%rtiCplar factor, and what distinguishes them from vériables which receive *

low loadings on that factor. Each factor is interpreted one at a time, and -

_—

independently of the other factérs:- Also, of course,—<ome decision has to be
made as to whag constitutes a "high factor loading”. In arriving at ‘this decision,
the focus is on the magnitude of the factor loading and not 1ts sign, because

the sign meérely indicates the direction of the relationship. In many studies,

ki

a high fagtof loading is taken to mean any factor loading for which the absolute

value is greater than .30, This, hdwever, assumes that the number'of individuals
on which the correlations are computed is approximately 100 or more. Since
/ '_ . . M . .
this is true of all the factor matrices referred to in this book, we shall not
1 .

discuss'the logic of this any further, and simply éccepf the value of .30 as

’

indicating a substantial relationship.

. ﬁ .
Turning then 'tc the kotated Factor Matrix (se€ Table 3) we can inspect

the factor loadings on Factor I {(the first cofumn of numbers). It will be noted

‘that three variablés receive factor ldadings greater than 0.30. These are

Vériables 1, 2, and }, Intelligence, Languhge Aptitude, and French Achievement, °

T r~
N ) ¥
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respect%vely. What do these three variables have in common? We might conclude

L] e '

. that differences in amount of kn6wledge of French characterizes these three

v

measures, but this would not make sense since many highly intelligent people may

Lo ' ’ )
in fact have no knowledge of French. I1f, however, we were to interpret the

L3

t_ common ‘element as Cognitive Skills, Verbal Ability, Intelligence or Languaga

Aétitude! it would be more meaningful im that its sensible to interpret individual

L) I

' -~ ) .
differences i?’Vﬁriables 1, 2, and 3 as reflecting any one of these. Furthermore,
't " . - -,
», it ip also meanfhgful tg_cohsider that such individual differences need not

g necéssatily be related to differences in Variables 4 and 5. Also, given the

-

limited information provided by the five variables any one of the four definitions

1
o

of tHe common element underlying Factor 1 is equally likely. The label appljed
. 1s to some extgnt arbitrary unless other variables couid‘be introduced which
wonld_pernig.furtgpr clarification. That is, with such results, Factor I could

/ .

be interpreted as describing'a dimension of Cognitive Skills, Verbal Ability,

Thtelligence or Language Agtitudé: Whichever label one.prefers does mnot change
the fact that the dimensfon 1s defined in' terms of Variables 1, 2, and 3, and
that the common element focuses 3if Verbal skills. In this book, preference will

be éi%en to the label, Language Aptitude, for suéh a configuration because it

is ﬁarsimonious to refer to such verbal skills as reflecting an aptitude for

la%guages.
. L)
Factor II is also defined by’ three variables with factor loadings greater
than .30. These are, however, Variablés 3, 4, and 5 (French Achievement,

Attitudes toward French Canadians, and Motivational Infensity). Again, we

might wish to refer to the common element as French Achievement, but we could

easily think of individuals with favourable attitudes toward French Canadians

e

or with a high motivational intensity to learn French who know neuérench.

(They may have lad_no opportunity to experience the French language). 1If,

*
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however, we focua our attention on Variables 4;And 5 we would conclude that
individuals with favourable attitudes toward French Canadians demonstrate a

high level of motivation to learn French (by virtue of the fae¢t that the two

-

variables have high loadings on this factor). We might conclude, therefore,
4 ‘

‘ that the major commoty element depicted by this factor is an Attitudinal or

Motivational one. fact, later on whgn we obtain a similar configuration we
.t ot .

will refer to this as\an Integrative Motive factor because the implication is

that the-;pdiyidual hixhly mo;ivatéd to léqrn French has favourable attitudes

toward French-Canadians and thus is indicating an interest in learning French
. because of an interes£ in_;he Ffﬁnch Canadian community. That the measure of

French Achievement contributes substaﬁtially to this himension suggests that

individual differences in French Achievement are related to individual diff~

&érences in something which might be called an ;ﬁgggpative Motive. Although
agéin, some might disagre; with the label'applied it does not change the fact
that these th;ee variables define thié.&i;enhioﬁ. It wili be noted, further,
. that Variables 1 and 2 do not contribute to this dimension indicating that

individual differences in intelligence and language aptitude are unrelated to

individual differences in the Integrative Motive.

i -

\ The interpretation of the Rotated FaEtoé matrix, therefore, indicates
that there are two fairly independent clusters of variablea. One cluster is
 made up of Variables 1 and 2, the other of 'Variables 4 and 5. Furthermore

Variable 3 is related to both clusters. That is, French Achievement is related

on the one hand to Language Aptitude and on the other. to the Integrative Motive.
Thia conforms, of course to the ingergretation which we already made when
considering the Correlation Matrix directly. .

The rotated factor matrix will always reflect what is cont;ined in the
correlation matrix becagse it is derived directly from it. 1In f;ct, given any

37
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.factor matrix, one can within rounding error always reproduce the correlation

matrix. The following formula indicates how one can in fact reproduce the

- L3

.correlation matrix. That is:

- ' T = -1 a a .
ij k1 ik ik .

- where: rii is the correlation between variables 1 and j. *

- A 1 .
m
L indicates the summation over all the factors from k=1 to k=m.
=1 *

[

4 is the factor loading of variable 1 on factor k.

a is the factor loadiné of variable j on factor k.

Jk

To demonstrate the use of this formula consider the factor léadings of
variables 1 and 3 from the Rotated Factor matrix. Inserting their values in

*the above equation would yield:

(.79) (.50) + (.19) (.57)

Lo
i

13

.3950 + ,1083

.5033

it will be noted that this value of .50 1s very close to the actual
correiation of ,52 given for Variabies 1 and 3 in the Correlation Matrix. All
the remaining correlations can be reproduced in the same manner. Thus, it ig
obvious that'the Rotated Factor Matrix describes all the~rqlationships sgmmarized
in the Correlation Matrix. s |

Earlier it was stated that the Principal Axis Factor Matrix,~if inter;
preted woqld preduce an interpfefation which also coincides with the rﬁlationshipa

' LY " [l ' " S
summarized in the Correlation Matrix. Although an extensive interpretation Jill‘

not be made hefe, igspection of the factor loadings in Table 2 will reveal very

Q . . . :3(3- . —

b
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comparable patterns to those already disc-issed, Factor I obtains high loadings

from all five variables, and the measure of French Achie;:aént obtains the

highest loading. The implication is that the measure of French Achievement

ghares something in commoh with all the other measures (an qéservagion which
has slready been made twice before). On Factor II, however, it will be noted .
that Variabies 1 and 2 reé%ive high negative loadings whereas variables 4 and 5
have high pdsitive.loadings; The implication, then, is that Variaples 1 and 2
are‘qﬁite digpinct from Vaéiables 4 and 3. 1In fact, when their common correlations
with Fre“n~Achievement, as indicated on Factor I, are removed the two sets of
va;iaﬁles tend to be negativei& related tn/each.other. In short although both
clusters of variables tend to be dist » they nonetheless have a common
correlation with French Achievemenk. This, of course, is the same‘interpretation
arrived at from a consideration of the Rotated Factﬁr Matrix fgd also tﬁe
Coéréiation Matrix. Tﬁe reaqer might further satisfy himself that application
of the formula presented -arlier to these factor loadings also tends to réggoduce
: o,

the correlaf::tO} matrix.

Multiplé Correlation

- Multiple correlation is a simple extension’of the correlation metel,

- but 1Is generally used when interest is focused on determininé the best way of

weighting a series of variables to provide the best prediction of a criterion.
Assume, for example that an investigator had obtained measurg;ffrom a group oif
students on Intelligence, Language Aptitude, Attitudes Toward French Canadians

[

and Motivational Intensity and later on had obtained a measure of French.
\ .
« Wy
Achilevement. He might wish to determine the best weights for .each of the predictor
variables which would provide the highest correlation between the weighted sum

of these variables and scores on the French Achievement mezstire. 1In addition

to providing the investigator ywith the best possible prediction of Fuonch

? 30
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Achievement, this technique also indicates the relative importance of each of

the predictors. Those predictors with the greatest weights (referred to as

o,

beta welghts) are the most important for prediction.

In order to gain some understanding of the meaning underlying the beta !
welghts assume that they were .10, .40, .30, and .40 for the variabies Intell~
ige?ce, Lanuage Aptitude, Attitydes Towa;dQFrench Canadians, and Motivatiﬂnai
Intensity, respectiﬁely. This would mean that considering only these four
prediftors as & group, Language Aptitude and Motivational Intens%ty are of
greater importance}than the other two variables for prediction and that Attitudes
Toward French Canadians is mare 1ﬁfortant for prediction than Intelligence. It
must be emphasized that tpe importance to prediction referred to above is only
relative w}th‘respegt to the variables listed. The addition qf another variable
cuuld‘considerably 1nf1qenée the magnitude of the bet; waights: Furthermore,
the relative importanc~ 1s indicated by the square of the beta weight§ rather
than the beta weights themselves. In our example, Language Aptitude is (.460)%/
(.10)2 or 16 times {!) more important in prediction thaﬁ Intellig;nce, at léast
given the four predictors.

Multiple ;orrelatfon is often used in this sense. There is, however,

a more potent extension of this concept. Assume, for exaéple, that oneh;anted

to determine the best predictors from among 20 that one had administered to a

group. 1t seems reasonable to, expect that many of these variables would be

corr:lated among themselves, and that virtually as good prediction could be'

obtained by considering only a small set of the variables. Multiple correlation
could be used as a technique to determine the weightings of all 20 variables so
that their relative importance_ for prediction could be determined. However, a
variant of this technique, Stepé&se Regression, (see Nie, Bent and Hull, 1970)
provides a means of acttally selecting those tests which give the best prediction

40 |
o .
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without having to compute the weights of all possible variablés. Thi, procedpre
is to be preferred over'the pure Multiple Correlation method since it considers
each variable as it contributes to predicg}on, and allows the investigator to
detesmine the relative weighting of the variables after the best of some given
number have Leen selezted. This indicates, therefore, not only the best pre-
dicto;s but also their relati?e.importance for prediction.

item Analyses and Estimates of Reliability

'

’ In the construction of any test, it is strongly advised that a researcher

.
- .

examine gareful%y the items comprising that test. At one level, this is done
in the very beginning when the researcher carefully considers the wording and
content of each item. Thus, for example, if you were interestéd in developing
a tegt of Attit;des'Toward French Canadiaﬁs, having décided on ‘the format of
g the test you would spend considerable time writing and rewritiné items in order
to ensure that they were gramma;ically correct and that they sampled the item
domain of interest. This is so obvious that it is seldom written about in books
. deécribing tge principles of test construction. But in wricting items %or an
2 attitude scale, immediate {ttention is directed toward the grammatical correclaess
. of the items as well as their "face validi;y" (i.;., their relevance ro the
. attitude being assessed). One would not include in a s;ale of Attitudes Toward
French Canadians an item such as 'The undying faith of French Canadians in their
religious beliefs are a positive force in this modern world" because it is
grammatically incorrect. Similarly, one would obviously not include an item
like "Canad;an Indians are warmhearted people" in a scale of,Actitﬁﬁes Toward
French Canadians because ;uch an item is not relevaut to the domain of attitudes
toward Fren;h Canadians. This concern for strdfture and content is important,
however, there are many other factors which sho&ld also ge considered in developing

a test. If an attitude scale is constructed with only a concern for grammatical

correctness and face validity, it is doubtful that it will have much value.

I

o
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In developing a test, i: is also important.that the reséarcher pay close

attention to the statistic=1 characteristics of the test. Two important related

" characteristics that can easily be studied are the relationships between respons

to an item and scores on the total scales (referred to as item-total correlation

and the internal consistency reliability of the test (most, meaningfully assessed

by means of the Kuder-Richardson reliability estimate).

3

Item—total Correlations . .

} L]
Assume that one wanted to develop a measure of Attitudes Toward French
4

£

Canadians. The most appropriate'procedure to follow in this respect is to

fdentify the response mode to be used, ‘to write items which are grammatically

correct and have face validity, and to present these to a representative sample

of individuals. To ensure that the final test is a gooJ measuré of Attitudes

K

Toward French Canadians it ig advisable to initially pretest mére items tﬁan

"
that actually needed.: For examplé, if one wanted to develop a 10 ite; test,

it is strongly advised that the initial pool consist of more than 10 items.
How many more will depend upon the number of meaningful items that can be

. )
written and the time available to administer them to the sample of individuals.
L

Within limits, the more items in the original pobljfthe better.

Having presenteé a number of items to a sample of subjects, a first step
in deciding on the "best" items is to investigate how each.item correlates with
the total scorc on the test. Although this might sound somewhat like a "boot-
strap"” operation, the logic is reasonably simple. First; it is assumed that
thé total score of all the items iS an index of what the test is proposed to
measure, Swuch an assumption is reasonable if one has faid close attention to
the face vali&ity of the items. If then, an item is a good on?‘in that' in and

of itself it indexes what the total test measures, it should corre%gte highliy

with a score derived from the sum o. all the items. If it does not correlate

42
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highly, then it follows that it is not measuring the same thing that all.the

other items are measuring. In effect, this 13 an empirical test of the item's

face validity. In this sense then, an item is defined aé ] good-one if it~

correlates highly with the total scﬁre, and it is this aspect of the logiec .which

is seen by some as a bootstrap operation. Looked at from another point of view,

however, the logic is sound. Assuming thét the items all have some component

of face validity, it seems reasonable to argue that a score based on all the

items will provide a better measure of the phenomenon under investigation than
. )
a score dgriveq from only one item even if a few of the items are of questionable

value, Parenthetically, it might be stated, even theugh it is obvious, that

"scores derived from a single item are of very little value since many factors

E &

.. can influence responses to a single item. Those items which correlate highest

-

with this total score then will be the best ind’ces of the phenomenon in question,
and the items discarded as a result of this type of analysis will tend to bé

the poorer ones. )

- There i4 one small flaw in the logic to this point. If one correlates

scores on an item with a total score which includes in it that item itself, the

correlation will tend to be spuriously high. * It is necessary, therefore to

] ‘ ) T
compute the item-total correlations such that the item score does not contribute

+

to the total score. This could be a major operation if one were to perform all

of these computations at the level of the raw scores. If, however, one computed

' the item-total correlations as described above, the corrected correlations can

Yy

be calculated directly using the following formula:

Tiv 5p 7 8y ,
r = '
1(T-1) 2 4 o2 _ ‘
J s2482 -2t s S )
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where: = the correlation of item 1 with the sum of all the
remaining items in the subtest

the correlation of item 1 with the sum of all the

items in the subtest including item i.

the standard deviation of the total scores obtained
by considering all items. The value S; is the square

of this number and is referred to as the variance of
the total scores. ' -

the standard deviation of the itém scores. The value,

Si is the variance of the item scores.

»

) {
It should be noted that this formula assumes that, T is a positive

value., If Tir were negative, the above formula can gtill be used, extcept that

- &

in the computations,

Yip would be treated as a positive value, and the sign of
the result changed.
The solutions of the above formula are sometimes referred to ag comected .

L3

or adjusted correlations but it should be made clear that the results would be

- r

the same 1f for each item one were to obtain fotal scores derived from the

¥

-

remaining items and calculate the correlations directly. That is, for each item, °
th; value cqlculated‘is the co;relation of that item with-the‘aum of all the
remaining items in the subtest. A high correla;fon then indicates that the item
measures essentially the same thing as the su& of all the remaining itgma.

of‘en hagpens that’an investigator is concerned éith constructing a
number tests simultaneously. Consider for example, that you had made up
' three subtesia, Attitudes Toward French Cén;dians, Attitudes Toward Learning
‘French, and Attitudes Toward European French People. Assume further that yod
had constructed 15 it;hs fo} eaéh of these subtests, bht that in gach case you
* wanted the best 10 items. Following the logic deseribed ébove you would score
ot each,;f the suﬁteats taking care '.bat you keyed each .item correctly. For each

item you could correlate scores on tha; item with each of the three sets of
; - '

Q ' . . | 434 | |
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total scores. Let ys assume that the item in question was one of the items
from the subscale of Attitudes Toward French Canadians. The three correlations
ih&t you computed would ;e the correlat.ons of thht.item with respectively
total scores on the subtests, Attitudes-Toward French ,Canadians, Attitudes
Toward-Learning-French, and Attitudes Toward European French Peopie. One of
these correlations, that with Attitudes Towa.”? French Caﬂadians, would, howevé(.
be spuriously high and would have to be adjusted using the formula described .
above.- When deciding whetger to retain or discard this item then the first -
decisi?n would be made'dependiﬂg upon how this adjusted correléfion compares

, with the adjusted correlations of all the other items making up the subtest of
Atticudes Tow&rg French Canadians. If igrwas among the highest 10 correlationms, .

.

the inclination would be to retain the item. .However, if’'it is truly a good
icem foé}assessipg Attitudes Toward French Canadians, one should expect further
that it would correlate higher, with its own subtest than with the other two

subtests., This introduces another decision ié the process, namely that in (
’ addicion to.having one pf the 10 highest adjusted correlgtions among the 15
items measuring Attitudes Towarlerench Canadians, its adjusted correlation
should be éreat§r than its corrélation with the 6ther s;btests. If cthis is not
the case, theé item should be considered suspect.
It shoélé be clear from the above that the decisions involved in
selecting the best.items for 8 subtest are not hard and fast. There are decision

J ¢
rules to follow, but they must be tempered by rational judgment and intuition.

The general rule is easy to state. That is, a good item is one that has a high

correlation with the dum of the remaining items in its test {i.e., the adjusted

correlation), and a relatively low correlation with other subtests. WAchieving

this end involves a’;reat deal of care. One must consider the correlationg

obtained carefully, and at times apply a great deal of intuition. The end result,

‘however, will be a relatively homogeneous test of attitudes of the phenomenon

: 45 :
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Reliability . | P

The notion of reliability refers to the ;b52nce of error in the measure-
ment of a éarticular-konstruct, Euch'as, for example, Atéitudes.Toward French
Canadians. There are many 4ays of assessing réliaﬁ\lity and anyone conCernéd
with test construction should be familiar with the- various intricacies of the
construct and the ways of aSSBSSijéLit. lsxye very good references are Fergusonm

(1971), Guilford and Fruchter?(19?3), and McNemar (1969). 'Two aspects of

reliability will be considepfd here. They are Internal thsistency ﬁeliability‘

and Test-Retest Reliabilixl.

H

Internal Consistency Reliaﬁility :

1f reliabilityfis viewed as the absence of error in the measurement of
/

/5
a construct at a particular peint in time, the focus is on how well the various

items in a subtest agree in their assesSment of the construct. - Since error is
+ o ' [} ' -
always assumed to be random, the finding that various itemah%gree‘in theix

assessment of a construct implies that there is relatively little error in the

assessment. .

One procedure used to asseds the internal consistency reliability of a

subtest. is the Kuder-Richardsen (E*R) formula. There are various K~-R formulae,

Y

but ‘the general formula can be written as:

~
. n [s2-~ g s
Reliability ( ol | =1 1
; o2 .
Fl T -
where: n = the number of items in the subtest
[ . // r - s ) -
S; . = the variance of the total scores
I Si =  the sum ove> the n items of the item variances. .

i=l
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The logic underlying the derivation of this formula is too complex to

-
oAt

k]

diécuss here.. Nonethgless some appreciation of the formula 1s possible. The

‘ fvaihet S;¢‘although a single number, contains within it the sum.of the {item-

4
N

.
-

&

#

~varlances as well as something akin to the sum of all the correlations among

the items. If these correlations are all positive and high S; wlill be consider-

. A . n
ably greater than I 52

- i=1 n

will be very similar.to I Si. In the limiting case, if the inter~item correlations

. i=1
were all zero, S; would

- - -t

i If, however, the item correlations were all low; s2

equal

T

»

. 4

n .
I s{ and the Reliability:would be zero. Hence,
1=1 : :

ia
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the higher the correlations among all the'items, the higher will be the coefficient '

2 . - 1 " n
of reliability as measured by the K~R formula. The factor, oo bay confuse
Ll 4 " L4 n
some readers. Suffice it to say that this adjustment is necessary since 2531\
' 1=1
could not equal 1, hence

-

) n
could never equal zero, so that the term S; - I Si
‘ ) - 1=1
2
ST
n

n-1 factor, Reliability could not equal 1 which would index perfect

-~

withoﬁf.the
reliability.
It ahoald also be noted in passing that the above foimula .could result
in a negative ra}iability coéfficient. Such a value is, however, -impossible
in theory'since reliability must always vary from 0 (no reliabﬁiity) to 1
(gerfecc reliabfiity). If a negative rellabllity coefficlent were obtained
from the K-R fyrmula, it would indicate ﬁa reliab%lity (i.Q{, the value would

4

+ be taken as zero). Computationally.this would result if the correlations among

Fl

the items tended to be negative. Thils, of course, would however indicate that
the test 1s not, in fact, reliable from an internal consistency point of view.

Test-Retest Reliability o ) .

Another way of vieiwlng reliabllity, and one whish 1s more heaningful to

. . *
most people, 1s that a test tends to give the same assessment for Individuals

This, of course, assumes that what you are measuring

47

‘on two different occasions.
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is not changing over time. To index Test-Retest Reliabiﬂity, one simply correlates

scores on the first testing with scores on the second testing. If the phenomenon

[ 4
doesn't change over time, the test would be reliable if the test tended to order

’ Ls

individuals in the same manner on the.two teéstings. Ofacoutse,'if individuals

actually changed on the attribute,dce;-t;e two testings, this measure of
[

reliabilitf would not make séﬁ’/ However’ if people are not changing ¢n the”’

attribute in question, a high Test-Retest Reliability Coefficient would indicate

.

that' the rest 1s reliable. L -

When™ computing Test-ReEeSt*Reliability, tngrefore, an investigator’should

e

obtain his two measures close enougﬁ in time Yo ehsure that no true chanée has !

f .. .
taken placel On--the other hand, he must guard against the possibility that

individuals may remember on the second occasion ‘how they responded the firg;\
. 4
time. Again, therefore the investigator is faced with.another decision. He

must make the time period between testings long enough tg eliminate -memory

effects, but short enough to tule out any true changes in the attributes being

[

., s ’ —
measured. This is particularly Iimportant when the phenomena being measured

are attitudinal attributes.
'

As stated in the initial paragraph of thi§ chapter,; the intant here wag -
- * ‘-.‘-‘_-- \ .
to provide a general overview of the mare complex statistical téchniques uged

F

in the research to follow. It was not the aim to ptﬁ:ent all the,intricacies

of the various techni;ues. Anyone sophisticated in‘statistical methodoloéy,wilf
recognize that man¥ of the issues may be somewhat oversimplified: Such was
ﬁecessa;y, however, to bronide a general overview of the techniques and their
applicability to the research problems under investigation. In'the chapters to

follow, the statistics used are presented on the assumption that'the Yeader has

grasped the major points made here. Emphasis, is then placed on what the

* -

statisties mean with respect to the phenomenon under investigation. Where a




pretation is made which requires further statistical considerations, these ate %

elaborated in greater detail. _The major aim, however, in the, sudsequent cﬁapte;s
-~

is to focus on thé psychological or pedagogical implications of the findings

L]

and not a mass of statistics. ’

4J

-
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_ TABLE 1 ‘
4 -

, CORRELATION MATRIX INVOLVING FfVE VARIABLES'
4 Cald
(Ngte: The Data are Fictitiodus) . -

. ( -
- 1 2 3 4 5
1. Intelligence - X - .62 .52 .08 .24
2. }gnguage Aptitude . X 34 -16 .00 )
3. French Achievement X 430 .53
. &, Attitudes tovward French Canadiaga X .63
5. Motivational Intensity ' X
. TABLE 2 )
» . PRINCIPAL AXIS FACTOR HATRIX'
o . . ’ 5 I
1. Intelligence X .65 =48
2. Languagg_Aptitude' . A4 -.68
3. French Achievement’ . .76 =01
4. Astitudes toward French Canadfans .33 .58
' . 5. Motivationnl Intensity 68 .43 '
. »
) . TABLE 3 o
, ROTATED FACTOR MATRIX
/
. I II :
1. Intelligence ' 790 .19
2. language Aptitude "8 -1l
3. " French Achievement . ' 50 .57
4. Attitudes toward French Canadians  =-.09 .80
'S, Motivational Intensity 4 12 .80
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. %?TITUDES, MOTIVATION AND FRENCH ACHIEVEMENT: Tﬂi.INITIAL STUD. - ':
! Introduction | . . _ . . ‘

A major purpose of this project was to investigate the relationships .

among the various attitude measures andltheir relation to French achievement
at several grade levels. By focusing on students at different grade 189818

within the same geographical reglon, it geems feasible to determine whether

‘ » ;

there 1s any meaningful change in the pattern of re1ationshipe at different
| "
age levels and- stagea of second-language acquisition. The previous literature

(888 Gardner and Lambert 1972) makes it obvious that although the JAntegrative

'motive,is related to second*language achlevement, the pattern of relationshipe

is/by no means consistent frow study to study. Disenfangling the causes of .

Cad

F
the variations in ‘results 1s not easy, however, since all of the studies differ

- with respect to'some combinacion of the age of the students, the tests used,

‘. ‘

. s \
the variables -sampled, the relative amount of second~language training of the o
- students, ,and geographical and cultural characteristics. The present investi-
gation, however, was <onducted in one geogravhical and cultural .region, and

the attitudinal measurés were constant over the grade levels sampled. Some

- -
F}

} . ' U
varjation was necessary in the'measures of French achievement because;sas is -

‘ true of any language g¢urriculum, the second 1anguage‘skills stressed vary from

'grade to grade. Nonetheless, this droject provided more control than pPrevious

ones 1n that the pattern of reiationshios-can be tied directly to the grade
Vi

under inVestigatibn.

.The initia1 study had three major objectives. First, it was deemed

necessary to develop tests with known item characteristics and which had high ' '

Ay

nternal consistency. A troublesome aspect of the previous research was the

haint#dg Worry that some of*the tests might be so heterogeneous in content

'/ bi . . . '
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that they migﬁt be measuring a hodgapodge of characteristies rather than the
one implied by the name of the test. Such.measuring instruments could have
validity in that they would correlate meaningfully with other measures, but
the interpretation of the correlations might not be as straightforward as
suggestéd in the revorts. This vorry could not be reduced by searching the
a;ticles for ;eliability information because such information was never revorted.
This is not meant as a strong criticism of the previous research. Tﬁe earlier
studies were attempting to determine whether a phenomenon existed. And this
thé?fsid, clearly and convincingly. For progress to continue, however, and
for extended hypotheses to be rese;rched1 attention must now be directed toward
cleaning up these details., The first objective of this initial study, there-
. fore, was to develop tests which were homogeneous in content, as indicated by
high internal reliability coefficients, and which at the same time were appro-
,priate to a wide age-range of students.
A second objective of this initial study was to investigate the factor

structure at each grade level, 7 through 11, among the measures of attitude,

motivation and French achievement. This tvpe of analysis characterizes the

]
-

" majority of the previous studies done in this area, but differs in the impor tant
. ééspect that the relationshins aré ?xamined f9r each grade level sgDa:ately.
' In this manner, ésssible changes in the relationships among the variables
assoclated with age and exposure to the second language ~an be detected.

A third objectivé of this first stud} was to investigate differences
. in mean performance on';he various tests over the five grade le ..s, 7 through
11. Such comprrisons have considerable poteﬁtial in indicatiﬂg the difﬁeriﬂgl
natures of students at different stages of the second language program. They

are, however, also fraught with dangers with respect to their meaning. Students

. >
in these differing grades differ in age, exposure to the lanngge, test-wiseness,
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88 % ' as a host of other variables, hence the explan§tion of an} differences
must.be, at best, tentative. It seems, nonetheless, worth the gamble to
present the regults and of fer provisional explanations or hypotheses which
future researchers can explore and teachers can evaluate from their own pex-
spective. -

v : Each of the three objectives of the initial study, test development, .
factor analytic structures, and grade comparisons are to be presented in this
chapter. Tﬁe following section, describes in detail the general procedure, ‘
the nature of tﬁé-subjects sampléd, and the tests used. In the Results and

Discussion section, the results pertaining ro the three major objectives will

be discussed in considerable detail.

oy

= METHOD

Subjects

The subjects (8s) for fhis phase of the investigation were students
taking Frerich as a\second langﬁage in grades 7 to 11 in the London Public
School System. The students in grades 7 and 8 were from two elementary schools
In the London area. One of these schools was sitdated in a syburban ‘region
while the other was more cencrally located. The students in grades 9 an- 10
were from one large suburban secondary school, whi.e the students from grade
11 Qere dravm from the same school as well as from one other secondary school
in another suburb of the city. The four schools ;ere used on the advice of
the Measurement and Evaluation Division of the London Board of Education because
they were relatively represengative of the student body in London.

The entire sample was comprised of 119 students in grade 7, 123 in

grade 8, 116 in grade 9, 92 in grade 10 and 102 in grade 11.
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" Materials
The materials for this 1nvéstigatioﬁ consisted of ; number Of.faper
and pencil measures of attitudinal and motivational charécteristics, s;ereotypes
about and attitudes toward various ethnic groups, school courses, and teacherp.
and French achievement. Because of the different levels of French achievement
across the various grades, the indices of French achievement used for thg
different grades had to be varied somewhat. These differences are indicated
below. All the other measures, however, were common to the five grades.'

? .
Following is a %ist of the variables assessed in this investigation.

L4

1. Attitudes Teward French Canadians. This variable was assessed by means .

of 30 positively worded items about French Canadians {see AppendiX™Ay page
A - 3).! The items were written specifically for this investigation or adapted
from oti.cr sources {(Gardner and lambert., 1959; Kirby and Gardner, "?73), A

high score on this measure indicates a positive attitude toward French Canadians.

2. French Class Anxiety. This test consisfed of 11 items which referred to

feelings of discomfort or anxiety associated with speaking French, or partici-~

pating in the French Class (seé Aopendix A, page A - 5). The iltems were

.

. > .
written specifically for this investigation. A high score reflects anxiety
aroused in the French class.

3. Attitudes Toward Learning French. This test consisted of 14 items a&apted

from another study (Rhandawa and Korpan, 1972). Seven c¢: the items expfessed
favourable attitudes, while seven were negatively worded (seg’Appendix\Ai

page A ~ 6). A high score on this test is indicative of a favourable attitude

toward learning French. ’

~

4. General Classroom Anxiety. Ten items referring tu feelings of an{féty'or

discomfort associated with r88pondiﬁ5 in the general cladsroom situation were,,

presented (see Appendix A, page A - 7). The items were developed gpecifically_{
( ' L3

'Items with an asterisk refer to those items used in the Validatioq‘Study’(Chaptérﬂﬁ).

-, i .Y
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for this inv-stigation; a high score is indicative of feelings of anxiety in

the classroom.

-

S. Ethnocentrism (E-Scale). This scale (see Appendix A, page A - 8) consisted

of 15 items derived from the Other Minorities and Patriotism subscale (Adorno,
et al., 1950) and the Children's Ethnocentris; scale {Frenkel-Brunswick, ]1948).
A high score reflects feelings of ethnocentrism, the belief that one's own
cultural community is superior to other cultural groups.

6. Attitudes Toward European French People. This test, developed for this

investigation, consisted of 30 positively evaluative statements about European
. French people (see Appendix A, page A - 9}. A high score on this test indicates
favourable attitydes toward the European French.

%

7. Need Achievement. This test was adapted from items developed by Jackson

(1965). It consisted of 14 items designed to indicate how hard an individual
strives for perfectipn or excellence in any task he undertakes {see Appendix
A, page A ~ 11). Seven of the items were worded positively in that they

stressed an interest in performing tasks with considerable care and perfection;
v -

the other seven items were negatively worded in that they stressed completing

.

tasks quickly with a minimum of effort or concern for quality. A high score
—

"reflects a high need for achievement.

8. Authoritarianism (F-Scale). This 12 item scdle was adapted from the
California F-Scale (Adorno, et al., 1950), and assesses a generalized predis-

» - . &
position toward prejudice toward outgrouns (see Appendix A, page A - 12).

The scale is scored such that high scores reflect an authoritarian ideology.

9, Interest in Foreign Languages. This test (see Appendix A, page A - 13)

consisted of 11 items reklecting an interest in learning or knowing "foreign

languages"”. Items were written esﬁeciallv'fér this investigation or adapted

from Feenstra and Gardner (1968) and made reference to Eoreign languages in
1

o

—
— )
.
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general rather than any specific language. # high score indicates an interest

in Foreign languages.

. 10. Machiavellianism. This measure consisted of 15 items adapted from

Chrispie and Geis (1970) which assesses the extent to which an individual
exp:esgés ;n interest in manipulating or exploitiné others for versonal gaia
(see Appendix A, page A —‘14); Eight items involved mznipulative content;
while seven items wef; negatively worded. A high scoré on this test reflects

a high degrée of interest in exploiting others.

11. Parental Eagcuragement. This scale consisted of 12 items referring to
the éxtent that the student perceived his parents as actively encouréging him
to learm French (see Appendix A, page A ~ 15). fhe itams were written speci-
fically for this‘investigqtion, but attention was directed ;oward similar
indices psed in other studies (Feenstra and Gardner, 1968: Gardéer, and Lambert,‘
1972). & higL score 1s indicative of a studegt's perception that his parents
actively encourage him to learn French.

12. Anomie. This test agsscsses potentizl dissatisfaction with one'’s own
cultural community. Ten items, each expressing such dissatisfaction Qere
presented (fee’Appendix A, page A - 16). Filve of the Jtems were adaoted from
Srola (1951), ané five were adapted from Gardner and Lambert (1972). The

higher the score, the greater the feelings of anomie.

o 13, Ratings of Instrumental Orientation. $§s were presented with eight itens

egach stressing the pragmatic or utilitarian value of léarning French (see

L4 Appendix A, page A ~ 17). The items were written for this study but were
adapted from Gardner and Lambert €1972). A high score indicates that $Ss
perceive | ~ilitarian reasons for studying French as appropriate to their own

K

feelings. \

Cry

e =, - - ..



l4. jRatings of Integrative Orientation. This scale consisted of eight items

each emphasizing the imporiance of learning French to afford 5s the opportunity

to interact with and share cultural experiences with members of the French -
. . # Fl
speaking community (see Appendix A, page A - 18). The dtems were adapted from
' . & L :
Gardner and Lambert (1972) or specifically written for thisg investigation. A

L%

high score indicates that 8s perceive integrative reasons for studying French

]

as relevant to their own feelings. .

15. Motivationzl Intensity. This test consisfed of 19 multiple choice items

s ’ Ll

designeﬁ t; aséE;s the aﬁoun& oé effort students felt that they expended in
learning Féench’(see Appendix A, page-A - ZP). Items were adapted from
Feenstra and Gardner (1968), Gardner (1960), and Gardner and Lambert (1959;
1972}, but man;_addicional items were written for this in%estigation: A ﬁigﬁ

*

score represents Ss' self-report of a high degree of effort expended in

acquiring French. -

16. Desire to Learn French. This scale consisted of 18 multiple-choice items

designed to assess how much thelstudent wants to learn French independent of

the amount ¢of effort involved (see Appen&ix A, pagg A - 23): The test was .

based on SQﬁleS used by Feenstra and Gardner (1968), Gardner (1960), and Gardner
éhd Lambert (1959;‘19?2), but many additioﬁal items were developed for this
investigation. High scores on this test reflect a strong desire to learn French.

17. Orientation Index. This measure (see Appendix A, page A ~ 26) was adapted

from Gardner and Lambert (1959), and provides an index of whethe. the individual

is primarily integrative or instrumental in his orientation toward French laﬁguage

~

study. 7n this tesr .qe student, 1s asked to select from among four reasons for
studying French the one most characteristic of him. He 1s also provided with

the opportunity to write in one further reason which he can then select.

Two of the reasons provided indicate an integrative orientation, two an instrumental

e~ 7w

IToxt Provided by ERI N .
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orientation. A student 1s classified as either integratively or instrumentally

r

orieqred depending upon the alternative chosen. If a student choose the reason
he wrdte in, it is either claesified rn one of the two categories, or if a

decision cgnnot be reached the test is not scored. For numerical purposes, an
instrumental orientation is coded i, an integrative orientatiom, 2.

Variables 18 to 22 were measures derdived from semantic differential

(Osgood, et al., 1958) ratings of seven concepts, Canadian In&iang, English
Canadians, French Canadians, European French people, My French Course, My
French Teacher, and My English Course. ﬁbt all concepts were rated on the
same scales, and not all concepts were inicluded in the major data anélyées.
The semantic diff&rential techniqve wac employed because it can be used for
a number of purpos One purpose is to obtain evaluative reactions to the
concepts, and it is this measure which is emphasized in this section. The
semantic differepfial can zlso be used, however, to index the stereotypes that
Ss have about particular concepts. Considerable research has made use of the
semautic differential format to assess stereotypes about ethnic groups (Gardner,
Wovnacort and Taylor, 1968; Gardner, Taylor and Feenstra, 1970; Gardner. Kirby, .
Gorcspe and ¥illemin, 1972, Gardrer and Kirby, 1973; Kirby and Gardmer, 1973).
This research defines the stereotype abourfaq ethnic'group in terms of consensus
) ie ascribing attributes to that group, and assesses such consznsus in terms %
of‘the extent to which Ss' ratings are polarized on the various scales, Use
of_these de:a in that context is described in subsequent chapters.

In the list of variebles to follow only ' ratings on five concepts are
considered, and the emphasis ig on evaluative reactioms.

18. English Canadians (evaluation). Ss rated the concept, English Canadians,

on 30 gematic differential scales {see Appendix A, page A - 30). Eight of

~
O

(O3

-
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these scales were classified as evaluative based on the norms presented by
Kirby and Gardner {1972). To bg considered evaluative, a scale had to consist
"of two trait descriptive adjectives varying on evaluztion as defined by-the
Kirby and Gardner {(1972) norms. A scale was considered as evaluative if ome
of the érait‘descriptive adjectives was above the 2053_}ercentile while its
opposiﬂéf;;:-below the 80th percentile on the norms of evaluation and both
dttributes were relatively low {in the bottom 70%) on behavioﬁral spécificity.

Using these criteria, the eight scales intelligent-stupid, dependable-

undependablg, rg%iable-unreliablg! honest~dishonest, pleasant-unpleasant,
trustworthy-untrustworthy,‘good-ba&t and loyal-disloval, were ndjudged
;valuative. The evaluation of English Canadians was derived by summing the
ratings on these ééales. A high score on‘this measure indicatqg-a vositive
evaluation of English Canadians.

19. French Canadians (evaluation). Ss rated the concept, French Cana&ians,

-

ot the same 30 scales {but in a different order) as used above {see Appendix

A, page A -~ 32). The student's evaluation of French Canadians was derived
by summing his ratings on the eight evaluative scales described above. A
high score reflects a positive evaluation of ¥French Canadians.‘

20. European Fren¢h People (evaluation). This measure was derived- from

gsemantic differential ratings of the concept, European Frenih People, obtained
on the same 30 scales {in a different order) as described above (zsee Appendix
A, page A - 31). The higher score on the evaluative scales {see above) the
ﬁore favourable the evaluation of European French People,

21. French Course {evaluation). Ss yated thaz concept, My French Course, on

23 semantic differential scales which were selected for their appropriateness
to such a concept (see. Appendix A, page A ~ 34). Three judges had previously

independently classified eight of the scales as evaluative. These scales were

IToxt Provided by ERI
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meaningful-meaningless, useful-useless, pleasant-unpleasant, valuable-worthless,
rewarding-unrewarding, good-bad, necessary-unnecessary, and important-—

\ . )
unimportant. A high score on this measure indicates a favourable evaluation

of My French Course.

22, My French Teacher (evaluation). 8s rated the conceot, My French Teacher

on the same 30 scales (but in a different order) as thdse used to rate the
ethnic group concepts (see Appendix A, page A - 35). Rating§ on the evaluative
scales (see number 13 above) were summed to provide an evaluative score; the
higher the score, the more favourable the reaction to my French Teacher.

As 3tated abov; (prior to variable 18), Ss also rated the coﬁcepts,
Canadian Indians, (see’ Apoendix A, page A ~ 29), and My English Course (see
Appendix A, page A - 33). The scales for the first concept were identical to
those used for réting the other ethnic group concepts. Those f;r the sgconé ’
concept were identical to those used for Variable 21. In each case, the scales
were presented in z different ran&om order.

The following variables were indices of French achievement, and these
indices differed from gréﬁe; 7 and 8 to grades 9-11. In the list to follow,
the measures of French achievement obtained on.the grade 7 and 8 students are
'described first.. Variable 23 was assessed on all students! Variables 24 and
25 were assessed only on grade 7 students, variables 26 and 27 were assessed
only at the grade 8 level. Following the descript{on of these measures the
indices of French achievement obtained on the students in grades 9-11 are
described.

23. French Vocabulary. This test consisted of 30 items and was adapted irom

the Cooperative French test {(Greenberg and Spaulding, 1940). It cons#gted of
\\
}

levels, and because of this, students were encouraged to guess. In this forp}

items with a wide range of difficulty so that it could be used at all grade

-

.

(49,

|

)
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students were presented with & booklet containing all the item8. Each item
consisted of a French word, followed immediately by five English words. The

test was developed to be used in conjunction h a tape fecording. On the'

tape recording, the students heqrd the item nuumber, and the French word read ,'

tq;ce._ They were given a seven second pause after this before the next item °

number was read. (This was necessary because the emphasis in the grade 7 and
8 program was on oral-aural skills with little use made of visual presentation
of French words). The student was required’ for each item to indicate the

English word which most nearly corresponded in meaning to the French word

1

presented. The higher the score, the greater the -‘French vocabulary knowledge,

24. TFrench Aural Comprehensdion I - 7, This test, constructed by French

f -

teachers and consultants with the London Board of Education, was developed
: 1

*

?specially f;r students in grade 7, Tt cénsists of. 32 multiple choice items

for which stude;ts must select the correct alternative in answer to & Guestion
- asked about a lipe drawing presented with.that item. 'Thé question and the

alternatives are presented visually on the Guestion booﬁ}et, and both are

presented auditorially by means of a tape recording.” A high score on this
test indicates that the student can understand a Guestion asked in French about
a stimulus object and recognize the appropriate answer in French to that question,

25, French Aural Cbmprehension_II -~ 7. This test was also constructed by

French teachers and consultants. with the London Boprd of Fducation to be used
with students in grade 7. It consists of 34 multiple.choice items and is
identical in format to Varizhle 24. A high score on this. tegt indicates a

high level of achfevement in French aural comprehension.

26, French Aural Comprehension I - 8. This test, constructed by French «

teachers and consultants with the London Board of Education, was developed

T

.\)“ - b;
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especially'for students in the grade 8 ;rogram. “The format is identical to
that used in-Variables 24 and 25, but the level of ﬁocabulary knowledge and
knowledge of French verb tenses required'is greater. The test consists of 43
multiple choice items. A high score on this tesé is indicative of supe}ior
comprehension of aural French.

27, French Aural Comprehension IT ~ 8. This test, constructed by French

teachers and consultants with the London Board of Education, was intended for
students in grade 8. It consists of 42 multiple choice items and is identical
in format to Variable 26 except that difgerent vocabulary is used. A high
score on this test indicates a high level of achievement in Frénch aural
.comprehension. . ' .

The following four measures are subtests of the Canadian Achievement
Tests in French (CATF) (1968) which were administered to the stuéents in -
grades 9-11. The CAIF is a standardized paper and pencil te;t that is
normaili administered to students as a unpaced test with a one hour time
limit. As used in the present investigation, time limits were imposed on
each of the four subtests with éhe provision that if students ggypleted one
subtest before the time limit expired, they could returﬁ\hq,eaxlier subtests.
The subtests are:

28. CATF French Vocabulary. This subtest consists of 35 multiple choice °

-

items. Each item consists of a word or phrase followed by five alternatives.
There are five parts to this subtest. The first part (5 items) presen;Q an
English stimulus word, and the alternatives are presented in French. The secend
part (11 items) presents a French stimulus word with the alternatives presented
in French. The third part (9 items) presents French stimulus words with the
alternatives in English. Part IV presents 7 items each containing fiv4 pairs

of French.words, and students must select the one pair in each item most nearly

'\{‘
A&
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opposite in me™ning to each other. The fifth vart presents 3 Frénch sentences ' .
with one word missing, and stud-nts must select from five alternatives the
French word which is most appropriate. A time limit of eight minutes was &

permitted; a high score indicates substantial French vocabulary knowledge.

29. CATF French Grammar. This subtest consists of 45 multiple choice items,

- and 1s made up 6f three sections. A time limit of 12 minutes was permitted.

" The first section (28 items) presents an English sentence, followed by its

" French translatjpn with one word omitted. Students are required to select,
from five French. alternatives, Ehe missing word. Section two (15 items) presents
a’French sentence witﬁ one wmissing word, and students are required to seléct E

the appropriate word from five French alternatives. The third section (2 items) -

{ ,

presents English phrases, and students must select .rom five alternatives the

correct French translation. A high score on this test indicates a good command

- El

of French graﬁmar.

30. CATF French Comprehension. This test consists of 10 items, and is made

up of two sections. The first section -{(6 jitems) presents three written
selections of French vsrose and students were required to answer two questions

(in French) about each selection. The second section 54 items) presents
. .

incomplete French sentences, and students arerrequired to gelect from five 5\
alternatives the word or phrase which most logically completes the seﬁtence.

Students were allowed six minutes for this part. A high score indicates a

good comprehension of written French.

31, CATF Pronunciation. $s were given six minutes in which to answer 1Z items
designeq to measure their knowiedge of how French words are pronounced, rather

than theit actual ability to pronounce the words correctly. A H{gh sco;e on

this test indicates an aporeciation for thé correct pronunciation of French words,

32. 1Intelligence. Indices of intelligence were determined for each student

from school records. v

IToxt Provided by ERI
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Procedure ‘ .
The testing was conducted in four sessions beginnin% in April 1972 and \\_q
ending ip June, 1972. Except wherg oth;rwise indicated all testing was
conducted by members of the.resé;?bh team who received Drior-instruction on
how to administer the tests, anshhow to deal with questions raised during the
testing sessions. All testing wﬁ; conducted In the students'vﬁlassroom:‘and

each session required 40 minutes.

i A

-

- The face sheet ¢f the three attitude questionnaires was read aloud ‘to
the student; at the beéinniug of each session in whiéh they were ad;inistered.
This face sheet request?d the student's n2me, sex, age and school. 1In addition
it ;ontained two pa}agraphs describing ‘in general terms the purpose of the
project, the importance attributed to confidentiality and the procedures which
would be followed by the research team in ensuring that anonymity would be
preserved de§oité the fact that students' names weré\;eQUireé, aqd the importance
of oroviding answerg thct were as-frank and accurate as possible. The ¢
introductory section further indicated that, although it vas important to the

arch aims that all' students ahswered all items, answering the QUestionnéIre_
was voluntary and that they should feel free to omit any or.all item? which
they did not want to answer. The face sheet fof the ;ttitude Qhestioﬁnaires:
which were administered during sessions 1 to 3, is reproduced in Appendix A,

P .

page 1.

Session 1. The first testing session was conducted for all grade levels (7

to 11) in April, 1972. During this session students responded to 80 attitude
i

L

items, 19 items from the Motivatiot <1 Intersity and Desire to Learn French -
scales and the Orientation Index. - The scales administered during this session
with the number of items administered in that scale were the tests measuring

Attitudes toward French Canadians {(30), French Class Anxiety (11), General




3-15

Classroom Angety {10}, Fthnocentrism {15), Attitudes toward Learning French

9‘

(14}, Hotivational\ Intensity (10), Desire to Learn French (9), and the o
Orienqation Index.

The test booklet presénteq ‘to the. students consisted of the face sheet

-

(see Appendix A, page 1), the instructions for the items using the Likert

'
procedure (see Appendix, page A - 2), the 80 items in a fixed random order
\, .

for the first five tests described in the preceeding parvagraph, the instructions

for the Mbtivationql*%ﬁtensigy and Desire to Learn French scales (see Appendix

. >

: \
A, page A -"19), 'the 19 items for these scaleS‘Dresented in a2 fixed random
_ . e <1 coon
order, and the Urientat@onklndef; ' ' LS

Session 2. The second -ing Session was conducted in early May, 1972, It

consisted of the following tests (the number of iééms is piésented in brackets
following each test):* Parental Encouragement {12}, Anomie 010) Machiavell=-
ianism (15), Ratings of the Instrumental Orientation (8) Raﬂings of the

Ty

Integrative Orientation (8), semantic’differential ratiggs lf the concepts,'
¥ - ) ) .
My French Teacher (30), My French Course (23),and My English Course (23), an

measures of Motivdtional Intemsity (9) and.Desire to Learn French (9). \.

. -

The test booklet presented to.the students consisted of the face sheet

(see Appendix A, P 1) the instructions for the items presentéd USing the t

a .
Liker= :rocedure (see Appendix A, vage 2), the items,in a fixed random ordﬂr .

for the first five tests (53 items?, the semantic d1fferentia1 instructions

(see Appendix A, Page A - 27), phe three concept; {in different random orders)

to be rated, the instrqgfions for the Motivational Intensity and Desire to

f
T

I \
learn French scales (see Apperdix A, page A - 19) and the items for these \ '
L] e .
scales presented in a fixed random order.. - -% ‘ (:

1 4 : '
Sesgion 3. The third testing session was conducdted during tie latter part of

[

May, 1972. The, testg adpindstered (Ehe number'of-items in dach are presented

ERIC e
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in brackets) inéluded the meésures qﬁIAttitudes towafq thg European French
(30),.Authori;ari sm {iz),aﬁeed Achievement (14) , Interest in Foreign

Languaées (11), §Eﬁant£cldif§eréntial ratings of the conceots, Canadian Indiars
{30), English bgnadian;‘(36); European French people (30), and French Canadians

(30), and the French Vocabulary Test (50). \
S . [

%
-~

The test booklet presented to the students consisted of the face sheet
(see Appendix A, page 1), the instructions for ghe items- using the Likert

YRR .
procedure (see Appendix A, page A ~ 2), the 67 items in a fixed random order ’ "
. ¥ * ’ '
for t}1e_ first four tests described in the above paragraoh, the.instructions
for pthe semantic df;ferential (see Appendix A, page A - 27), and the four

K

concepts (iq different random orders) to bé rated. At the completion of this -

~

wt

. ‘.Y
booklet, all students kvere givén the French" Vocabulary test.:
) s -

¥
(4 - L

-

Session 4. The fourth ﬁesiing session waédcdﬁducted in June, 1972. During

-

this period, the French teacher§ of the .grade 7 and 8 students administered
i . . “F

the two tests of aural comprehension égpropriate.to that grade level. Mempers

W ¢ L.
of the research team administered ,the CATF to students in grades 9-l11.

Although 3% varigaies are, inclyded in the list of measures described

s

in this section not all measures were sdbmitted to the analyses described in
Fl

the subsequent sections. Because of this, the variables actually referred to

in any analysis discussed in the Results and Discussion section &ill be

specified before the results of that‘analysis are presented. - &

3,

RESULTS AND DISCUSSION

Since there were three objectives for the inigial study, this section
will consist of three parts, the Development and Reliability of the attitude/
Motivation Measures, the Relations of the Attitude/Motivation Measures to

Q . . 6/‘\ \

U
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French Achievement and Developmental Changes in Attitude, Motivation and

French Achievement.

DEVELOPMENT AND RELIABILITY OF THE ATTITUDE/MOTIVATION MEASURES

A major aim of this research project wzs the development of indices

of several‘aspecté of the integrative motive which could b used with students
of different ages and in different stages in the laﬁéuage acquisition process.
One prime consideration in this respect is a series of tests with high.inéernal
consi&tency-relia%ility. To achieve this end, considerable time was spent
devéloping item; which agééared to tap the concePtual domain of each of the
attitudinal—motivationallvariables posited to be of importance in: second-
languag; acquisition. As described in the oreceding saction, these items were
then administered to students at each of the grade levels.

- When selecting items from a large pool for a particular meas;ring
instrument, the standard procedure is fo focus largely on the correlations of
the items with total scores based on the temaiaing items believed representa-
tive of the variable of interes;. These are referred to as item~total
correlations. For example, if an investigator haa assemgled 25 items #hich

he felt measured attitudes toward French Canadians, and Be wanted the ten
"best'" items, the typical prccedure he would follow is to correla.e the score
fc  eac *ith a total score derived from the remaining 24 items. Doing
nis, v .4 end up with 25 item-total correlatisn coefficients (one for each
item), and wculd select those 10 iteme with tha highest correlations. The loéic
urnd2rlying this procedure is that the items correlating highest with the total
;core measure best what the total score reflects. Of course this assumes that
the total scores provide an index of whatever it is the investigator wishes to
measure, but this is another question, and one We shall address later. At

ERIC v




LY

L4

3-18 - :

. B .

least one other investigation {Kirby, Gardner, Scapinello and Aird, 1973) has

-

attempted to éonsider other parameters in the item selection procedure, but
that investigation suggested that the traditional approach provided the.most
réliable and, in’that situation, the mest valid index.

In the present situation, the traditional procedure could not be applied
directly. What was required was one get of items for each measuriné instrument
whi;h would be equally applicable for eafh of the five grades. At the same:
time, however, it was necessary to compu%e the item-total correlations separately
for e;ch grade to study the item dharacteristics\aithin each grade rather than
vooling all students together and have the itgm-total correlations confounded

with grade differences. The problem was solved by considering one-half of the

total number of items administered in each subtest as "potentials". (In Doint““‘\\

-

" -

of fact, the research team referred to them as "made its", ’ that is gramma-

tically cumbersome.) The number of times each item was clasuified as a

.

"potential” ove the five grades was then determined, and that number of items

required for the final test with the most number of potential claséifications
. o
were retained. In no instance was it necessary to selewt an item with fewer

than three out cf five "potential classifications, thus the items selected

were generally appropriate to most of the grades.

The items contained in the original pool of items are presented by

scale in Appendix A. Those items which were finally gelected for the final
scale are indicated by an asterisk. To summarize this material, Table 1 presents
the number of items contained in the original pool and the number of items

finally retained.

Insert Table 1 About Here

t » 6U ,
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The major purpose of selecting items with high item~total correlations

ig to produce scales which have high internal consistency reliabiliey. fne *

index of %nternal consistency relizbility 1s the Kuder-Richardson 20 reli-~
ability coefficient. The Kuder-Richardson 20 reliability coefficients of the
final tests are presented in Table 2. Although these coefficients are

¥

poteniially,biased because they are based on selected items from the larger

Iinsert Table 2 About Here

c

» . . . o

pooli_they are informative. Examination of Table 2 _reveals that reliabilities
are quite sv% Suantial and cousistent for the scalesg meag“ring Attitudes toward
.Frencﬁ Canadians, Attitudes toward Learnin% French, Attitudes toward European
Freﬁch People, Interest in Foreign L;nguages. Paréntal Encouragement, Instryu-

mental Ofientation. In&egrétive Orientation, Motivational Intensity and Desire

M

to Learn French (Variables 1, 3, 6, 9, 11, 13, 14 15. and 16 in Table 2).

Each of these tests are -’ imnortant for this project and such results are

encouraging. . o
. ' LY ' -
The reliability coefficients for the remaining tests are not as

L

subgtantial or geherally as consistent. Those for the measures of Author
v oo

itarianism, Machiavelianism and, Anomie (Variables 8, 10 and 12°in Table 2)
. - I ‘f' j " /S
are reasonably consistent but much _bwer than for the above tests. The
.. ? Lo . ' '
reliabi'ity coefficients for the meagures of French class anxiety, Ceneral




3~ 20 .
3!
Classroom Anxiaty, Ethnocentrism, and Need Achievement {Variables 2, 4, 5, and
7 in Table 2) tend to be even lower, and less consistent than any of the other
measures. It will be noted that for each of these te~ts, there is at least
one grade for which the reliability coefficient is particularly low.

What do all of these ccefficients mean? First there are nine measures
which evidenced appreciable intern;l consistency. To a considerable extent,
this could be attributed to the general cig:itv of the variables %nvolved.

The variabl? of/;;rental Encouragement, for example, is quite unequivocal in
its definition and it is reasonable to éxpect that items written Cto assess
parental éncouragement would tend to resulc in similar responses on the part .
of the students. High internal consistency implies simply that each of the
various items yields comparable assesesments. The lower, and somewhat

inconsistent reliabilicy coefficients for the other seven tests is actributable

largely te the comolex nature ¢f the varciables themselves. Measures such as

the Ethnocentrism Zz%le, or the Authoritarianism scale were addapted from other

invésgfgatiéns (both-scales were developed by Adorno et al., 1959), vet their

reliébili?y corSficients tend to be lower simply bécause the variables them—

.

‘selves are many faceted. Similar interpretations can be made of the other
indices with low reliabilit%es. The concCepts themfelves are so complex that
different items designed to tap them reflaect this complexity thus reducing

the internal consisteﬁcy of the“tests. 1In general, however, the reliability
coefficients are all of sufficie.* magnitude to provide assurance that relation~

ships among the measures will prove relﬁtive]y stable.

e
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RELATIONS OF THE ATTITUDE/MOTIVATION MEASURES TO FRENCH ACHIEVEMENT

The attitudinal/motivational measures useé to investigate the relation-
8hips among these measures and indices of French Achievement were those‘based
on the reduced number of items retained for the final scales. The actual
variables included in the analyses at each grade level aré indicated in the

*

appropriate factor matrices. In the discussion to follow, the¥results are

considéred separately for each -grade level.

Grade 7 . ' .

"

Pearson product~moment correlation 6?efficients were computed among

e Tl v

the 26 variables assessed on the grade 7 students. The correlation matrix

is presented in Appendix C, page C -~ 1. This matrix was factor analyzed using
the DFincipal axls solution with the high..st absolute correlation for a
Yariable serving as its communality estimate. Four factors were obtained to
account for the correlaéions among the 26 measures obtzined om the grade 7
students. These factors accounted for 88% of the total estimated communality.
These factors were rotated by means of the Varimax solution (Kaiser, 1958).

The rotated factor matrix 1s presented in Table 3.

-

lnsert Table 3 About Here

Factor I obtains appreciable (i.e., greater than % .30) loadings f{rom
15 variables, and appéars to reflect an attitudinal-motivational dimension

previously referred to as ar InteRrative Motive (Cardner, 1960; Gardner, 1966).

‘fen wariables defining this factor appear on a comparable factor in each of

the subsequent atalyses, and consequentlv will be highlighted here. The pattern

of loallings on this factor susgest that $s with a strong integrative Motive

have favorable attitudes toward French speaking people (Varisbles 1 and 6),

I

fa

™




3 - 22 '

are interested in French and foreign languages (Variables 3 and 9), are moti-
vated to iearn French (Variables 15 and“TB) for both integrative and instru~
mental reasons (Variable 14 and 13), have favorable attitudes toward their
French course (Variable 21), and receive paréntal encouragement for studying
French (7ariable 11). As stated above this pattern appears in all anaiyses,
Additional variables contributing to this factor for the grade 7 students
include th: neasures of aucaoritarianzsm, én;mie, favorable evaluations of
Enélish Canadians, French Canadians, and the Prench Teacher (Variables 8, 12,
18, 19, and 22, respectively). The implication is that grade 7 student; who
are integratively motivated tend to be somewhat authoritarian and dissgtisfied
with their role in society, though they have favorable perceptions of English

Canadians, French Canadians and the French Teacher.

Factor 1 h2s been internreted as reflecting an Integrative Motive

despite the fact thai ratings of tae intensity of both the integrative and
instrumental orientarions contribute to this factor. Although this wmight
seeaf gs somewhat arbitrary in factor definition, this appears to be the most

-

parsimonious one. There 15 clearly a large attitudinal component rcoflected

in the facror which emphasizes an accepting and p;sitive orientation toward
foreign groups and languages, and a concomitant inteiest in studying the
language. Furthermere, it should be noted that on this factor, Variable 17
comes cliose to being included. This measure, the Orientation Index, forces

S§s to choose betWeen.integrative and instrumental reasons; the positive loading
suggests that grade 7 8s who are integratively motivated tend more frequently
to choose the integrative reasons. It will be observed in the subsequent

analyses that this pattern continues, but that it is not until students have

become more mature and more proficient in Fremch (i.e., grades 10 and 11) that

this assoclacion becomes highly pronounced,

oy N

s
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There is some suggestion in these results that integratively motivated
grade 7 students tend to be gomewhat more successful in acquiring French
vocabulary (Variable 23), and some ;soects of aural comprehension (Variable 24).
Since this is the first real contact with learning French, it is reasonable
‘that such an association would exist, but it will be noted in the subsequent
analyses with the older $s, that this association is not stablé and that other

factors come into play.

Factor 11 appears to reflect primarily a French Achievement dimension.

v

Appreciable positive loadings are obtained from the three measures of French

" Achievement (Variables 23-25), as well as the measyreé of Intelligence (Variable
26), Desire to Learn Frenc? (Variable 16), and Attitudes t;ward the French
Course éﬁd French Teacher }Variables 21 and 22). Appreciable negative loadings
are obtained from the measure. of Ethnocentrism (Variable 5), Authoritarianism
(Variable 8), Machiavellianism (Varizble 10}. and Anomie (Variable 12). Viewing

Factor 1I as a French Achievement dimension, this configuration suggests that

general achievement in French among grade 7 students is associated with
intelligence on the c¢ne hand, and on the other, with an interest in learning
French, favorable attitudes toward the learning environment (i.e., the teacher
and courge), and an accepting non-ethnocentrie, non-authoritarian, nén*manipulative,
and satisfied orientation to life. It will bg noted that this interpretation
compliments that provided for Factor I in that it demonstrates again an
association between attitudinal variablss, and second language achievement.

Many of the attitudinal variables, however, are of a general nature not directly
"related to the French laaguage or French-speaking people. It will be recalled
that these students are Young and that this is their first exverience with
learning French. Perhaps, therefore, thay have not gad the ovportunity to build

sfrong assocliations, except for the highly situationally specific ones of the

‘'3
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course and the teacher, between many attitudinally specific variables and

» - 4

secoﬁd-language achievement. Instead, stronger assoclations exist between
generalized attitudes, pré%umably developed in the home (see Gardner, TaYlor
and Feenstra; 1970), and students’ achievement in the initia) stages of second-
languag; agquisition. One hypothesis which might be formulated at this stage
is that this association may decrease with added maturity and contact with the
second language, and that more specific language-related attitudes might come
into play at that time.

“ Factor III receives substantial loadings from seven variables, and the
predominant characteristic appears to be AﬁZieti (noté the high loadings for
Variableé 2 and 4). Loadings obtained from the other variables suggest that
high anxious Ss are'ethnocentric (Variable 5), machiavellian (Variable 10),
anomic (Variable 12) and tend to be somewhat lacking in a need for achievement
(Variable 7) and in the’r degree of motivatién to leafn French (Variable 153).
It seems clear thgé Anxiety, although showing expected relations with the
various generalized attitude measures, is not related to achievement in French,

. at this grade level even though such anxiety does result in a decrease in the
motivation to learn French. )

Eight variables define Factor IV. Since five oé these are evaluative
judgments involving the semantic differential (Variables 18-22), it is possible
that much of the variance contributing to this factor is specific to the
semantic differential tecqnique. Nonetheless, an alternative interpretation,
suggested by all the loadings, could be that this reflects an Evaluative
dimension. Ss who favorably evaluate English Canadians (Variable 18) wmake
similar evaluations about French Canadians, European French People, and their
"French Course and French Teacher (Variables 19-22). Furthermore, such students

have rositive attitudes toward the European French (Variable 6), express some
!

‘o .
i3
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. interest in leamning French (Variable 16), and tend to be high in need
;chievement (variabls 7). This factor of Evaluation nevertheless is rot
related to French achievement.‘.

Grade § -

The correlation matrix of the 26 measures obtained on the grade 8
students i1s presented in Appendix €, page € -~ 2. This matrix was factor
analyzed using the principal -axis solution with fhe highest absolute correla-
tion for a variable serving as its communality estimate. Four factors Were
Necessary éb aéﬁéunt for the co;relations among the 26 measures obtained on
the grade 8 students. These factors accounted for 85% of the total estimated

communality. The®varimax rotated matrix is presented in Table 4.

f

Insert Table 4 About Here

Factor I is defined by the loadings obtained from 17 variables. As was

'the case for Factor I in the grade 7 analysis, substan;ial'loadings are2 obtained
by the ten variables, Attitudes toward French Canadiaas, Attitudes toward
Leaming French, Attitudes toward European French\People, Interest in Foreign
Languages, Parental Encouragement, Instrumental Orientation, Integrative
Orientation, Motivational Intensity, Desire to Learn French, and Attitudes
toward the French Course (Variables 1, 3, 6, 9, 11, 13, 14, 15, 16 and 21).

It seems best interg.<ted, therefore, as an Integrative Motive factor. As with
the grade 7 gp'the integrative motrive in this case 1s also associated with
favorable attitudes toward English Canadians, French Canadians, and the French Teacher
(Variables 18, 19 and 22). The marginal, positi§e loading of the Orientation
Index (Variable 17) on this factor parallels the findings obtained with the
grade 7 sample and pr~vides further support for the interpretation of Factor I

N
Y]
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as an Integrative Motive factor. Unlike the grade 7 Ss, however, a strong

integrative motive among grade 8 Ss 1s also associated with high need achieve-

ment , low machiavellianism, and. high IQ, and achievement in French vocabulary '
M L]

(varisbles 7, 10, 23 and 26). (It will be recallea that in grade 7, the French
vocabulary test was only slightly associated with the integfative motive),
With grade 8 Ss, thereforg, it appe;rs as though integratively motivaled §§‘
are highly successful in French vocabulary, somewhat more intglligent, with

) a strong need to achieve, and a somewhat non-éanipulative orientation toward

people. - .

Five variables define Factor II, &nd the major component seems to

reflect an Ethnocentrism Dimension. $Ss who are highly ethnocentric, are
authoriéarian, machiavellian, and anomic, and somewhat low in intelligence.
Simila). ethnocentric factors have been obtained in other studie; (Garhner, 1960;'
Gaxdner and Lambert, 1972), and i; fact this configuration was also present in
Factor II for the grade 7 Ss in this stud& (though with opposite signs). 1In
that analysis, achievement in French was assoclated with a non-ethnocentric
ideology. In the present analysis, however, no association with French
achiévement is eviﬁg;:: It seems that by grade B-and the second year of French,

generalized attitudes are no longer assoclated with French achievement.

Factor III is best identified as a French Achievement factor since of

the five variables defining it, the three preduminant ones are measures of
French achievement (Variables 23-25). The two rem2ining variables contribating

to this factor suggest that French Achievement at grade 8 is associated with,

an integrative orientation (Variable 17) .nd an increased motivation to learn
French (Varisble 15). This factor compliments Factor I in this analysis in
thét it highlights a definite relationship between integrative motivational

elements and French achievement. Clearly, at’ the grade B level, French

'l

7
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achievement i3 more directly associated with specific motivational elements %‘
. %
than was the case at the grade 7 level.
Factor IV is cleafly an Anxiety dimension. The major loadings for

this factor are obtained by the two measures of anxiety (Variables 2 and 4).

The toral configuration suggests that highly anxious Ss tend to positively

evaluate English Canadians and French Canadians (Variables 18 and 19).

Grade 9 -~ ‘

Twenty-eight measures were obtained on the grade 9 students. The
correlatioﬂ-mat}ix of these varfables iq presented in Appendix C, oage C - 3.

This matrix was factor analyzed using the principal axis solution with the

.
1

highest absolute correlation for a Ga&iable serving as its communality estimate.

Ll -

Five factors were required to account for the correlations among ‘the 28
measuces obtained on the gréde.Q Ss. -These factors accounted for 91% of_tHe
total estimated communality. The varimax rotated‘matgix is presented in

Table 5. ' ' . . ’ r

Insert Table 5 About Here -

Thirteen variables define Factar I. Ten of these are the, by now, <
. familiar tefn measures which have beqn interpreted as reflecting the Integrative
gggigg_(Variables 1, 3, 6, 9, 11, 13, 14, 15, 16 and 21). The loadings of the

éhree remaining variables Suggest that an integrative motive is associated with
a low 1eveltof anxiety‘in the French Class (Variable 2), and with favorable
" evaluations of European French People (Variable 20) and the French Teacher
(Variahle 22). Again it will be noted that an integrative orientation ;hows

a tendency to be associated with this factor {(Variable 17), though the associa~

tion is not pronounced. Although, for grade 9 Ss, the Integrative Motive appears

N
4
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to be independent of the five measures of French achievement, it seems signi-

ficant that integratively motivated Ss are relaxed and confident in the French

-

class.,

“

Factor II is clearly a French Achievement dimension. Aprpreciable ,

loadings are received from both measures of French vocabulary (Variables 23
and 24), French Grammar, Comprehension and Pronunciation (Vapiaﬁles 25~27).
Other variables loading on this factor suggest that French Achievement is

Pl

associated with In;élligence (Variable 28), aad a non~ethnocentric ideology

(Variable 5). A similar pattern was suggested in‘the‘interpretation of Factor
.II for the grade 7 §?,,_In that case, achievement in French was associated
with a noﬁ"ethnocentric orientation bdt Fhis pattern was no;'evident with the
. grade 8 Ss. Rather, at the grade 8 level, achievement in Frenéh was associated
~ with more specific motivational elemtnts. .The questio; arises,-therefore, . '
as to whether these differences are the result of sampling fluctuations or
whether they reflect true changes in the dynamics of second~-language acquisition

with increasing skill and maturity. One point, noted earlier, was that the

grade 9 curriculum reflects a change in emphasis from that followed in grades

-

3

7 and 8, Grade 7 and 8 focus on the development of basic skills in speaking
and understanding oral French., Although the grade 9 curriculum includes these
skills, greater stress is placed on grammar, reading and writing, and as odch
represents the initial phase in the devélopment of new sﬁills. In this respect,
thg association between elemepts of %Tench achievement and & non—ethnocentric
orlentation, noted ngo ip grade 7, could reflect a true relationship between
the initial acquisition of such skills and an.accepting orientation. Patterns
\ih later grades could test the adequacy of this possible ipterpretation.
Factor III is defined by five variables. Four oﬁ these treflect positive
evaluations of English Canadians, French anadians, European French. and the
o . s
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French Teacher (Variables 18, 19, 20, 22), and thus it seems reasonable to

o L3

interpret thig in the same way as a comparabie'factor was interpreted for the

grade 7.8s, thus designating this as an Evaluative factor. In this casé, Ss
who positively eval&ate ethnic groups and peovle, tend to be somewhat author;
itarian (Variable 8). -

Factor IV, for the grade 9. Ss, corresponds to Factor II for the Srade

8 Ss. Seven variables define this factor, the major four being the measures

-

A ]
of ethnocentrism, authoritarianism, machiavellianism, and anomie (Variables

PR ™

5, 8,710, lg). _Consequently, it appears to describe an Ethnocentrism Dimension.
Negative loadings are obtained from the remaining three measurss, need

achievement, desire to leam French, and the Orientation Index (Variables 7,

’
-

. 16, 17) suggesting that Sg with an ethnocentric orierntation tend to be content
with léss than perfect performance, and to be disinterested in iearning French,

though they do profess an instrumental orientation in their approach to

language study.

-
o T
.4

Factor V cleagly reflects a& Anxiely dimension. Appreciable loadings
are obtained from only two variables. Frenéh Class Anxiety and General Class-
room Anxiety. No association with French achieveﬁent.is evident.

Grade 10

—

The correlation matrix of the 28 mea;ures obtained on the grade 10 )
students is presented in AppPendix ¢, page € - 4. This matrix was fa;tor analyzed
using a principal axis solution with the highest absolute correlation for a .
variable s;rving as its communality estimate. Five factors were required to
acco.nt for the correlations obtained wi;h the sample of grade 10 students.

These factors accounted for 867 of the estimated common vari.ace. The varimax

rotated matrix is presented in Table 6.

-
- 'Of)
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Insert Table & About Here .

. Factor I is defined by the loadings of 13 variables. Ten of these are
the same as those obtained on the first factor for each of the other grades,

and consequently this factor is best identified as the Integrative Motive

dimension, The three additional variables (Numbers 7, 17 and 22) are indicative

of high need achievemert, an integrative orientat;o; and favourable attitudes

toward.the French teacher respectively. For the first time, therefore, a clear

preference for an intrgrative orientation (V§riab1e 17) 1is associated.with the

various characteristics of the integrative motive indicating a possiblg develop~
* ment sequegce ir the tota} attitudinal configuration.

- Factor II receives appreciable loadings from nine measures and seems

best identified as a French Achievement dimensfion The highest loadings are

obtained from the five measures of French Acalevement (variables 23~27), while
~ ;
appreciable positive loadings are obtained from the measures of Intelligence,

Attitudes toward Learning French, Degire to Learn French and a substantial

negative loading is obtained from the measure of French Class Anxiety (Variables

-

28, 3, 16 and 2, resoectivelyj. This pattern suggests that French achievement

in grade 10 is associated with intelligence, favourable attitudes toward

N |
Learniflg French, a strong desire to learn French, and an absence of anxiety

in Fhe French Class. Thus, by the grade:10 level, more robust associations

. ﬁ :
between some of the attitudinal variables and French achievement are beginaing

LY

¢ to evidence themselves.

Factor IIT seems Best identified as an Ethnocentrism Dimension.

Appreciable positive loadings are received from five variables, the Ethnocentrism
scale, the F-scale, the machiavellianism scale, the anomie scale, and the

intensity of the instrumental orientation (Variables 5, 8, 10, 12. and 13). ¢

o

|

|
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At the game time, a negative loading is obtained from the Orientation index

(Varisble 17) indicating a preference for instrumental values in learming

Prench. Thus, for the grade 10 students an ethnocentric nylook seems clexrly
associated with an instrumental orientation toward 1angué;; study,

Factor IV obtains high loadings from four variables, evaluative reactions
toward Eoglish Canadians, French Canadians, and the European French, and

attitudes toward the European French. This factor is best identified in terms

of Evaluative Reactions toward Ethbic Groups, though just why Variable 1,

Attitudes Taward’French Canadiaﬁﬁ dves not contribute to this dimension 1s not

clear,

Factor V 1s defined by the loadings of four variables, French Class
Anxiety: General Classroom Anxiety, the Ethnocentrism Scale, and, the F-Scale.
The major component of this dimension is Anxiety, however, there is alsb an
acsoclation evident between anxiety and ethnocéﬁtric and authoritarian reactions.
Grade 11 |

A total of 27 measurec werc obtained from the g ade 11 students. The
measures are identical to those used for the grade 10 sample save for the fact
that no intelligence test scores yere availabie for the.grade 11 students. The
cofrelation matrix of these measures is prcseited in Appendix C, page C - 5.
This matrix was fgctor analyzed using the principal axis solution with the
highest correlation for a variable serving as its communality estimate.  Five
factors accounted for the correl-tions obtained among the 27 variables in the

grade 11 sample. These factors accounted for 91% of the total estimated

communality. The varimax rotated matrix is presented in Table 7.

Insert T-ble 7 About Here
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Factor I recelves aPpreciable loadinés from 12 vé}iableS, the ten defined

previgﬁsly as reflecting an Integrative Motive, plus the need achievement scale -

and the orientation index (Variables 7 and 17). As with the grade 10 sample, a
S,

clear integrative.orientation is assocliated with the integrative motiﬁp, and
again need achievement is also related. ) .

There is a slight suggestion that indices of French achievement are

L 3

related to the "ategrative Motive. Consistent positive loadings are obtained

from four measures of French achievement {see Varia*les 23-26).

Factor II is the by now familiar French Achievement dimension. The

“major loadings are received from VariaSLes 23-27 the measures of French achiéve-
ment, three additicdnal variables {Numbers 3, 15, 16) also contribute subsiantlally.
The pattern suggests that students who are relatively proficient in French, are
éhOSG who héve favourable attitudes towarq learning Franch, are‘ﬁgtivated to ‘
learn Freﬁch, and ekpressla strong desire to learn French. By the grade 11
level, theraefore, French achievement shows a clear assocliation with specific
motivational variables. " 5
Factor III is defined by the loadings of six variables. 85 who make
positive evéluaticns of English Canadians, French Canadians, and the European
French {Variables 18;\19. 20), also express favourable attitudes toward the
.Europe;n French, are high on need achievement znd low on machiavéllian{sm
(Variables 6, 7, and 10). Except for the last two variablés, this factor is
simil;r to one obtained_witb the grade 10 sample, the dimension of Evaluative

Reactions toward Ethnic Groups.

-

Factor IV seeps best identified as an Anxiety dimension. Students who
are anxlous in the French Class (Variable 2) are generally anxiouslin school .

(Variable 4}, and tend somewhat tc Ye dissatisfied with their role in society

(Variable 12). The inclusion of the anomie variable on an anxiety dimension \\
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at EPe gradehll level may be of some significance from a developmental point
of view. The anxiety component is, howesver, consistentfin all the grades.
Factor V i3 .defined by four variablesfi Students who express au ethno-
"'M‘ - -
centric 1deology tend also to be authoritarian, anomlc, and to make favourable

evaluations of the ?rench Teacher. sThis factorﬁseems best identifjed,’ there~

fore, as an Ethnocentrism Dimension and is consistent with factors obtained “

P

with each of the other grades.'

Summary of Factor Analytic ﬁesults

When attention is directed toward the factors obtained from all five

- -

analyses, clear.similarities and lJifferences emergz, and it seems evident that

there are defirite developmental changes. 1In ail‘fivehgrades, three of the

¥’

factovs are fairly consistent tnough elements of tht factors differ from grade

to grade. These three factors were identified as an Integrative Motive, Frenﬂh

Achievement, and Anxiety factor respectively. Oply Ehe first two are important

for an understanding - of the development of French achievkment over grades.

‘ As indicated throughout the preceeding desctiptions at each grade level,

-

the Integrative Hotive reorése;‘s a fairly homogeneous collection of attitudinal

variables. The consistent configuration obtained suggests that an integrative

LR

motive is charaeterized by a strong motive to learn the language (Variables

" »

13 ~ 16) of another 1anguage group towards which the individual has positive .

attitudes (Variables 1 and 6) and that such an interest, Perceived as supported

*r

by thel parents {(Variable 1l1) results in favourable attituuas rowar% the language
learning situation itself (Variables 3, 21), and a generalized interest in all
second languages £Variable 9), The definition is consistent with that proposed
in earlier stugies {Gardner, 1960; Gardner, and Lambert, 1955; 1972) and is
supoorted at all five grade levels investigated in the present studv, Although

there i3 not a strong association between the French achievement measures and

] : *
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. l - -
the factor identified ashékg integrative Motive factor at any grade ievel, a
definite pattern g¢an be notéﬂ. At the grade 7 level, the Franch achievement
. ] ] '
measﬁres show som2 assocfiation with the Integrative Eotivé, and this association

1

becomes even wore pronounced in grade §. In grade 9, however, there is virtually

no associatioﬁ betrween the Integrative Motiée factor an! the'indiées of French
;chievement. This pattern could be due to a number of reasons. The measures

of French achievément‘usgd;are different, the prograwn itself is diféerent, and

the stndents are more selected In that ar grade 9, French is truly an 9ptional
subject. The most‘parsimonious interp;etat;on would seewm to involve these

Latter two cénsiaerationsu It seems possible that at the grade 9 level, we are
dealing iji a different population of students who in fact are just bézinning

the acquisition <f ne% skills. The students at this lcvel are taking an optional
course which is graded as part of their curriculuﬁ, and m&reovér'fhey are beginning
the acqQuisition o :he-more formgl aspéctb gfimhe language. It'seeMS highlx

likely ‘that in the initial stdges of second 1anggége acquiéition, the integra~ i

tive motive m;ght not be a3 important a determinant of aczhavemeﬁt'as ;
cogni%iv; type of skills such as language aﬁti:ude‘or ?ntelligence.,’éai )
pretation is étrengtheﬂed by the vattérn of loadiﬁgs for the students if{}rades

10 and 1L. 1In these two gradest\ihe ind_ces of French acﬁieveﬁent show progress—

ively higher associations with the Iﬁtegrative Motive Ffac¥or.

Similar interpretation$ are suggested when attention.is directed to the

French Achievement factors obtdined at each Erade lavel., At the grade 7 level

the faccor of French Achdevement is highly associated with intelligence, favour~

able evaluations of t..e course and the teacher, and generalized non-ethnocer’ ric

attitudes. Although specific motivaticnal variables are related, their importance

is overchadowed by the more generalized accepting attitudes towiard cJtgroups.
b1

By grade B, however, intelligence and ron-etfinocentric attitudes are no lonjer
84
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eontributors to the French Achievement dimension and instead an integrati-e ?

oriedtation and a strong motivation to learn French are begineing to show their
{fportsnne. By grade 8, the- students-are still enrolled in what appears to be
. N
aﬁkon$u1ﬂqry though admittedly ungraded‘course, and have acq?irid two years v
experiznee in an oral“aurai ;rogram, thus it might be anticipated that motiva-

tional variables would play a greater role. At grade 9, the pattern reverses

itself again. Intelligence 1s the major contributor to the French Achievement

dimension, and the infiuenice of th? non~ethnocent-ic orientation is.again
evident. R?gailyjhowever, that in grade 9; new French skills are being intro-
dueéd, and the séudents are ;ow registered in an Bntional, but graded, course.
At ?rada 10, the pattern noted in grade 8 becoges onc¢e again apparent.

-

Intelligence plays less of a defining role on thé French Achiavement dimension,

whereas specific motivational o —ponents, attitudes toward learning Freach,

and a lack of a%xlety in the ’ -n slass become of greater significance. A |

very similar pattern -8 in gradé 11, though the specific motivational

compénents gain in importance, and the French class anxiety comDoneﬁE decreases. N
These results are based on five different grouos of gtudents differing

in age and gr-1e in school, and with their exposuré to French instructionr

"aey differ further, in that in the first two years, th: siudents are ekperiencing

ad aural-oral French program which though viewed as part of “their curriculhm

does not contribute to their gradsd school performance. In the latter three ’

years, howevs., the students are enrolled in au optional’ course; moreover it

is one that focuses on the more formal aspects ?f Frenqh. They learn to read,

they study gramm:r, and they wust acauire a larper vocabuiary. With ail of

this, what can the results tell us about the student moving through the French

prugram from Brades 7 to 117

Ve can, from these rv5uitn, constrict a comonosite oicture of such a
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student. Wheén he enters grade 7, it 1s reasonable to visualize the student when
he first encounters French. If he has favourable attitudes towards ?renchf
ﬁpeakiné peop%e, and a general non-ethnocentvic oqientaéion {(presumably as
Suégested by Ga}dner, Taylor and Feenstra (1970) such attitudes would have
developed in his early hom~ life), he éill'get greater eﬂ;oyment out of the class
than 1f he has opposite attitudes (also developed in the ﬁome). . 1f these are
coupled with intelligence he will likely do well in *he course, but in eitheé\
event he will prot ably progress to grade 8. In grade 8, such a student will
probably do better in French than his countervart with unfavourable attitudes
(regardless of intellectual differences), and it is meaningful to speculate
that he will find the course rewarding; even to the point, rhet be may plan to
take it as an option in grade 9, It 1is reasonable also *2 spoculate that his -
counterpart with more negative attitudes may look longingly to érade 9 where
he will not "have™ to take French. Even his Eounterpart, however, may find
himseif taking French in grade 9 because of pressures from his family, his j
peers, or maybe even his own desire to succeed in the course. When both students
are in grade 9, howaver, it is probable that they will find that more is

expected of them than in previous years. More demands‘::ziymde of them, and

they must have the intellectual 2T verbal skills necessary to succzed. Our
fictitious student witg the faviurable attitudes, however, will work hard and
begin to develop the skills. His counterpart, may succeed if he has' the requisite
verbal skilis, but hie may find it’ less rewarding. Without the necessary verBal
skills, he might well plan on'dropuing out in grade 10. 1In grade 10 and 11

our fictional student will not only find the class rewarding, bug he will also

find that he is beginning to develop some proficiency in Frenth, and moreover

that he 1s acquiring at least parts of the cultural characteristics of the French.

e is,.in all probability on the way to bzcoming bilingual. And wha* of his

’
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counterpart? He may hagg dropped out. On the other hand, he may have stuyed
In the program and passed each year, It is probable, however, that he found
t;e course difficult; and somewhat unrewarding. He may have developed some
proficiency in French. He may also be one of those who when he finishes high
school ﬁéy reﬁor; that he took six or seven years of Erench but never learned
to spezk it.

Obviously, -the above is an oversimplified description of a highly
complex sitwvation. It does not take into account a multitude of infléences
that can operate on the scudent. - It does, however, reflect the factor analytic
results. What it does not do completely is take into account the various

changes in attitudes which can occur among students of Trench from grade 7 to

11. That is the concern of the next section.

DEVELOPMENTAL CHANGES IN ATTITUDE, MGTIVATION AND FRENCH ACHIEVEMENT

As students progress through a program of second-language instruction.
it is obvious that they undergo many changes. Ideally, the best way in which
to monttor these develcprental changes is to study the same group of children
as they proceéd tafough thei: course of studies. An obvious disadvantage of
such an approach, however, .s the time required to conduct this type of study,
If, as in the present situation, attention were to be directed to changes over
a five year pericd, the tempor:l delay wo ld indeed be great and the loss in
subjects due tc movement from school to school and the like wuﬁld be consider-
able. The alternative is to use a cross-sectional approacit in whirk students
at the different Stages in any given year are compared. This aoproach too,
has many disadvanggges. The students way differ in terms of their home environ-

. ment, their preyious surricular ewperiences in French, and the very make-up cf

*
the ciassrocms ir whicli they are presert. Furthermore, in the system under

&7

__i
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investigation the very population% sampled are potentially quite different.
Although students in grade ? are virtually required to take French, the course
becomes more or lesz optional thereafter. Studgnts in grade 8 are generally
not aware of the ¢ostional nsture of the French program for them, So at that
level there is some selection though it is not pronounced. In grades 9 anl
following, however, the students are enrclled in secondary schools where Frenph,
like any other subject is truly optional and the proportion of students dropping
French is considerable\k\fny comparisons, therefore, of average scores of
students in the upper grades, 9 - 11, with those in the lower grades, 7 and 8,
must contend with these differential drop-out characteristics, and it wouid

be unwise ro consider such results as reileciting truc changes in the average

student as he progresses through the program. What they do reflect, however,

is the general™pake-up of the classes at each grade level. As such they\can
provide the researcher and the French language teacher with some insighte about
what to expect of studen%s at each grade level.

With the

precautions in mind, the results of the grade comparisons

are now presented. Table 8 supmarizes the results of analyses of variance

~

Insert Table 8 About Here

coéparing the fiv?’grades on each of the major/xfriables. As was the case with
the factor analytic result;, the sco;es on the attitude/motivafion'measures
wers derived from the final scales. Table 8 przsents the F-ratio for each
measure as well as the means for each grade. An F-ratio which is not signifi-
cant indicates that the means for the five grades do not differ appreciably

! among themselves. A significant F-ratio, on the other hand, suggests that

there is greater variability in the mean$ across the five grade levels than

Q ) égé;
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can reasonably be attributed to chance. Or, in other words, at least sor: of

the grades are probably different from at least some of the other grades. -
It will be noted in Table B that of the 28 analyseb.of variance conducted,

the P-ratios for 19 of them are significant. Investigation of the pagtefns of

the means reveals soue interesting trends. In order to present the results in

a maqnér which clarifies the general patterns, the means of those variables far’

which significant.results were obtained are plotted. Figure 1 presents the

ﬁeans for @ach_?f the five gr;des for the variable, Attitudes Toward Learning

" French., It .ds clear from this figure that whereas students in grade 7 were

¢+ Insert Figurcs Abour Here

-

i
quite positive toward learning French, the attitudes of students in grades 8,

9, and 10 are clearly less favourable, and it isn't until grade:#j.where this
initial enthusiasm is restored. This type of a U shaped relationship with
grade level seems to characterize two other var%ables, Desire to Learn French

-

(Figure 2) and Evaluative reactions toward the French ?ﬁacher (Eigure 3). The
[]

implication of each of these results 1s a heightened enthusiasm initially when
students begin French, a gradual dampening of this ardour as students struggle.
to actduire basic skills, #nd then a re-awakening of the romance when poséibly
the students begin to acquire s.me proficiency in the language.

s \Different prtterns are obtained with other variables. For some, Scores
are 5nitiall} higﬂ at grade 7 and, allowing for some variation, scores generally
tend to decrease Ehereafter. Such a pattern seams to best descrf%e.the measures

of Ethnocentrism (Figure 4), Authoritarianism (Figure 5), and evaluative

reactions to both English Canadians (Figure 6) and the English cource (Figure
. Fad

7). These patterns suggest simply that with increasing grade, ‘students tend

1
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to %e less ethnocentric, less authoritarian, and to display less positive
attitudes towards both English Canadians and their English course. Anéthgr
type of pattern is suggested by the two measures, Need ach@gvement (Figure 8)
and Interest in Foreign Languages (Figure 9). Each of these variables show
a gradual increase from grades 7 té 11 (with a quizzical dip at grade 10);
indicating that with age, students become more oriented toward achisving high
levels of mastery in everything they do and {and this could reflect the
selection process) experience a greater interest in learning foreign languages.

Another pattern which emerges appears to be due largely to differences
between the students in grade 11 from those in the other grades. For the
indicrs of Motivational Intensity (Figure 10) and Degres of Integrativeness
(Figure 11), there are not any pronounced differences among the studggts in
grades 7 to 10, while the grade 11 students are considerably differeﬁé in that
they displaf a much more intense motivation to learn Frenéh, and a -greater
interest in learning French'in order to communicate and intar. % with French
speaking people. The same phenomenon, thcugh reversed, characterizes the
measure of Machiavellianism (Figure 12). Grade 11 students appear to be much
less manipulative in their approach to others thaﬁ students in the other grades
who Jo not differ appreciably epmong themselves. l

It is difficult to discern much of a meaningful developmental patterm
in the measures of Attitudes toward the European Frenéh (Figure 13) or
Evaluations of the French Course (Figure 14). in the former case, the attitudes
of the grade 7 students are relatively unfavourable to European Fr;nch people,
while those of grade & students aré quite favourable. This positive affect
decreases at grade 9 and again at grade 10, anq then presents a rapid upsurge
again at grade 11. In the latter case grade 7 students evidence reaSBnably

fdvourable re~ctions to the French Course, which drop slightly at grade 8,

30
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rise slightly at grade 9, plummet at grade 10 and rise {quite dramatically)
at grade 11. The end reéult of this zig-zag Qattern are attitudes at grade
11 which are remarkably s‘milar to those at grade 7.

In attempting to summarize all of the various attitudinal changes, and
to integrate them, a meaningful picture tends to emerge. One gets th; impres-
eiﬁn of grade 7 students somewhat myopically attuned to their own culture in ~
that they tend ko be ethnocentric, authoritarian, machiavellian and overly
enthusiastic'in théir praise of their own group, and é}itical of the Eurogean
French. At the same time, they apbear to be interested in and desirous of -
learning French, impressed with theitr F;ench teacher and to some extent the
Freﬁhp course, though they ére not ﬁarticularly motivated to learn French nor
are they ;veriy achievement oriented. As students progress in the “French
program, their interest in Frepuh appears for a while to wane. it is as though

during the middle years they find that learning French is not all fun and games

and that there is considerable tedium involved in acquiring basic skills which

do not cone easily. One might imagine that their dreams in grade 7 of bécoming

bilingual are pot coming true and the reinforcements which they experienced for
quickly learning simple sentences are not forthcoming when they find they can-
not now commumicate with ease, During this period, however, they are experiencing

an awakening interest in other ciltures and a é;;reasing overglorification of

. their own culture. It seems that only with the maturity of the grade 11 student

and quite likely thé developing competence in the French lﬁnguage, that a
rational appreciation of thelr French skills is awzkened with the resulting
drive to improve their knowledge of French. It is possibly only at :his point
that we might speak meaningfully of the developing bilingual--a student with
some level of French proficiency, true interest in acduiring the language, and

one who has undergong a number of attitudinal chauges in the process.

ERIC -
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1t i8 often stated facetiously that students don't learn aﬂ§ French in
their French classes. Whether facetious, or not such remarks are sometiwmes
taken as statements of fact much to the chagrin and discouragement of those
dedicated to teaching French. The results of the analyses of variance presented
iﬂ Table 8 yfor the indices of French achievement indicate that such comments are
indeeé erroheoas. One test, French Vocébuiary Test was presented to studen*s
in all five grades and the means are presented in Fij re 15, It is clear that
there is a clear growth pattern evident across all grades. Although,-the grade
8 students do not evidence ;n.appreciable growth, this 1s to be expected in the
current curriculum where emphasis is placed on oral-aural skills,'and.translation
" of %rench;English equivalents is de-emphasized. ‘The growth following grade 8
is, however, impressive.

. lhe CATF was administered to students in grades 9, 10, and 11, so that
their performance on the subtésts of this battery could be compared. The results
are presented in graphical form for each of the subtests, Vocabulary"(Figure 16),
Gtammar (Figure 17), Comprehension (Pigure 18) and Pronunciation (Figure 19).
Examination of these f;gures, agiain shows a stecady development of French skills
across these three grades. For the measure of grﬁmmatical kndﬁledge (Figure 17),
the grogth is quite linear, while for the other three French skills assessed,
the improvement i8 much more pronounced from grade 10 to 11, than from érade 9
to 10. 1% seems obvious that this pattern reflects characteristics of the
various curricula, nonetheless it is clear that knowledge of French does improve

across the three grades, To be sure such growth is to be =xvected, but the

results do attest to the fact that the students are'deVelop@ng competence in
i
French as a result of their training. \\

I
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TABLE 1

NUMBER OF ITEMS IN ORIGINAL AND FINAL SCALES

‘ ) N
PR No. of No. of -
.ot ’ 9'%5_;?_.;1 nfﬁﬁsﬁ;
1. Acttitudes toward French Canadians 30 10
2. French class anxiety : 11 5
3. Attitudes toward learning French 14 10
5. ‘Géneral classroom anxiety 10 ) 5
. 3. Ethnocentrism scale 15 10
6. Attitudes toward European French people 30 10 .
7. Need achievement 14 10 '
8. Authoritarianism scale T ’ 12 10
9. Interest in foreign languages . 11 10
10. Machiavellianism i X 15 10
11. Parental encouragement . 12 10
12. Anomie : 10 10
13. Instrumental Orientation 8 4
14, Integrative Orientation ’ 8 b
15. Motivational Intensity 19 . 10
16. Desire 18 10
3
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. TABLE 2

v 1. Attitudes toward French Canadidns
\ 2. French class anxiety
Attitudes toward learning French
v 4 “General classroom anxiety
+5. Ethnocentrism scale
6. Attitudes toward European French people
v 7. Need achievement
8. Authoritarianism scale .
9. Interest m foreign languages
.10, Machiavelfianism -
1]. Parental encouragement
- 12, Anomie
13. Instrumental Orientation
14. Integrative Orientation
15. ‘ Motivational 'stensity
16. Desice.

3 - 44

o 94
L1

: © CO-EFFICIENTS OF RELIABILITY AT EACH GRADE LEVEL

89
77

{_‘.96 ’

", 80
L0
935

CL8

.74
.92
. 62
.91
.65

.8

.84
.86
.89

.88

.78
.93 "

.19
.59
.88
.67
.68~
.89
.13
89
4l
.8
.86
76
.85

GRADE 7- GRADES GRADE9 GRADE10 GRADE.1I

.85
.23
.82
.49
)
.93
.60
E]
.93
.51
.93
.54
.84
.89
. 88
.88

- .86
83
.95
.82
.62
87
77
.76
.89
67
.91
.52
.80
.19
.79
77

:90
.78
.94
.78
.40
.86
.78
.74
.92
77
.:9'2.
51
81
.86
79

.86
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13.
14.
15.
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TABLE 3

ROTATED FACTOR MATRIX - GRADE 7

"

Attitudes toward French Canadians .

g\_}xench Class Anxiety

"Attitudes toward Learning French

General Classytoom Anxiety
E-gcale

~

Attitudes toward European French

Need Achievement
F-spale '

Interest in Foreign Languages

Machiavellianism

Pare Encouragement
Anomie : .
Instrumental Orientation
Integrative Orientation
Motivational Intensity
Desira to Learn French
Orientation Index , .
English Canadians’ (eval,)
French Canadians (eval.)
European French (eval.)
French Course (eval.)
French Teacher (eval,)
French Vocabulary

French Aural Comprehension
French'Aural Comprehension

I. Q.

(1)
(11

‘.
e

LAY
#

.81

17

.38*

.72 .
.76
.29
.40
.32
.24
.70
.50

.28

.21
07
.16

.73

v

.16
-.13
.28
.17
~.55
=.05
.13

. -.30

.13
-.34
.23
‘=.46
.07
.11
.29
1.31
.08
.08
-.02
.01
.40
.48
44
.76
~ .73
.67

-t

Jwo

.06
.76
-.17
.71

§ e~

.25
G2
.21
.01
r.15




L - bl \] -
— T L o y——— ....._.........-...odn‘_ﬁ.u......‘ PO e
-

3 - 46
TABLE 4
- . ROTATED FACTOR MATRIX - GRADE 8 ' 3
S ' 1Yz T2 4
. 1. Attitudes toward French Canadians L 81 -,13 .18 08
s 2. Prench Class Anxiety T au24 .18 -.16 .57 )
3: Attitudes toward Learning Frepch <80 , .02 26 ~.22
! 4, General Classrodm Anxiety ' 038 - .22 .10 « 59 ]
5. E-scale - -.23 .68  -.06 . ..08
6, Attitudes toward Eurdpean French . .18 +-=,22 03 .17
7. ,Need Achievement .52 =26 . 04 <04 o
8. F-gcale . - .21 .32 -.06 .05 ‘
, 9. Interest in Forei,gn Languag-ss .90 -.08 08-, =-.02 “
10, Machiavellianism . o=.32 .54 0 =310 L09 R
11, Parental Encouragement I V -.06 06 | ~:08 . :
12. Anomie . : .10 57 =017 . .13 £
' 13. Instrumental Orientation ) .79 .15 A3 7T <,05, .
14. Integrative Orientaticn . ) .87 -.09 16 . L.
15. * Motivational Intensity .75 04 0 30, =22 . .
16. Desire to Learn French . : .77 ~.01 W27.7 0 =17 .
17. ’ Orientation Index : A .28 -.11 .32 -8,
18. English Canadians (eval,) © ot 87 =13 01 <. oo
. 19.  French Canadians (eval.) . .69 .05 02. .35 o7
" . 20. Eurcpean French {eval.). .20 -.19 .13 .25, .
21. French Course (eval.) -, . B4 =02 + .24 210
22. French Teacher (eval.) , - .60 ~.27 157 .13 .
23, French Vocabulary, : 46 T =12 .32 .20 . .
. 24, French Aural Comprehension (I) . 17 =.10 .83 11 .
25. French Aural COmprehension (1I) .11 ~110 .86 .00 ‘
+ 26, I Q. ‘ . .33 ~.41 20 - .24 '
. X .
e S ~
97 | : '
’ /




4 3 <47,
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TAELE 5
< .
ROTATED FACTUR MATRIX - GRADE-9 R
T - e
. &
C R L O
1. French Cinadian Attitudes 257 23 . 200 -.02 A2
2. PFrench Class Anxiety -.33 ~.27 ~.03 .10 .71,
3. Attitudes.toward Learning ! ~ .-

’ French .. _, .83 .10 A3 -2 -1l T
. 4. General Classroon Anxlety -.04 -16 -.18 A1 70
5. E~scale N -.06 -.31 .16- .59 ~.10

6. Attitudes toward European _ T, '
French y _ .58 .19 .28 .07 .16
7. Need Achievement - 22 =02 .16 -.35 -.09
‘<8, F-scale ., . .04 -.24 .41 .56 ~-.03
9. . Interest in Foreign Languages , .76 ~* .08 .13 -.15 ~.20
10. Machiavellianism -.18 .04 -.21 .61 . .04
. 11. Parental Encouragement .70 .01 -.18 A1 -.06
12. Anomie P ) .12 -.11 -.04 .66 .13
13. Instrumental Orientation » L. 02 -l10 200 =20
. 14, Integrative Orientation ; J6 5 .23 ~.04 -.08 -.17
15. Motivational Intensity .69 -.03 .27 ~-.26 .03
16. Desire to Learn-French .79 Jof 11 - -030 .12
17, Orfentation Index 29 - .20 . =13 -.43 .22
. 8. English .Canadfans (eval.) T =07 .05 ".83 ~.07 ~13
19. French Canadians {(eval.) A7 -.00 .84 .04 -.03
20, European French (eval.) .34 A9 - .70 02 =.07
21. My French Course {(eval.) .72 =09 * .3 =.18 ° =-.22
22. My French Teacher (eval,) .31 -.17 .38. -.28 -.05
23. French Vocabulary A4 69 ~.03 -14 - .02
24. 1.Q. . ‘ 15 .64 -.15 -.09, -.23
25, CATF Vocabulary-, .06 .65 .02 -.13 -.09
© 26, CATF Grammar ) .03 .66- -.02 -.03 " -.04
 27. CATF Comprehensionm - ° .00 .58 .15 .01 .06
28. CATF Pronunciation " .08 .53 .08 -.08 -.23"
J -
¥
’ ! r
98

LR

e
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5.
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7.
8.
9.
10.
11.
12.
13.
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1s.
16,
.17,

“18.
19,
20.
21.
22.
23;
" 24.
25.
26.
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TARLE 6

! ROTATED FACTOR MATRIX

- GRADE 10

French Canadian Attitudés
French Class Anxiety
Attitudes toward Learning
French )

General Classroom Anxiety
E-stale

_Att .tudes toward Furopean
.- French ~
Negd Achievement

F-scale

Interest in Foreign Languages

Machiavellicnism
Parenhtal Encburegenent
Anomie -

JInstrumental Qrientation
Integrative Orientation

Motivational Intensity -

JDesire to Learn French
_Orlentation Index
English Canadians (eval.)

French Canadians {(eval.)
European French (eval.)
My French Course (eval.)
My French Teacher (eval, )
French Vocabulary

I. Q.

. CATF Vocabulary

CATF Grammar
CATF Comptehension

CATF Pronunc iation )

L

. 052
-.09

‘.78
.03

_-:.01 .

. .57
44
.12
.80

-.10
43
a1
6
.64
.74
.77
43

L ‘007

.21
.23
r .66
47
.12

04

.18
.23
Al
08

i 3 & s
200 =14 07" .02
41 =05 .07 .68
ra
.38 -.03 =05 - -.08
21 1,07 -.09 .63
.09 .62 .09 53
.15 08 .30 -1
Ad77 =21 -:08 .26
.06 42 16 45
07 .05 A2 0 07
.03 .56 7 =02 . .12
207 17 ~.04 =06
.15 .58  -.06 .06
03 44 02 =27
04 5 17 =03 . -.24
.27 -.05 .02 12
34 . -.04 00 -.02
01 -.32 02 .22
07 .05 .83 .00
07  -.05 .64 .05
.22 4. .01 .83 01 ,
Jd2 . .02 13 .05
18 -.06 A7 .21
.76 . .08 =01 -.18
40 . .01 -.16 -.25
75 =16 _-.08  -.10 .
79 -.08 . =02 01 -
I -.03 =02 =04
.51 .12 00 -.08
99
‘? 3




TABLE 7

-~ \ -~ p
* ROTATED FACTOR MATRIX - GRADE 11
> " -
N £ 3
1. French Canadian Attitudes .56 :20 220 .19
2. French Class Anxiety -,06 -.14 08 - .78
3. Attitudes toward Learning ° ' - '
French +.82 .33 -.02 « -.15
4. General Claasroom Anxiety A4 .12 16 77
5, E-scale =.21 -.16 -.13 07
6. Attitudes toward European
Frénch 54 =02 49 .18
7. Need Achievement Y .19 31 - =025
8. F-scale ‘ ~ .09 -.10 .16 .08
9, , Interest in Foreign Languages 77 .24 .26 | =037
. \Machiavellianism £17 =21 =30
- Parental Encoyragement 4 -39 -.01  -.05 11
Anomie L -.23 . -.01 ~.19 29
Instrumental Orientation V79 =077 .02 .03
Integrative Orientation .80 .10 L1700 .11
Motivational Intensity .67 .37 .09 ~,18
Resiré to Learn French .~ .80 .34, 13 =.05
Orientation Index 44 .11 .03 -.12
English Canadians {eval.) 3 A -.19 .76 .05
French Canadians (eval.) "ol .00 .83 .06
European French (eval:) -.0c .03 . .87 M3
My French Course {(eval.) .73 .15 A1 =-.21
My French Teacher (eval.) .19 A9 . .29 -.18
French Vocabulary . .. +25 .84 . -.05 -.03
CATF Vocabulary .21 .82 ¢ -,03 .03
CATF Grammar .23 .83.. -.09. <+.03
CATF Comprehension 17 .67 .10 .03
CATF Pronunciation ' -.02° .64 -.00 -.08 .-
-
o - {
, d60

.25 '

-

jwn

~-.26

.06 ’

.09

07,

1

-.19
-.03
.60
.06
Y

) “.28 )

43
.02
-.20

.10
-.20
15
09

.08
.15
.41
1,01

-,01

-.10
-.07

_00?
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) ) " TABLE 8 )
! ’ SIMMARY OF ANALYSES OF VARIANCE OF THE MAJOR VARIABLES
: ‘ & . N "~ . .
Variable F-Ratio 'Means -
, A A S A
. 1, Attitudes toward French Canadians .83 £9.45 49.73 49.11 48.20 51.97
2. French Class Anxiety 2.3 1821 7 15.957 17.50 " 18.35 16,84
s _attitudes toward learning French U, 4% 49.06 45.76  45.45 43.09  49.09
’ 4, Qenerall Claséroom Anxiety 1.71 17.74 16.10 - 1?.&1‘ 18.15 18.25
. 5. EeScale / .. 7.45%% - 31,18 30.77 29.04 - 27.37  25.53
’ . +Attitudes toward European Freach 5.23%k%  40.45 *+43.57 43.15° 41.29 45.56
. 7. Need Achievement ' b.ayex  43.22 4350 47.% 45.1 48.84
* 8. “F-Scale . ' Plgotx  41.81 -44.60 42.93 38.76  38.60
9. Interest in'Foreign Languages 7.02%% 45.74 47.88 '50.46 "48.67 54.68
10. Machiavellianism  ° ; s.s0k%  31.94 32.53 32.00 33.91 28.47
11. Parental Encouragement 1.21 &1.2.8 41.57 42.08 38.€1 ,42..?0
" 12 Anamte : S 1.8 18.86 18.76 19.23 18.59 17.77
;.13 Instrumental Orientation 7 - 17.28 17.60 17.66 16.75 17.93
14, Integrative Orientation " 2.50%  17.94 18.09 18.14 16.99 L19.42°
15, Motivational Intensity . 5 53 20.50 -20.53 21.53 20.54 21.88
16. Desire to lgam French 3.86%  21.58 21.02 21.28 ' 20.63  22.98
17. English Canadisns (evaluative) 5. g7%%  43.94 42.17 42,23 40.25 40.28
. 18. French Canadians (evaluative) 1.92 38,57 .83 41.49 38,47 39.53 7
19.' European French {eyaluative) A.OZ ”3?.82- ~9.24 40.29 39.08 39.46
20. French Course (evaluati’@:) '4.39**' 40.01 37.95 ¢40.76 3'&.23 39.21
- 21, French Teacher (evaluative) 7.23%% 42,32 40.85 41.34  36.51 45.45'
22. English Course (evaluative) 7.15%% 46.02 42.22 46.06 ,40.14 41.42
23.  French Vocdabulary 44.36%% * 13.22 14,17 -21.10% 28266 37.99
.. 24, CATF Vokabulary 241.58%* 10.59 14.10  23.99
‘ 25. CATF Grammar 124.97x% 13.14 19.36 26.81
2, CATF Comprehension 82.73%* 4.03 4.50  7.33°
27. CATF Pronunciation 15.07%* 6.19 6.80 9.65 .
28. I. Q. 162  64.30 63.03 65.42 65.84 '
s ,. , .
1’ ' . '
* p 05 101
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CHAPTER 4

L)

APTITUDE, ATTITUDES, MOTIVATION AND ACHIEVEMENT:

THE VALIDATION STUDY

Introduction

The major purpose of the extended pilot ;tudy described in Chapter 3 was
the systematis and rigorous development of a battery ff attitu&e/motivational
¢  tests with acceptable lev;is of interﬁal consistency. ‘The data presented in that.
chapter suggest that this primary aim was ékhieved, however, it may be reFalled
that all of tﬂé attitude/motivational indices finally arrived at were based on

- F - -

¢
selected items from the larger initial pool. The question remained, therefore,

' és to whether the final, foreshortened versions of Fhese various measures would
yield similarly‘ﬁigh reliabilities. The presént chapter addresses its=1f to
this important question and represents an attempt to replicate and validate all
of the majpr.findings of Chapter 3 using larger samples of students at each grade
level. Thus, as well as re;exdhinipg the reliability characteristics of the
final attitude/motivational measures, the present chapter also investijates the

L ) ’
factor structure at each grade level among all the measures used in the preliminary

study and a number of additional variables. Thége new variables included measures
of language aptitude.and a series of self~ and teacher-ratings of French language
skills as well as Ss' intentions of continuing or dropping French studies the
following year. Finally, 1ike Chapter 3, the present investigation attempts to
chart &Evelopmentalrchanges in attitude and motivation, language achievement, anq
aptitude dcroqg the five grade levels. These three.objeétives were approached ih
basically the Same way as was the case in Chapter 3 and save for the test develop~
mental phase, thé organization, analyses, and presentation of results follows the
same form. . . ,
Considerably larger sample sizes were employed at each grade level in

; b
this phase thus permitting a type of analysis not included in Chapter 3.
N

' | 107
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This new phase of analysis involved the development of a geries of p;gdié;ors of
Jérious aspects of French language achievement. To this end, aptitude and\aétiﬂ
tude/motivational measures were entered into multiple .stepwise regression
equationg with the different French.achievement,scores @eing used as criééf%on

measures. This aspect repreéented an initial step to determine. whether it is

-

feasible to develop a composite score involving some combination of the aptitude,

attitude, and mot;vétional measures which"would more accurately predict subsequent .

levels of French skills than would any of the measures taken separately.

All of the four objectives of the validation‘StUdY, a check on the reli-
abllities ¢f the aétitude/motivational tests, the investigation of the factor

L3

gnalytic structures at each grade level, an examination of developmental changea' *

1

across grade 13vel§: and the developméné of prediction equations for French
language skills will be dealt with in the present chapter. The nature of Ehe
subjectg sampled, the tests used and the general procedure fol}owgd in the
;alidatioq study are described‘in some detalil in the following section. Results
and findings related to each of .the faﬁr ﬁrimary objectives will be treated in
the Results and Discussio; section which will also include a brief but complete

F - b

description of an ancillary study undertaken to exémine the test-retest reli-

abilities of a selected set of the atFituda/motivationai scales. .
- )
* i Method .
. . .
Subjects >

The subjects (§§)Ifor the second phase of the invesfigation, as in the
init14]l phase were students taking French as a second language in grades 7 to 1l
in the London Public School §ystem.~ The c~udents in grades 9, 10 and 11 were
from 3 secondary schools located in three different suburban areas. These schools

draw from a wide cross—section of sociy-economic classes from both suburban and

rural areas. The students in grades 7 and 8 were from 4 elementary schools chosen .

'
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+ Because of théir proximity to the secondary s.,hools. These blemenﬁary schools
bl ; (
serve as feeder schools to the secondary schools.

i

The entire sample was comprised of 314 students in grade 7, 265 in grade .

8, 329 in grade 9, 338 in grade 10, and 275 in grade 11.

-

Materials i T N B
;, The materials for this phase of the study consisted of a language . -, \\\
\

_aptitude. test, a number of paper and pencil measures of atgitudinak and motiva-
tional characteristics; semantic differential rating scales of various concepts

such as schobl céursés, and teachérs; self-ratings and teacher—ratingﬁ of French

-

language skilis; general information about language background, intention to
continue French study, and’French‘ﬁchievement. Again, as in the initial study,

the 'indices of Frenhch achievement used for the different.érades had to be varied
¥ - ' . . :
somewhat, Thesé differences are indicated.below. All the other measures,

-~

howeVer, were common co the five grades. Following is a list of variables
agsessed in this investigation. Only those variables new to this phase of the
study are described in detail. For a more complete descriptiom,of .the variables

used both in this study and the initial investigation, see Chapter 3.

[ ¥

1. Sex. Males coded 1, females codéd 2.

N

2. Qggé:ggg. As part of the testing ses;ion in April 1973 Ss were asked 'Do
you plan to study French next year". They were asked to answer either "Yes',
. "No" or "Undecided" on the.face sheet of the battery for that session.
Responses were coded Yes=1, No=2. Undecided was considered as a missing
observation. This variable actually reflects a behavioral intention rather
than behavior itself but is simply referred to as Drop-out throughout this

chapter. Drop-out behaviour, per se, is the topic of Chapter 3. .

[

The following five measures are subtests of the Modern Lahguage Aptitude

b

Test, Form A (MLAT) (Carroll and Sapon, 1959). The MLAT is a standardiééd paper

-
and pencil test requiring.on¢ hour to administer and is designed to measure those

~ ,_ Ing —

IText Provided by ERIC ki




.

linguis¥ic ebility factors which are predictive of second language achievement

ut which are also relatively independent of general indices of intelligence,
- R . \ -’ hd

/
This test (15 items) measures both a memory component

.
-

The subtests are:

MLAT Number Learning.
- and a general auditory alterness factonr,

MLAT Phonetic Script. . This tegt (30 items) provides a measure of both memory

for speech sounds and the abiliCy to learp correspondences’ between speech

sounds and orthographic symbols.

-

'MLAT Speliing Clues. Scores on this test (50 items) are dependent upon a
studént's knowledge of English vocabulary as well as the “sound-symbol

F]

association ability" noted in the previous subtest,

MLAT Words in Sentences. This test (45 items) is intended_to measute a

students’ seasitivity to grammatical structure.

7. MLAT Paired Associates. This test (24 items) 1s a measure of the students'

ability to learn to “form assoclations between pairs of items so that, upon

a later presentation of one member of rhe pair, he can reliably reproduce

the second pair member.

\ o \
The following 15 attitudinal and motivational variables contaid?only the

.

"potential™ or refined items from tﬁf}g;iginal investigation. Descriptions of

.
- -

these scales are found in Chapter 3 "and the items themselves are included 1n'

.

Appendix A and indicated with an asterisk.

*

Attitudes toward French Canadians. This scale contains 10 items (see Appendix
A, page A - 3). { . ) .

.

9. Authoritarianism (F-Scate). This variable consists of 10 items (see Appendix

8.

A, page A - 12). _ . .

.-10, Machiavellianism. This variable consists of 10 items (see Appendix A, page
A = 14). .

Need Achievement.. This vériable consists of 10 items, 4 positively worded

f

-

11,

and 4 negatively worded (see Appendix A, page A - 11),

.

b

L3
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12:
13.
14.
" 15,
16.
. 17,

18.

19. Anomie. This varlable consists of 10 items (see Appendix A, page A - 16).

20,

21.

22,

4-5

b

Ethnocentrism {E-Scale). This scale co tains 10 items (see Appendix A,
Page & - 8). )

-

l
Interest in Foreign Languages. This scale consists of 190 igems (see Appendix

4, page A - 13). 5

Parental Encouragement. This variable contains 10 items (see Appendix 4,

page A - 15), ) . .

+

Attitudes toward Learning French. This variable consists of 10 items, 5

positively worded and 5 negatively worded (qee Appendix A, pqge.A - G)f

French Classroom Anxiety. ?hissscale contains 5 items {(see Appendix A,

page A = 5);, L )

-

Gemeral Classroom Anxiety. This scale consists of 5 items (see Anpendix

&, page A - 7). i *

Attitudes toward European Ffench People, This variable contains 10 items

(see Appendix A, page A - 9).

'

Motivational Intensity. This test consists of 10 multiple choice items
(see Appendix A, page & - 20). '

Desiyre to Learm French. This test contains 10 multiple choife items (see

T

Appendix A, page A - 23).

Orientation Index. This measure is identical-to that used in the initial
investigation {see Appendix A, page A -"26), '

Variables 23 - 27 are measures derived from semantic differential (0sgood,

=

et al, 1958) ratin®s of five concepts, English Canadians, French Canadians, My

French Teacher, My English Course and My French Course. .

In the 1ist of variables to follow the emphasis as in the previous

investigation, is on evaluative reactions. A high score on these variables

* indicates a positive attitude toward the concept.

2:‘.

4

English Canadians {evaluation). Ss rated the concept English Canadians on

30 semantic differential scales (see Appendix A, page A = 30). Thirteen

111
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24,

25.

26.

27,

‘ /,, "‘ ' ’ ‘ c " . .

of these scales were cfﬁgsified as evaluative based on the norms presented
by kirby and Gardner (19?2) Using the criteria described in the previous -
chapter the thirteen scales, considerateulncoﬁsiderate dependable~
undepenﬂcble, sincerewinsincere, reliable—unrellable honest-dishonest,
pleasant—unpleagant trus;;gfthy—untrustworthy, good—bad, polite~impolite,
cheerful—cheerless, frien y-unfiendly, loyal-disloyal, and kind-ctuel, *
were ‘adjudged evaluative: The evaluation of English Canadians was derived

by sumging the ratings on these scales. ' o A

French Canadians {evaluation). Sé}rated the concept French Canadians on

the same 30 scales'(but in a differéht order) as used above (see Appendix
A, page A - 32) The student' s evaluation of French Canadians was derived

by summing his ratings on the thirteen evaluative scales described above,

My French Teacher (evaldatlon) Ss'rated the concept My French Teacher oft

30 semantic differential scales (see _Appendix A, page A - 35a). This variable
was modified from the initial investigation, deleting some scales and adding

x

new ones (see Appendix A, page A - 35&5. Eleven Scales were- considered
evaluative based on the judgment of four independent raters. These scales

were friendly-unfricndly, reliable—unreliable, good-bad, cheerful-cheerless,

_considerate~inconsiderate, pleasantffhpleasant, creative-uncreative, efficient-

inefficient, polite impolite sincere—insincere, and dependable~undependable,.
and were judged evaluative. Ratings on these evaluative scales wer% summed

to provide an evaluative score. . ' ‘
My English fourse (evaluation). Ss rated'the‘concept My English'COurse on
30’§emantic differential acales (see Appendix A, page A - 33a). This variable
was also modified since the initial investigation, having been lengthened,
with some scales deleted and new ones added (see Appendix A, page A - 33b).
Using the criteria described immediately above, ratings on the se;en scales
enjoyable-unenjoyable, valuable;worthless, appealing—unappealing, pleasant-
unpleasant, nice—awful,'good—bad, and pleasurable-painful wexe summed to
provide an evaluative score. . _

My French Course (eyaluation). This measure was derived from semantic

Jdifferential ratings of the concept, Hy.French'Course, obtained on the same
30 scales (in a different order) as in the cdncept, My English Course (see
Appendix A, page A - 36a and A - 36b). An evaluative score i1-as >btained

o
by summing the scores on the seven evaluative scales listed above.

{
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28. Integrative~Instrumental Difference Score. This variable was derivel from /

) method described by Smythe,xﬁtennett and Feenstra (1872). sé wére precented
% B with four of the refined items from the initial, study stressing: the pragmatic
o oT instrumental value of-learning French (see Appendix A, page A'~- 17) and
" fotr of the refined items from the initial inﬁeséigation emphasizing the
integrative Teasons for learning French (see Appendix A, page A < 18), The

difference between the scores on these two.scales yielded a single 1ndex

which would cbaracterize a student as being predominately instrumental or '

integrative in his approach to studying French. To remove negative values .»
a constant of 25 was added to each score. Thus a high score {maximum valLe =
49) chatracterizes an orientation which is relatively more integrative than .

instrumental’, while a low score {(minimum value = 1) reflects the converse.

Variables 29 - 32 were measures derived from $s self ratings on four: aspects
of French ability (see Appendix B page B - 3) on a seven point scale. K The

gcale had marker words which'ranged from "N;B.ac all"” at the qktreme left end to
- I

\ -
"Fluently" at the extreme Tight end. A high score on these variables refleéts &

a student's perception of himself as very adept on these ‘{imensions.’

[

29, BSelf-rating - Writing. This variable repreeents as's riging of himsel€

/. :
in response to the statement "I write French".

s
[}

30, Self-rating - Understanding. This variable rdpresents a student's ratiﬁg

of himself in response to the statement "I understand French."

31. BSelf-rating ~ Reading. This measure represénts a student's self-rating in

respense to the statement "I read French."

32, Self-rating ~ Speaking. This variable Tepresents a 8's self-rating in

response to the statement "I speak French." d ) .

.

The fdllowipg seven variables were derived from teecher ratings of‘

§tudents' oral/aural skills (séh Appendix B, page B - 1). The French teachers

of the students involved in this phase of ,the investigation rated the students' "

1

French achievement on a seven point scale which ranged from 'poor" to "excellent".

1

The teachers made their ratings during the last two months of the §:§001 year. ;
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A\high score on{é;eae variables reflects a nigh level of competence as perceived

by the teacher. u“

33, Teacher-rating - S3peaking, This variable was derived from summing teacﬁer;.

- ‘M"‘b'
ratings of items 1 (grammatical construction when speaking French), 2 (French
pronunciation), 3 (use of French vocabulary vwhen speaking), 4 (flu:ncy o%

. ) . )
speech in French), 5 {use of full sentences rather tkan ong word or phrase

» answers) and 8 {ability to make himself understood by ehe class when he is
speaking French). koo Lo

34, Teacher-rating - Willingness. This variable reflects the teacher's response

to item 6 (willingness to participate in French oral discussion) in the
first .sectiod. )

5. 'Teacher-rating‘- Understanding. This variable reflects the teacher% ratisg

of item 7 (basic understanding of spoken French) in Section one.

36. Teacher-rating - Oral. This varlable was derived from the teacher's response

to item 1 (general French ability in oral. skills) in the second section of
the rating sheet.

37. . Teacher-rating - Aural. This variable reflects the teacher's response to

+ item 2 {general Fren%g ability in aural skills) in part two of the rating

sheet.

38, Teacher-rating - Grammar. This variable reflects the teacher s rating of

item 3 (general appreclation of grammatical construuts) i1 section two.

39, Teacher-rating - Vocabulary. This variable reflects the teacher's response

to item 4 {(appropriate use,of vocabulary) In the second section of the

rating sheet.
40, Intelligénce. Indices of intelligence expressed in terms of local'y developed
standardized scores were determined for each student from school records.
The following variables ar= indices of French achievement, and thosé »
indices differed from grades 7 and 8 to grades 9 -~ 11. In-the following, list,
I . . "

the measures of French achievement obtained on the grade 7 and 8 studen.s are

described first. These subtests of the French Achievement Teét wer written or
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adapted specifically for this investigation in an attempt Lo“ﬁcovide an aural

achievement test which would parallel the ‘senior achieverﬁnt test but

=

4 i [

would not require any reading or writing French skills.

41. N fhis test consisted of 25

Fregch'AchieVemant Test -~ ﬁocahula;z

which were considerad by the Oral Freqch Consultant. to be withi"
of the grade 7 and & students, ‘but had sofie mor difficult‘%ords

This testfwas presented via tabe recorder in

actly\the same ‘manner '

which

items
the "range

as well.

-

the French Vocabulary test in the‘initia

. Variable.23)

The higher the srore, the gre

aé}h.restig.ation (see Chapter 3,

er the?ﬁuench gocabulary

T chosen alternative in his test booklet.

knqwledge: ~ : : . - \ ’

r » . LY

42, French Achieveﬁént Test - Grammar. This*test‘was constructed specificallﬁ
t for this Study w1th the help, of 1ocal French consultants. It consists of
10 multipie choice items and was presented in conjunctidh with a tape

Each item consisted of a French sentence}.followed by four
the Ss' teTt booklets. Onm the

recording.
4 - ‘

English translations and was printed iz

- tape recording students heard th item number, and/the French sentence

s read twice. - The.student was then required to- selhct the English sentence
that best translated the. French sentence presented and to circI& the
A high score indicates a

sensitivity to elementafy French grammar.

43; French Achievement Test = Sentence Understanding. This test was also .

wyitten specifically for this investigation with the help of local French
consultants., It consists of 13 items designed to medsure Ss auditory
comprehension of French sentences. Students heard a sentque reag‘twice
in French and then had to deoide if it made 1ogical sense or 9ot for
example "Voici un gargon; c'est Suzanne," Students indicated their

answer by a check mark in the appropriate space .in their test booklet.
A_high score 1s associated with a high level cof “auditory comprehension of |

sentences’

44. French Achievement Test - Paragradh Comprehension.

This test consisted of 17-items and was ‘constructed for this study
with the aid of local French cobsultants;. In this 'section .the students

‘heard five short stories read "twice in French. After each story, the.

7 f’5
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-




s -
‘4 - 10 ‘ /

students ‘were required to answer 3 or 4 English multiple ~hoice guestions
about the story they just heard. Both the French stories and the English
questions were printed in the Ss' test booklets. A high score in this test .

‘indicates a godd comprehension of aural Freach. . - f

-
-

\ 45. Vocabulary 1@3:1' This test consisted of 50 items and was adapted from

. the Cooperative French test (Greenberg and Spaulding, 19&0).' It is the
same in format.and was presented in the identical manner as the french

? Vocabulary test in the'}nitial investigation (see Chapter 3, Variable 23).

.

g

oo " The following four measures are subtests of. the Canadian Achievement

-

- = 'l % * {
t  Tests in French (CATF) (1968) 'which were administered tg the students in grades  °

1

/ -
-9 -~ 11, The CATF is.a standardized paper and pencil test that is normally

administered to students as an unpaced test with a one hour time limit. Th
- -
this investigation, as in the iaitidﬁ one, time limits were imposed on each of

s

the four subtests with the provision that if students completed one subtest .
3 :

i\ . } ' [
before the time limit expired, they could return to earlier subtests. These
tests are identical to those described in Chapter 3. '

] * -
)

41, CAZE,gggahulaxx. This suirtest is a 35 item, nultiple choice test for
_ wh@ch‘§s.were'aliowed 8 minutes to gomplete as many items as possible.

- A high score indicates a substantial knowledge'of French %ords.

42, CATT Grammar. This 45 item, multiple choice subtest was given a 12 .
minute limit. 7Items include English to French translations and French .

sentence complation. ~ - .. .
” t‘ R (.3 * - -
43. CATF Comprehension. Ss were presented with :three selections of French <
prose and were allowed 6 minutes to read these passages and to answer 10 .
questions based on ther.. This subtest assesses_§s' ability to.comprehend . 7
,  written F?ench. ' . . N I R

44, CATF _ronunciation. Ss were given 6 minutes in which toxanswer 12 itenm ~ :
designed to measure a knowledge of how French words should be pronbunced. \\\\\\*m_

45. Aural Comprehension. This wariable was constructed or adapted specifically

» for this phase of the investigation with the help of local' French consultants .

and consiSts of three parts. Each subtest was designed to measure a student's

L] ' *
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"aural French skills rather than his.reading or writing ability.
L4

(8)‘ Part one consisted of 16 items and was adapted from the MLA Coopera-
tive Foreign:Language Tests (1963).. In this section the student heard 3
stories read twive in French. These were not printed in the 5 sgtest

"booklet. Following each story the student was required to answer 3 or 4
multiple choice quEstions in French which were printed in his booklet.

- A higﬁ'score in this section indicates good comprehension pf aural French.
This test required 7 minutes.

(b) The second section consisted of 10 items angd was adapted from

tests constructed by London Board of Education French teachers and
’

.consultants. Students heard an incomplete French sentence which was not
printed in'their test booklet read twice. After each stimulus sentence
4 they were required to select from &.French alternatives printed in their .
' booilet the one that hest completed the sentence. A high score on this

subtest was again indicative of gocd aural French-comprehension. This

test required 5 minutes.

*

) This section was made up ‘of 10 items adapted from tests designed
by London Board'of Education French teachers and consultants In this:
' part §s heard a quéstion askeddtwice in French and* were required to pick ]
I the best answer from four French alternatives printed in their test
. booklet. Again, they did not see the stimulus question in prinfy . 4 - y
hlgh score Sh this section indicates a good level of Ffench aural skiMls,

-

7 This test required 4 minutes. “\

v 88! scores on these th;ee subtésts were suwied to yield a gener?lized
s

meﬁﬁure ‘of aural comprehension ability.

e
]
Procedure ! . ‘
=

The testing was conducted in four sessions beginning in_December'19?2

and ending in May 1973. All test as conducted by members of the research

- L]

team who had ‘been trained to administer the tests and to deal with nossible

questions. Some testing was done in the students' classroom and some in larger
L. .
! testing areas afﬁowing more than‘oﬁe class to(Pe tested.at-once. The first
' i q
session required ony hour, while the other three were each completed withiit a
r

[:R\ij}ar 40 minute cllass period. , . ‘ ¢

e Yo ' ) ) o «%17 . ‘
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As described in Chapter 3, the face sheet of the two att{}‘Le'questiop-

naires was read alqud to the students at the beginning of each session in which

L]

they were administered (sece Appendix A, page A -~ L.

Session 1. The first testing session was condu.:ed for all grade lgvels (7 to 11)

in December 1972 and January 1973. During this session, the Modern Langiage
Aptitude Test was administered.

Session 2. The second tﬁpting session was conducted in February 1973. It

.

" consisted of the following tedts: Integrative Orientation, Instrumentat Orientation,
! 1

Attitudes toward Learn%gg French, Attitudes toward Frencﬁ/Cénadians, Attitudes

- L]

_ toward European French, Authoritarianism, Ethnocéntrisﬁ, Anomig, Haqhiavellianism,

Need Achievement, Paren:21 Encouragement, Interest in Foreign_Lang&ages, French

Class Anxieﬁy; and General Classrqpm'Anxiéty, During this session stgﬁents vere
aisa asked éo complete the Genera% Information Sheet which had three questions
. c'oncerning languz;ge background.
The test booklet presented to the students consisted of tﬁe face sheet
{see Appenﬂix A, page A ~ 1), the -instructions for the items presented using
the Likert procedure (see Appenéix A, page A - 2), tae ikems in ;'fixed random
order for the,first 13 tests (118 items), and the.General Informaéion Sheet
{see Appendix B, page B ~ 4).
Sessionig. The third testing session was conducted in April, 1973. The tests
administered tg all students included Motivational Intensity,¥Desire to Leaén
French, Oriéntation Index, the Self-rating Shee;,'Semaptic Differeﬂtial Ratings
of the Concepts, English Canadians, French Canadiaps, My French Course, My
English Course and My French Teacher. The French Vocabulary Test was administered
" to grade 7 and 8 studeqts only. The Aural Comprehension Test.wés administered
in grades 9 to 1l only. At th; b.ginning of this session students were asked
‘ . .

to write on the face sheet of their t.st booklet whether or not they plajned

to continue their French study.

114
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" The test bookiet presented to the students consisted of the face ~heet
(see Appendix A, page A - 1), the instructions for the Motivational intensity v
and Desire to Learn French scales (see Appendix A, page A - 19), the items for

. At :
these scales in a fixed random order, the Orientation Index, the Seif-rating

Sheet, the Semantic differentia£ instructions (see Append{x A, page A - 27),
and the five:concepts (in different random 6rders) to be rated.’ The grade 7
and 8 students were given the French Vocabulary test.
The grade 9 ~ 11 students were presented with a eacond booklet to be completed
fol}owing the first. It consisted of the Aural Comprehension Test.

s L
N ‘When the fesearch team was in the schouls during this session they( .
distributed the Teacher-rating forms (see Appendix B, page B - }) to the
c;assroom teacters with instructions fdr theitr ‘use.,
Session 4. The fourth testing session was condpcted in Méy, 1973. The grade

7 and 8 students were presented with the test booklet spécifically designed for

this study while the CATF was administered to the grade 9-11. students.

1
L3

- ~
N Y

Following this sessizn completed Teacher-rating forms were collected
from the French teachers.

"While 45 variables have been described in this section not all measures
were included in the various analyses dealtiwith in the subsequent sections.

The variables actually included in any particular analysis will be specifieé?

. »

v

therefore, before any giscussion of the results of that analysis is attempted
%4

in the Results and Discussion section.
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Results and Discussion

The validation study had four pfimary objectives and, therefore, this
section will be comprised of four parts, the Reliabiiity of the Attituﬁe/
Motivation Measures; the Relations of Aptitude and Attitude/Hotivaéion Measures
to French Achievement} Jevelopmental Changes in Aptitude‘tﬂttitude, Motivation,

and French Achievement: and the Prediction of French Achievement.

Reliability of the Attitude/Motivation Measures

Internal-consistency Reliabilities

4

Item—-total correlations and estimates of the internal consistency reli-

‘ability (i.e. KR20 formula) were calculated for each of the following 16 attitude/
¥

motivation measures, Attitudes éoward French Canadians, Authoritarianism,
L]

Machiavellianism, Need Achievement, Ethnocentrism, Interest in Foreign Latguages,

L5

Parental Encouragement, Attitudes toward Learning French, French Classroom

b

Anxiety, General Classioom Anxiety, Attitudes toward European French People, Anomie,

Motivational Intensity, Desire to Learn French, Ratings of Integrative Orientation
and Ratings of Instrumental Orientation. The same progedure‘ “ -

was followed in calcuiating these item-total corrélations as was used in the

initial study and thus each item-total correlation represents the'correlatiga
between an item and the total score for the remaining items on that Particular scale.

The Kuder-Richardson2g reliébility coefficients of the 16 attitude/

motivation tests at each grade level are pyesented in Table 1. Reference to

L ¢ Insert Table 1 About Here
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Table 1 reveals that with the exception of Authoritarianism, Haﬁhiavellianism, -

Need Achievement, Ethnocentrism, Anomid®, and Instrumental Orientation (Variques

* ¢

2, 3, 4, 5, 12, and 16 %n Table 1) the reliabilities are quit2 substantial (i.e.,.
greater than .70) and reasonably consistent dcrwss the five grades’tesged. Fox

-

the measures of Machiavellianism ajd Need Achievement it »ay be noted that-the

reliabilities at the grade 10 and 11 level are,éﬁ?roachimg #cce, able levels in
PP L R

contrast to the lower values obtained on these scéles witk the three Yycunger

grades.” Of the six scales with less than desireable levels of ingernal consistency,

five are meaguré;fof more genera%ized attitudes while only the sixth (Instrumeqtal

Orientation, Variable 16 in Table 1) is specifically related to French. What

these data suggest is that the characteristics measured by the Authoritariaﬁism,

Hachia%ellianism, ﬁéed Achievement, Ethnocentrism, Anomie and Instrumental

Orientation scales either may not be particularly appropriate or'relevant to

'students of this age or that the constructs themselves are so compleX and multi-

dimansiénal that a high %evel of internal consistency cannot be achieved.
Overall,’however, the r?liabilitg coefficients of the remaining iE

attitude/motivational scafés are sufficiently large' to permit a ;ubstantial degree

of cénfidence to be placed in the assessments provided by these tests. In

general these data correspond very well wit% the results obtzined in Chapter 3

and reveal that no particular selective bias wos operating to artifically infléte

the reliability estimates reported in that chapter.

Test-retest Reliabilities

-

"Since Kuder—Richardsop 20 reliability ccefficients are hased on the °
internal consistency of the.tests, even though they are used to suggest how
consistently test’ would give sindlar results when.used repeatedly, it was imper-—
ative that w; study the reliability of the tests in greater detail. To this

and, a study was wndegtaken to determine the stability over time of scores on a
. o121
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mdajority of the attitude/motivation tests. Because of time considerations it was

aecessary-to shorten the atvitude/motivation battery so that it could be adminis=

6ered~within a2 single class period. To this end some of the less promising tests
: TN :
(e.g., those with particularly low indices of interﬁét—fonsistency or those that

appeared to be théonétitallg less relevant to the central thesis of the project)

were deleted and a ﬁew battery cont&ining 13 scales; and the appropriate instruc-

tions with the items in a fixed random order was created. A second version of the

N £
battery with the items in a differen:\fixed random order was also produced for

¥ Y

the re-test application. The scales included were: Attitudes/;oward French
Canadians, Need Achievement, Ethpocentrism, Intergst in Foreign'}anguages, Parental
Encouragement, Attitudes towards lLearning French, French Classroom Anxiety,
Attitudes towards European French People, Motivational Intensity, Desire to Learn
French, Orientation Index, Integrative Orientation, and Instrumental Orientation. -
Approximately 50 8s in each of grades 7, 8, 9, 10, and 11 attending
schools in Chatham, Onfério were administered the first version of the batéery in
early December, 19::‘3.I The second version of the battery was given to these same
classes af-er a six week int;rval in late January, 1974. The removal of data
for Ss who were not present on both testing occa51ons resui}ed in the following
sample sizes; grade 7 - 37 3s, grade 8 - 43 Ss, grade 9 ~ 53 Ss, grade 16 - 50 Ss,
* and grade 11 - 46 Ss. 0

‘ Total scores on’'each of the 13 scales for the two test sessions were\\

correlated separately for each grade level and the resulting estimates of tgs%{

-

retest reliabilicy are presented in Table 2. Note that the entries for the

e

Insert Table 2 About Here
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Orientation Index (Variable 11 in’'Table 2) are phi coefficients as this is a ’

dichotomous variable while ali other entries are Pearson product~moment correlations.
Only one coefficient out of the 65 contained in Table 2 failed to reach at least \

the 5% level of significance. This exceptiof occured with the Orientation Index
~ .
for the grade 7 sample.

The French Classroom Anxiety scale for the grade 7 Ss ylelded & correlation,

+

coefficient that was significant at theé 5% level and all other scdles at all
grades produced test-retest religbilities that were significant at p < .01 or

better. To be sure, there.is considerable variability in the test-retest

b -

"reliabilities among the various scales and across the grade levels. Nonetheless,

&

these estimates -f stability over time are a particularly encouraging addition
to the reliability data presented in Chapfe} 3 and in.Table 1 of'thé present

-

chapter.

When the data of Tables ! and 2 are coipared it ﬁecomes obv%ous that
those scales which have the highest levels of internal consistency reliability -
also tended to yleld the higher test-retest reliabilitiés. In general, it seems
safe to concl?de that the levels of both the KR20 indices and the test-retest

reliability coefficients are sufficiently high to provide relatively stable measures

of the underlying characteristics.

Relations of the Aptitude and Attitude/Motivation Measures to French Achievement
- A large nuuber of different classrooms was testéd at each grade level,
so prior to computing the correlations and performing the factor analyéés all

variables exeept the dichotomous ones {i.e., Sex, Drop-out, and Q;ientation Index,

¥
F

Variables 1, 2, and 22) were transformed to stdndard scores. The standardization
process was carried out sepaftately on the data gakhered within each individual

graée level in each school so that when these data were combined for the grade-level

mlc . 23
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#

analyses individugl §fs scores, expressed in étandard score form,'would be compar~
'abie to those obtained fro%.§§ in the same grad? but who werehin other schools.

It was felt tha{ between School differences might result from such influences as
different curricular emppases and teaching methods or becagse of different levels
of teaéher expectancies (i.e., grading standards). Sﬁch differences might be
reflected for example, in the several ratings teachers made of each §'s level of
French skills. :It should be noted, however, that if no school differences
existed, this transformation wpuld not alter the‘data. ‘Resulté of the analyses

at each grade level are discussed ;eparately in th; following section and the

actual variables included in each analysis are presented in t@e appropriate factor

matrices.
A
Grade 7 w

Pearson product-moment correlation coefficients were compﬁt;d among the *
45 variables %fsessed on the grade 7 students. Since variables 1 (Sex), 2 (Drop-
out) and.22 {Orientation Index) are dichotomous measures, the correlations among
these three measures are phi coéfficients; their‘cor;elatioﬁs with each other
variable are point-biserial coefficients- The correlation matrix is presented
in Appendix D, page I - 1.. This ﬁatfix was factor énalysed using a principal axis
solution with the highest absolute correlation for a  variable serviug as itg
cormunality estimate. Six factors, accounting for 857% of the total estimgted

.communality were obtained, and rotated by means of the Varimax solution (Kaiser,

1958). The rotated factor matrix is presented in Table 3.

Insert Table 3 About Here

Factor I obtains appreciable (i.e., greater than * .30) loadings from

eight variables, the seven ratings made by the teachers of the students' French
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.

skills (Variables 33~39), and the students perception of his own anxiety in the

] rn . .
French classroom situation (Variable 16). This latter variable loads negatively

on this factor suggesting that students who are perceived by their teachers as .

°

being competent in all aspects cf French tend to be relaxed in the Yrench class~

_room situvation. On the other hand, students who report that they are amxious in

.

their French classes, are perceived by the teachers as having little in the way

< of ¥rench skills. Since the predominant characteristic of this factor is the

teacher's ratings of French proficiency this factor seems best labelled as.a

School Frefich Achigvemen: factor; the suggestivenloadings of Variables 41 and 44 .
'(French Achievemenc.Test, Vocabulary and Paragraph Comprehens%bn) indicate some
overlap in the teachers' ratings and objective indices of Freech achievement.
Similar findings og only minimal agreement between teachers' oﬂservaﬁiong and:
objective measures have been reported in at least one other study.(Gardner and
Lambert, 1965). .

Factor 1I 1is defined by 13 bariables, and appears to reflect the by now

y ) q
familiar Integrative Motive dimension. Students who are highly motivated to

learn French (Variables 20-.and 21) evidence }anurable attitudes toward French
~Canadians (Variables 8 and 24) and European French ;eOple (Variable 18), hold .

favourable attitudes toward learning French (Variable 15), the French course and ' : 3

the French teac;er (Variables 27 and 25), report parental encouragement for‘

studying French (Variable 14) and express an interest in foreign‘languages (Veriable

13). These students report furthermore that they'plan‘to Fentinue in the French

program next year (Variable 2), and feel that they have some proficiency in under-

standing and speaking Frencﬁ (Variables 30 and 32). -

Although there is no represcntation on this factor from the various

’

objective measures of French achievement, the inclusion of the variahles, Drop-out,

1

Self-rating of French wnderstanding and self-rating of Frznct .peaking skills

* .

Q ) .r F
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seems particularly important. The two self-rating variables might not be viewed

as a strong indication of French achievement given that the students are only in
their fi;at year of French instruction, but it is interesting that the iﬁtegfative
motive mediates p;rceptions of competence in understaq@ing ané speaking French.
The impli&ation is that th; young student who is motivated to learn French because
of favourable attitudes tow:>~d Fren;h speaking people, the course, and the teache;
perceives some value in the French he has acquired particularly as ; means of
communicating with French‘speaking<?eoplél Possibly of gteater signiéicance,
however, 1s the finding that the integrative motive is highly related éo-the.
behavioural igpention of continuing in the French program. Integratively moti~
vated students plan to continue studying French; those who are not so motivated
would like to withdraw f;om the program. This link between attitudinal variables
and second-language acquisition would seem to be the key to the role that
attitudinal-motivational variables play. It has long been argued {(Gardner, 1958;
1966) that the motivation to learn & second-language must be more than just a
"motivation to learn a language'--that it must involve a desire to acquire the
language of a valued second-language community for communicational purposes in
order to éaintain the student's interest in the tiée consuming task of acquiring
" the 1anguage. As demonstrated here, the integrative motive is directly related to
the gtudent's intention.to*continue with the program, and by continuing the student
actually acquires t' - skills. Chapter 5 in this book demonstrates the role of
the integrative motive in determining whether the student in fact continués in the
program.
' Factor III is comprised of a combination of aptitude, attitude and French
achlevement measures, being defined by 15 variables. Appreciable loadings are
obtained by the five subtests of the MLAT (Variablea-B - 7), the measure of

intelligence (Variable 40), and four indices of French achievement (Variables 41,
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42, 44 and 45). It seems best therefore to doefine this as a French Achievement -

factor, though it is clear that it also reflects a strong aptitude component.

-

The other variables contributing té this factor indicate the role of attitudinal

.

variables on this dimension. A high level of French Achievement is related to

favoyrable attitudes téﬁard French Canadians (Variable 8) a strong need to achieve

'(Variable 11), a lack of anxiety in’ the French class (Variable 16), a non-

a

ethnocentric orientation to outgroups (Variable 12) and a non-manipulative orienta-
. w .

-

tion toward others (Variable 10).

Eight variables define’factor IV, and atthough there are no contributjon

[

made by any of the French achievement measures, the pattern reflects a peculiar

+ 1

pattern of attitudinal measures. It seems best to defime factor IV as a gemeral -

F) A

authoritarianism/ethnc entrism dimension in that high positive loadings are

-

obtained by the measures of éuthoritarianism, ethnocentrism and aﬁomie {(Variables

» .

9, 12, and 19 respectively).. In keeping with the terminology of Chapter 3, this

*
"

factor may be labelled an ﬁthnocentrism factor., Other measures contributing to

this factor, however, @ndicate that students scoring high on this dimension also .
express favourable attitudes toward French Canadians and European French people '
(Variables 8 and 18), express an interest in foreiéﬁ languages {(Variable 13) and
perceive that their parents encourage them to study French (Variable 14).° Sucﬁ
st:dents also report a relatively high level of General Class}oom Anxiety
{(Variable 17). v . ] : :

Factor V i; defined by nine variables. The major characteristic of this

factor appears to be one of French Achiegemgnt both as perceived by the student

(Varlables 29 - 32) and as assessed objectively (Variables 41, 43, and 45). It

*

seems loglcal to differentiate this factor from factors'I and III 3n that it

represents students' Self-Perceptions, of French Achievement. The only non-achievement

L

measures included on this factor are the indices of motivational intensity and
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desire to learn French (Variables 20 and 21) indicating the important role that

motivational variables play in determining such achievement. it ks perhaps note~

worthy that there appears to be more congruence betveen the students' self-
- o . - "

</
ratings of their French skills and objective measures of those skill§ than was

- -

found for the relationship between teacher ratings and the objective tests described-

in Factor 1. The positive, marginal 1oading of §§ evaluative reactions to the .

French\Course {Variable 27) 'is suggestive that §§'wno rate their own French skills

-

highly, also tend to have a favourable reaction to the course.
Five variables define factor VI. This dimension appears to reflect

primarily a Sex factor as indicated by the high 1oadingsof Variable 1. The nature -

t -
of the scoring of this variable is such that high scores om this factoi/are char~
< X
acteristic of girlts; that is girls tend to be somewhat more anxious in the French*

clags (Variable 16) as well s in school in general’ (Variable 17), to have more

1,

\
favourable impressions of English Canadians (Variable 23) and to express & more
o [ .

ﬁoqitive evaluation'of their Engliéh course (Variable 26).- No other variables
contribute to this factof.' . s

Grade 8 .o

- @
» . -
The correlations among the 45 measures obtained on the grade 8 students

. '\ 3
are presented in,Appendix D, page D - 2.i This matri% was factor analysed using

~

the principal axis solution with the highest correlation for a variable serving

-

as'its communality‘eatimate. B8ix factors which accounted for 8?% of the total
. . ) ¢ N v oo
estimated communality were obtained with eigenvalues greater than l.O and these

- were rotated by means of: the Varimax solution. The rotated factor matrix 13

!
. presented in Table 4. . 4 ’

— [}
. LY
LY

< . . /
. Z} Insert Table 4 About Here
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Factor I obtains appreciable {(i.e., greater than %..30) loadings from 143

variables., As in the case of the grade 7 results, the primary characteristic of
- ‘ - * ’ - *
this factor appears to be Séhool French Achievemenf as. indicated by the high

) loadinga ootained by tne seven teacher ratings of French skill (Variables 33 - 39).
Bnlike the grade,f results, houever, there is a c;ear indication in the‘present %
instance that teacher ratinés are reflecte¢'in the students pe;formance on objective
" measures of érench achievement {Variables 41, 42, 44 and 45) inuicating that with

a
-

‘the opportunity provided 5y time to actually acquire some second-language‘skills,

-
-~

*

teacheys® evaluation of competency and actual knowledge of the segond language are
- l_ -

highly related. This_qattern, as we shall see, becomes more pronouficed as students

*progress in second language learning. Like the grade 7 results.ion the other hand,

- F

' the students' perceptions of their owm competencieé are still not strongly related
to theiT teachers' perceptions, or .for that matter objective indices (note the
relat%gply low loadings of Variablea 29 - 32). By the grade 8 level then, School

. . / \a
French Achieﬁenent is clearly defined by teachers' perceﬁtions and objective

'meaaures. Other varlables contributing to' th1s dimension suggest that School French

Achievement is related to a behavioural intenLion to continue in the Freunch
program the follo;ing year (Variable 2), a high degree of motivational intensity
{Variable 20), and favourable attitudes toward the course (Variaple 27). No
other variables contribute substantially to this, factor, although the Desire to
Learn French scale (Variable 21) does obtain a.positive narginal loading.

) Thirteen variables define factor tl, vhich clearly reflects the Integratggg
Motive.~ High scorers on this dimension tend to hold fauourable attitudes toward
French Canadians and European French people (Variables 8 and 18), toward learning
%rench {Variable 15}, and toward their French course (Variable/i?), are interested
in foreign languages (Variable 13),_renort considerable parental encouragement to

. study French (Variable 14), are.%ighly motivated to learn French (Variables 20 and 21),

o 129
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and perceive iptegrative reasons for studying French as more characteristic of

themselves than instrumentai reasons (Vaniableg 28, and gee also Variable 22).

Furtherm;re, sucﬁ integratively motivated students tend to be nongexploitive of °
others:and generally ﬁ6h~ethnocentric (Vériables 10 and 12),'and to be somewhat
Buperior in French reading comprehension (Variable 44) " This 1atter‘varia e is
particularly significant since reading comprehension is not part of the French .
curriculum at this stage of training so that superior performance on this test is
indiﬁitive of skills develo;ed in addition to the curFiculum. .The negati@é,
marginal loéding of .the intention to drop-out (Variab;e 2) iS*suggesEive'that
integraﬁively motivated Ss are less likely to repcrt that they plan to cease their

[

French studies. FinalLy, the loading of Variable 1 {(Sex) indicates that ﬁh genetal
2

girls tend to score higher on this dimension than boys. . Iy

Factor III clearly represents a Lanéuagg_Aggitude dimension. High load-
. i 2 > .
ings are obtained from the five MLAT subtdsts (Variables 3 - 7), as well as the

"

intelligence measures.(Varihble 40) and thret objective measures of French achieve-

ment (Variables 41, 42, and 45). Although this factor describes the aptitude
. - .

component, it also receives positive loadings frofi the measures of Attitudes toward

French Canadians (Variable 8) and Need AchievemgnE/EVariable llxgand negative

loadingsigﬂom thé two indices of anxiety (Variables 16 and 17). This configutatidn

would appear .to indicate that students who have favourable attitudes towards French

Canadians, a high need achievement and who are low In anxiety tend to berform

'betteg on the language aptitu&e and intelligence measures, and to be someWhat
4

L]
superior on ‘'some aspects of French achievement. .

Ohly three variables define factor IV. Students obtaining high ‘scores

on this factor obtain high scores on the California F-scale, the Ethnocentrism

"Scale, and the Anomie Scale (Variables 9, 12, and 19), indicating that this is

best identified as an Ethnocentrism Factor. No other variables contribute sub-,

130 T
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Factor V 3btains aﬁbrgci;ble loadings from eight vaﬁﬁgﬁles,‘ The majé?ﬁs

-

component identified by“this{factor appears to be Self-Percé;tions of French

[

Achiévemeng as indf?gzed:by'the high loadings of variables 29 - 32. Other.'

varggbles contrithiné to this dim;ﬂsion include th; measures of Motivational

Intengity, Desire éo Leafn French, ‘Attitudes toward Learning French, and ;valuations
.of’Phe French course {(Variables 26, 21, 15 and 27 reépectively). ‘This configurafion
ﬂclearly indicates that séIf-perceptionS’oé French achieveuLnt are mediated by a

sﬁipng motfﬁatfqp to leaon Freéch which 1s associated with favourable aftitudes .!

;ow;rd learning F;gnch aud’Loward.thé cburse itself.

Factor.VI is qf*Tittle interest to the present discussion. It appears
. /

to folect la:géiy Tethngvarianﬁ? associated with the sEmantic differential

methodelogy. Apﬁreeiable'loadings are obtained py 11 of the measures involving

the semanFic diféerential (Variables 23 - 27), and consequently tﬁe factor contri—

Butes‘nothing‘bf any significance to the presént invéstigation.

Grade 9 .

R, NEN

i
The correlations among the 45 measures made on the grade 9 students are

-

[ Y
presented in Appendix D, page D ~ 3. This matrix was factor analysed using the

absolute correlation for a variable

S

aefving as itsocommunality estimate. Six’factors which accounted for 87% of the

principal #xis solution with the highest

b

total estimated commﬁé%lity were obtained Wwith eigenvalues greater than 1.0 and
~ . N

~

Lo :
these were rotated by means of the VarimaX golution. The rotated fackor matrix

o 18 presented in Table 5.

Insert Table 5 About Here \

Twelve variables define Factor 1. Since the major loadings are obtained

~

by the seven ratings of French proficiency made by the teachers (Variables 33 - 39),

-
.
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"it seems best to define this factor as the School French Achievement diwension.

The high loading of the Aural Comprehension measure (Variable 45) indicates that
there is some overlap between the teachers' perceptions and objective measures,.
though like the grade ?“?esults and unlike the grade 8 findings, this oveglap is
not Sfonounced. It seems possible that this minimal overlap is due to thifzgct
that the program in grade 9 much like the case in grade 7, involves the acquisition
of new skills, and because of this students are not svfficiently skilled in French
t; provide the teachers with much information on which to evaluate them. Intell-
igence (Variable 40), Motivational Intensity and Desire to Learn French (Variables
20 and 21) 2lso contribute to this factor indicating chat these variables are
highly related to teachers' perceptions of French achievement. One additional
variable contributing to this factor is'Phe behavioural intention to withdraw

from the program (Variable 2) which is negatively related\to’the factor, indicating
that students who are perceived as competent in French tend to vlan to continue

in the progrém.

i [

Factor II is clearly the Integrative Motive dimension. It receives high

+# loadings from 11 variables. The loadings for ten of them are positive. In
decreagingwbrder of maghitude the variables are Interest in Foreign Languages,
Attitudes-soward Learning French, Attitudes toward French Canadians, At titudes
toward European French people, Desire to Learn French, Evaluation of the French
Course, Parental Encouragement, Motivational Inte:s5ity, Evaluation of the French
Teacher, and Need Achievement (Variables 13, 15, 8, 18, 21, 27, 14, 20, 25, and
i1 respectively). ,This configuration is negatively relaged to the behavioural
intention to drop out of the course (Variable 2) indicating relationship similar
to that obtained in Grade 7. This pattern suggests, once again, that the integra-

tive motive is important because it motivates students to continue studying French.
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Factor III is defined by seven varfables, and seems best identified as an

-

Ethnocentrism dimension. Positive Jloadings are obtained by six\variables,

Authoritarianism, Machiavellianism, Ethnocentrism, French Classroom Anxiety,

3

Generél Classroom Anxiety, and Anomie (Variables 9, 10, 12, 16, 17, and 19), while

a negative loading is obtained by the measure of Need Achievement (Variable 11). N

Alcthough an Ethnocentrism dimension was also obtained for both grades 7 and 8,
the composition is considerably more complex for the grade 9 students. Reasons

for the additional variables on this factor are not readily apparent, but again
! A
this component shares no variance in common with the indices of French achievement,
e’
[
and so is of litcle importance to the present discussion.

*Factor IV is the, by now familiar, Self-perceptions of French Achievement
dimension. High lo~dings are received from the four self-ratings of French .
achievqmeﬁt (Variables 29 - 32) as well as the measure of French Aural Compreheﬁsion
(Variable 45) indicating that tﬁe major component tapped by this factor 1s French
Achicvement as indexed largely by self-perceptions but also, to somé extené, by
obijective measures. Other variables contributing to this dimension show important
correlates of such self-perceptiohs. Students whq perceive that they are know-
ledgeablf about French plan to continue in French, éxpress favourable attitudes
toward learning French and aiso toward thg French Course, feel little anxiety in -
the Freuch classroom situation, and exhibit considerable motivation and desire
to learn French (Variables 2, 15, 27, 16, 20 and 21 regpectively). This pattern
is similar in many respects to that obtained in both grade 7 and grade 8, except
that 2 few more variables are present, indicating that these variables may play
a role in determining the perceptions that students in grade 9 have aboug their

own competencies in French.

Factor V is clearly a Language Aptitude dimension. High positivg loadings

are obtained by the five MLAT subtests (Variables 3 - 7) indicating chat a major
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component of this dimension is one cf language ability. Since all of the remaining

variables contributing to this dimension are indices of French achievenment, it is

‘clear that Language Aptitude contributes substantially to:differences in French

achievement at the gfade 9 level. These indices of French Achievemeﬁt lnclude

8i: of the seven teacher ratings of French skill and'all.five objective measures
of French proficiency.' The absence of the fglr self-ratings of Frehch skills
indicates, however, that Language Aptitude does not mediate such éerceptions.‘
Nevertheless, with respect to thé other indices of Fren;h aghieveﬁent, it is clear
that Language Aptitude is an important determinant of French achievement at the
grade 9 level.

Eleven variableé define Factor VI. High negative loadings are obtained
from two variables, Machiavellianism and I.Q. {(Variables 10 and 40), while
positive loadings are obtained from i0 measures, Sex, Attitudes t;;ard French
Canadirans, Motivational Intensity, Desire to Learn French, Orientation Index,
Evaluations of English Canadianst French Canadians, and the French Course, and
the Integrative-Instrumental Difference score (Variablés 1, 8, 20, 21, 22, 23, 24,
27 and 28). A majér aspect of this dimension appears to invplve a general favour-
able orientation toward specific groups (English Ca;adians. and French Canadiansg)
and 2 concomitant interest in learning French largely for integrative 'reasons.

The positive, marginal loadirg of the Attitudes Toward European French people
(variable 18) tends to support this interpretation. The presence of Variable 1,
Sex, on this dimension suggests that this béttern is generally characteristic of
girls, hence this factor seems best defined as 2 Sex factor. The overall config~
Qration indicates, however, that at the grade 9 level, many of the sex aifferences
in favour of girls are reflected in the attitudinal reactions described as well

as favourable perceptions of the French course, a non-machiavelliar, oilentation,

and lower intelligence. These Sex related characteristics, however, are not

manifest in different levels of French achievement.
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Grade 10 .

The fo}qelations among tne 45 measurus administered to the grade 10
students are presented in Appendix D,.page D ~ 4. A principal axis factor analysis
og this matrix, with the highest'absolute correlation for a variable serving as
its communality estima;e, yielded six factors accounting for 84% of the total -

estigated commynality. This factor matrix was rotated by means of the Varimax

procedure, and the resultant matrix is presented in Fable 6.

Insett Table 6 About Here

L]

oy

Factor 1 is defined by 21 variables, the predominant characteristics of

which seem to reflect a dimension of School French Achievemeni. As was the case

for each of the preceding grades, the highest loadings are obtained by the seven
teacher ratings of Fre;ch proficiency (Variables 33 =~ 39). On this factor,
however, thg contribution of the objective indices of French achieverent (Variables
41 - 45) is much, more pronounced than in the previous analyses indicating that at
this level teachers® assessments;are more closely aszsociated with objeccive
peréormance. A similar pattern, though not as pronpuncfd o; as consistent emerged
at the grade 8 level indicating that this correspondence required some considerable
experience on the part of the ;tudents with a particular curriculum suggesting

that it is only after students have the opportunity tévtruly develop second
language skills that tdachers hQVe sufficient material on which fo base their
.judgments. It is particularly noteworthy too, that for the first time students'
perceptions of their own French skills begin to evidence themselves on this
dimension. ¢ moderate loading is obtained by the student's self-rating of his
ability to writé French (Variable 29) while suggestive loadings are achieved by /

the other self-rating‘measures {note the loadings of variables 30 -~ 32). Such
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results suggest that by khe grade 10 level, students are beginning to deve;op
sufficient competence in French that _individual differences in such competency are
discernible by teachers, objective indices and even to some extent by the students
themselves.

This change in the composition of School French Acpievemeat is also
evident in the non-achievement measures associated with it. As was true of the
earlier analyses, intention to withdraw from the French program (Variable 2) is
negatively relatad to this factor indicating an obvious conclusion that those
who are performing well in school F;anh tend to plan to continue in the program.
Desire to Learn French (Variable 21) contributes positively to this dimension (as
it did in grade 9)‘as well as attitudés toward learning French (Variaﬁle 13)
demonstrating that a favourable orientation toward French instruction promotes
sétisfactory performance. For the first time, however, the measur; of intelligence

and four of the five langrage aptitude measures also contribute to this dimension

.'(Variables 40, 3, 4, 6 and ] respectively) indicating that such intellectual

variazbles are becoming of greater importance to School French Achieveme.t.

Factor I is the recurring Integrative Motive dimension, except that the

-

desire for integration with the French speaking community iz now more pronounced.

High loa&ings are achieved by the eight tests which have defined this factor in

each of the previous analyses. These include the measures of Motivational Tntensity
and Desire to Learn French, Attitudes toward Frencﬁ Caradians and-European French
People, Parental Encouragement, {?tergst in Foreign Languages, Attitudes toward
Learning French, and evaluations of the French Course (Variables 20, 21, 8, 18,

14, 13, 15 and 27 respectively). Similarly, intention to drop oﬁL of the program
{(Variable 2) is negatively related to this dimension as it was for the younger
grades. Furthermore, as was the case in grade 8, Sex, and ghe Integrative~

Instrumental Difference score (Variables 1 and 28) are positively related to this
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dimension while Machiavellianism (Variable 10) is negatively related. For the

firsct time, however, the‘Orientation index (Variable 22) loads on this dimension
(positively) indicating that students who actually select integrative reasons fov

studyi;é French as being the mos. cnaracteristic of”themselves are highest in this .

attitudinally based motivation t« learn French. It will be noted, moreover, that

the intention to drop out of the French program is again negatively related to

the Ingegqative Motive indicating that the importance of this dimension resides

-

in orienting students to continue in their attempts to learn Frehch.

Factor IIi is extremely similar to a factor obtained for the grade 8
sample. High loadings are obtained by only three variables, authoritarianiam,
ethnocentrism, and anomie (Variables 9, 12,ﬂaaﬂ*19), and consequently this factor

e L
seems best identified as an Ethnocentrism dimension. As was true for the grade 8 —_
sample, no other variables co;rribute appreciably to this dimension indicating-
that at the grade 10 level, Ethnocentrism is relatively indgpendent of any of the
other variables in the matrix. However, the negative, marginai loading of Mach-:
iavellianism {Variable 10) suggests that the ethnocentric studenE may also EFnd

to be manipulative in his relations with others.

Factor IV is clearly a Self Perceptions of French Achievement dimension.

The highest loadings are obtained by the four self-rating measures (Variables 29 -
32), though the two other variables defining this factor are both measures of
French achievement {Variables 41 and 45). A similar facth has been obtained for
each of the previous grades except that in the present instance none of the
attitudinal variables contribute substantially to this dimension. ' This is unique

te grade 10. [n each of the previous analyses, individual differences in Self-

Perceptions of French Achievement were related to attitudinal measures, in particular

the indices of motivation. 1In the present solution, Motivational Intensity,

Desire to Learn French, and evaluative reactions to the French gourse {Variables

3~ 21, and 22) obtain only marginal positive loadings on this factor.p
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.

Factor V 1s defined by only two variables, the two measures of anxiety
{Variables 16 and 17). No other variabies Eéntribute to this dimenaion so that
although it reflects an Anxiety component, it is not related to any of the other
vgriables included in the ﬁgtrix.

.‘The definition of Factor VI is not clear. High loﬁdings are obtained by
four of the five variables involving semantic differential ratings (Variables 23,
" 24, 25 and 27) suggesting that a large ccmponent of variation isolated in thia‘

factor 18 concerned with method variance associated with the semantic differential.
ﬁhis interpretation is inconsistent, however,‘with the appreciable positive
loading obtained by the index of Motivational Intensity (Variable 20) aad the
moderate poéitive loading of Desire to’ﬁearn French (Variable 21). Another
possiﬁility 1s that the factor reflects é general evaluation of the Ffench Course
and related condepts which is assocfated with individuai differences In the
motivation to iearn French, but the- configuration is/not Bufficiently.well
delineated to strongly support such an interpre;ation. It seems best, therefore,
to foFego further speculation about this factor.
‘Gradey 11 ~

The matrix of correlations among the 45 variables administered to the
grade 11 students is included in Appendix D, ﬁagﬂ D - 5. 7This matrix was factor
analysed\using tLe principal axis soluf&on with -the highest absolute correlation
for a va;iable serving as its communality estimate. As with the previous grades,
six factors were obtained with e{genvalues greater than l.OVand these factors-

accounted for 86% of the total estimated communality. This factor matrix was

rotated using the Varimax criterion (see Table‘?).

Insert Table 7 About Here
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Twénty-two variables define Factor I. By'far the greatest number of
these variables have to dd with French achieveﬁent either as perceived by’ the
students themselves (Variables 29, 30, and 32), by the teachers (Variables 33 - 39),
or objectively aésessedl(Variables 41 - 45). Such a heavy concentration of French
achievement indices would suggest that Factor I be identjified simply as a French
Achievement dimension, however, 1n.keeping with the §nalyses for the previous

P

. Fi
grades, this dimension is labelled as School French Achievement. This definition

gseems appropriate because fhe highest loadings are obtained by the teachér ratings,
and the general composition of the factor is comparable to the similar factors
obtained earl&er;,fConsideration of this dimension across the five grades reveals:
that there ig a general growth in tﬁe importance ;f the othér indices of Fr;nch
achieveme;t frem gradesl? to 11. It is only at grade 11, howgver, where the gelf-

perceptions of French achievement are clearly associated with this dimension.

- .

The implication is, that with further training or experience ith Frencﬁ, individual ‘
differences \in Erench achievemeﬁt become so pronounced that th;y ;re discernible
regardless of the basis of the assessmeni. Simply put, some students acquire a

i soundlknowledge of French, others don't--and such differences are eventuall§

identifiable by the student, the teacher, and objective measures.

From the other measures contributing to the School Fren&h Achievenent

factor, correlates of individual-differences on this dimension are suggested.
Students who exceli in school French, relative to those'who do not, are more
intellikent (Variable 40), have more language learning ability (Variables 4, 6,
and 7), have 2 more favourable attitude toward learning French (Vériablgle), are
les; anxious in the French classroom (Variable 16), and are intending to remain

in the French program (Variable 2).

" The Integrative Motive is again reflected in Factor II. High loadings

- -

are received from 15.variables. The eight measures which have consistently defined
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this factor are still importaﬁk, viz., Attitudes toward French Canadians, Interest
in Foreign Languages, Parental Encouragement, Att?tudes toward Learning French,
Attitudes toward European French people, Motivational ;ntensity, Desire to Learm',
French, and.evaluations of the French Course (Variables é{ 13, 14, 15, 18, 20, 21,
ané 27). As was the case }or the grade 10 solution, the Orientation Index
(Variable 22) loads positiﬁgly on this factor once more demonstrating that Ss who
are high on other components of the Integrative Motive Factor do endorse integra-
tive reasons relatively more strongly than instrumental ones when faged with a
forced-choice question. The remaining six variables which contribute to this
dimengion have appeared on this factor in some previous grades and they help to
delineate the characteristics of the integritive motive at the grade 1l level,
At'éhié grade, students with a heightened integrative motive favour integrative
as opposed to instrumental reasons in their study of French (Variéble 28), favour-
ably evaluate their French teacher {(Variable 25) and ;;ench Canadians (Variable 24),
are high in Need Achievement (Variable 11) and low in H§chiave111anism {(Variable 10),
As has been the case previously, the behavioural intention to drop out of
*  ‘the program {Variablz 2) contributes negatively to the Integrative Motive dimension,
indicating that integratively motivated students pian to continue with the French
program. This pattern has'appeared with such regularity that it cannot be overe
emphasized. An aspect of the integrative motive which‘appears to be of prime {
importance is that 1t motivates the student to continue studying the second language.
This is so, presumably, because of the positive affect associated with the other
language community and the perception of the'value of the language as a means of

4

communicating with that group. Such an orientation seems to sustain a strong

wotive to acquire the language which withstands onslaughts from other forces which

might influence the student to waver from his goal.
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Twelve variablessdefine Factor III. The magnitude of the loadings for the

-t .

four measures of students' self perceptions of their French competencies (Variables

29 - 32) suggests that this is best identified as a Self-Perceptions of French

. Achievement.dimension. Variable 1 (Sex) contributes positivélﬁ to éhis dimension

indicating that girls tend to perceive themselve# as more cofipetent fhan boys.
The remaining variables defining this dimension highlight the role that attitudinal
" variables play in such perceptions and it will be noted that many of these variables

are charvacteristic of the integrative mﬁfive., A similar pattern, it should be

noted, has appeared in wost of the previdus grLdes. In grade 11, Self-Ferceptions

. . -
of French Achievement are associated with an integrative orientation (Variable 22),

heightened motivationalk intensity and a desire to learn French (Variables 20, and

-

_21), favourable attitudes toward learnirg French {(Varjiable 15), an interest in
- ’l +

foreign languages (Variable 13) and favourable evaluations of botﬂ thé French
course and English course (Variables 27 znd 26 refpectively).

Factor IV is clearly an Anxiery dimeniion; Only thr?e variables define
this factor, the two indices of anxiety (Variables 16 and 17), and Sex (Variable 1).
This configuration suggests that girls te:d to be mo}a anxious in both the Fr;néh~
classes and the general school situétion. ‘ .

Nine variables define Factor V. Four of these variables are indices of
language aptitude {Variables 4 ~ 7), one is the intelligence measure (Variable 40)
and four are objective assessments of Fr9nch achievement (Variables 41 —.44).
Because.of the high cognitiQe component evident in this factor, it seems best to
éharactefize this as a Language Aptitude difmension. The results indicate that
Language_ﬁgtitude‘is highly re.ated to individual differences in French achievement,

4

particularly as assessed by means of objective tests.
V

Factor V1 isldefined by six variables. The pattern of loadings indicates -

»
-

that Ss who obtain high scores on the F-scale (Variable 9) obtain high scores on

Fl L& ’
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the Ethnocentrism scale (Yariéﬁte-éz), the Anpmie'séale {Yariable 19) and the
. Machiavellianism scale (Variable.0). Very similar configurations were obtained

- in the 'earlier analyses, and it seems most parsimonious to identify this as an

Ethnocentris dimension4‘=The two remainihg variables coi.tributing to this factor

© L. ;hdicate that Ethnécentrism is more characteristic of boys as opposed to girls
N }
(Variable 1) and is highly related to an instrumental orientation toward language
'leérniﬁg (Variable 28).
‘ *

“Summary of Factor Analytic Results
\"‘._ ) - +
A comparison of the factor. analytic solutions obtained for the five grade

‘

levels reveals a number of important consistencies among the solutions\hnd also

-

demonstrates some interesting developmental differences. At each grade level,

! versions of the four following factors occured, School-French Achievement, Inﬁégra-
. * i )
tive Motive, Self-Perceptions of French "Achievement, and Ethnocentrism. Only the

firse three.seem directly .relevant to an understanding of the development of French ~

skills.
. -~ Q

At all grades the School French Achievement factor obtained its largest

loadings from the seven teacher ‘ratings of Ss' French skills-(Variables.33~-'39)%

- This, in large part, was why this facgor was labelled as it was. That is, the
criteria used by the teachers in making their ratings were assuméd to be related
to the curricular objectives of a particular course., At the grade 7 level, where
s;hdents‘are beginning their study of French in a primarily oral/aural program,
the only other variable contributing substantially to this factor is the measure
of French Classroom Anxilety (Va}iable 16). Thus, it is perhaps not surprising that

“ -
students who report that they are tense, embarvassed, andjill at ease when_called
. !

-

upon to participate in their Oral French class are also rated as having more poorly

developed French skills by their teachers. Beginning™in grade 8 certain of the

L

ob jective measures of French achievement also contribute to this factor and by

A




) this factor revealing that those students rated'as less competenL\by their teachers.

/

- | 4~

grades 10 and 11 all five objective measures (Variables 41 - 45) receive eubstantial

loadings on the School French Achievement factor.. Also beginning in grade 8 the,

" behavioral intention to drop-out of French studies (Variable 2) compriges part of

- .

. -
1

also express a desire to quit their French studies. Perhaps this lack ofﬂteacher-
. Iy

approval 1s in some sense a punishment that these students sgeek tO-escape: Aspects

of the attitude/motivational battery also start to emerge as being bart of the

£chool French Achievement factor at the grade 8 level so that at the four upper/4
[ ' -'/_ !
grades, relationships hetween the teacher ratings and some combination of students'

*

L

Desire to Learn French, Motivational Intensity, and Attitudes ‘towards Learning
French (Variables 21, 20, and 15) are appaz -ent. “The pattern shifts s‘ightly from

grade” to grade but basically it shows that students who express favourable attitudes

related to learning French also tend to be rated highly 1 . their eequisition of *

i

French skiMs by their teachers. For ali three grades in high school. 2 component

.

of the School French Achievement factorlwas the I1.Q. score (Variable 40). Thus
those §s who received the highest teacher ratings also tended to have higher I.Q.

: 1
test scores. Within the grade 10 and 11 samples the influence of language aptitude

on this factor is also apparent with four of the MLAT subtests obtaining sizeable

*

S

loadings for the grade 10 solution (Variables 3, 4, 6, and 7) while three (Variables
4, 6, and 7) contribute substantially at grade 11. The develc¢pmental chaﬂges in
' w

this factor across the five grade levels are most obvious if the reésults for grades
7 and 11 are contrasted. In grade 7 where Ss are just starting to acquite French
skills the only other variable that is related to the teacher estimates.is Ss'

self-reports of the degree of anxiety they experience in French claes_whereas,-by
. 7

the time Ss have had five years of French instruction teachers' ratings tend to

Egree with both §s8' own estimates of their skills and with objective measures of

those skills. The grea’er contribution of intelligence .and language aptitude to

-

o V]

-




this dimension at the higher grades may reflect the increasing demands and diffihulty
of the advanced levels of the French -curriculum. To receive satigfactory teacher
ratingé at these }évelé it appears that the student must also have a reasonable

level of both language aptitude and intelligence. L ; :
» r [ ¢
The Integratfve Motive factor obtained in all five solutiong presents a
’ ]

remarkably consistent picture acros:r:;?,ffazﬂgrade levels. Ss tharacterized as

being integratively motivated to le French express positive attitudes towaggg

people who §peak French (Var%gbles 8 and 18), reveal a strong desire and a willing-
ness to expend considerable effort at legrning the language (Variables 20 and 21),

perceive a high dEgreeéof parental encouragement ‘for their French studies (Variable

.

- 14), demonstrate favourable attitudes about their French course (Variables 15 and .

\

26) and laﬁguage learning in general (Variable 13), and perhaps most significantly,

. state that they plan to continue their study of French (Variable Z). Thus it

—_

wq§1d appeayr that integratively motivated students place a sufficiently high value
on French so that they intend to pursue their formal study of the language for
relatively long periods and thereby develop a more thqrough knowledge of it. This

particularly impor;ézz finding is approached from a somewhat different perspective

.

and in rather more detail in the next chapter.

Students' own estimates of their progress in acquiring Fremch language
skills would also seem to provide a potential source of reinforcement for studying

French. At all five grades the four self-ratings.of French skills (Variables 29 -

32) combined to form a factor wﬁich we have labelled Self~Perceptions of French

Ach{evement and although the other components of this factor vary soméihat from
grade to grade some significant trends are apparent. At each\%rade, save for the
grade 10 sample, studepts' desiré{to leazn the language and the amount of effort
they are willing to expend in learning it {(Variables 21 and 20) also contribute

substantially to thic factor. This implies that those students who are willing

: 144
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A 4
to work hard at learning French becaugé of a strong wisii to master the language

tend'to See considerable‘pay off for their efforts. The lack of such a relation~

ship for the grade 10 students is somewhat puzzling, however, both the Motivational

S

Intensity and Desire to Learn Freach scales (Variables 20 and 21) 4o obtain

marginal, positive loadings on this factor revealing at the least some continuity

-

in the factor patterns across the grades.
This B;ief overview of the factor analytic results cannot fully describe

the complexities and many subleties of the relationships discovered at the various -

-

grade levels; What it does do, héwever, is emphasize geveral important develop-

mental trends and consistencies in the data. Moreover, these findings both confirm
and extend-gggpmajo; conclusions presented in Chapter 3. The following section “

provides a further, more explicit description of the nature of'such developmental

changes. . '

*

Developmental Charnges in Aptitude, Attitude, Motivation and Frengh Achievement

Ideally, as was stressed in Chaptér 3, the most adequate strategy for
studyiné any type of developmental change wQuld invulve longitudinal comparisons

k. o
of the same students over an extended time period. This was not possible given

the time frame of the present studies and a compromise was arrived.;t using cross=

sectﬁunal coinparisons of the five grades surveyed. All of the limitation; of

such an approach and the precautionary statements presented i some detail in

Chapter 3 aprly equally well to the analyses described in the following section.
The results of the analyses of variance comparing the five grades on the

major variables, excluding those which are dichotomous (i.e., Sex, Drop~out, and

Orientation Index), are summarized in Table 8. Because these analyses involved

+

Insert Table 8 About Here
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comparisons across grades, raw scores were udéd rather the standardized scores”
that wege‘geqerated\%or the factor analy;es. For the analyses of variance, grade
. *level diéferences would have been obliterated by the standardization“précedure
which results in distributions with a mean onOZ Table 8 presentg the rasulting
F ratios for the analysés of variance performed on each variable glong wiéh the
s means for each grade. - . ¥ )
Inspection of Tatle 8 revealg that of the 42 analyges of variance

conducted, only three failed to,produce F ratios that were significant, whereas N

all of the remaining 39 F ratios are significant at or beyond the 1% level of

significance. Thus on the majority of the variables, greater variability (n

the means across grades was obtained than could be attributed purely to chance. R
* o

Careful examination of the means contained in Table .8 will reveal how tye patterns

of means differed from grade to grade, however, to make it easier for the reader

~/

to grasp these relationships, a series of figures have been prebareh.- Rather

than plotting figures based on the means for each variable which yielded a

k]
statistically significant F ratio, where it was possible a single meadure was .
4

- '

selected to represent & whole class of variables if the results for each variable

-

all conformed to essentially the same pattern.

Fid

Insert F;éures 1-11 About Here

Figure 1 presents the means for each of the five grades for the variable, .

_ .
. *-

MLAT-Words in Sentences. The means for this variéble show a consistent growth

across all five frades. The patterng.for the other fou%'MLAT subtests, Number

t . Learning, Phonetic Script, Spelling Clues, and Paired As;oc{ates, and for the
Need Achievement and I.Q.‘scores also show basically the same patterns. As it

is highly doubtful that a student's intelligence test scores increase with each

14¢
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year of schooling a mo:?flikely interpretatisn of these results is that they

L}

represent the fact that there is a selective attrition of the less able students
grom Year to year. Thug the stﬁdenps who continue a formal education brogram

tend to bé brighter in general, and more achievement oriented, and those who

continue gecond language studies also have a highqr degree of language aptitude.

F{gure 2 contains means for the five grades on the Ethnocentrism s&cale

aﬁd is also representative of the results obtained for the Anomie, Machiavellianism,

[

and Authqritarianism scales. Reference to Figure 2 démonstrates that the pattern
.of results obtained on this'measure is such that the mean scores systematically
decrease with each successively highFr grade lgvel. One interpretation of these
results is that wiEh more years of education students become less ethnocentric,
authoritarian, machiavellian, and anomic. According to this interpretation one
might argue that the educational experience these students are héving is in effecf;
"liberalizing” them. Another possibility is that students who are actually higher

in these characteristics are the ones likely to drop-out of Fremch courses each

-

year. However, the factor analytic results in the present chapter and data to

be presented in Chapter 5 do not show a strong felationship between drop-out

~

behavior and these particular dimensions and thus do not support this latter
interpretation. Earlier in this chapter and also in Chapter 3 some concern was

expressed as to both the low reliability estimates and the questionable validity

A
and/or appropriateness of these four scales for students particularly within

the younger age ranges ipclhded in the present studies. Following this line )
of reasoning, a third possible interpretation of the pattern of means repreéeﬁted
in Figure 2 suggests itself. The measures of ethnocentrism, av-horitarianism,
machiavellianism and anomie may result in over inflated scores with questiénable

P
validity at the younger grades whereas the scores for the older, more yature

gtudents may be better estimates of the true underlying student characteristics.

14*-1 _ | - ~
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Mean scores for each grade level on the Attitudes toward French Canadians
scale are presented in Figure 3. Similar patterns werc.also obtained for the

scalas measuring attitudes toward learning French and a general interest In

leaming foreign languages. Reference to Figure 3 shows that the-e i3 & general

drop in favourabiliéy of attitude on these dirensions between grades 7 and 8 and

Heréafter a reasonably steady improvement in attitudes from-grades 8 to 11. The

H

negative attitudinal shift between grades 7 and 8 has also been noted by Bramwell
(3970) an% Bramwnrll, Smythe and Dumas {1973). The initiasl, relatively positive
level of attitude may represent something skin to novelty effect as students begin

. .
their French studies but which begins to pale as th?y continue on iﬁf;’;;ade 8.
As noted by Gardner and Smythe (1973) and in Chapter 5,
students within this particular educational system do mot appear to fully appreciate
the fact that French is an optional subject in ‘grade 8 although they are all awarel
«of its optional nature in secondary school. It 1iIs thus possible that students feel;
in some sense coerced to continue French at the grade 8 level even if they have
decided that they do not like it after their initial experience in grade 7.
Thus some grade £ students may generalize their negative feelings toward the
French covrse to cother foreign language studies an& to people who speak French.
The steady improvement in attitudes on these dimensions between grades 8 and 1l
may a;ain-represent the selective attrition from year to year of those students
with less sanguine attitudes. This latter interpretation is congruent with
the factor analyses in the present chapter and w;th results to be pr;sented
in Chapter 5.

The means of the five grades rn the Mntivational Intensit» scale &are

plotted in Figure 4. Basically similar patterns were also obtained oé the Desire

to Learn French scale and for the measures reflecting Ss' evaluative reactions

to their French Course and French teacher. These data demonstrate a substantial
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drhp in means between grades 7 and 8, an increase at grade 9 followed by . drop
at grade 10 and eventually an incre;;e again at the grade 11 level. The decreases
noted at g%ades‘B and 10 may be rela;ed to the fact th. . grade 8 represents the’
gecond year of th; elementary school oral/aural program and grade 10, the second
year of the more traditional, orthograﬁhically oriented-{i.e., a étress on
reading and writing skills) secondary school proéram. After an initial burst

of Enthusiasm,as each program begins (i.e., in grades 7 and 9, respectively}

some Ss @ay berome somewhat jaded as the course demands become more severe. The
upgurge in attitudes at th‘e gradé 11 level is probably due again to the fact that
Ss with i;sufficient desire to learn French and whe state that they are less
willing to expend much effort in acquiring the language tend to drop-out.

The me;ns for the Integrative-Instrumenta! nifference score when plotted
regult in a "y shaped curve :s presented in Figure 5. Means for the Attitudes
:oqgrd European French People scalé also conform to this E?ttern. AJl‘gé the
means in Figure 5 reflect a predisposition for students at each grade to endorse

integrative reééons for studying French relatively more intensely than they do

forr the 5nstrumentél reasons. Moreover the grade 7 and 11 samples are igher

.

in their degreeiof integrativeness than are the three middle grades.

The.meaﬂ;;for thé Parental Encerragement scale presented in Figure 6°
reveal a ge eral increase in t'e perceive ° amount of parental support for French
studies frb:xé?ades 7 through 9 which then sHows a'éenefal leveling off or sliéht’
decre?se at thé grade 10 and 11 levels. Presumably this reflects the faét that

studen%s‘who remain in the French program over an extended time pericd receive

L

L]

support an. encouragement from their parerits to do so.
The results, for L..2 students' self-ratings of their French_skills produce

El

two distinctly different patterns. The means for the‘self-facing uf speakins,

s

. Fl
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skills are gresented in Figure 7 which also typifies the ﬁattern for the other
eral/aural communicational aspect, the self-ratings of understanding. These |
patterns may be contrasted w;th thosé obtained for the. grade means on the seif-'
ratings of reading and writing wh‘ich are exemplified in Figure 8, the plot of the
reading skills., Students in grade 7 seem very confident about their ability to
speak and understaqd French but by the time they are in grade 8 they appe;r to
have a more realistic and considgrably lower estimation of these skills. With
} R

further years.of ctudy they then begin to show higher and higher estiﬁates of
- thelr proficiency in these skills. With tﬁé more formal and traditionally
taught reading and writing skills the pattern of meanslahows a steady growth from
grade 7'to 1l.

"All seven teac.hur—ratings\' of students’ Iirench skills generally show a
steadyndecrease between grades 7 and 10 with a sudden upsurge at the grade 11

level. These results are exemplified by the pattern of means for the teacher-
rating of speaking skills presented in Figure 8. 1t is very difficult to imagine
that students are actually becoming less profiéient as they proceed through' the

firet four years of their Féench studies and the most likely explanation is that

teache}s' criteria for the varioys grades shift from level to level.

° Ail of the objective measures of French achievement for the elementary
school samples, except for the Sentence Comprzhension test, show significant
growth between.grades 7 and 8. An example of this growth trend is nresented in
Figure iO which p?esents;the means for the Vocabulary subtests of the Elementary
French Achievement Test. Similar trends are apparent‘ap the high school level
where all five objective measures showed significant growth across the three
grades. This is illustrated in Figure 11 which shows performance means on the
Vocabulary subtest of the C.A.T.F. Apparertly Ss aré improying in their level

of French skill acquisition defined by objective measures as they advance from

grade to .grade. 1 r—) O
t
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Preéilfion of French Achievement
2Lecietlo
An important aim of the validation study was to ascertain whether the

attitude/motivational tests might be combined in some way to actually permit the
prediction of achievemeni in various aspects of French. Evidence bearing on- this
question is to some degree already available in che several factor analytic solu~

- N &
tions already described but a more direct and possibly more practical approach
wasg iaken in the present section. This involved the use of the Multiple Stepwise

F .
Regression technique as described in Chapter 2. It may be recalled that this

approach selects from a2 larger battery of tests those which contribute most to
prediction of a specified criterion. The mechanics of 'this téchnique are such that
each predictor test_has an equal opportunity of being selected, however, in the

!
present case We restricéed our solutions so that only the four best predictor
variatles were actu=ily determined with respect to each of tue Fre;ch achievement

criteriz. Standardized scores were used in these analyses for the same reasons as

have alreziy been clted with respect to the factor analytic soluvions.

To provide as stable and wvalid estimates of French”achievement as possible,
total scores on the various achievement indices rather than subtest scores were
selected as criteria. The Fronch achievement critarion measures included: (1) che

total score on the four students’ Self-Rating scales (see p. 4-7), (ii) tha total

score on the Teacher—-Raring ¥ Speaking Skills {(see p. 4-8), ‘iii) a totaj score

of Teacher—~Ratings of General Skills formed by summiag responses to the four items

on the gecond part of the teacher-rating form (see p. 4~8), (iv) either the total

gcore on the four subtests of the Freanch Achievement Test (see p. 4-8, 4~9) in the

s23e of the grades 7 and 8 Ss or the total CAIT score in the case of grades 9 ~ 10,

and (v} either tha total score on the 50-item Vocabulary test for grades 7 and 8

I

(ége p. 4-9), or the total score on the Aural Comprehension test for grades 9 - 11

{see p. 4-10, 4-11). - . ‘\// 15;
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Both aptitude and attitude/motivational measures as well as evaluative .

" -
.

reactions to the French teacher and the Frefich course were allowed to enter into

the prediction eguéiions. The following 19 variables were selected as potential’

+

predictors for each of the five French achievement criteria: the total #core on " .
: . ~ .

'the five MLAT sub-sgcales, I.Q., Attitudes toward French Canadians, Attitudes toward

éifopean French People, Actitudes toward Learning French, Interest in Foreign

L3 -

Languages: Parental'Enéouragement, Motivational Intensity, Desire to Learn Fre;ch,
Integrative-Instrumgntal Differencg score (i.e., the relative degree of integrh~-
tiveness), French Classroom Anxiety, General Clags%oom Anxi;ty. French:Teache
{evaluative), French Course (evalﬁative), Need Achievement, Anomie, Ethnocentrism,
Authoritarianism, and Hachiavellianism.

Data for each grade ie&el were analysed separately. Each of the grade level .
analysis involved the calculation of five sets of predictof equatibns, one for:each ’
of the 'French achievement criterion measures. The results Bf these analyses are
summarized seéarately for each gr;de in Tables 9 ~ 13. Included in each table are
the Beta coefficients associatéd with each of the four most potent predictors along

with the resultant multiple correlation coefficients (R) for each criterion. To

aid in the interpretation of the solutions presented in Tables 9 ~ 13, the predictor
o

Insert Tables 9 -~ 13 About Here

variables are listed in terms of tue size of the contribution they make to the final
multiple correlation coefficient. 1t is thus possible to make direct comparizons

of the sizeQOf the contribution of each predictor by comparing their squared Beta
coefficients (see Chapter 2, p. 13-14). A negative Beta coefficient indicates that
the variable it i§ asséciaced yith is weighted nggatively in making a prediction.

For example, the negative Betas consistentl& obtained for the peasure of French

152
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' ' : e
Classroom Anxiety demonstrate that Ss with low scorés on this test tend to do
é better on the various measures of French achievement of which it is a predictor.
" Inspection of the data in Tables 9 - 13 reveals both some ipteresting

Pl

5 consistgnéies within and across the graée levels and aléo demonstrates several
intriguing developmental shifts. At all érade levels, for virtually every criterion
megaure the index of French Classroom Anxiety was selected as one of the four Mpest"
predictors. I; fact, French Classroom Anxiety contributed (negatively) in.ZA out
of the 25 prediétion'equations represented in Tables 9 -13. While the relative
contribution of ;hié measure vafi;d from criteria Lo criteria and'from grade to
grade it seems quite remarkable that it so consistently enters into the prediction
equations whether the criterion measure represented Ss' self-rat{ngs, either of
the two teacher-ratings or either of the two objective test scores. It must be
remembered that the content of this scale is highly situationally‘Specific and all
irems refer explicitly to feelings of anxiety resulting from overt participation

during the French Classroom period. It is perhaps of some interest to compare

these results with those seven instances in which the measure of Ceneral Classroom

Aqxiegy entered intp a prediction equation as one of the four top predictors.

these instances were::Grade 7 - Vocabulary;\Gfgéz é:" Vocabulary; Grade 9 - Self-

tating, Teacher-rating; General Skills, anﬁ Aural Comprehension; and Grade 10 -

Self-varing and Anral Comprehension. In all of these cases except the first,

grade 7 - Vocabulary, General Classroom Anxiety obtained a pogitive weight! Whereas

French Classroom Anxiety negatively predicts French Achievement, General Classroom

Anxiety actually appears to promote certain Ffench Skills at some of the grade

lavels. . . ' i ‘\\\v ,
Another variable that entereq into a majority of the prediction equations

as one of the more powerful predictors was the MLAT total score. This measure

ingured in 23 out of the 25 multiple regression solutions, the only exceptions

Q 50
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being for the grade 9 Self-ratings and Teacher-ratings of Gemeral Skills. Ia

, eneral these findings with respect to the predictive power of the MLAT gerye to

confirm a large body of literature which attests to the validity of this instrument
(e.g., Culhane, 1970; Jakobovits, 1970; Rivers, 1968). Careful inspection of the

data in Tables 9 ~ 13 does however demonstrate’ that the MLAT is not always the

most powerful predictor bf French achievement although at the two most ®enior . ;
'grade levels it does appear to make its most significant and consistent co;;ribu—

-.tions to the several predictive equations. This would suggest that languagg’

aptitude becomes & 'more important determinant of second—language skills a&s the

course becomgs more advanced.

General 1ntelligenqe entered into slightly more than- 50% of the prediction
equations (13 out of 25) and in no case was it the best single predictor. Surpri- .
singly, I1.Q. was not among the four best ﬁredictors for any of th; five achievemen£

) measures at the grade 8 level. _
) The measure of Hotivationél Intensity which attempts to ;eflect the amount

of effort an individual expenjfiin his French studies was also included in 13 out

of 25 of the prediction equat{ons. Moreover, in seven instances it was the

Y

W,
~a

B{ngle best predictor of French achievement. While language aptitude seems
particularly important at the more advanced levels of second-language training,
Motivational Intensity madé its strongest and most consistent contributions to
prediﬁtion at the beginning levels in grades 7 and 8. Another component of what
we have labelled the Integrative Motive, the Desire to Learn French, appears-as

a predictor in one equation for cach grade except grade 11. Motivational Intengify
and Degire to Learn French never both appear withi; the game equation although.
there is an obvious logical link between the two and they tend to correlate

_~—substantiaily with each other (See Appendix D). These two important components

of the Integrative Motive therefore contribute to prediction in 17 out of the

154 .
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25 regression equations. Two other central crustructs of the Integrative Motive,
%
the Integrative~Instrumental Difference score and the Attitudes toward Learning
' L]

French begin to enter the prediction formulae at the two senior grade levels.

The measure of integrativeness improves prediction of the total Aural Comprehension

Test 8core at grades 10 and 1ll. Thus at the more advanced levels of French

[

ingtruction Ss who are relatively more integratively than instrumentally oriented
in their study 6f French tend to do best on the one test most closely associated
with some degree of aural_comm;nicative competence. At the most advanced level
tested, the measure of Attitﬁdes towards Learning French waswseconq in importaﬁce
only to the MLAT total test score and in most equations made ccntribuéibns of
roughly similar magﬁitude to prediction.

Students' evaluative reactions to the French course surfaced as predictors
! : '

of achievement oniy at the grade 8 and 10 levels. In both grades tnis measure

was related to self-ratings and teacher-ratings of sbeaking skills, It will be -

recalled that within the London system that grades 8 and 10 represent the second

year of the elementary and secondary school French programs, respectively.

In summary, it seems reasonable to conclude that the preceding exercise,

representing a preliminary attempt to improve upon a single test score as a
predictor of French achievement has been quite successful. Such an approach would
appear to offer considerable promise. Obviously language aptitude is very

¥

important in predicting subsequent levels of French achievement, nevertheless, we
have demonstrated that several of the attitude/motivational measdres m&y atford
equally significant predictive power. The major point to be made, howevg},'is"

that a combination of aptitude and attitude/motivational indices produces apqreciably
better prediction. We would argue, therefore, that the concept of the Integrative
Motive has ere than a theoretical usefulness as demonstrated particularly ;y the
factor ana.yses and multiplg stepwise regression equations of the present chapter.
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TABLE 1 . D

COEFFICIENTS OF INTERNAL-CONSISTENCY RELIABILITY AT EACH GRADE LEVEL

4
.

s ) t
-
Scale Grade ]
7 8 9 10 1
Attitudes toward Fremch Canadians .84 . .88 .87 .86 .89
. Authoritarianism 60 .51 .54 .59 .61
Machiavellainism - 48 .56 .60 71 .76
Need Achievement . .55 .64 .65 .71 ,_ﬂrS .
Ethnocentrism - ’ .60 .62 .60 :64 .59 " .
Interest in Foreign Languages B .85 .89 .88 .88 .90 .'
"Parental Encouragement ;89 .89 .88 .88 .90
Attitudes toward Learning French’ . - <94 .95 .95 .94 .95
¥rench Classroom Anxiety ) .7.'5 .82 .83 .84 .85
~ General Classroom Anxiety _ .72 .79 .83 .82 .86
‘Attitudes toward European French People .90 .91 .91 .88 ° .93
Anomie o .48 .52 .61 .57 .51
Motivational Intensity . .86 .87 .84 .82 .84
Desire to Learn Fremch : .88 .89 .87 .86 .87
Integrative Orientation .82 .'8? .84 .82 .85
Instrumental Orientation ' ; .56, .63 .58 .58 ¢ 49 T
- \
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TABLE 7

TEST-RETEST COEFFICIENTS OF RELIABILITY AT EACH GRADE LEVEL

a

Scale .. Grade

) 7 .8 9 10 11
Attitudes toward French Canadians . 73,79 .76 .80 .78
Need Achievement ’ 46 .63 W75 .72 .83
Ethnocentrism : .64 .84 .72 .76 .67
Interest in Foreign Languages. ' .83 ‘.78 .84 .83 .82
Parental Encouragement ‘ .79 .78 7 .69 .79 .88
Actitudes towards Learning French .86 .86 1?5 .90 .81
French Classroom Anxiety .41 .68 .86 .88 .84
Acticudes ngards Furopean french People © .67 .68 .65 .71 .80
Motivational Intensity . .88 .78 .78° .79 .84

. Desire to Learn French . .83 .80 .68 .87 .78
Orientation Index 31 .63 .43 51 .60
Integrative Oriéntation . .83 J7 .76 .83 .53
. Instrumental Orientation ' .68 .61 .69 .67 .49




TABLE 3

ROTATED FACTOR MATRIX - GRADE 7

I I m omw oy
1. Sex 19 .08 .15 .05 .23
2. Drop-out . 09 .48 -.22 ..12 -.05
3.  MLAT MNumber Learning .23 .00 .54 =-.03 .08
4.  MLAT Phonetic Script 3 .23 .07 .54 .01 .04
5. MLAT Spelling Clues .03 .00 .32 -0 -.01
6. MLAT Words in Sentences A3 .06 50 -02 .17
7. MLAT Paired Associates A6 =03 L40 .13 .08
""8.  Attitudes toward French ...adians 01 .55 .33 .52 .03
9. “Authoritarianism (F-Scale) 04 .07 04 .56 .06
10. ° Machiavellianism 09 -.22.-.32 o1 .01
11. Need Achievement 05 .16 41 .00 -.06
12. Ethnocentrism (E-Scale) A0 =13 -.43 A2 04
13. Interest in Foreign Languages .16 .33 .29 A6 W12
. 14. Parental Encouragement .03 A2 24 .33 .19
15. Attitudes toward Learning French .18 .69 .20 .27 .27
16. French Classroom Anxiety .30 -.20 ~.34 .23 ~.24
17. General Classroom Anxiety -.16 ~.17 -,25 31 .01
18. Attitudes Toward European French People .03 50 22 .55 .05
19. Anomie ) 01 .00 -20 .s1 .04
20. Motivational Intensity .21 .71 - 06 ~.01 .42
21. Desire to Learn French . 1 .73 .07 .03 .43
22,  Orientation Index .00 © .20 -04 .02 -.01
23. English Canadians (eval.) D4 0 25 08 -~.08 ~.04
24.  French Canadians (eval.) 06 .53 .02 -.03 .00
25. French Teacher {eval.) 02 .66 -01 -.11 .03
26. BEnglish Course {eval.) .08 .21 .07 =-.18 .08
27.. " ‘French Course (eval.) A2 .76 -~ 01 ~.04 .29
28.° Integrative - Instrumental 02 .21 .18 .06 ~.03
29.  Sélf-rating - Writing | 020 .15 03 .17 .70
30. Self-rating - Understanding A9 .34 .09 .09 .53
31. Self-rating - Reading .14 27 -,07 .00 .65
3z. Self-rating - Speaking .20 34 .03 -.02 .51
33. Teacher~rating - Speaking 90 09 25 .03 .16
34. Teacher-rating ~ Willingness .85 A5 25 L2 .09
35. Teacher~rating - Understanding ° .83 06 .24 -~-,03 .19
36, Teacher-rating - Oral .90 .09 .21 -.01 .16
37. Teacher-rating - Aural 91 .11 25 -.01 .12
38. Teacher-rating - Grammar .92 09 24 01 J14
39. . Teacher-rating - Vocabulary .92 09 .24 01 .13
40, 1I1.Q. .22 .02 .59 .03 .01
4]. French Achievement Test - Vocabulary .26 02 49 L2 44
42, French Achievement Test - Grammar .20 09 .34 .-.08 .20

43, French Achievement Test - Sentence
Understandin> A2 =04 27 02 .38

44.  French Achievement Test - Paragraph
Comprehension .28 03 .51 .01 .25
45. Vocabulary Test A8 -.03 .35 -,01 .52
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13.
14.
15.
16.

117,

18.
19.
20.
21.
22.
23.
24,
25.
26.
27.
28.
29.

.30.

3l.
32.
33.
34.
35.
36.
37.
38.
39.
40,
4l.
42,
43.

44,

Sex
Drop~out

MLAT Number Learning
MLAT Phonetic Scrirt
MLAT Spelling Clues

ROTATED

TABLE 4

FACTOR MATRIX - GRADE 8

MLAT Words in Sentences
MLAT Paired Assoclates
Attitudes toward French Canadians
Authoritarianism (F-Scale)
Machiavellianism
Need Achievement
Ethnocentrism -(E~Scale)

Interest in Foreign Languages

Pareatal manonnmmmsmnv
Attitudes toward vmmnnunm French
« French Classroom Anxiety

General Classroom Anxiety
Actitudes towdrd European French People

Anomie

"Motivational Intensity
Desire to Learn French

Orientation Index

English Canadians (eval.)
French Canadians (eval.)

French Teacher (aval.)
English Course (eval.)
French Course (eval.)

Integrative - Instrumental

Selfdrating - Writing,

Self-ratinz - Understanding

Self-raring - Reading

Sel¥ »ating ~ Speaking .

aTea. cating
Teach..-rating
Tearnher-rating
Teacher-rating
Teacher«rating
Teacher-rating
"Teacher-rating

1.4. .

French ichievement Test -
French Achievement Test -
French Achievement Test

French Achievement Test

Vucabulary Test

1o
.22 40
-.36 =.27
+25 06
.23 .08
.11 .15
.12 .20
.21 .06
.14 .71
-.08 .07
-.06 ~.37
-.02 .20
-.18 -.31
: .HN 72
.49
.Nw\\ .69
-.28 -.07
05 .19
A4 .67
-.10 .1l
35 .55
.28 .64
-.02 .29
.10 ~.06
A0 .27
.26 .27
-.02 .18
.35 .40
.10 40
* .28 (.15
.28 .16
.26 0 .10
.19 .13
- Speak.ng .88 .15
Willingness .80 .06
.Understanding .87 .16
.85 .13
Aural .86 - .14
Grammar .87 .15
Vocabulary .88 .14
.11 .16
Vocabulary 49,23
Grammar .32 .10
- Sentence
Understanding .21 .13
- ‘Paragraph

Comprehension 37 .42
A2 .19
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.16
.22
.46
.50

C .43

.38
.39
.33
.06
.05
.35
.15
.23
.25
.19
.42
.43

.13
.08
.06
.08
.22
.05
.17
.20
.10
.17
.21
.19
.25
.23
.60
.38
.38

.19

.24
.um

v ¥
-4 .24
-0l -.24°
-.04 .01
- 00 -.02

.08 .01
- NN .No
.Hmﬁljf

.67 01

.18 .03
-.05 .22

61 -.07
A4 .28
.20 .05
.05  .39.
21 =27
09 =15
.07 .05
bl .05
.00 .58
-.04 .51
-.07 .00
-.01 .07
-.04 .10

02 .21

.00 .07

.06 .38
~20 .09
-.02 .71
-.03 .66

06 .72
-.02 .76
-.08 .19
-.11 .23
-.03 .21
-.13 .18
-.08 .22
-.09 ..16
-12 .15
-.19 -.03
-.01 .25
~17 .14
-.07 .16
-.10 .21
-.03 .13

.m.

-.01
34
.02
.03
.01

-.15
.10
.07
.03

-.23
.17
.01
.10

-.15
.12

-.18

-.27
12

-.09

«l4
.09
17
.61
.55
.51
.42
.45
.18
17
.16
.07
.10

.12
.14

" .13

.10
.06
.09
.13
.00
-.02
-.05

|0°H

.ou
~+19

.f/x

Q
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14,

18.
19.

21.

23.
24.
25.

27.
28.
- 29.

31.
32.
33.

35.
36.
37.
38.

40.
41.
. 42,
43,

45.

TABLE 5

ROTATED FACTOR MATRIX - GRADE &

o
WR H OO d UL B W -
- @ - @ - ® & » L I - & -

16.
17.

22..

26,

o
.l?
.ol

.05
.lo

.04
.20

.04
.00
.37
.34
.40
.37
.02
.02 .

.ol
.60
.70

.08
.37
.09
.02

.11

.13

.14
.09
.13
.03

#11

.08
.08

-006

S §
4
- 8ex 07 .23
Drop-out -.37 =-.43
MLAT Number Learning 16 .13 -
MLAT Phonetic Script ) .26 ,10 -
MLAT Spelling Clues .08 .13 -
" MLAT Words 1in Senténces .20 .18 -
MLAT Paired Associates 08 .11
Attitudes-toward French Canadians .08 .67
. Authoritarianism (F-Scale) -.10 .03
. Machiavellianism 01 -.22 -
. Need Achievement 06 31 -
Ethnocentrism (E-Scale) -.08 =-.23
. Interest in Foreign Languages 15 .78
Parental Encouragement 1.02 A7
Attitudes toward Learning French .26 .68 -
French'Classroom Anxiety -,21 -.03 .
General Classroom Anxiety , 04, .04
Attitudes toward European French, People -7 .01 .54 =
Anomie -01 .13
Motivationai ntensfpy - > . ‘\.30 Y
Desire to Lea annch © w31 .55
Orientation I - 13 =11
English Canadians&(eval ) T =22 L04 w
French Canadiansi(eval.) ~.02 .25 =
“French Teacher al.) . 06 .40 -
English Course 1.) -.15 ...} -
French Course,(eval.) .28 554 -
Integrative - Instrumental 0% 15 -
Self-rating ~ Writing .28 }2
Self-rating - Understanding A5 09 -
Self-rating - Reading 21 19 -
Self-rating - Speaking 22 .Z2 -
Teacher-rating - Speaking .88 %09
Teacher-rating ,- Willingness" - 82 iz -
-Teacher-rating - Understanding 484 .17 -
Teacher-rating - Oral ' .89 .08 -~
" Teacher~pating-- Aural ) B84 16 -
Teacher-rating - Grammar ~ .88 09 -~
Teacher—rating ~ Vecabulary.® 90 .09 -
, .33 .17 -
CATF Voe y 26 L02
CATF Graga ¥25 .03
CATF Comprehension . 312_ .01
CATF Pronunciation - A .28 .08 -
Aural Comprehénsibn (9-11% .35 =42 -
S ' 160
. ‘- N\
v * !
- '%

.06
.08
.07
.12
.06
.07

.29

-.03
.01
.07
.17
.05 -

..s_?.'ﬁ
R
£

¥y

.10
-.02
.36
.30
N1

.k6 )

.17
.lo
-.03

.12-

-.11
.14
.10
.11

-.13
.21
.06
.01
.02

~.03

-.03

.07
.01
.06
.08
.14
.19

.16
" 13

.33

.27
.35
.30
.35

24




, ‘ . " TABLE 6 . -,

ROTATED FACTOR MATRIX - GRADE 10 *

* | . % npomomoyowm
1. Sex N A1 .38 -.08 .06 .23 . .18

2. Drop-out ‘ : , =45 -.36 <08 -.13 .13 .-17 7
*3.  MLAT Number Learning o . 37 .24 -.07 "~ .04 .13 ° .00
&.  MLAT Phonetic Script v . .50 .14 --'.133t .15 04 0 -.12
- 5.  MLAT Spelk¥ing Clues .27 -.02 ~-.02 .11 .08 -.07 .
+ 6. MLAT Words in Séntences .., ¥ 46 .15 ~.17 -.09 .04 ~.09 .
7. - MLAT Paired Assoclates .y b .39 .22 -07 .06 .14 .03
8. Actcticudes toward French Canadians 13,723 .07 .12 .05 ~-.06
9. Authoritarianisn (F-Scale) : -.02 .13 -5 .00 .05 .01
10. Machiavellianism . - -.04 ~.36 .29 \.03 02 -.19
11. Need Achievement oL - AN 127 -.23 0 .06, =26 16
* 12. Ethnocentritm (E-Scale) . ] -.17 =-,19 .67° .05 .10 ~.05
13. Interest in Foreign Languages - .23 .79 .15 .13 -.03 -.00
14. Parental Epcouragement , -03 .35 .09 -,07 -.02 .02
15. Actdicudes toward Learning Fredch .30 374 .09 .24 -.08 .26
16.  French Classroom'Anxiety ¢ v =24 =02 .18 -.27 .74 .03 2. |
J17. - General Classroom Afxiety ’ .05 + .06 .21 -.03 .79, .08 !
18.  Actitydes ‘toward European French People 04 .57 .09 ,17, .16+ .02 S
19. Anomie | . . 2,09 .23 65 .02 .14 -.06 £
20. Motivafional Intensity’ .26 .62 ~.05 27 -.11 .44 ‘ :
21. Desife to Learn French ' 30 .71 .07 .26 -.09 .29
22. Orientation Indéx 17 .38 -.09 04 =-.07 .08,
¥23. Eng'Iish Canadians (eval, ] - 13 *‘—".04 v-,12 -~.01 '.18. 34
. 2. French Canadians (eval.) ' .08 %28 —01 .11 14 .42
" 25. French Teacher (eval.) s v -1 .15 -.03 .07 -,08 ° .54
26. English Course (eval.) 3 ~15 .24 =26 .01 -.01 ‘.23
27.  FPrench Course (eval.) . -~ - .25 .44 %07 .29 =.13 .51
28. Integrative - Instrumental ‘5313 Ta48  -.14 .04 ~-.08 -.01
29.  Self-rating'~ Writing - 30 .18 .01 .64 -.05 .13
30. Self-rating - .Understanding . - 2277 .13 .14 .69 -.11 .16
31. Self-rating - Reading’ .t .21 - .14 -03 79 -.06 .08 C: s
32. Self-rating - Speaking . < .20 -,17 .03 .81 -.08 .04 N
33. Teacher-rating - Speakirg . .91 .14 .10 .13 -16 .21
34. Teacher-rating - Willingness .78 13 15 .11 -2 .27
35. Teacher-rating -~ Understanding .89 .08 .06 .13 -~.22 .20
36. Teacher-rating -~ Oral - . & .89 .4 .10 .12 -.14 .23
37. Teacher-rating - Aural . " .90° .10 .08 14 -.16 .19 ;
38. Teacher-rating - Grammar <+ .90 .13 .07 .12 =-.17 .21
33, Teacher-rating - Vocabulary 91 .12 .07 13 -.15 .21 N
40. 1.Q. : ' ‘.49 ,08 -.20 =08 -.15 '
41.  GATF Vocabulary 64 .15 -,04 33 .09 ~.14
42.  CATF Grammar 746 .15 -.09 24 .06 ,00
43.  CATF Comprehension .54 .03 -.200 .19 ° .08 ~-.05
44.  CATF Pronunciation * . .50 .17 -19 .21 ~-05 ~.03 .
45, Aural Comprehension (9-11) +55 .11 ~-.15 .33 .03 - -.14 :
16}
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25,
25.
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y TASLE 7

ROTATED FACTOR MATRIX — GRADE 11

Sex

Drop-out

MLAT Number Learning

MLAT Phonetic Ser’

MLAT Spelling Clues

MLAT Words in Sentences

MLAT Paired Associates )
Attitudes toward French Canadians
Authoritarianism (F-Scale)
Machiavellianism

‘Need Achievement -

thnocentrism (E-Scale)

Interest in Foreign Languages
Parental Encouragement
Attitudes toward Learning French
French Classrocom Anxiety
General Classroom Anxiety
Attitudes toward Furopean French People
Anomie
Motivational Intensity
Desire to Learn French
Orientation Index
English Canadians (eval.)
French Canadians (eval.)
French Teacher {(eval.)
English Course (eval.)
French Course (eval.)
Integrative - Instrumental

Self-rating - Writing
Self-rating -~ Understanding
Self-rating - Reading

Self-rating - Speaking
Teacher-rating - Speaking

Teacher-rating - Willingness
Teacher-rating - Understanding
Teacher-rating ~ Oral
Teacher-rating - Aural
Teacher-rating - Grammar

Teacher~rating - Vocabulary
1.4Q.

CATF Vocabulary

CATF Grammar

CATF Comprehensicn

CATF Pronunciation

Aural Comprehensien (9-11)

162

e

.14
—.40
.23
.34
.22
.39
.40
11
-.02
-14
.22
-.10
.23
-.04
.30
-.30
~.05
.14
-.08
.25
.23
-.06
.03
.02
.08
.00
.24
.10
b

.27
42
.94
.78
.91
.93

.92

omu- -,.

i3

.91

40 -

.66

59
.

.UH

I
.26

.36
OON

ITI IV v. VI

.30 .38 -0, -.30
-.18 ~.06 ~,20 -.09
.22 .05 .29 -.10
-.04 -.13 .48 -.08
02 -.07 .33 -.13
A1 -.01 .48 -0
A5 .17 36 - 12
06 .02 04 -.05
05 -.03 _. 25 3
=05 -.13 .25 | .39
A2 16 -,06 -.13
-.02 AL .23 « 62
31 .13 27 .02
Q0L .02 03 .13
+45 07 .18 L0l
=17 .74 19 .05
-.08 82 _.03 .10
12 02 _-,07 -.08
.15 .19 .08 .48
63 05 .07 -.15
.57 .07 .29 .12
Al .07 -00 -, 27
22 =20 -,17 -.14
A2 -,03 -03 1,23
.28 -,05 .18 -.01
LAl 02 .23 .07
59 =03 .11 -.01
.17 01 .04 - 42
.62 -,05 06 .01
65 =24 07 .20
.65 -.06- .02 .06
60 29 .03 .13
.19 .08 .08 ~.U8
23 =16 -,06 .06
A7 -.06 12 -, 05
A5 =10 07 .03
A4 02 (13 .05
.21 02 Jd3 .11
20 -.04 d1 0 =10
-.29 209 40 -.03
.08 -.05 A9 -1
A7 =05 37 -0
15 .04 35 -.04
06 .07 3. .0
.20 -.06 .08 -_.25
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5
SIMUAKY OF ASALYAMS OF VARIACE OF THE MAJok VARIARLES
Vartable F=Ratlo Heans
Lot , Grades
. X ? 8 9 lo I
sex! ' .
Orop-out’ e . . . N
MLAT - Sutbec beaenlnyn 83.36% 2211 25\ £8.99 3.1 LN g )
HLAT = Mhonetlc Seelst 72.90%0 18,48 19.15 018 s BN A }
FLAY = Stelling Cloca Ho.02% .27 1.6 10.36 10.90° 1..94 )
YLAT, - Socdd In fentipees 182,26** .10.02 11.5% 4.7 16.21 Ma.92 0 . )
MLAT - Talred Aanoclates 89,92 9,520 11.1% 14.0F 15.1) 16.07 ~ .
’ Artleoldex tovaed Frenoli Canadlans 6.05%  56.84 4£7.03. &8-?3 %3.95% 52.00
Authocicarlaniaz (F-Seale) 29.82%% 26.2) 44.52 L2006 41.06 39.65 ) y
Kachbavell $3alsn 3.29*Y n.92 -33.5'1 N.60 0.9 30.05 ; v '
Feed Achitvezene 4,129 46.79 £2.75 4.5 4BL44 49.4) .
Lrhnocents Ian {L=Scale) ' 35,59 34,81 J1.46 040 29.60 22.21 - e
Intereat 14 Forclgn Lanfusdes - 5.03%* 51,62 49.43 S51.3% S1.:l 53,95 |
. Patenral Encovcapseent  ° 10.29** 10.19 42.8) 45.90 45.%0 44.65
; Artitudes rowaed Liarning Freech ¢ .92 48,29 44.12 46.90. 46,90k 49.1D
French Clasateos Atxlety 1.25% 19.06 19.1% 18.12 }8.88 18.30 T .
Caneral Classracn Anclcty’ 4 19.27418.61 1824 19.61 18.95 - -
aAttitades to-.'.'i:d Earopean French 2.1 4.9 43,05 A2.4Y 42,47 &4.Le) . '
Ananie ' 5.66%* 39.69 19.01 J8.00 3B.12 D6.95
¥arivarienal Intensity .9.56% 21.36 19,47 21.26 20.75 21.71
. bDesire to Leoatn Frepch 1.89% 21,08 20,37 21.47 21.28 22.6)
Orfentatlon Irdex' - . N
Engliah Canadians (cvaluative) 13.32%* J0.06 67.93 6d.52 '63.38 163,41
. French Canadians {rveluative) 6.07°* 66,18 66,17 62.12 61,38 6).9%
F1 ch Peacher {rvaiuacive) 6.99% 56,83 5).56 57.6] 55.04 60.8x "h ‘
- Englirn Covrar {ovaluacive) 21.22** 36.00 38,13 N.17 LY J0.82
french Course (evaluacire) 5.01** 233,73 29.8 1.5 J0.Z0 J2.00
Intefirarive = Intitu=cntal DIZference Scote 1.54%Y 27,29 26.68 26.)0 21.82 . .
Self-cating = Welclng 49.97% 2,64 ;.2; .69 3.6, 404 )
Self-rating - Undetatanoing s.ss*:, 4,35 24,00 4.0% 4.06  4.)5
® Self-rating = Reading 40.53%Y 271 2,98 3.2 300 4.097
Belf-tating = Spc .lng .21 4,00 .56 3% 302 .81
Teaches-rating = Speaiing 15.15% 28.88 26.6925.9% 2).26 27.47
Tencher=ratling = “illlngacss 12,780 .84 426 &.55  3.92 L 4.6} ¢ ‘
Teacher-ratias - Ladeestanding 1.51%% 4065 4,50 4.0 4.15 . 4.8 ' ‘
Taschereraclin: - Oral ' 12.63%* 4,86 4.52 4.3) 3,93 &.62 - o
Teseler-tating = Aural 12.10% 498 4,58 4.66 4.0 479 ]
Tencher=catlag = Crarsar 1,47 4,62 4.20 4.2% 1.8 4.52 ‘ . * )
Teacher=zaclng = Yecabulary 16.53%  4.66  4.47  4.30 .89  4.61 .
1.9. 8.04%* 61,23 62.50 65.29 65.1) 66.75 *
Freach Achleveoent Test s Yoeabulary 3,.01%* 1255 le.s1 J
French Achleverent Test - Crarmar 12.02%  3.93 4.4} i v
Freovk Achleverent Teat = Seetoare Understandfog 1.60 8.31  B.14
French Achleverent Toat = Faravtaph Coepechenalen 2032 10.¢9 1).89% v -
French Vocabkulaty Tuat 12.56*Y 13,51 14.96°
TEATE - Vusabutacy 167.80¢ 10.68 14,88 19.7% .
CATF - Cracmar N 192.58°* 11.6 12.25 22.11
CATF = Curirrhenalen 150,720 L4 ’
CATF - Pronvwelatten 82,152 :‘;: ::: ::; s ' 'r_
Aural Losprongasion X P TRARL 12,00 14.02 1152 .
& LY
“ e 169
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TABLE 9

SUMMARY OF MULTIPLE REGRESSION ANALYSES

GRADE 7

Criterion ’ Predictors

Self-rating: Total Motivational Inteasity °

French Classroom Anxiety

- I.Q.
’ MLAT -~ Total
Teacher-rating: Speakihg . MLAT - Total

French Classroom Anxiety
Motivational Intensity

1.Q.

Teacher-rating: General Skills - Motivational Intensity

) MLAT - Total }
French Classroon Anxiety
I.Q. . )

3

French Achievement Test: Total MLAT - Total
s -+ ’ I.Q.

- Motivational Intensity
') French Classroom Anxiety

Desire to Learn French
MLAT ~ Total

French Teacher (evaluative)
Genaral Classroom Anxiety

Vocabulary Test -

i)
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. TABLE 10 : .
. SUMMARY OF MULTIPLE REGRESSION ANALYSES
GRADE 8-
Criterion Predictors / Beta - R
% ]
Self-raéing: Tetal Motivational Inteasity .39.
MLAT - Total .23
French Classroom Anxiety -,21
French Course (evaluative) .19 74
Teacher-rating: Speaking Motivational Intensity .26
MLAT ~ Total. .25
PR French Classroom Anxiety =-.21
.. . French Course (evaluative) .18 .65
Teacher-rating: General Skills Motivational Intensity .33
MLAT - Tot~l +23
- ¥rench C.assroom Anxiety -,21
- ) Ethnocentrism -.13 .63
Prench Achievement Test: Total Motivational Intensity .33
’ MLAT - Total . .31
.French Classroom Anxiety -.17 .67
y Attitudes Towards'European
’ French People Jd4
Vocabulary Test MLAT = Total ' .29
French Classroom Anxiety -.26
General Classroom Anxiety .17 .
Desire t¢ Learn French .16 .50 \
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i TABLE 11
.~ SUMMARY OF MULTIPLE REGRESSION ANALYSES
GRADE 9
14

) \
Criterion Predictors . Beta
Self-rating: Total French Classroom Anxiety ~-.55
General Classroom Anxiety Ny
Motivational Intensity 40
. 1.Q. . ) . .35
Teacher-rating: S5peaking Motivational Intensity .35
1.Q. : 26
MLAT - Total .21
French (lassroom Anxiety -.19
M £
Teacher-rating: General Skills French Classroom &nxiéty ~-.48
' 1.Q. . .39
General Classroom Anxiety .36
Motivational Intensity .30
CATF: Total MLAT - Total ' .31
French Classroom Anxiety ~.26
Motivational Intensity .24
Anoumie - A2
Aural Comprehension Test MLAT -~ Total .28
. French Classroom Anxiety ~.27
Desire to Learn French .25
Ceneral Classroom Anxiety .13

=

.67

.36

“,




TABLE 12

SUMMARY OF MULTIPLE REGRESSION ANALYSES

Criterion

Self-ratingi Total -

ey .

Teacher-rating: General Skills

CATF: Total

A :ral Coumprehension Test

=

GRADE 10

Predictors

French Classroom Anxiety
MLAT -« Total

French Course (evaluation)
.General Classroom Anxilety

MLAT ~ %otal
French Course (evaluation)
French Classroom Anxiety

1.Q.

MLAT - Total °

Desite to Learn French
French Classroom Anxiety

1.Q.

MLAT - Total
Motivational Intensity
I.Q.

French Classroom Anxiety

MLAT - Total

French Classrool Anxlety

General Classroom Anxiety

Integzative-lns;rumental
Difference Score

Beta

~.46
.40
.31
.27

.38
«30
-.1%
.19

.33
.30
~-.18
17

.17

b=

.74

.69

.65

.65




TABLE 13 .

SUMMARY OF MULTIPLE REGRESSION ANALYSES

Criterion
- Self-rating: Total

Teacher-rating: Speaking

Teacher-vating: General 3kills

CATF: Total

Aural Comprehension Test

.

GRADE 11

Predictors -

MLAT -~ Total

Attitudes Toward Learning French
French Classroom Anxiety
Motivational Intensity

MLAT - Total :
Attitudes Toward Learning French

I.Q.

French Classroom Anxiety

MLAT - Total
Attitudes Toward Learning French
‘French Classroom Anxiety

I.Q. | a
LY
MLAT - Total
Attitudes Towards Learning French
I.Q. -
French Classroom Anxiety .

Integrative~Instrumental
Difference Score

MLAT -~ Total

French Classroom Anxiety

Machiavellianism

168

.28
-.23\,

Iis

.71

.68
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CHAPTER 5

THE DROPOUT PROBLEM

Introduction

Diana Bartley (1969, 1970) has introduced the phrase "the foreign

language drop-out ptoblem” to describé a situation increasingly being faced by

L
4

second-language teachers in the United States. Drawing on figures based on Woth
national and state surveys of foreign language enrollments from 1962 to 1968 she K

demonstrates that while the actual number of students taking second language,. "

- [
" L

courses is on the increase theré is a decrease in the pgrceitage of eligible
students enrolled in Ehese courses. Moreover, Bartley (1970) notes that, -

", ..the more advanced the levels of language learnipg, the larger the decrease \

in enrollment figures...

«++.In terms of language learning theory, it would seem that an optimum

learning experience for the student would be reached by continuous study of

the foreign, language over a period of years in order to achicve mastery of

the basic skills of language learning. Completing one or two levels of a

foreign language would certainly seem insufficient.' (1970, p. 384-385)

Recently publishz2d figures from the Education Division of Statistics
. . [ -
Canada (Steingarten and Cantin, 1973) reveal similar trends in French course
enrollments in Canada. Figure 1, based on the data contained iﬁ this report,
presents the enrollment figures for secondary school étpdents taking Frencg\as
f

a second language for the three-year period from 1970-71 to 1972-73. These
figures are based only on nine provinces. The data for the Province of Quebec
are exXcluded becausé second language instrﬁction in that province refers primarily
to English rather than French and the data in the present studies are concgrned

solely with French as a second language. Inspection of Figure 1 reveals sub-~

stantial decreases in the percentages of secondary school students who arc taking

’
&

Insert Figure 1 AQPut Here
7 ¥
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French as a second language during this time pertiod. The average drop in enroll-
ments across ;11 ﬁine provinces is approximately 9% between 1970-71 and 19?5-?3.
This decrease does not mean thég fewer students, iﬁ absolute numbers, are taking
French instrucFion, but rather that French gourse en;ollments are not inéreasing 1
at the same rate as is the growth in the secondary school population. Th; same
qocumént reveals potentially éompensating forces which may modify this trend in
future yéara: Figure 2 presents data on elementary schoél French course enroll-

o= ments for the same time period. Ignoring cthe variations in trends from province

Insert Figure 2 About Here

[l

to province, reference to Figure 2 will reveal a gene:ﬁl increase from 1970-71 co

1972-73 in the percentage of elementary students enrolled in French language

M Il

courses. The mean increase averaged across the nine proyinces is approximately
4%. It will be several years, however, before the impact of ;his increased
interest in French %anguage instruction at the elementary grade level can be
evalvated. Moreover, if the trends noted in the American.Surveys reported by
Bartley (1969, 1970) continue to bé true for the Cinadian scene, it may well be ’
that the effect of increasing elementary grade level second-language programs
wil} be more than offset by Subsequené language drop-outs at the secondary school
level.

Bartley (1969, 1970) founé significant accitudinal differences between

foreign language course drop-outs and students who continued their foreign

language instruction, with the 'stay-ins’ revealing more positive attitudes toward

foreign languages than did the drop-outs. All of Bartley's Ss in both studies
were tested in grade 8 and were assigned to one of two groups depending on
whether or not they had "chosen t. continue a foreign language in grade 9." The

Foreign Language Attitude Scale employed by'Bartley {1969, 1970) include: 1

rather heterogeneous mixture of 30 itemiltﬁffght to measure factors which could
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influence attitude. Bartley suggesté-{;Q?O, p. 387) that the, items may be érouped

-

L4

_ together to fOrm various subscales, however, in both of her reports she chooSes

to use only total test scores. Although the Foreign Lgﬂguage Attitude §Eale was

H N . -
originally developed with reference to Spanish, Bartley mentiofis the necessity

- aof adapting it for French, German, and Latin (Bartley, 1969, p. 50, and 1970,
. - . An

p. 387).° It would appear, therefore, that her Ss were enrolled in a variety of
foreign language courses and it is not intuitively obvious that the same socio-
psychological processes wou¥d underly attitudinal reactions to all foweign

languages.- That is, in the Califcrnia setting in which these studies were

conducted would it be possible to equate the reasons for learning, say Spanish

.
L}

and Latin? ; s
In her earlier paper, Bartley {(1969) also examined group differences in
ianguage aptitude, using the Modern Language Aptitude Test (Carroll and Sapon,
1959) and found that stay-ins obtained significantly higher aptitude scores than
did the drop-guts.
Although not explicitly'drawing attention to the-question of student
attitudes and languagé drap-outs, Mueller and Harris (1966) compared the drop-
out rate of students enrolled in an exper.mental Eudio-lingual program, which
borrowed hea§ily from the technology of érogrammed learning, with that of students
in a more traditional audio-lingual program. The drop~out rate in their exper-

imental program was cignificantly lcwer than that found for students in the

control program. Presumably this difference in drop-out rate was in some way
- -

LY

related to the improved motivating characteristics of the experimental program.
Unlike Bartley (1969), Muelier and Harris found no significant differences in
levels of language aptitude of their two samples.

The importance of the work of both Bartley (19635, 1930) and Mueller and

Harris (1966) 1s that they have produced evidence which lemonstrates that student

L

174
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attitudes and motivation are related to whether or not they drop O“E of language
programs and; perhaps more Significantly, in the latter instance, that it is
v

possible to reduce the drop-out rate by manipuiating conditions likely to influence
student attitudes and motivation. It would seem, therefore, that the first step .
necessary to permit curriculum designers and ;eachers the opportunit} to réduce
the drop-out rate in problematic programs would be to e;EEErish a clear gnd
explicit description of all those student characteristics which are related in -
a significant way to the decision to continue studies or drép-out of the program.
The present chapter describes two studiec designed, to provide moreedetailed
informatisn concerning such student characteristics. .

The first study utilizes data from a saﬁple of the students involved in

~ the original development of the attitude/motivational battery previously described -

in Chapter 3 while the second study is base@ on data from a sample of the

Isrudents in the larger project discussed in Chapter 4. }

Th; studies reported in this chapter represent an extension and refinement i
of the work of Bartley (1969, 1970) using both a more differentié%e@ battery of
attitudinal and motivational meaSures and a gréaéer range of grade levels., It
is unclear from her descriptions whether Bartley's S8s were catagorized as con-

tinuing or dropping ‘their fdreign lariguage on the basis of a stated intention

or on the, basis of theifysubsequent behavior. The present studies, therefore,

employed a more explicit and a more rigorous criterion for purposes-of assigning
8s t?‘Stay—iq or drop-ouﬁ groups.

As well as attempting to replicate Bartley's (1969, 1970) general
findings in a Canadian setting, these studies afford yet another test of the
utility r° the concept of the Inteprative Motive. Chapters 3 and 4 presented

Information concerning varivus aspects of the reliability of the attitude/
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motivational variables that were described as being components of the Integrative

Motive., In obtaining significant relationships between tliese measures and
indices of FFench achievement the results reported in Chapters 3 and 4 added

to the growing body of research (see for examﬁle, Gardner and Lambert, 1972

for a review) which demonstrates a reasonable degree of validitﬁrfor the concﬁpt
of an Integrative Motive. The two studies to be covered in the present chapter
repregent another approach at expanding and extending. the process of validating
this construct. The anﬁlyses described in Chapter 4 included a variable which
was referred to .simply as "Dfop~out". This variable actually represented a
student's behavioral intentisns, as of April, 1973 as to whether or not he
planned to continue his French studies the following school year. In each of

the factor §nalytic solutions for the five grade levels, the behavioral
intenrion é; continue Frqﬁﬁh produced substantial loadings on the Integrative
Maotive factor demonstrating that $s with high scores on the other components
of this factor also tended to state that they planned to remain in French

courses, TYhere has been, however, considerable recent debate in social- [

1

H

psychological writings concernin, the legitimacy of conclusions based on reseaLch
relating attitudes to behevioral intentions rathé} then to the behavior itself
(for a review and discussion of these issues, see Wicker, 1969). The data to

be -esented in Study II of the present chapter make possible a direct test of
the relationship between $s' stated behavioral iﬁtentions and their objectively
observable hehavior. Quite apart from their bearing on this interesting general
theoretical issue, the present results hopefully will aid in evaluating the
conclusions reached in Chapter 4 with reference to the relationsh.p of the
"Drop-out” variable (i.e., behavioral intention) with the other measures discussed

ih that chapter.,




Finally, these studies permit a comparison of the relative effective-

ness of measures of students’ attitudes, language aptitude, and second language

achievement as predictors of the likelihood that & student will continue or drop

N

.
out Of‘second‘language courses. =

STUDY 1 ’ \

[

Method

Subjects o _ ;jj

;
Subjects (Ss) for this study were selected from the larger group of 4

students employed in the initial test development phase previously descrlbed

in Chapter 3. It will be recalled that.the extended pilot versiods of the_
attitude/motivational batteries were administered’to students in April and'early
May 1972 while French achievement tests were given in late May or early Juze

the same year. The following September, school records were examined and Ss

were selected for inclusion in the present study only if they were still S

-

registgxed on the school rolls. Thus §s who had transfered to other schools
or who had dropped out of school entirely were excluded from further consideration.

Due to complications arising from considerable student mobility and gener%l

[ .

.

dispersion in moving from elementary to secondary school it was not possible "

3

to trace sufficient numbe;s of grade 8 students to discover their disposition

vis-i-vis French studies the following vear. Similarly, the students ehaﬁ had
comprised the grade 7 sample were also excluded.{rom further.consideration with v
reference to tne drop-out problem because an excess 0f,9b% of all}Brade 7

students contirued taking French in grade 8. 1Informal observation suégested

that most of these students apparentl; were not aware that Frenbh_was an optional

subject in giade 8, R

_The rémaining secondary school Ss in each of the three grade levels were then

-
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categorized, on the basis of Sepl:emi)eé,Co TSe ehrollment lists, as bein_g French
course stay-ins or drop-outs. This propedure insured that those S5s included‘
.in the drop-out Sampleé hadlspecifically eledted to drop their French studies
and Yetgwere still earollad’in schonl. At the grade 9 level, 116 Ss were
initially tested in May and of this sample, 12 Ss had been removed from the
school rolls the following Septemben, 66 Ss weie still enrolled in a Fren”h
course, and, 38 Ss had dropped French. The corresponding figures for '
the grade 10 sample ere: 92 Ss tested initially, 9 85 remdved from the sohool'
roll, 46 8s continuing French stud es, and 37 Ss dropping French, and for the
5radé 11 sample: 102 Ss tesred initially, 9 Ss removed from the school roll,
§§n§p taking French, and 38 Ss dropping French. Data on the ratio & males to
’%;males in each of rhe staf—in and drop—out groups at each grade level are

¥
included later in the results section.

Variables ) : .

The following variables! were used to make within grade comparisons of

‘Thq\stay:in and drop-out: samples:
1. Sex. Males coded 1, females coded 2.
2, Attitudes Toward Learning French .

3. French Class Anxiety P
4. General Classroom Anxiety

s

5, Interest in Studying Foreign Languages
6. Rating of Instrumental Orientation
7. Rating of Integrative Orientation

8. }btivational Intensity "
9. . Qgglre to Learn French

10. Parental Encouragement

11. Atcitudes Toward French Canadians

\\ L

1ALl of the attizude/mot;vation measures used in this section are based on the
final, short forms of *Lhe various scales whose construction and content are
discussed it considerable detail im Chapter 3.

1 7’5
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12. Attitudes Toward Evropean French People : '

"13. Need Achievement

‘14, Machiavellianism i

15. Ethnocentrism E E ' .
16. Authoritarianism

17. Anonmie .

18. Intéll;ggncet Available oniy for the grade 9 and 10 samples.

19. Canadian Achievement Test in French - Vocabdlary

20. Canadian Achievement Test in French - Grammar

T2, lgﬁngdiaﬁ Achievement IEEE‘EE french ~ Comprehension

22, Canadian Achievement Test in French - Pronunci,ction

T . Results:

{(a) Sex Differences

L8
»

Table 1 presents the number of stay-ins andrﬁrop—outs at gach Brade
level a$ a funétion of student séx. The .grade levels included "in Table 1 and

used it all subsequent analyses refer to the grade the student was in whgn he ~

L} .

’waé administered the seversl test batteries. Although the majority of »tudents

]
LI )

© .o . .
. . had successfully advanced a grade. level by the following September when they

. ' . . - . Lo
were categorized as stay~-ins or drop~outs a small percentage of students "still

-

on the school solis might be repeating their Frehck courses. Such

repetitions were wot considered as particulariy ralgyant vo the focus of this

4

cha>ter and are not considered in the camparisons of t¥ stay-in and drop-out

samLLcs. . ; > -

o
y

. Inse»t Tabl 1 About BHere

2

From Table 1 it is possible to calculate the pertent of students
dropping French between 8rades 9 and 10,'1q and 11, and 11 and 12. .These

figures are 36%, 45% and 41%. respectively. Thus it can be seen that sizeable
F ’ o

: LY

y [




"tests used to compare the scores of the stay-ins with those of the drop-outs.

‘grade level, students who continue their French studies relative to those .

5-9

numbers of §s within each of the grade levels examined, Subsequenzi; ducided
to cease their French studies.

Table 1 also includes the results of Chi-squzre (Xz) tests performed
separately for thg sex variable at each grade level. These tests show ;hat both
between grédes 9 and 10, and between grades 10 and 11, disprﬁportionat;ly greater
gumbers of the males sampled chose to drop out then was true for the female
sa;plesf Between grades 11 and 12 no such significant sex effect was obtained .
although a similar trend (p < .10) was present. These results suggest that,
'in.generéia males are mor: likely to drop the second language course than are

females.

b

(b) Attitude/Motivacional and i.Q. Differences

Student scores on the remaining variables were Zompared for the stay-ins
. .

and drop-cuts at each gradc ievel by means ofriﬁﬁépendent t tests. The mean
scores for each of the attitude/motivational scales along with I.Q. measures

are preSented as a function of the stay in, drop;oﬁt cﬂgsgificatioh separately

I

éor each grade level in Tables 2, 3, and 4, reéﬁectively. Data concerning . -

geores on the Canadian A~ ient Test in French ara presented in a later <

section.’ Also ¢ ‘.u in Tables 2 - 4 are the }esu;ts of the independent t NN

——

s

Inssrt Takles 2, 3, and 4 About Here:* . ' ‘ :

*

v i - ) S

; . . .
Taken together, Tables 2 - 4 reveal reﬁarkgble similarities in the v

pattern and magnitude of cffects across the three grade levels. Thus at each . . . ¢

a

]

who drop out: express a more positi&e attitude toward Jearning French (Variable

2) and a greater interest in atudyiné fo}eign languages {n~geﬂer53 (Variable 5)

bl " LY 5 LY
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more strongly endorse both instrumental and inteBrative reasons for studying
French (Variables 6 and 7). report a greatef degree of motivational intensity
and desire to leavn French (Variables 8 and 9), perceivé greater parental
encouragement to study French (Variable 10), and expre;s more positive attitudes
toward Freﬁph Canadians and European French people (Variables 11 ang 12). It

!

will be recalled that these variables all loaded on what was referred to as

the Integrative Motive factor in Chapters 3 and 4. It therefore seems Possible on

the bases of these results to characterize the stay-ins ag being relatively
more integratively motirated in their approach to studving French than are
those Ss whe decided to drop-out of the course. -~

At the grade 9 and 10 levels, but ??t at grade 11 the drop-outs also
express significantly more feelings of anxiety about participating during the
French class (Variable 3). Interestingly, no differences in ganeral classroom
anxiety (Variable 14) were found between the séay-ins and drop-outs at any
grade level. | ,

The Pnly other attitude/gotivational variables which produced signifi-
cant effects when comparing stay-ins with drop-outs were éound so.ely within
thg zrade 11 samples. These results showed the.stay-ins tended to be higher
in need achievement (Variable 1i3) and lower in both ethnocentrism (Variav.e 15)
and anomie (Variable 17) tﬁén did the drop-outs at that grade. '

! The grade 9 drop-outs had significantly lower I1.Q. scores (Variable 18) than
did the stay-ins but po such effect was found for the grade 10 szmples and I.Q.

scores were not available for the grade 11 Ss.

{c) French Achievement Diffeivences

Data concerning the level of French achievement on the four CATI subtests
* - \

A
for the stay-ins and drop-outs at wach grade level are included as Tabla 5 along

.with the results of the statistical tests. Several observations may be made

15F
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with reference to the data included in Table 5. At cthe grade 9 level.only fhe

Vocabulary and Pronunciation subtests {Variables 19 and 2Z) served to distinguish

a

between stay-ins and drop-outs in a statistically significant fashion. For
grades 10 and 11 all four subtests evidenced significantly superior performance

for che stay-in samples. Finally it may be noted that the magnitude of the '

.

differences'béiween the scores obtained by the stay-ins and drop-outs generally

.

tends to increase as a function of the grade level tested.

In summary, the present results suggest that the attitude and wotivational
measure; distingﬁish between those students who stay in and those who cho;se to
drop cut of the Freath program at least-as well as, and in several instances
more consistently across the three grades sampled than do the indices of
intelligence and French achievement. .

Any further discussion of the relative amounts of variability betﬁeen

o

stay-in and drop-out 55 accounted for by the the twenty-two variables just
-

described wlli be postponed until the résults of, the second Study are presented.

STUDY II

—

As encouraglag and intriguing as the results for Study I were, it must
be remembered that all of .he scores on the attitude/motivational variables were
generated1from extended pilot versions of che saveral tests used. Moreover,
save for a sub-sample of the grade 1l students, all of che 58 were enrolled in
a8 gingle schﬁél whese particualar philo:ophy and climate may ot have been

entirely rgpresentative of the secondary school French program in London. #s

it is impossible to know to what extent either of these two factors might have
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influenced the resuylts obtained and thereby limited their géneralizability it
was aecided to attempt to replicate and extend the findings of Study I using

a sample of the students tested in the phase of the pr;ject described in Chapter
4. This procedure allowed for larger st;dent samples drawr from three different
secondary schools and at the same'time provided information on a number of

[

additional student characterist?cs not included in Study I.

Method .

Subjects
Ss for this study were selected f;om the secondary school samples

describéd in Chapter 4 in the same manner that was used to select students for
Study I. Of the 329 $s initially tested in grade 2, thc following September
23 were no longer oﬁ their school Tolls, 226 were still enrolleu in a French
course, and 80 Ss had dropped French. For the grade 10 sample.the corresponding
numbers are, 338 Ss tested initially, 26 Ss no longer on the school rolls, 213
8s taking French, and 99 Ss droppinz French, and for the grade 11 sample, 275
Ss tested inirially, 22 Ss removed from the school rolls, 189 Ss still taking
French, and 64 Ss dropping oui of French studies.
Variables’

All of the 22 variables examined in 3tudy I were included in the present

investigation along with the following additional variablas:

Number Learning
Phonetic Script
Spelling Clues

23. Modern Language Aptitude Test (MLAT)
24. Modern Language Aptitude Test (MLAT)

25, Modern Language Aptitude Test (MLAT)
26. Modern Language Aptitude Test (HLATX

2%. Modern ianguage Aptitute Test (MLAT) % Paired-Associstes
C

I

Words in Sentences

k!

/

2The test schedule followed in Stu¢y II has previously been presented in detail
in Chapt ¢ 4. Briefly, the MLAT was 8iven in DNecember 1972 - January 1973,
the final short forms of the attitude batterius in February 1973 and Aprii 1%73,
and the CATF in May 1973,
183
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Students' reactions to the concepts "My French Course” and "My Eralish
Course”, and "My French Teacher” were assessed by means of the semantic differ-
ential rating technique. Each concept was rated on a series of 7-point scales
with the ends of each scale being anchored by pairs of descriptive, bi-polar
adjectives.

The 30 scales used for the concept ''My French Course” were each assigned
to one ‘of the following subscales:

28, Difficulty. Sia scales were summed to .provide an estimate'of the perceived
difficulty of t.ie course with a high score reflecting a high level of
perceived difficulty. The six difficulty scales are: simple-complicated,
elementary-complex, effortless-hard, clear—confuslng, organized-disorgan-zed,
and easy-difficult.

29. Personal Satisfaction. A high score on the four scales included in tais
gubtiest is indicative of a high degree of personal satisfaction with the

course. The scales are: positive-negative, acceptable-unacceptable,
satisfying-unsatisfying, and rewarding-unrewarding.

30. Utility. The following seven scales were scored sé that a high score is
associate?d with 2 high level of perceived utility: useful-useless,
elucational~noneducational, meaningful-meaningless. progressive-backward,
important-unimportant, informative-uninformative and necessary-unnecessary.

31. Interest. Six scales, colorful-colorless, fascinating-tedious, interesting-
boring, absorbing-monotonous, imaginative-unimaginative, and exciting-dull,
were summed so that the higher the score the greater Ss' reported inverest
in the course. .

32. Evaluation. Ss' general evaluative reactions to the course were assessed
with these seven scales: pleasant-unpleasant, gnod-bad, pleasurable-painful,
enjoyable-unenjoyable, valuable-worthless, nice-awful, and appealing-
unappealing. A high score reflects a positive evaluation of the course.

Student reactions to their French teacher were gauged by 30 scales which

were scored to reflect the following dimensions:

33. Evaluation. Eleven scales were summed to assess Ss' general evaluative
reactions to their French teacher with a high score indicating a positive
evaluation. The scales are: friendly-unfriendly, feliable~unreliable,
good-bad, cheerful-cheerl ss, ccnsiderate-inconsiderate, pleasant-unpleasant,
creative~uncreative, eificient~inefficient, polite-impolite, sincere-
insincere, a.' dependable-~undependable.

34, Competence. Ss' perceptions of their teacher's competence were tapped by
the following five scales: organized-disorganized, intellipent-unintelligent,

industrious-unindustrious, competent-incompctent, and helping-hinderidg.
A high sccre is associated with a high degree of perceived competence.
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35. Inspiration. §s rated the extent to which they felt that their teachers
inspired and interested them on these seven scales: exciting-dull,
fascinating—-tedious, imaginative-unimaginative, colorful-coloriess,
appealing~unappealing, absorbing-monotonous, and interesting-boring. High
scores are indicative of high levels of inspiration and interest generated
by the teacher.

36. Rapport. %Teacher—pupil rapport was measured by seven scales scored so
that the higher the score the greater the perceived rapport and warmth
of the teacher. The seven scales are: trusting-suspicious, patient-impatient,
likeable~unlikeable, sensitive~insensitive, approachable~unapproachable,
openminded-opini>nated, and interested-disinterested.

Results

(a) Sex Differences

.

) The numbers of stay~ins and drop-outs at each gradeilevel are presented
in Table 6 as a function of sex. The percentages of students dropping French
between grades 9 and 10, 10 and 11, and 11 and 12 are 26%, 32%, and 25%,
respectively. While these drop-out rates are still of considerable magnitude,

they are lower thah the corresponding rates of 36%, 45%, and 41% reported in

Study I.

Insert Table 6 About Here

¢
The x2 values assoclated with the sex variable gt each _rade level are

alsov included in Table 6, No differential drop~out rate as a function of sex
was, obtained for the grade 9 sample, however, disgroportionately more males
than females dropped out in both the grade 10 and 11 samples. Thus, as was

the case in Study I, the present results again demonstrate a greater likelihood
that males will drop out of French studies than will their female classmates.

(b) Attitude/motivational and i.Q. Differences

Mean attitude/motivational scale scores and I,Q., test results for the

stay-in and diop-out groﬁps are presented separately for each grade in Tables
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7, 8, and 9 aiong with the t test values associated with each variable, The

4

- i

Insert Tables 7, 8, and 9 About Here

pattern of results displayed in Tables 7 - 9 once again reveals a high degree
B »

of similarity across the three grade levels. Relative to the drop-outs, stay- ’

ins at each grade level, have more favourable attitudes toward learning French

(Variable 2), report less anxiéLy about participating during French class
Variable 3),? are more inteéested in studying foreign languages (Variah}e 5,
more strongly subscrile to both iﬁstrumental and integrative reasons for studying
French (Variabléq_ﬁ and 7), express a greater degree of motivational intensity
and desire to learn Fre;;h {(Variables 8 and 9), percelve greater parental support

for their French studies (Variable 10}, and have more positive attitudes toward

French Canadians (Variable 11). At the grade 10 and 11 levels, but not at grade

9, the stay-ins also expressed more.favourable attitudes toward European French

people (Variable 12). )
The grade 9 and 10 stay-ins were less ethnocﬁhtric (Variable 15) and

obtained higher 1.Q. scores {(Variable 18) than did the drop—outs at these grade

levels. These two differences were not obtained for the grade 11 samples.

Within the grade 9 samples thg stay-ins expressed a higher level of need achieve~

ment than the drop-outs {(Variable 13).

In general then, gs in Study I 1t appears warranted to characterize

the stay-in Ss at all three grade levels as subscfibing more strongly to mény

of the components of the Integrative Motive facto? than do the drep-outs.
4

{c) French Achievement Differences

A

Mean scores on the four CATF subtests are presented in Table 10 ag a

SNote that there were no differences in General Classroom Anxiety between the
QO stay=-ine and drop-outs at any grade level.
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function of grade level and the stay~-in/drop-out classification. Reference to

the t test values included in Table 10 reveals that significant differences

4

Insext Table 10 About Here &

were obtained between Stay~in and drop-out performance on all four subtests at
each of the three grade levels. With winor exceptions these results are also
quite similar to those obtained for the CATF subtest scores in Study I, We will
Teturn to a giscussion of the French’ achievement differences of stay-ins and
drop-outs in a later section of this chapter wherein more explicit comparisons

of Studies I and II will be made, ‘;

(d) tanguage Aptitude Differences
Table 11 contains mean performancé scores on the five MLAT subtests for

the stey-ins and drop-outs at each grade leve}._ Inspection of the results of
L4

Insert Table 11 About Here
Fs

the indeprndent 5‘:eé:s included in this table reyeals'tha: :hé Number Learnipé,
Nords'in Sentences, and Paired-associates subtests (Variables 23, 26, and-Z?)‘

all disérimina:ed batween the stay-ins and drop-outs in a statistically significant
wmanner at each grade level. Performance on the Spelling Clues subtest {Variable
25) was not significantly different for the grade 9 samples but at.the grade 10

and 11 levels significant differences were obtained. Similarly, no significant l
difference was found for the grade 11 samples pn the Phonetic Script subtest
(Variable 24) whilé statistical significance was attained in the grade 9 and 10

comparisons. These results are generally congruent with those of Bartley (1969)

who, however, reported only the total MLAT scores obtained T her samples,

187

I S—




" !-,

ERIC

IToxt Provided by ERI

5 =17

(e) Differences in Student Perceptions of "My French Course" and "My French
Teacher" .

Eatimates‘of the internal consistency relisgbilities for each of the

French.Cburse and ffench Teacher subscales were computed us;hg the Kuder-

Richardson‘zo formula and are presented.ggr five grade levels in Table 12.

r

Insert Table 12 About Here .

Examination of these coefficients qeveali that all are quite ;ubstantial and
consistent QEros;'grade levels thus permitting a re;sonable degree of confidence
to be placed in the subscale scores. ' l

‘Mfan SCores on th; five French Courselaﬁd four French Teacher subscades

are presented as a function of the stay-in/drop-out classification separately

for each grade in Tables 13, 14, and 15 respectively.

B

Insert Tables 13, 14, and 15 Abouf Here

"3 -

Each of the five French Course subscales yielded statisticaliy significant

£ values at all three grade levels. Students who~continue their French studies

relative to those who drop=cut, see their French course as being: less difficult

(Variable 28), and more personally satisfying, useful, and interesting (Variables

29, 30, and 31). Stay-ins at al. grade levels also exprassed significantly more
positive general evaluative reactions (Variable 32) to their French course.

may be recal.ed at this point that Ss were also asked to rate the conFept

"My English Course"” on the same 30 scales as were employed for the French Course

and these scales were scored in the same way to produce the five subscale scores.
Although these results will not be presented in any detail here it is sufficient

to note that no aiguif!pant differences were found between French course stay-ins'
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and drop-outs' perceptions of their English Course in terms of any of the five
preceding subscales. Thus, §s’ scores on the French course subscales appear to

be related specifically to that concept and are not merely reflecting a more*

generalized set of perceptions concerning school in general or other particular

ar

subject areas.

Y

/ Students' perceptions of their French teacher'différed significantly

on all four subscales for the stay-in/drop-out samples at both grades 9 and '10

but for the grade 11 students none of the subscale scores resﬁlteﬁ in significant

ks. Drop-out 8s in grades 9 and 10, compared to the stay~in S8s, rated their
. L L

teachers less posifively in terms of general evaluative reactions (Variable 33

-
1

and also saw them as less competent {Variable 34), less inspirational (Variable
35), and as having less rapport . ith students (Variable 35). At the grade 11
level §§' perceptions of their teachers apparently are not rela.2d to the

decision to stay in o% drop out of the course. It i. perhaps of some interest

vy

to note that by the time students are in grade 11 they appear to make a greatei
distinction between their reactions to or perceptions of their French courie
and their French teachers than do the younger students. Thus the grade 11
drop-outs tend to hold less sanguine views of the‘French course than dc¢ the
stay-ins at that grade level but both groups have similar impressions of their
French teachers.

(f) A Comparison of Stated Behavioral Intentions and Actual Behavior

Each of the 8s in Study IT had been asked in April, 1973 whether they
planned to continue their French gtudies th; following &ear and it was, therefore,
possible to compare these self-prophecies with their actual behavior. Table 16
presents the 2 X 2 coniingency tables produced for each grade level to test

these relationships. The resulting Xz values for the intention-behavior comparisons
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Insert Teble 16 About Here .
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are included to the right of Table 16.j In each case these tests vielded highly

. [
significant results {p < .001) which revealed an iitremely close correspondence

- :
between Ss' stated intentions toward the course and their subsequent behavior.

These findings permit much more copfidence to be placed in the interpretatioms

and conclusions presented in Chapter 4 where only the behavioral intention

. measure was used. To all intents and purposes, the behavioral intentien measure
N 2
. N -
and the subsequent behavior may be viewed as being equivalent or interchangeable’

in the preseat instance. ~

.
»
Fs

The Relative Importancé of Student Characteristics and

%
‘the Drop-out Problem: Studies I and II Compared '

-

A large number of the comparisons ¢f stay-in with drop-out sﬁudents'
) \

test performance in both Studies I and II produced differences that were

statistically significant. However, as Hays (1963) has pointed out, the occurence
of a statistically significant result does :wot reveal anything about the actual {‘

‘strength of the association between the independent and dependent variables

]

involved. .Fut another way, it is not always obvious just what the Practical

significance of a statisticaily significant difference is. Fortunately, Hays
(1963) does offer some help in attacking this problem in his discussion of thé
Omega squared (w?) statistic which may be viewed eithe;_as an estimate of the
* strength of association between the indepepdent and dependent variables or as

an estimate of the proportiun of observed varial‘lity in one measure accounted

for by knowledge of a second variable. This ind.:x may be defined by the

formula, -1

e
[}
"

-t-Z
=
Z 4

2N ¢ N -1

Ic

T - {

where E? rapresents the squared L ratio obéjined from a comparison of two means
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T

and the valdes of N; and N2 refer to the sizes of the two samp;és being compared.
Thus, w? reflects the predictive powﬁr afforded by the knowledge of a relation-
ship (e.g., the t values obtained in the preqént studies) betrween two variables.

For each comparison of means in Studies I and II that resulted in a

+
"

statistically significant t value the corresponding w? valyes were calculated

5 . .
and these data are presented in Table 17.

L

™ N .
Insert Table 17 About Here .

For 21l three grade levels within Study I the best single predictor

of drép-out behavior is the Attitude Toward Learning French scale which accounts
’ ~ ¢ -

for 29%, 51%, and 39% of the variability betyeen stay-ins.and drop-outs at

grades 9, 10, and 11, réspectively. If the ®w® values within each gréde level
in Study I are compared it can be seen that, in general, the attitude/motivational
indices provide a somewhat berter basis for predicting potential drop-outs than

do either the I1.Q. scores or the measures of French achievement. It may also

be noted, however, that rhe predictfive power of the C.A.TuF. scores increases

.. ,
as a function of grade so that{py grade 11, three of the four C.A.T.F. subscales

each account for more than 20% of the variability between €tay-ins and drop-outs.

The pattern of results is very similar when the ©® values are examined
r . .

<- for Study II although in most cases the size of w? is somewhat smaller than)in Study
I. This reduction in the proportion of variability accounted for by each of

the variables in Study 1 was to be expected because of the substaﬁ?ial increase
f 1 * . . 1Y
in sample sizes between Studies I and II. Basically this reduction in the size

of w?

' t
is associated with the larger denominator in the w? formula resulting from
the inCreased sample sizes, l.owever,. the.interested reader may want to consult
Hays (1963, p. 329-333) for a more detailed techrical. explanation of the

relationship between streangth of association and sample size.
+
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Av w~s the case in¢Study I, the Sest single predictor of subséquent
drop=-out behavior at alltthree grade levels in Study II was the Attitudes

¢

Toward Learning French scale. At grades 9 and 10, particularly, the'attitude/ .

~ L

motivational variables afford better predictive power in géneral than do either
: & o
the C.A.T.F¥ or M.L.A.T. subscale scores. With one exception (MLAT - Paired-

associates at grade 11) none of the language aptitude .scores accounts for even

. 1

10% of the variability between stay-ins and drop-outs. Finally, 2t each grade'

levellgﬁ'perceptions bf the various,aspects of the French Course.measured by = .
- .

. *

&

the Eemantic differential are considerably betger ﬁredittors'than'are their

.

reported perceptions of their French Teachersf’.
A detailed examination of tbe data of Table 17 leads to the conclusion

that fof all grades included in both studies -the at;itude/mmtivationa% variables

1

appear to afford the best possibility of ﬁredicting probable French course

drop-outs.- Moreover, those attitude/motivatioha% indices that'most consistently

> 1
are associated with substantial amounts of explained variability between stay-ins

and drop-outs are also components of what has bgen described as the Integrative .
. Motive factor in preceding chopters. Thus the present results may be inter=
preted as further validation for the construct of the Integrative Motive. qum:l

a practical pedagogical point of view it would therefore seem important for

sfcond~language teachers to foster an integrative orientation in their students R
- - -

3

. o :
hoth to improve the level of second-language skill.attainment and also to decrease

t

the likelihood that a student willlprematurely retire from language studies. .
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v TABLE 1
‘ 1
THE NUMBER OF FRENCH COURSE STAY-INS AND DROP-0QUTS
o ! AS -A FUNCTION OF SEX AND GRADE LEVEL (STUDY I)
* ) * ( A
~
' ) { .
- . Grade’ .. ] B
g ' 10’ T 11
- Sex - - : .
- W Stay~-in | Drop-out { Stdy-in [ Drop-out | Stay-in | Drop-out
Male 25 25 9 T 18 16 18
N : ’ , t
. Female 40 .13 37 19 39. 20
' x2 = 6.7323%% 1 x2,=.7,9027%% T x2 = 3.2369
\ B ) -
) - ‘ - '
¥ p < 0L y
- \
|
.
[ -
’ I‘ ]
£ ' 7

21




comparisons.

P L p 5= 25
« " TABLE 2 .
, - + . ’ ro .
GROUP MEAN ATTITUDE, MOTIVATTONAL{ AND INTELLIGENCE -TEST SCORES, \
. L ) " . . . .
OF GRADE 9 FRENCH COURSE STAY-INS AND DROP-OUTS (STUDY :)
' ‘- ~ 1 ! ‘ A
Vafiables Stay-In- Drop=Qut
' ‘ . X | s |- X | SD {¢ Valuel
Attitudes Towards Learning Ffaqch' 51.07 | 11.62 }34.19 [14.21 | 6.329%*
French Class Anxiety ' ‘ 15,63 6.29 {21.19 | 6.04 | -4.255%* .
| General Classroom Anxiety ' . 16.65) 6.45.]18.97 | 6.87 { ~1.666
Interest 1A Studying Foreign Languages * |S4.11| 9.12 [3.79 |11.66 | 4.675%%
N 5 . S
Rating of Instrumental Orlentation 19.19] 4.32 | 4,56 | 6.17 | 4.335%%
Rating of Integrative Orientation 19.59) 4.15 [15.32 ] 5.46 | 4.33a%%
Motivational Intemsity, ¢ 22.35] 3.45 |19.49 | 3.45 | 4.036%
Desire to Learn French ' ° 22.61| -3.78 [18.26 | 3.48.{ 5,750%%
Parental Bncouragement 45,36 | 40.59 134.53 | 13.26 | 4.489%%
Attitudes Towards- French Canadians v JI50.57 j 10.15 [45.56 ] 9.30 | 2.415%
Attitudes Towards Europea. ‘rench Peoplef44.45( 6.86 |40.88 L 8.35 1 2.199%
Need Achievement . 48.09) 8.35 |46.00] 6.87 1.228
Machiavellianism 31.94|.9.517132.35 | 8.11 |~0.216
Ethnocentrism 28.68 | °8.43 |29.94 | 8.01 [-0.723
Authoritarianism - 42.30| 8.50 |44.32'] 9.78 [<1.032
Anofe ' _ e J19.00 ] 4.42 {19.41 | 4,59 {-0.433
Standardized Iitelligence Test Score 68.147 7.91 162.22 | 9.03 | 3.327%%
. . ‘ .t -
) a
) [
INote: .-\values are thie result of independent t tests{based on within grade

Sample_sizes fluctuate slightly from scale to scale

betsuse of absenteeism during the several testing sessions, however,

these variations have been taken into account in determining significance |

levels, ’ s

.* p < .05, )
%% p < 01 -
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y TABLE 3 L : e

. . R
) SROUP MEAN ATTITUDE, MOTIVATIONAL, AND INTELLIGENCE TéST SCOEES \ -
* OF GRADE 10 FRENGH COURSE STAY-INS AND DROP-OUTS (sToDY 1) ° s
. , . . . )
'S \ .
, \ ) '

» ! 3

- Variables ) q Stay-In * Drop-Out

. _ ‘ I[ X | si{ ¥ sp | g valuel
- 1 2

AttituQes Towards learning French 152,80 16.18| 30.06 | 12.03 9, 208%*
~ French Class Anxiety v ll16.17| 7.07| 20,63 5.72 | -3.726%

General Classroom Anxiety v f17.61] 6.96 [ 19.54] 7.02 | -1.234
| Interest in Studying Foreign Languages [{52.43| 9.38 42.47 10.1{ﬂ 4. 438%*

éating'of Instrumental Orientation 17.98 | 4.431 13.%7 5,2} 3.672%%

Rating of Integrhtivg Orientgtion . * {18.09 ©3.22{14.94 | 4.14 3.801**
.Motivational Intensity _ . {122.33} 3.64]18.40| 3.35 5.050%* | .
[ Desire to Learn Frénch - ll22.29) 341} 18.35 | 313 | S.azzmx |

Parental Eﬁcouragement © o 42,41 {1.&6 34.00 | 12.53 3.109%*

Attitudes Towards French Canadians -  |50.87| 8.38| 44.71| 8.53 | 3.240%K .

Attirudes Towards European-French People &1.76. 4.0461 39,59 + 5.45 1.995%

Heed Ach;eveme;E ) ‘ . ) ‘46.2& 9.44 § 43456 7;30 1.358 . .

Machiavellianism : 33.55| 7.441.33.43 | 7.25 | 0.070 :

Ethnocentrism [126.39 | 6.48 ] 28.06 | 8.52 ?1.000 .

Authoritarianism ' N . 38.67 | 11.16 %?.621* 7.67 0.022 K

Anomie ! . : 19.09 ) 4.48 1 17.83 | 4.79 1.207

Standa;dized Intelligence Test Score lt67.01{ 6.93]65.021 6.12 [+ 1.225 { . -

I T
3

"

" .
Iiotes: & values are the result of independent t tests based on within grade
comparisons. Sample sizes fluctuate slightly from scale to scale
because of ‘absenteeism during the geveral testing sessions, however,
these variations have been taken into account in determlnlrg significance
levels.

" *p< .05
» o kk'p < 01
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TABLE 4

-

GROUP HEAN ATTITUDE MOTIVATIONAL..AND INTELLIGENCE TEST SCORES

OF GRADE }1 FR™NCH COURSE STAY-INS AND DROP- OUTS (STUDY I)

compdrisons.

Sample sizes fluctuate slightly from scale to scale

because of absenteeism during the several testing sessions, however,

these variations have been taken into account in determining significance
levels.

¥ p < .05
*% p < ,01

4 -
Variables Scay~In Drop-0Out. ‘ L,
X | sp X |SD | value!|
== — =
Atcticudes Towards Learning French 57.73 | 9.201 .37.18 %6.28 ;7.07%**
French Class Anxiety - ° - - 16.18 | 6.69 |.17.73{ 6.31] -1.035
General Classroom Anxiety I 18.27 | 6.67 | 18.03| 6.51} 0.156 |
"Interest in §tudying Foreign Languages 59.85 | 6.65 96:42 14.83 ) 5.769%k
Ratiqg)of Inscrumepeal Orientdtion 20.08 | 3.72 | 14.94] 7.42] 4.318%
Rating of Integrative Orientation_ P 21.56 | 3.91| 13.97 | 6.10 'h5‘151*f '
Motivational Intensity 23.51 | 3.08 [ 19.57 ¥ "3.54 |7 5.668%*
Desire to Learn French 25.31  3.53 ] 19.54 J.75] 7.4%6%*
Parental Encouragement 46,92 112.30 | 37.91[13.99| 3.121%*% '
Actricudes Toward; French Canadians 56,27 | 9.80} 44.06 | 10.57 5.258%%
Attitudes Towards European Trench Peoplell 47.21 | 6,24 [ 42.79) 5.62| 3.258%*
heed:hghievement ?2.02 8.54 ] 45,00} 10.10| 3.373%*
Machiavellianism “N 27.06 | 8.96 | 30.67] 9.62| -1.769 °
) .Ethnézentraqm 23.80 | 7.08 | 27.79] 6.14] -2.597%
Authorifarianism 37.73 | 9.78 } 39.61|10.13| -0.837
Anomie 16.83 | 5.001 { 19.12] 4.19]-2.189%
INote: t values are the result of indep;ndentlg tests bas;g.on within grade
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* p < 05
*x% P 4 .01
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TABLE 5 . ' -
a4 N : )
. . . ' ‘
. "GROUP MEAN PEREORMANCE SCORES OQICAIF SUBTESTS OF FRENCH
, COURSE STAY-~INS AND DROP-OUTS AT THREE GRADE LEVFLS (STUDY I) -
CATF SUBTESTS A
Vocabulary Grammar _ Com gehension Pronunciation
Grade. X | sp |t'value'l X sp |t value)l X s |tvalue] X | sp |t value
9 .Stay‘in 11:&9 30&6 2.7&6** 13:9& 3099 1.938 4.34 1.87 1.5&2 6.73 2:15 2.&0?*
: Drop-out) 9.46 | 3.61 12.26 [ 4.33 | 3.76 711,46 , 5457 | 2.46
" Stay-in 15.22 | 4227 [ 5 Jogus |22:88 5:29 | 5 coguw.| 5-02 | 1911 5 ggen [ 7.44 12,420, 5.4
Drop-out{12.32 | 3.76 15.91 ] 5.65 ‘3.911]2.05 6.06:) 2,23
R - . * b |
' I Stay-in-§26.26 { 4.65 5f920** 29.&?r 5.98 6. 4215k 8.08 ]1.60 5.208%* 9.4011.76 .3.220**
Drop-fbut | 20.46 { 4.52 21.761 5.02 ] 6.03] 2,06 8.16 {1.83
o - : ;
'Note: - £ values are based on inéépendent‘g tests perfoyrmed on within grade cémparisoﬁs.
|
¢

Faly)
o
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TABLE 6 . .
; THE NUMBER OF FRENCH COURSE STAY-INS AND DROP-OUTS
"AS A FUNCTION OF SEX AND GRADE LEVEL (STUDY II) '
. Grade .
f 9 10 11
Sex .
Stay-in | Drop-out ¢ Stay-in |Drop-out |Stav-ip Drop-out
Male 25 41 84 56 59 35
Female | 131 39 129 43 130 29
X2 = 2.032 x% = 8.016** - X2 = 11.279 *=
4 .
~ /
¥* p < 01 g

<y;




) T ¢ TABLE 7

) : (GROUP MEAN ATTITUDE, MOTIVATTONAL, AND INTELLIGENCE TEST SCORES

OF GRADE 9 FRENCH COURSE STAY-INS AND DROP-OUTS ¢STUDY II)
A 4 [

- ’ L]
. .

N

e

/

' /
'y
. - Va;;;b}es ) , Stigrln Drop~0ut ] '
.7 . ‘ R D{ sh X SD r value? .
Attitudes Towards Learning French ° 51.06 13,57 35,83 14,08 | 8.240%%
French CLﬁs§ Anxiety' ; 17.12 63§6. 20,55 6.94 [ <3.832%% '
General Clagsroom Anxiety " *#18.32| 6.79 |19.16 { 7.66 | -0.890
. Interest 1 Stﬁdying foreign Languages §53,87| 9.49 qs,ba 10.74 | 6.626%*
Rating of fInstrumental Orientation 19.44) 4,00 | 25.89 1 4.49 6,3%3£* ]
Rating ¢f Integrative Orientation 21.31 4.57 17.11 | 5.01 5,339**.
Motivational Intensity ] i 72.30( 3.89 {18.22 4.35 7.446%%
Desire to Learn French 22.65) 4.03 {17.96 | &.60 | 8.203%%-
Parental Encouragement 46.94 | 11,64 | 42.95 (12,37 | 2.480% .
Attitudes Towards French Canadiana 50.07) 9.65 | 464.20 | 9,97 | 4.470%x
Attitudes Towards European French Peoplel|42.99 7.86 [41.01}) 7.68 1,572
Reed Achievement 48.35| 7.69 {45.27 | 7.13 | 3.029%%
Machiavellianism 31.38§7.89 [32.729 f_gg ~0.949
Ethnocentrism . 29,85} 7.25 131,99 8,18 {-2.110%
Authoritarianism 42,321 7.8 142.%11°6.96 | 0.014
Anomie 38.50} 8,12 |[39.45| 7.02 [-0.901
Standardized Intelligence Test Score 66,97 | 8.04 [60.44 | 9.64 4.403*£

i

Fa

JNote:fig valugs are the result of independent t tests based on within grade

~ tomparisons.. Sample sizes fluctuate slightly from scale to scale
of absenteeism during the several testing s¢ssions, however,

becaus
these variations have been taken into account in determining significance
levels. s f
JJ ‘ b
* p < 05
‘ * p < 01
. - . 2{}2 i
. ’f'_
- - W ~ ‘i




. \__ TABLE 8

GROUP MEAN ATTITUDE, MOTIVATIONAL, AND INTELLIGENCE TEST SCORES
y A

OF GRADE 10 FRENCH COURSE STAY-INS AND DROP-OUTS (STUDY II) »

Variables " Stay-In Drop-Out ’
|| X, so | X sp | £ value!
Attitudes Towards Learning French 52.73] 12.08 36:00 14,06 | 10.191%+
Frepéh Class Anxiety 17.67| 6.44 | 21,14 6.99 |- 4.082%*
General Classroom Ankiety 19,441 6.86 | 20.26 | " 7.39 | - 9.9085
Interest in Studying Foreign Languages [154.73) 9,55 | 45.53 10.85 7.161*%%
Rating of Instrumental Qrientation 19.30 4.16 | 16.94 4.2? 4, 392%%
Rating of Integrative Orientation 21,591 4.44 | 17.440 4.84 7.050%*
Motivational Intensity 22,410 3.52 | 17.49 ] 4.21| 10.509%#*
‘ Desire to Learn French 23.03) 3.77 117.83] 3.82] 11.024#%*
Parental Encouragement . 47.111 11,09 | 43.521 12.70 2.400%
' Attitudes Towards French Canadians 50.76] 10.21 | 45,97 | 9.49 3.737%%
Attitudes Towards Europezn French Peoplell43.03| 7.43 41.04| 5.68 2.245%
Need Achievement 49.30] 8.17 | 47.25| 8.82| 1.9016
Machiavellianism 30.49 | 8.70 {31.60] 9.661- 0.964
Ethnocentrism 28,70} 7.78 [30,69| 7.63f- 2.004%
Auvtboritarianism 40.98| 8.25 | 40.57! 8.09 | 0.386
Anomie 37.94) 7.38 | 37.22| 8.091 o0.740
Standardized Intelligence Test Seore 66.95| 8,71 {62.43| 7.82 | 3.840%%

-
- »

1Note: t values u.e the result of independent t tests based on within grade

comparisons. . Sample sizes fluctuate slightly from scale to scale
becausa of absentceism during the several testing sessions, however,
these variations have bevn taken into account in determining significance

levels,

B *p< .05
Ax .
r*p < .01 . : 203

ek e . L




' ' . TABLE 9

-

GROUP MEAN ATTITUDE, MOTIVATIONAL, AND INTELLIGENCE TEST SCORES

OF GRADE 11 FRENCH COURSE STAY-INS AND DROP-OUTS (STUDY II)

Variables Stay-Tn Drop-Out
X SD X sD t Value?
Attitudes Towards Learuing French 54,291 12.65 | 37.40 {13.40 | .8.535%% _
French lass Anxiety 17.24| 6.90 | 20.25 | 6.66 .—2.859'7*5*
General Classroom Anxiety - . 18.85] 7.66 | 18.10.f 7,97 | 0.621

{ Interest in Studying Foreign Languages |[[57.06| 9.74 |47.63 10.15 1 6.217%*
Rating of Insterental Orientation 18.64| 3.83 |15.651 4.59| 4.810%*
Rating of Integrative Orientation 21,57 5.03 {18.25| 4,37 4.429%%

" Motivational Intensity 22,46 4.17.]20.20| 4.72| 3.640%*
Desire to Learh French 23,67 3.98 | 20.i6 4.72| 5.6294%
Parental Encouragement 46.17112.30 | 40.81 | 12.13| 2.840%*
Attitudes Towards French Canadians 53.54]10.11 148.49] 9.31] 3.307%% | .
Attitules Tcwards Europeﬁn French Peoplel[45.32| 8.43 | 42.10| 4.76 2.724%%
Need Achievement : 50.50! .8.46 | 48.35| 9.86].1.578
Machiaveliiahism -’ R 29,41 9.63 | 31.75} 9.60] -1.580
Ethnocentrism 26,65 7.26 | 28.56) 7.61|-1.684
Authoritagianism 39.40| 8.98 | 40.00( 7.80 [ -0.447
Anonie 37.403 7.6 | 77,371 7.70| 0.913
Standardized Intelligence Test Score 67.42{ 7.22 | 65.54] s5.981 1.616

INote? t values are the result of independent t tests based on yithin prade
. comparisons. Sample sizes fiuctuate slightly from srcale to scale
because of absentecism during the several testing sessions, however,
these variations have been taken into account in determining significance

levels.

*p < ,08
*% p < 0]
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TABLE’ 10

”\7 - » r . -
‘ * ¢ g !
LY

N\
H

GROUP MEAN PERFORMANCE SCORES ON CATF SUBTES1»> OF FRENCH . .

by

COURSE STAY-INS AND BROP-QUTS AT THREE GRADE LEVELS (STUDY II)

- -

L]
L
]
- LY

CATF SUBTESTS

4 Yooabulary . Grammar Comprehension . Pronunciation y
. —_ . W - / — ) —
Grade X 5D | t Value}. X SD | t Value X 8D |t Value X SD |t value
5 Stay-in [ 11.36 | 4.68] 3.479%+ |12.11 [4.51'}2.975% [ 3.2 | 1.672.499% 5,34 12,41} 4.246%*
' Drop-oud 3.02| 3.69 10.21 }3.09 | . 2.80 | 1.44, 3.82 | 2.08 .
10 | Stay-iu [16.34] 5.76]6.783%* }19.35 | 6.53 |8.364** } 5.05 | *2.02)4.737% | .7.24 | 2.26{6.001** ‘
Drop-out{ 11.80] 3.98 12.93 | 4,80 3.86 | 1.75 .| 5.46 }2.52 ‘
11 | Stay-in 21.00| 5.43] 6.242%* 23.59 | 6.92 |5.854™* | 6.87 | 2.12 5.178** | 8,27 |2.39 |4.558%*
prop-out| 15.77| 4.98 17.5" |5.23 ~ 5.08] 2.37 6.60 |2.12
X !
1 ‘ ' .

iote: t wvalues are based on independent t tests performed on within grade comparisons.
. . / ]

* .p < .05 ‘ ) \ :

*#* p < 01 . . N

4




TABLE 11

MEAN MLAT SUBTEST PERFORMANCE FOR

L3

THREE GRADE LEVELS (STUDY II)

- GEADE 9
) .
Variablé Stay-in ' Drop-out
X s X SD | t Value
MLAT - NUMBER LEARN. 30.60 | 3.36 | 2746] 9.08 | 2.952%x
MLAT - PHONETIC SCRIPT 21.95 3.90 | 19.84] 3.05 ] 4.107#%*.
MLAT - SPELLING CLUES 11.08 | 6.61 ] 9.52| 6.13} 1.730
MLAT =~ WDS. TN SENTENCES | 15.15 | 4.77 | 12.62{ 4.55 | 3.873%#%
- MLAT -~ 2~ A 14.71 | 4.89°| 13.17| 5.09 | 2.245%
. GRADE~10 ™~
Varisble Stay-1n Drop-out *
.7 X. SD X SD t Value
/\’ ~ .
MLAT ~ NUMBER LEARN 33.62 | 7.70 |28.56 | 8.66 4. 869**
MLAT ~ PHONETIC SCRIPT 22.87 | 3.61 420.90 |} 3.58 | 4.231%*
" MLAT - SPELLING CLUES' 11.84 | 6.79 | 9.52 hf~90 | 2842k
MLAT ~ WDS. IN SENTENCES 17.66 | 5-76 {14.42 (14,95 | 4.523%%
MLAT - P - A 16.20 5.11 13.51 . 5.50 o -3.955%%
-_ \‘ '{ -
GRADE 11
Stay~in Drop-out -
Variable = ; — —
X SD X SD | t Value
MLAT - NUMBER LEARN 33.57 | 8.20 | 29.24 | 9.80:L 3.310%*,
MLAT - PHONETIC SCRIPT 23.56 | 3.75 {22.59 | 3.3 1.745 |
MLAT - SPELLING CLUES 15.65 | 7.40 | 13.45 [ 7.05 | 1.983%
MLAT - WDS. IN-SENTENCES 20.26 § 6.35 {16.28 | 5,13 | 4.329%%
MLAT - P - A 17.13 | 4.96 {13.03 | 4.93 | 5.445%
* s
p < 005 . M
* o< ol 207




CO-EFFICIENTS 0

TABLE 12

.

AT FIVE GRADE LEVELS

[

-

aﬂ/ "
2\\ s, , . . .
il * - _//
\ - N
LI L
Y LY -
N Grade *
. . e . J 7 1-8 9 { 10| 11
. 1 ) / " " * * .
"My French Course ’ 1 .
“ Difficulty ' 68| .70 | .78, .80 | .82~
7 - "
‘o Personal Satisfaction } .80 .84} .87 | .87 | .86
Utility - .90 .90 { .91 | .91 ¢F.90
. 1 Interest .85 . .89 .01 | .92 | .93
Evaluation E,\ 921 .94 | .93 1 .93 | .94
- '\\ L‘ M -
b - ’ T
A . »
T \'My French Teacher" ul
o
: \Eyaluation : .94 .94 .95 { .96 | .94
v Competence .84 .83 .84 | .87 | .82
. v - Inspiration .89 { .88 [ .91 | .94 }.93
Rapport 4 .93 .84 i87 .92 .89

3 =35

OF .RELIABILITY (KRz4) FOR iHE SUB-SCALES MEASURING °

' STUDENT PERCEPTIONS OF “MY FRENCH COURSE" AND "MY FRENCH TEACHER"




5~ 36 ' ' ‘ 9
e .
»
) _ TABLE 13 _
A} . ) i t,
’ - GRADE 9 STUDENT REACTIONS TO THE CONCEPTS
. . Y ‘.
NS MY F}.ENCH COURSE, MY ENGLISH COURSE ~ , / 3
® - . Y
AND MY FRENCH TEACHER (STUDY II)
. Varigble - Possible, Efay—in *?rop-out .
. Range X SD | X SD £
. ' . %
French Course - Difficulty { (6-42) | 23.95| 6.19 .|28.52 | 7.25 }~5.163%.
French Course ~ Personal _nny 17 *k
Satfisff}:ct:ion (4-28) 19.86 | 5.16 | 14.40 5.92 | 7.447 ‘
French Course - Utility (7<49) [37.05 | 8.37 |28.22 | 9.74 § 7.392%x
French Course - Interest | (6-42) .[26.72 [ 7.78 [18.85 | 8.61 | 7.195%*
French Course - Evaluation [ (7-49) |34.44 | 9.31 [23.79 | 10.34 | 7.746%»
Euglish Course - Difficulty {(6-42) 23.46' 6.69; 24,40 7.17 1-1.007
English Course - Personal b :
. Satisfaction (4-28) 19.55 | 5.46 19:27 | 5.85 } 0.363

. | English Course - Utility (7-49) {36.87 {8.75 136.26 | 9.55 | 0.495 .

" .|English Course - Interest (6~42) .126.23 | 8.22 §26.26 | .9.1L |-0.024
English Course - Evaluation }(7-49) 133.35 }9.58 |[32.48 |11.60 | 0.592
French Teacher - Eyaluation [{11-77) {59.80 {13.61- {53.02 |18.05 | 3.207%*
French Teacher - Competence [(5~35) {26.75 }5.55 124.25 7.63 | 2.975%%

. French Teacher - Inspiration {(6-42) " [33.36 [8.55 {29.18 ]11.23 | 3,281%=*
French Teacher - Rapport (6~42) 24,94 | 8.37 131.06 110.56 } 3.159%*
. e
' ¢
ok p <..01
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I's , .
~ ' . ‘. + ! ' 5 - 3?
o« .
Q - »
o / . TABLE 14 > '
GRADE, 10 STUDENT mzous TO THE CONCEPTS ,
» MY FRENCH COURSE, MY ENGLISH COURSE
AND MY FRENCH TEACHER (STUDY II)
S . . .
' . ‘ B ' <
- L
x - . - ",
oo 1a :
Varisble . .Possible HSt:ay—in - Erop-ouc Y
Range X SD X 4 8D t
. |
French Course’ - Difficulty (6-42) 24,64 6.68 30.11| 6.29 |=6.696%*
French Course - Personal _. a7k
Satisfaction (4~28) 19.52 5.09 14.26 6.10 7.787
French Course -~ Uf:ilit:y (7-49) 37.20 | 8.15 29,59 { -9.82 ?.032**_
.French Course - Interest (6-42) | 24.87 | 8.45 | 17.941 9.11 | 6.433%*
French Course - Evaluation (7-49) | 33.39 F 9.33 | 23.47 | 10.30 | 8.048%*
English Course — Difficulty (6-42) | 24,96 | 6.69 | 23.95] 6.5 | 1.222
English Course - Personal _ ; _n as
. Sarisfaction (4-28) | 18.82 | 5.91 | 19.47{ 6.50 |-0.853
English Course-— Utility (7-49) | 36.66 | 9.69 | 36.34 {10.61 | 0.257
English Course - Interest (6-42) | 24,74 } 9.06 | 25.30| 9.92 [-0.519
English Course - Evaluation | (7-49) | 32.34 |16.56 J 32.73 |11.68 | 0.277
4 L
French Teacher - Evaluation (11-77) | 57.54 |15.71 | 49.46 |18.04 | 3.776%*
French Yeacher -~ Competence (5-35) {26.17 | 6.22 | 23.46 | 7.61 | 3.259%*
French Teacher - Inspiration | (6-42) | 31.72 |10.28 | 27.03 {11.33 | 3.550%*
|French Teacher - Rapport (6-42) | 33.96 |10.05 | 29.00 {11.09 | 3.838%*

™o

[0




, L 'TABjF 15 .

GRADE 11 STUPENT REACTIONS TO THE CONCEPTS . L

MY "FRENCH COURSE, MY ENGLISH COURSE  ° . - :

f 4" . . .
AND “HY FRENFH TEACHER '(S:IUDY I& ] 7

- - ,f " 4
. PR ’ . < T ) P
\ Variable . Possibl;‘[ S‘t?y—i‘n ; : Dro;out . ’
‘ S e ] F o[ o erd .
A\ Frenc\{Course - Difficulty (6’-*42}) 23:28 6{_?2 28.98 | 6.28 1~5,798%%,)]
French Cou'r:se’-.- Personal o - » ¢ )
-, " Prench Couygse - Utility (7-49) 137.87° | 8.17 |32.57 { 9,24 | 4.200%%

French Course - Intercst | (6~42) [25.32 | 8782 [20.93 {.8.63 | (3.400%%
French Course - Evaluation { (7-49) [34.21 -] 9.56 [26.9% | 9.92 | 4.89%%x
. . - -

. - ’ ' * ' B
English Course - Difficulty  (6-42) ]24.81°} 7.20 l24.01 | 7.01 | 0.744

. English Course - Persoral / N ‘9 ‘ .
o _ Satisfaction (4-28) 117.95 | 6.30 [17.30 | 6.24 0._698‘ 1

~ | Englisk coufse - wrimiey | (7-49) |35.26 [10.56 |34.31 J1o.00" | 611

% co 2
English Course - Interest | (6-42) {24.05 | 9,B4 [22.9% {9 % 0.757 °
. English .Course - Evaluation” (7-49) 31.?4 11.05 129.75 |10.62 0.866

b
#

Evaluation | (11-77)[61.75 [12.65 |58.60 12.60 | 1.577 -
. v f N +

French Teacher - Competence (5-35) 127.36-]15.75 ' |26.51 {4.,97 }1.03% °

French Teacher - Inspiration (6-42) 32.91 - 9.44 132,33 | 8.39 0.424

French Teacher - Rapport (6-42) /{35.51 }8.85 {33.95 |8.97 -| 1.196
- . . L] ’ , .\:?. \'\ M

1 French Te_acher

+

{ 3 '

Hop<.0

e A . A= -

LY
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TABLE 16

THE NUMBER OF ACTUAL FRENCH COURSE STAY-INS AND DROP-OUTS AS A

) FIRICTION OF STATED ﬁEHAVIDRAL INTENTIONS AND GRADE LEVEL (STUDY 11)

" J‘ . ¥ {
- L I -
} 4
- ) Behavior
, Grade | Intention Stay~in Drep=out xz
9' Stay—in 18? , 9 183.843**‘.*
N Drop-out 2 46
3
'10 Stay-in 185 12 210 ‘4‘8?***._
' Drop=-out 2 73 » .
11 Stay-in . 157 7 142 .07 7%%*
Drop-out 4 36
N
. .
*kk ap 1 df, p < +001
-»
’ »
" . *
A
» . 21 n A
] LR - . - 4
r - )
o . - I'4




L'l
. ) . Grade
L v Variable B 9 16 " 11
. Study, I{Study INgtudy JStudy Illstudy I lStudy I
. Attitudes Towards Learning French 29 19 3;1 27 39 25
French Class Anxiety , 15 05 14 05 - 03
General Classtoom Anxiety § - - - —— e =
-~{Interest in Studying Foreign Languages 19 13 207 16 28 d5
Rating of Instruméntal Orientation 15 124 14 06 17 09 °
— YRating of Integrative Orientation 15 14 15 15 23 o8 -
Motivational Intensity 13 17 23 27 26 05
Desire to Learn French 24 19 26 29 37 * 12
Parental Encouragement : 16 02 10 . 02 09 03 .-
---lAttitudes Towards French Canadians . 05 06 11 05 25 04
. -|Attities Towards European French People ' 04 - 04 0l 11 “0f
iy Need Achievement - 03, - - 11 -

* |Machiavellianism . - -— .- - - -—
Ethnocentrism * - 01 - 01 07 -
Authoritarianism ~-— e B - - | -
Anomie ' 3o - - - 04 -
Standardized Intelligence Test |, .10 10 - 06 n.3. o —
CATF - Vocabulary . . 06 04 10 13 27 14
CATF - Grammar - 03 28 19 31, 13
CATF - Comprehension - 02\ 06 04 23 10
CATF - Pronunciation 1 05 06 07 4 11 09 038

) . . ’ -
MLAT - Number learn . - ‘N.a., 03 n.a. 08 .| n.4. ' 04
MLAT - Phonetic Script n.a. 06 n.a. 06 't n.a Rt
' MLAT - Spelling Clues n.a. | -- n.a, 1 .03 n.a. . 01
MLAT -~ Wds. in Sentences n.a.-; 05 gwa.ﬁ: - 074 | v.a, 5_07
MLAT - P ~ A n.a. | 01 n.a. "% 05 n.a. 11
French Course - leficulty Neds 09 n.a. 13 - | n.a: 12
' IFrench Course - Personal Satisfaction n.a. 17 n.j. 17 n.a. 08
. French Course’- Utilicy n.a. 16 n.d. 1% | n.a. o7
o+ . French CourSe - Interast N.a. 16 1 n.a. 12 n.a. 04
", - |Fretich Course - Ev3luation n.a. 19 7 {n.a. 18 n.a. /7' 10
French Teacher - Evaluation n.a. 04 n.a. 05 n.a. -
French Teacher -~ Compgtence n.a. 03 n.a. 03 n.a. -
French Teacher - Inspiration n.a. 03 . (n.a. 04  |n.a., -_—
4 |French Teacher - Rapport n.a. 03" |n.a. 04 n.a. -—

SUMMARY OF THE RESULTS OF STULIES I &“II IN TERMS OF THE' BETWEEN CNTT2 -

TABLE 17

VARIABILITY ACCOUNTED FOR BY EACH VARIABLE-

-

-

S

Entries are based on the Omega Squared (w ) statistic which reflects :he proportion

of the yariability within each grade comparison that is accounted for by a particular

;;riablg. w? values were not calculated for ahy variables that did not produce
ignificant t values.

ya .

.\'




q v

CHAPTER 6

2 ' 4

STEREOTYPES AND SECOND-~LANGUAGE LEARNIWG

The purpose of this chapter is t consider the proposition that stereo-.
types 1hfluence second-language learning or alternatively tha. the process of
!
learning a secend language influences stereotypes. Such a proposition focuses

{
not on individual differences, but rather on group beliefs or images and is

x

consequently considerabI& different from the geneyal hypotheses con51dered in
H

the previous chapters. The possible pedagogical implie;éions df any sucb rela-

'tidnéhip, if it does eXist, are so important however that a precise explication

- -y . R -

of the concept of stergﬁtype and the potential effects that stereotypes might

*

have are necessary.

&

.
4

- I &
The term stereotype. has various meanings for different people and consider-

gblé argument has t,rken place over just what is meant by the word. In the
psychological literature, lowever, there is general agreement as to what consti-

tutes a stereotype by those conducting research in the area even though one
. ‘-

researchey tBrigham, 19?1) has argued that the ~oncept of the stereotype as
invesaigated.by researchérs is so differe;t from the concept as unﬂertood Ly
the gen;ral poﬁulation that the research is not meaningful. Others (seefGardqer,
19?3; GaEdner, Rogensky and Kirby, 1970) have disaéreed, howevér, indicating the
psychological implications of the concept of the stereotype as cﬁnceived by
resgarchers in the area. - \ . .
What then is a stereotype? As used here; and in the bulk of the empirical
studies, the concept of the stereotype refers simpl& to consensual beliefs about
the attributﬁs of a social object. The first §tudy of stereotypes was concerned
;ith stareotypes about ethnic nr rzecial groups and.has served as the model for

many subsequent studies. In that study, Katz and Braly (1933) presented students

with B4 adjectives and 10 cthnic group l4bels and asked them to select thoSe

r

: coR1a T

a—y -
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adjectives which they felt characterized each of the ethnic groups. The stereo-
tkpe about ?ach ethnic group was defined in terms of the 12 attributes chosen

mosg frqquently. That is, the stereotypes focused on the consénsual beliefs about
. L ]

the different groups. Furthermore, it was observed that the stereotypes about

. the groups differed in terms of $he amount of agreement or consensus that the

" - 1

'skudents exhibited. In the Katz and Braly (1933) study, the stercotype about
Negroes was much more consenéﬁal than was that about Turks, indicating that the

stereotypes differed in their c¢larity in that the students agreed more in their

il

images about some Eroups than .others. 1

Research of this type has been conducted many “imes using the general
model initiated by Katz and Braly (1933)., It would %Frve little purpose hare to

list all the studies, but reference to the yarious reviews of thestereotype

literature will uncover many of them. Examples of such review articles are N

ishman (1956), Brigham (1971), Gardner (19?3)3 and Gardner, Rodensky and Kirby.
.4970). S -

Studies using the Katz and Braly_(1933) mgthodology have nd&ed, over the
years, a growing reluctance’'on the part of subjects to follow the ihstruntions
to pelbct words to characterize various grOups. Aithough Kétz and Braly (1533)
make no ;ention of subjects refusing’ to do the task, Gilbert (1951) and Karlins,
Coffwan and Walcer§~(l969) report considerable dissatisfaction. There is little
evidence_to suggest that this reluctance is due to the faet that individuals no
ionger have stereotypes. It.seems more likely that individuals are merely more
test-yise, and ghat the request to select adjectives to characterize various
grOups is ;eén as too black-and-white. To overcome this difficultyfaGardner,
Wonnacott and Taylor (1968) suggested an innovation in the assessment of stereo-

types. Rather than have subjects select attributes to characterize an ethnic

group, they réquested that individuals rate an ethnic group concept on a series




6 -3

" / ) . . > .
of semantic differential (Osgood, et. al., 1958) scales. A semantic diff~rential

. . - s . -
scale ‘consists of two bipolar adjectives separated by seven .esponse categories.

.

The following is a semantic difierential scale comprised of the bipolar adjectives

friendly-unfriendly. The numbers Bn the scale are not presented to the subjects

——

but are included here to facilitate explaration.

Friendly,K ~ 1 2 "3 4 3 6 7 Unfriendly .

—— ——

Subjects are asked to rate the concept (e.g., French Canadians) aleng

.

this scale to tée'extent that ;h?y perceive one or tke other bipolar adjecfives
associateq with i;. If, for example, a subject perceived friendly as being
skrongly associated wich‘French Canadians they would check altermative 1. If
they felt friendié-waé moderately associated with French Canadiads they wquld
check alternati&e.?, and they would check alternative 3 if they believed friendly

was slightly associated with French Canadians. Alternative 4 would be checked

if che subjects felt that the 'scale f}iendly"unfriendli was not approﬁriate to

rating the concépt, French'Canadians, or if they felt friendly and unfriendiy

were bpth equally associated with French éanadians. Scale positions 5, 6, and 7
;efér respectively to whether subjeects feel that urmfriendly is slightly, mederately,
or strongly associated with French Canadians. hsing this technique; Gardner,
Wonnacott and Taylor (1968) argued that investigators could detegminé the axtent

to which all adjectives presenied were associated with an ethnic grdup .label,

They suggested further that if any individuals chjected to assigning attributes ’
to ethnic group labels they could consistently check'alternatiVe 4, An example

of the complete‘instructions for this technique as well as typical semantic
differential scales are R;esentedlin 'Appendix A.

In order to determine th: stereotype about each.ethnic group, Gardnmer, -

Wonnacott and Taylor {(196n) suggested that an investigator could determine those
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gcales for which all1 subjects tended to agfee in localizing tneir ratings toward

2
one end. In order to assess such polarization, Gardner, Wonnacott and Taylor

-

suggested the use of Student's (1908) v-statistic:

t = _i_ﬁ— ¢ \
sifR™

"
1

where: . the me<n rating on a pircicul ~~ scale.
,l( = thd value whicn would be expected if ratings on the scale
were truly randor *n that neither bipolar adjective was
seen as appropriate tp the concept. This was fnterpreted " .
as 4 on the seven point scale. i““& .
*

§ = the standard deviation of the.ratings on the particular
scale. . U "

n = the number of subjects. )

- 14

-~

Use of this statistic permits an investigator to determine whether the

subjects as a group tend®to agree in localizing their ratings on any semantic

- K

.differential scale. If subjects do not agree, then it would be expected that X

]

would be approximately equal to 4, and t would appr;ach 0. As t departs signi—
ficantly from 0, this would indicaté that the ranings tend to localize toward

one. of éhe two e&Hs of the ~cale. If the value of.t were a large negative number,
this would indicate that the majority of the ratings were placed in alternatives
1, 2, and 3 (toward friendly in our example). If t{had a large positive Ga}ue,

it would indicate that the ratings tended to cluster around 5, 6 and 7 (toward

. unfriendly in our example). The use of Student's t permits the experimenter to

-

determine how significant the depurture of X is from,t? (or 4), but subsequent
use Bf this approach (see_Gardner, 1973) has placed emphasis only o; those 10
scaies witﬁ the greatesF polarity, assuming that the polarization is significant.
The stereotype then is definéd by those 10 adjectives toward which polarization

of ratings is most pronounced.
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- Althdﬁgh this methodology might appear considerably different tha. the

tracitional techﬂique for assessing 3tereotypes suggested by Katz and Braly (1933),
" . . f - )

both procedures focus'on determining consensual beliefs about a social object.

The Katz and Bral§ (1933) teéchnique reqdires individuals merely to select attri-
o - ' 1Y

.butes from a 1ist and defines the stereotype.in terms of those attributes selected

¥

: most frequently., The procedure described here, on the gther hand, requires

individuals to rate the extent to vhich Dttributes are assgciated with a social
object and defines thé‘stereotype in terms of those attributes most highly
associated aithtéhe g¢ocial object. Ome would expect,/therefofe, that the-results
obtained with both ;echniques would be comparable. In point of fact, that was
precise}y thé finding of one study condu%ged to test this notion (Cardner, Kﬁghy,
erospe, and Villamin, 1972). In that study, it was found tgat; particularly
when the stereotype was higpl; consensual, the two techniques prqﬁide& highly )
co;parable assessments. As a result, it was suggested that the newer procedure
?as probatly a moré sensitive index of the consensual aspects of the stereotype
because it permits the investigator to determine how each 1ndiqjaual responded
to each attribute presented. The Katz aﬁd Braly‘technique, on the other hand,
Jgives the investigator information only about the éttrigutes individuals actually
golect. LE an individuzl does not select a particular attribute to charactetrize
a parkicular social Bbje%f, tt2 investigator cannot determine whether it was due
to an oversight, the belief that an opposite attribute would be more appropriate, °

or merely that the individual simply didn't feel the attribute itself was

appropriate.

Numerous studies have made use of the new technique described here. Gardner,

Wonnacott and Taylor (1968) investigated the extent to which attitudes toward

French Canadians were related to am individual's tendency to adopt the stereotype

about French Canadians. They found thgt, in fact, this tendency was independent

218 - %
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of attitudes toward French Canadians. A similar conclusion is warranted from a.
study by Gardner, Taylor and Feenstra (1970) which investigatea reactions to ﬁoth
French Canadians and qulish Canadians, as well as one by Lay and Jackson (1972)
which also studied reactions to French Canadians. Fur thermore, cfoss-culturaf ,<

support was obtained by Gardner, Kirby and Arboleda (19?35 who investigated L -

A

reactions to the Chinese in the Philippines. A similar conclusion seems appropri-

IS [

o : .-
ate from a study (Kirby and Gardner, 1973) which investigated the stereotypes of

children and their parents even though children tended to be more evaluative than

their parents in their reactions tec ethnic groups.

PFUNT

There are many implicatiqns which follow from the observation that the
tendency to stereotyp; a gfoup is independent of attitudes toward that group. ‘ P
Pernaps the most important, however, is that sucﬁ stereotypes are assumed to be
widespread in the community (i.e., they are conséﬁsuai beliefs) and if their

e

adoption is independent of attiéudeslit suggests that individuals are influenced

by some aspects of the cotwmunity rega;dless of their attitude toward the group.

That is, assume the Stereotype in the community about some group is that they

are aggressive and proud. If the individual's adoption of this st;reotype 1s
unrelated to his attitudes toward the group, it me&hs that an individual with

positive attitudes as well as one with negative attitudes toward the group could

hoid the same stereotype. Thié indicates thé truly insidious nature of stereo-

types. Regardless of their validiiy, they -re ﬁccepted as truths by the majority . .
(but not all).of the members of the community and this acceptance is not related )
(as it 1s often assumed to be) to attitudes. Some results {see\Kirby and Gardner,
1972} suggest that their adoption is related to a reiiance on iﬁ ormation sources,

such as the school or the mass media, in the environment though the psychological

significance of this finding is not clear.

w
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The independence of attitudes from the willingness or'tendency to subsqribg
to the stereotype should not‘be taken as implying that stereotypes do not have '
attitudinal or evaluative conngtations. Clearly 1if the ;tereotype about an ethnic .
group is -particularly ﬁositiveiy or negatively evaluative, it would indicate
that the attitude of the community is respectively positive or negative.l It
would seem, however, that this attitude has become part Qf the community image L
of the ethnic group concernegt and doesn't necessafily reflect itself in the
individual's attitude toward that group.
If it 1s'accepted tﬂ;t steréotypes do reflegt a community's attitude
though not necessarily the attitudes of the individdal, this could have implica-
tions for second-language agfuisition in tﬁét-they could indicate the general »
oriéntakion of the cultural community towards learning the langﬁag; of ghat ethnic
group. Wﬁere the stereotype 1is positively evalu?tive it is reasohable to expect
that the community would be more favourably predisposed toward learning the
‘language than where the attitude is unfavourable. Furthermord, there is consid-
cerable avidence to suggest that individuals will respond to members of ethnic
groups in terms of the community stereotypes about that group., Thus, Secord,
Bevan and K;tz (1956) demonstrated that once an inéividual identified a stimulus

-

person as a Negro (regardless,of the degree of Negroid characteriscics) he
» LY >

-

attributed stereotypic negroid characteristics qorggéf person. Furthermore,
Gardner and Taylor (1968) found that individuaﬁ;';erceived a French Canadian
gpeaker in terms of the stereotype about French Canadians, even when the speaker
described himself in a manner which contradicted the stereotype, especia}ly when

peers appeared to support their perceptions, Similar results were obtained by '
Taylor and Gardner (1969) though antistereotypical self-descriptions tended éo

attenuate those perceptions under highly credible situations.

FOR
©22n
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Such findings attest to the insidious nature of stereotypes in that they

—

i »
" tend to mold an individuals pezception of the world, Moreover, they tend to act

o

somewhat as a perceptual gcreen orienting the individual t¢ ignore or at least
'discoqnt contradictory information. it wight be nxgected therefore that such
beliefs may be resisiant to Ehahge.regagdiess of differing amounts of information.
Although much of the preceding material is concerned with stereotypes
about ethnic groups, it‘should be obvious that st?reotypes, as consensual beliefs,
,can exist with ;espect te all social objects. Although it does not Eﬁpear to
have been studied there probably exists a relatively clear cut stereotype about -
dogs! - . R
. s . .
In this chapter, we are concerned with the stereotypes about five qpneeptst

French Canadians, English Canadians, the French Teacher, the French Course, and

the English Course. - In this respect, two general questions can be raised. First,- ¢
are there clear stereotypes, or consensual beliefs, about each of these concepts?
Such a2 question seems particularly meaningful with respect to the seqond-langnage
learning situation and one which has beer considenably ignored. But language

. teachers and educators might well be interested in whether such stéreotypes exist,

and if so, in the nature of the stereq;ypes. Particularly with réspect to the

concepts of the French Teacher and the French Course, it would seem important to
determine hog sfudents as a group hend to view these concepts. Are. French Teachern
- viewed as dieative.and organized by thgir gtudents or are they seen as somewha;

. uncreative and disorgan;zéﬁ? Is the French Course perceived ;s difficﬁlttor‘
.easy? The implications of such penceptions for second language teaching are many
Similarly, perceptions of French Canadians might appréciably influence the rela-
tive success of a ?rench language proéram.. Perceptions of English Canadians and

the English Course might not influehce reactions to the’learning of French, but

they do offer important points of comparison for the other concepts.
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A second question which seems important is simply to what extent does
second language training modify these stereotypes? Today, many secand~1anguage
. Pprograms have as one of their objectives the aim of teaching students about the
se;;;;:zakguage community and modifying (or correcting) their images and impres-

sions about it. It remalns to be seen, however, whether such experience does in

- fact modify these beliefs, or in fact the beliefs about other concepts of the
type referred to above.
Y .
The data to be presented here are derived from the study described in

Chapter 4, .3ince the sample sizes and the entire methodology was described there,

it will not be Yepeated here. The stereotypes to be ‘described were determined

from the material gathered by means of the semantic differential. The semantic

differentials used in that study are reproduced in Appendix A. ‘It should be
noted that similar analyses were performed on the data obtained from the study
described in Chapter 3. Since the results are highly comparable to those
obtained in the study described in Chapteq‘d, ;ven though the scales were modified
somewhat, only the data derived from the latter study will be described here.

In the seétiﬁns to follow the stereotypes are ﬁreseﬁted for each grade

~

+ “ tested (grades 7 to 11) for sach concept, Frencﬁ Canadians, English Canadians,

‘the French Teach2r, French Course and English Course. TIn each case, the stereo~

. r
types are assesced by determining those attributes towards which the subjects

.

tended to localize their ratings. This polarization was determined by means of
_ the t-statistic described earlier in this chapter.

French Canadians .

Table 1 presents the stereotypes for each grade for the concept French
Canadisns. To facilitate discussion, all the attributes obtained in the stereo=-

types of any grade are presented, and those appearing In a particular grade are

indicated by an asterisk. -

2L
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Insert Table 1 About Here

L] \-

‘ Inspection of Table } will reveal a considerablé degree éf similarity
in the steﬁeopypeg of the dif%erent grades. The least amount of siﬁilarity occurs
igithe.stereotypes for grades $ and 1l in which four atttigutes are’ common in
the‘stere&ﬁypes of the two grades. The most amount of similarity involves grades
7 an§‘8.wﬁere nine of the ten attributes in each list are common. In shért the
overlap 1n_thg stereotypes varigs from 40% to 90% w}th a fean over all possible

- . - . %
comparisons of .66% indicating a considerable agreement among all the grades of

éhe stereotype about ggench Canadians. Oge impiication of such a finding is
that Hespite‘any inforﬁatien about French Canadians which might be obtained by
continued presence in therFrench course, stereotypes are not maxeriallf influenced.
On the other hand, however, it might also merely*indicate_that th; material ;bout
French Cafiadians presented in the French Classes reinforcés the stereotypes held
in the community. Consider, if you will, the' significance of thié conclusiont

This 1at;ér interpretation is supported when the'content of the gtereo-
types 1is coqsidered. All five grades perceive-French Canadia&s‘és‘frienélz, )

cheerful and talkative. lFurthermore, the attributes proud and likeable are seen

.

as characteristic of French Canadians by four of the five grades, proud bef%g

excluded by the grade 8 8s, and likeable by the grade 10 8s» Egce?t‘for these .
' L
two attributes & clear pattern exists for all other’' characteristics chosen by N

two or more .classes. Thus, studenté'ﬁn grade 7, 8,9, and 10 also agree that

French Canadians are kind and active, whereas these attrjbutes are not ingluded [

in the stereétypes of the grade 11 students. Similarly, grades 7, 8, and 9 agree’

that polite charac;erizes‘?rench Canadians though students in grades 10 and 11
3 - : ' . t
.don't share this perception. Finally, students in grades 7 and 8 {but not‘9.'10/ﬁ

i

and 115 perceive French Canadians as ambitious and honest. That is, there iz a

- <

ey . -
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,clear indiecation that various attributes tend to be elimingted from the stereo-

#

type as the students become older and /obtain more experience with the French

. . . J
Course. _The data also indicate, however, that increases in age tend o result

*

in additionq to the stereoEype. Thus, beginning at grade 9,{emotiona1.and reli~-

gious’ are added to the stereotypesrwhiie'artistic”is added at gradé 10. In each °

- “

instance they are included in the stereotypes of the older students. _ Furthermore,

* *

it would seem more than an acgiéental happenstgdnce g;ét the attributes wﬁich are

«

qﬂded*ip thg later, grades, and those which are characleristic of all grades, are
in fact those that characterize the stereotype of+the local adult community (see

Gardner, Wonnacott and Taylor, 1968). Sudﬁ"resglts indicate that with jpcreasing
. R Y
"age, "the children sjimply thge on the stereotypes of the lgyger gommhnity. This

pattgfp has been obtained in ?gebious studies tBlake‘and Dennis {1943); Kirby -

A and Gardner, 1973), and its pr:sence here despite the‘fact that all students were
N N - 4 &' . : .
studying French (and therefore wer2 highly selected in terms-of their attitudinal

1 e

characteristics as indiqgng in’Chapggr 5), indicates that such experience witn
, ' H B
the French program does not materially influence'stefaotypes.
* r . - } M

English Canadiansg

FIE
.

Table 2 presents the stereotypés aﬁPut English°Canadians obtained from

*
. " . Y

‘ " " L

N Insert Table 2 About Here | | '
*,

il

eéch of the five grades. Insgpection of the table will reveal that the g&greo—
:&pes are highly comparable aqfoss the differgﬁt grades.’ In fact thé mean overlap
¢ i \
‘o‘ﬁamong all possible comparisons is 75%. In three comparisons of the grades, 9

£ .
+with 10, 9 with 11 and 10§§dth 11, 9 out of ten (90%) of the attributes are

[

common. In faet, an overlap of 6 out;pf'lo characteristics represents the least

degree of agreement {(grades 7 with 9, and 7 with 11). It is obvious, therefore,

IToxt Provided by ERI
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that stereotypes about Lhe in~group are relatively consensual across age, anE\ ]

that there are few if any clear developmental trends.

"

\ This is suggested bg sifiply observing the content of the stereotypes.

. . i
Cheerful, loyait likeable and modern are contained in the stereotypes of all five
: ) ) ‘ ‘1‘ § M ' . .
grades. Friendly is in the stereotypes of all grades except the last (grade 11}
: ) : ' - * ! P
whilé ambitiots and proud, though not contained in the grade 7 stereotypé is
. M } .

included in that from all the dther grades. This is not particularly indicative
of an§ consistent- change in the stereptypes over age, nor is anx'particular ’

pattern evident in the remaining attrib?tes listed in.Table 2% Athlepic is |

selected by everytgradq except grade 8 while intelligent is contained in the
étereotypesxof gradés 7, 10, and 11 and pleasant is inéluded in the stereotypes )
of the étudents’in grades 8, 9, and 11. . One might be tempted to conclude possibly

that the stereoéypes become generally more positively evaluative with age, and

- -

could note that the attribute good is introd;ced at grade 9 and maintained

thereafter. But it could be equally noted that of three attr&buteé contai?ed
P I_ o~ /’ 2 .\ v ' -

in fthe steraétype of the grade 7 students, kiné, active, and polite, two are
. - == =

clearly positive in evaluatiﬁe\tone and of these, one (kind) drbps out of the
ster§ot§pe afte£ grade 8, while the other (polite)‘occurs'bnly at the grade 7
level. (It might also be noted that active is eliminated following grade 8.)

- "Although no consistent change in the stéreo;ype of English Canadians is

evident in Téble 2, it does seem quite clear that a major characteristic of the

stereotypé of English Canadians {the in-group) is that it ig gxtrémely fav?urable
. . - ) .
as is the stereotype ;bopt French Canadians. - .

Before considériﬁg the stereot&pes derived about the other three concepts,

-

some attention might profitably be paid to the implications of the results presented

to this point considering the stereotypes of the two major liﬂgﬁistic/cultural

4

groups in Canada. ,One impartant observation which should be made is that the'-

225

v
L

A




[ -

. ; ' 6 - 13
] N . d s v T

s J. % : ~
overall stereotype of both groups is quite favourable. If it is accepted that '\\?\\‘\xﬂh

F}
by

stqreotypes reflect the beliefs in the commonity, and that such béliefs about

‘the second-language ,comunity could influence students' approach to the language ~

course and thus their achievement, it would be expécted that the general level

' . B , .-% LI .
of achievement of, these students in French would be reasonably%high. Although. -
that definitely fits the impressions of the investigators, impressionistic data

are not particularly scientific. What is rquired is another group of students
. r

J— . X
A . .
from another community where the stereotypes about French Canadians are notJad
- . - ‘?

- - ! -

positive as those obtained here. Such data are not available froﬁ this study,
- . - . F

though towards the'en? of this chapter ar approximation to it is'prgsenégd {see
Stef;otxpes of chcesﬁful:and Unsuccessful,Students).. For now, suffigce it to . ’
say that tﬁ; stereotypes about Frenth Canadians (as well ag English Canadians)
‘are quite favourable, and Ehan this evaluative aspect of @he stgfeotypes could

auger well for the genmeral success of the French program in this area.

_Another important consideration is that although there is a clear

a
]

indication that the stereotypes about Frencﬁ Can;dians change in a meaniqgful
pattérn over the grades, the nature of thq'change is to become like the stereo-
type im the larger commﬁnity (see Gardner, Wonn;:;ét and Téylor{ 1968). It seems
unreas blg to attribute this to the nature ;f the French course gince similar
findings havé been obtained so.ely with:children increasing in age {(cf., Blake
and Dennis, 1943; Kirby and Gardner, 1973). One therefore might ask whether the
various French courses are sué;essful in modifying children's images of the French
speaking commuﬁity. Do they simply reinforce the stereotypes already extant In

~ the community? ' .
‘ A third consideration has to do with reactions to the ih-group, English

Canadiang. Lambert (1969) has sugggsted that training in a second lapguage can

influehcp an individual's perception of his in-group as well as the other langﬁage_

IToxt Provided by ERI
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'afready noted that thk

—
é?‘ a

~ ~
' '

communfty, while in Chapter 5 we demongtrated’considerable differences at each
- . <" - . :
grad% level between those who contihue studyig} French hs Oppos@ﬁ§10 those who

drop. out. - The finding Here, therefore, that the stereotype about the in-group

does no charge appreciably indicates that such individuals .end to maintain their

own compunity's stereo;:;es, at least about the in-group. Of course, we have

; stereotypes about the other language community evidence

typical dévelopmentél tg§nds. One must conclude therefore that the experience
. -

1

of learning a second langiage does not materially influence Ss stereotypes

(G§g€§d as consensual beliefs) quite probably because of their pervasiveness in
the community.

e

French Teachey

. \ - s

1 * N

‘?géjgiconsideraﬁle extent, it might be argued that it is not meaningful
. < : . '

to determine stereotypes about.thg concept, French Teacher, since the referent

#

varies from class to class. On the other hand, it is meaningful to ask whether

. »
.

there are common impressions (i.e:, stereotypes) about the French Teacher. The

results, presented in Table 3, clearly indicate the value of such an approach.
“" . K

“

2 E

Insert Table 3 About Here

k]
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o+

Seventeen d{E}erent_attributes were assoclated with the concept French Teacher
8 — A
over the,five grades an@ the average agreement among all five grades was 68%.

8 !

o~ - =t " . )
wHore importantly, there is con-iderably higher agreemgnt among grades 9, 10, and

[N
]

"~

11 than between grades 7 and 8 and between these grades and the later ones. In

-

short, as studerts progress in the language, they develop a very definite stereo-

typé about their French teacher which m{ght reflect mo*e consistent patterns of

behavior among French teachers at the secondary school level, ar greater homo-

geneity among ~tudents at this level. Remember that in Chapter 3, it was

-
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demonstrated that those who continue in the French course differ attitud*zally

Moreover, when one considers the nature of the %%Eributes contained ia

from those who drop out.

/

-

tic

the stereotypes it is clear that a major.Eharacteristic of them is that they are
L {
positively evaluative. [t will be recalled from Chapter 5, that the semai?f

differential scales presented were selected to obtain indices of Evaluation,

Qompetence, Rapport and Inspiration. The number of scales associated with each

-

of these,indicep were 11, 5, 6, and 6 respectively. In the stereotype reported,

here, however 11 of the 17 attributes are from the positive end of the evalua-
tive scales. Students agree in their positive eﬁaluation of their French teachers?
Moreover four of the remaining atugibutes emphasize competence! The scales are

»

clearly-highly related, but another mork intrigﬁing aspect of this énalyais is

-

that there is a tendency from grade 7 to 11 to play down the genérai positive
évaluation, and play up the competence. That is, the number of evaluative
attributes %n the stereotypes are 7, 6, 5, 5, and 5 respectively for grades 7

to 11 while the number of attributes stressing competence are 3, 2, 4, 4, and
4 for tne five grades. Note, for example at the grade 7 level, zeven of the

»

attributes stress a genera. positive evaluation, while 3 stress competence. At

E
i

the grade 11 lével, on the other hand five stress evaluatiop, four stress competence.
All grades evidence a very positive evaluation of the teachar. That is

clear! But, the older students focus more on the competence of the teacher.

It seems reasonable that such a pattern deriveq_from the general motivation on

the part of the more advanced students to develop their skill in French, and from

their appreciation of the skill of their teachers in promoting this development.

French Course -

The stereotypes about the French Course are very uniform across all grade

levels. Inspection of Table 4 will reveal considerable overlap in the stereoiypes

228 - . .
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among a;i grédeﬁ, and in fact the mean overlép is 83%. Furthermore, seven of
the 15 attriButes in the list are common to all grades. It is clear, theréfore,
- that a2 consistent and uniform stereotype of the French course exists across the

-

five“grades ﬁ:mpled. . ‘ .
When attention is focused on the characteristics of the attributés °
‘contained in these stereotypes, the reason for this uniformity becomes cleacer.
It will be recalled that in Chapter 5 the description of:the semantic differential
. scales indicated that for this.concept, scales were included to aséess five
s classes of reactions to the French coﬁrse, Evaluation, Utilfty, Personal Satis-
faction, Interest and Difficulty. The number of scales appropriate to each of
thage five classes were 7, 7, 4, 6, and 6 re;pec:ively. When the stereotypes
. are interpreted in tefhs of these classes of reactions, it becomes extremely
'clear that students focus on the Utility of the‘French Course, and that they
agree that the course is extremely useful, Of the 10 attributes in the stereo—
type of the grade 7 students, five of them reflect Utility. Furthermore, with

+

Increasing grade there is an increased focus on Utility. At the grade 11 level,

seven of the attributes emphasize U;ility, and this exhausts the Utility scales
presented. From this, it seems reasonable’ to conclude that the chﬁsensgal
impression of students in the French course is that it is a Useful ;oursé, and
moreover that this impression becomes sqrengthened as students progress in the
program. None of the other classes of r actioqs contribute that strongly to
,warrant further Qiscussion. What is evident, h&wever, is that the general im-
pression about the French course gained by inspection of the attributes is the

favourableness of reactions. All grades agree, for example, that the French

course 1s educational, usefﬁl, important, meaningful, infcimative, orgggized;
&
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and valuable and four of Lhe five grades are in agreement that it is acceptable

and necessary. Such an impression is clearly one of which Ffench Teachers might

be proud, however as will be seen later the English course has a similar image. .
_If attertion is focused on the remaining attributes, moreover, a meaningful

differential pattern does emerge. Grade 7 students see the French Course as

imaginative and nice, while the grade 8 students substitute rewarding. Clearly,
these siudents emphasize positive characteristics in their p;rception of the
course. Remem?er, however, ﬁhat for the most part these students are in an
oral/aural prog;am in which they experience the pleasure of communicating simple
ideas in a new language. It seems particularly significant that hard is intro-
duced to the stereotype at the grade 9 and 10 level, and complicated at the

grade 10 level especially when it is realized that it is here where the focus is’

¢ the more struc'ural aspects of the language. Finally, progressive is intro-

;-u

duced at grade 11 where presumably those gtudents remaining in French have

masterad the basic structural components of French and are oriented towards
consolidating language skills.

English Course . ‘

This concept was introduced largely as a control to aid in clarifying
the interpretatior of the stereotype of the French course. And it is obvious

that the introduction of this control was beneficial. Inspection of Table 5 will

Insert Table 5 About Here

reveal important similarities and differences between consensual reactions to

the English and French courses. Of the 12 attributes contained in the stereotypes

of English Course, 10 are common to the stereotypes of the French Course. These

attributes include important, cducational, useful, necessary, valuable, meaningful,

.

273N
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acceptable, informative, progressive, and organized. Sevenipf'these stress
Utility, thus it is clear that for both the French course and the English course,
students agree on emﬁhasizing “he usefulness of the course. Sucﬁ results would
seem to allay the fears of .those critics who doubt that students perceive the
usefulness of, at least, some courses in which they find themselves registered.

- ' The difference; between students' reactions to the English and French
*gourses &re also of some interest. There 1is nothing in the stereotypés of the
English course to indicate that the students agree that the courze is difficult.
This does, as we have already seen however; characterize the stereotypes about
the French course, especially at the grade 9 and 10 levels. It is not unreason-
able that the stereotypes about the two courses should evidence some differences,
nonetheless it seems importan& that these difference;fyere obtained. The impli-
cation 1is that acquiring the language of another group is perceived as more of
a challenge than perfecting skills in one's own language.

Inspection of Table 5 wiil also revezl that there is considerable agree~

ment in the stereotypes about the Enélish course over all grade levels. The

wean overlap is 88% indicating that the stereotypes at the different ages are
uniform? Changes in grade have no appreciable influence on the stereotypes about
the Bnglish ¢ourse.

Implications of the Sterecotypes

Viewing the stereotypes of the five concepts,'it becomes apparent that
reaningful consistent patterns emerge. For the two ethnic group concepts, French
Canadians and English Canadians, it is obvious that exposure to the French course

¥
has little if any effect. There are characteristic patterns in the two stereo~

.

types in that those for English Canadians show greater cunsistency over grades
than those for French ?%nadians. Previqus research (Kirby and'Gardner, 1973)
[

has indicated that stereotypes about the in-group develop wore rapidly in children,
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and the greater consistency\obtained here supports that finding. With the stereo-
type well defined, increasing age would have little effect in modifying the
ste:eotgpea. Furthermore, alghough a definite change in the stereotype; about
French Uanadians occurs over grades, the data reflect a change in the stereotypes 4
which conforms to those in the adult community. This, too,'has been previously
documented (Kirby and Gardner, 1973). Exp;sure to the French program seems merely
to be accompanied by changes in the stereotypes which are to be exﬁected with

age. One migh? conclude therefore thét the French course does not result in
changes in gtudents' images of French Canadians which differs from those in the
larger community. It may bg that the content of the French course provides
inforﬁation about French Canadians, but the stereotypes reinforced by this informa-~

tion are those which already exist in the community. The stereotypes are not

made any different.

‘ Exposure to the French course does have some effect on stereotypes about
the French teacher, and the'French course, some of which can be attributable
simply to age and some of which may be due to the Experience itself. Students

L

proceding through the French program demonstrate greater agreement in their

perceptions of the competence of their French teachers and the’usefulness of the
French courses, though the stress on tte utility of the French course may reflect
simply a greater matuélty of the students since they also perceive ‘the English
course as a useful one. There is, however, a period (grades 9 and 1©) when
students become impressed with the difgiculty of the French éourSF, and this is
not reflected in their reactions to the English coufse. This would seem to
emphasize a phenomenon, ;eferred to earlier, that after the ;hitial pleasure of
experiencing second-language training wears off, it does become a difficult task.
It woul@ seem clear, therefore, that designers of second:&pnguage programs should

recognize this period, and introduce remeaial steps to help students over these
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difficult timeg. TFurthermore, additional research directed towards assessing

coﬁeenSual beliefs of students, at differing levels of French training, toward
diffefent concepts related to the acquisition of French ﬁight uncover beliefs

which operate within these programs.

Earlier it was suggested that eince-stereotypes reprasent consensual .
teliefs, their investigation could uncover differences between one community and
the next which might influence the progress of second-language acquisition. Such
research cannot be described here since all of these data were gathered in the
same geographical area. HNonetheless, an indirect assesgment of this phenomenon
can be mad; if attention 1s directed towards the differential stereotypes of
successful and unsuccessful students. In the section to follow, the stereotypes

»
of successful and unsuccessful French students are presented to indicate the

general relationships which might be expected between stereotypes on the one
hand and French achievement on the other.

Stereotypes of Successful and Unsuccessful Students

In order to determine whether stereotypes are ;elated to French achieve- °
ment, the data from the present study were reanalyzed, For each‘érade level, it
was necessary to differentiate between successful ;nd unsuccessful students.

This differentiation was made by determining total scores on the major objective
‘indices of Frznch achievement at each grade level, and forming two groups, viz.,
those obtaining high scores (approximately the top one-third of the distributiomn), |
and those obtaining low scores (the bottom third). TFor the grade 7 and 8 students,
the fndex of. French achievement was derived from total scores on the four French
Achievement Subrests, Vocabulary, Grammar, Sentence Understanding and Paragraph
Comprehension, while for the grade 9-11 students the total scores were obtained

by summing the four CATF Subgeets. The number of highs and lows were as follows,
grade 7 (66 and 92), grade 8 (64 and 74), grade 9 (70 and 87), grade 10 (106 and

100), and grade 11 (11l and 87).
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To determine the stereotypes, the t-test of polarity was computed for
each group separately. In this section, only the ste;eotypeg about French
Canadians will be discussed, though similar analyses could be done for all the.
other cuncepts. Attention is directed éoward stereotypes of French Canadians
only ginée this does represent a reanalysis of data already preSented and it

would seen supérfluous to extend this analysis to all concepts. This important

-

congideration here, is whether stereotypes about the other language community is

.

relgted to language achievemént.
Tables 6.~ 10 present the stereotypes of the successful and unsuccessful
students at each grade level. 1In the tables, the absolute t-values are presentad.

It will be recalled that the magnitude of the t-statistics indicates the degree

to which the students agree in ascribing an attribute to:French Canadians.
%

Insert Tables 6~10 About Here

Inspection of the tables will reveal a startling finding. In all but one case

(érade 9) the successful students demcnstrate more agreement in their stereotypes
and even there the pattern is clear. In general, the lowest t-value for the
successful‘student$ is higher than the highest t-value for the unsuccessful
Btudents!'{;n short, the successful studentg have a much more uniform stereotype.
It might be suggested, that just as the successful students are better in ‘
acquifing their knowledge of French, they are also acquiring a more uniform image
of Fretich Canadians. In fact, the t-values associated with the unsuccess;ul
students are generally so low as to suggest that they do 60: have a uniform

stereotype about French Canadlans. In general, they evidence considerable dis-

agreement about what French Canadians are like.
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There is little in the content of the stereotypes which helps to explain

the reason for this pattern. There is the suggestion that for“the younger
students (gr;des é to 8)1 the Stereotyp;s of the unsuccessful students overlap '
more with the stereotypes for the entire group than those of the successful
students. But the reverse is true for the s;udents in grade 9 ahd 10, and
there 1s no difference in this respect for.the successful and unsuccessful
students in grade 11. Furthermore, aléhough th; stereotypes of the succeséful
and unsuccessful students are highly similar at grade 7 (8 attributes in common),
they are generally less similar at the higher grades (overlaps of 4, 6, 4 and 4
respectively). One suggestion is that_at the beginning of the French program,
the s«tudents are in fact relatively homogeneous in terms of French knowledge,
their stereotypes tend to be comparable,” and reflect the characteristie ﬁattern
at that ,cade. By grade 9, students are beginning to self-select themselves in
éerms of a potential interest in learning French, and those who do not have
beliefs which p;incide with the majority of t':'class; experience aifficult;es
in reconciling their beliefs with those of the rest of the class, and at the same
time find difficulty with maintaining a reason;ble level of comﬁétence. This
conforms with the results presented in Chapter. 5,\and ic is to be expected that
such students might drop out of French. By grade 11, the students would be
expected again to be relatively more homogeneous in that they have expressed a
long time interest in French, even though some are less successful than othérs
in acquifing this knowledge. The successful and unsuccessful students might then
tend to have soméwhat different images about French Canadians though they do
reflect the general consensus in the class.

The regults are not inconclusive, but they do suggest a possible rela-

tionship between the nature of the stereotypes about the other language community

and achievement in French. A more meaningful test of this hypothesis would be

y <35
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afforded by selecting different communities, determining their stereotypes and

the general level of achievement of the students in the French programs.
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Attribute

friendly
cheerful
talkative
kind
active

+ proud

s likeable

' po}ite
emotional
religious
ambitious

" honest
artistic
good
pleasant
colourful

sensitive
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TABLE 1

STEREOTYPES ABOUT FRENCH CANADTANS

) Scale
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Attribute

cheerful
‘loyal - +
" likeable
‘modérn
friendly -
athletic
ambitious
proud
good
intelligent
pleasant
kind
active
polite

"

‘Scale
Classification"

Evaluative
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TABLE 3
STEREOTYPES ABOUT FRENCH TEACHER
- \
Scale Grade - .
Attribute Classification 7 8 9 10+ 11
. friendly Cvaluative * * , k % T ,/A
polite . Evaluatiye - ~* % * * Tk * 5
helping . Competgnce * * * * ';p‘
intelligent 'Co:npetence ‘ ; * ok & vk .* .
organized Compétence * S * * * ,._’
reliable | Evaipative * * ¥ *
interested Inspiration * * * %
efficient Evgluative W % * %
competent Competence ‘ - \ *e * PN
sincere B Evaluative ‘k * \ . ' .
cheerful Evaluative * %, '
pleasant Evaluative M Wk ~
dependable Evaluative * * .
considerate Evaluative * . . ’
creative - Evaluative ‘ * '
sensitive Rapport * N ‘
. —
good Evaluative *
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Attribute

educationgl
organized -/
useful
important
valuable "
meaningful
informagiqg '
acceptable
necessary
hard '
imaginative
nice
rewarding ;
complicated

" progressive

}

¥

TABLE 4

STEREOTYPES ABOUT FRENCH COURSE ’

P
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4

Scale ’
Classificatién

Utility

Difficulty .

ptility

Ueilicy

Evaluative

Utilicy

Utility
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Difficulty
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Evaluative

Personal Satisfaction
pifficulty

Utilicy
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Atéribute"

important
educétional
useful
necessary
valuable
meaningful
acceptable
good
infogmative
progressive
organized
qatisfying

\',
TABLE

v

5

N\
\

STEREOTYPES ABOUT ENCLISH COURSE

Scale
Classification

Utility

Ueilicy

Utility

Ueilicy

Evaluative

Utilicy

Personal Satisfaction
Evaluative

Utilicy

Ucility

. Difficulty

Personal Satisfaction
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. Grade 7

" WYGH YRENCH AGHIEVERS

.TABLE 6

STEREOTYPES ABOUT FRENCH CANADIANS

r

French Camedisns

1.
2.
3.
4.
Se
6.
7.
8,
9.
10.

F)

proud'
chaerful

-télkstive

11keable
ambitious

.sengitiva

friendly

roligious

“kind

setive

L

-

1.0W FRENCH ACHIEYERS

N .
- )

T-value Frenc§ Canadians
-11.%? | 1. cheerful
-11.24 . 2. $riendly
_ -10.48 3, kind "
10.18 4, - 1ikesble’
- 9,78 . 5.opromd
9.66 - q:‘ vleasant
9.52 7. polite
- 9.27 é: anbitious
~ 8.97 9. Italkativa
- B.SQ. o 10, active
2RI

[N

T~val ue )

6,82

" - 6073

L4

6.31

-~ 5.90
- 5.70
- 5.61
- 5.59
~ 5.40
5.39

»
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" rasik 7
: STEREOTYPES ABOUT PRENCH CANADIANS
i Crada 8
RIGH FRENCE ACHIEVERS LOW FRENCH ACHIEVERS
Prench Canadians T-valua I-‘re'nch Canadians T~value
1. kind -10.42 | 1, friendly 6.69
]
2. calkﬂtiva - 9.51 2. kmd - 6062
3. proud - 9.3 3, talketive T - 6.38
40’ SGnsiti\iﬁ 8077 4. active 6.36
5. hOneBt - 8. 71 ‘50 likeabla - ] 60 30
6., active 8,32 6. honest | = 6,17
7. truBt‘WO'rthy - 8.2 7. lcyal 6.02 !
8. religious. -~ 8.22 8. ambiticus - 5.7-
" 9. pollts - 8,12 9, polite - 5,65
10, good 1.8 ' 10. cheerful ~'5.38
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Grads 9

STEREOTYPES ABOUT FRENCH CANADIANS

"HIGH FRENCH ACHIFVERS

1.
2.
3.
§.
s Do

7r

8.
9.

10.

_proud

6.,

1

French Canadiens

-

cheerful- -

talkative

1tkeablc
active
polite
religious
emotional
kind

eincere

T-value

- 9.14
- 8.49
- 8425
7.99
7.88

- 7-69
- 7.58

7.36
- 7011
- 6,78

6 - 31

LOW FRENCH ACHIEVERS

French Canadians T-#alue
1, 1ikeable 6.8% h
2. talkative - 6.63
3, athletic ~ 6.43
4, friendl? 5.98
5. chesrful ) - 8.72
6. raligious - 5.60\
7. artistie ° - 5.50
1, emotional 5. 46
9, pleesant - 8,41

10. proud -5




TABLE 9

STEREOTYPES ABOUT FRENCH CARADIANS

Grade 10

HIGH FRENCH ACHIEVERS

Fronch Canadisng

1. talkative
., chearful
3. likesble
4. proud
5. active
6. pleasant
7. modem
8. emotfional
9. colourful

10. kind

e by e

8.58
8.29
7.80
7.7%
7.75
7.65
7.55
7.39
7.36
7.30

LOW FRENCH ACHITVERS

jfrench Canadiana.

10.

1.

proud
talkative

religious

Eriendly

aftistic
emotional
exeitable
intelligent
honest

1ikeable

o

T-value

¢

- 5.68
~ 5.60
- 5.19
5.16
- 5.07
4.80
4.78
4.73
~ 4.8
4.22
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TARLE 10

STEREOTYPES ABOUT FRENCH CANADIANS

Grade 11

HIGH FRENCH ACHIEVERS
Frenth Canadiing

i religlous
. 2. talkative

3. excitable.
| 4: Fcheerfull.

5. 9motioual

6. colourful

7: intelligent

8. proud

9. anbltious

10. sensitive

T~value

~12.50
- 9.91

9.2;
-~ 9.04

8.74
- 8,60
8.48
8.40

8.03
7.88

LOW FRENCH ACHTAVERS

French Canadfans

1. proud
2, colourful

chearful

NS

artistic

5. talkative
h. friendly

1. 1ikesble
8. kind

9. wpolite

10. modern
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T-value

-

-

-

._\‘

33

7.41
6.90
6.66
6.65
6.32
6.28
6.24
6.72

5.92

5.76




_ CHAPTER 7

TOWARD & THEORY: - THE STUDIES IN PERSPECLIVE

This project began from a desire to determine whether a battery of teats
could be developed using standard test--.nstruction techniques which would ~_ |
provide reliable and valid indices of attitudinzl variables reflecting an integra- |

. s
tive motive toward the study of Freénch as a second language. Previou5‘£esearch
-(d&rdner and Lambert, 1959; 1972; Smythe, Stennett and Feenstra, 1972) had
demonstrated that such vari;bles were related to indices of French achievement,
however, the psychometric properties of tha tests themseIVes.had n2ver been
c;naidered. The preaent project-then might be viewed simply as an attempt to - A
“eclean up™ the tests and study once again their predictive capacity. Early on,

hawevér, Jt sezmad that there was much more involved. By considering the possible

motivational variables which might be related to French language, acquisition, 1t

seemed that a clearer delineation of the integrative motive cpuld be achieved.

Furthermose, 1t appeared meaningful teo attempt to assess other motivational ¢
! i

.88pects such as a need for achievement, machiavellianism and anxiety which had

been mentioned previcusly as potentially important even though they had not been

studied (gee for example, Gardner and Lambert, 1912).

Other uyrestions vemained, however. Would the motivational variables play

by

different roles depending upon where the studeht.was in the languagq\learning

process? Would the attitudinal/motivational variables change as a function of

I f Fhe training? Would they inflyence students' Eillingness to expose themselves tg
Secoqd-language training? Or couvld they be monEied by intervention techniques
used by teachers the world over to motivate their stude..ts?

These and related questions lead us to the realiéation that although
préevious atUQies had demnonstrated relationshipé, there was not any true under-
standing of the reasons for these relationships. 1In point of fact, we knew

o what, k ¢ ue did not know why or Fow! .

Rl | 24
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Our initisl strategy was simple. Let us try our hand at test construction,

and obtain ﬁrelimingry results on a relatively small sample of students in five
different grade lévels of French training. The result is described in Chapter 3.
=

Having obtained these results, let us see whether they could be cross-validated

r . -

on larger independé;t samples drawn from the same population Stdeing in the same
programs. These findings are contained in Chapter 4. .o
i The results were encouraging! In fact, they were highly rewgrding to us.
The majority of ;he tests were highly reliable not only in the initial study and .
the cross—vaiﬁdation, but also when put to Ehe ultimate test, that of téﬁt—retest
reliability. Also, not ohly did the charac;:risticé?of the integratiyé;motive
predict second language achievement, they tended to form a unitary complex. At
all grade levels, in both studies, there was ample evidence to sugéeat that
indi#idugl differences in tﬂe elements of the integrat. e motive.tendeq to be
related to one another. " The integrative motive was nat simply aaigpcept that we
bandied about in discussiong amoﬁg ourselves. Th?‘various parts ﬁﬁ;g':ogethef
giving empirical justification for our speculations. There was more, howaver,
'and we wonder now if we ;eally yet understand the total signific;nce. With
students beginning their language study, the gepe;al underpinningse o% the integra-
tive motive~-the non-ethnocentric, non~authoritarian orientations~-arc more highly
related to French achievement generally than the more specific aspeccs of the
integrative motive such as attitudes toward the language community, or motivationsal
intensity. The spéci{ic aspects play a greater éole later on in the secong-
language acquisition process. 1is it simply age and experience, o is it something
to do with developing some fgciiity with the language that produces this effect?

We don't know, yvet! We have some hunches, however, and fhese are spelled out in

later sections. ’

Do
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In Chupters 3 and 4 we also found that further trainingvin French doesn't
necesgarily develop a warm accepting attitude toward the French community, the
language learning situation, and other social objects associated with learning
French., On the contrary, the results suggested that ov;rrtﬁe five years, there
is initially an exuberance and a warmth associated with the experience which tends
to wane iIn the intermediate years, put which begins to show incfeased positiveness
with furthér years of study. We asked ourselves wi'let‘her this might.be due to the
méke-up of the samples at each grade level. This led us to thé hypothesis that
maybe there were good ;easons for a phenomenon loag recognized put often only
' whispered about--the fore%gn language drop~out.

In Chaptér 5, we put our hypotheses and speculations to an empirical test.
e ask;d, given that students become aware in gfade 9 that French was an optional
subject do they drop out because they lack the intelligenze, the aptitude or the
motivation? Or are thgse factors irrelevant? We suépected, because of the
beginnings of our own theorizing and importantly samg findings presented by
Bartley (1969, 1970), that the motivational variazbles weuld be implicated.

Nhlwere sufp}ised (and delighted) to find, however, that motivational
indices obtained in the previous years, were gene}ally better and more stable
predictors of who wOulé drop out of the rrogram than were the indices of .
intell/gence, language aptitude, or ev?P objective measures of French achievement.
We find such results excitiﬁg! Teachers can dé littlé to modify students'
Intelligence or lang;age aptitvede, and though they try, they need the student's
cooperation to promote French achievement. They can, however, attempt to improve
students' motivation, and modify their attitqﬂes. In fact, as indicated in
Chepter 1, this is often @ goal of szcond-language programé.

The availability of the ‘tests we hadfeveloped allowed us to determine

whether one such at".empt to modify attitudes was successful.

240 .,
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There we compared students on various character-
istics of the integrative motive before and after an excursion to Quebec City.
Specific motivational attributes such as motivational intensity did not change.

The students weren't "turned on" to French &8s a result of their trip. They ﬁere,
however, more jnterested in and receptive to the French Canadian cultufg, they
expressed more favourable attitudes toward French Canhadians, and of even géeater
significance they were more integratively oriented toward their study of French.
In short, the attitudinal basis of the integrative motive was modified. And after
only four days exposure to the French Canadian culture! Clearly, further research
on such incentive'%rograms is called for. .

Our research also forced us to consider the notion of consensual beliefs
concerning the characteristics of various social objects. 'Nhen applied to cultural
or ethnic groups, such beliefs are referred to as ethnic stereoﬁ}pes. Here too -
e obtained soﬁe interesting findings. In our research {see Chapéer 6) we inves~-

. tigated stereotypes abouf. English Canadians, French Canadians, the French course,
the French teacher, and the English course. The stereot?pes abou} English and
French Canadians were both highly favourable, but contrarf to popular expectations,
we could find no evidence to suggest that traininé in French appreciably influenced
the coﬁtent of the stereotypes. ﬁwe did find that the stereotypes about the French
course ana the French teacher werejalso highly favourable ﬁhough, particularly

in the mid-grades {grades 9 and 10), students agreed that the French course was
difficult. Largely because of these results, we raised the possibility that the
evaluative nature of stereotyses about social objects related to the acquisition
of a second language might influence the level of achievement in a community.. We,
of course, were not able to test this hypothesis directly, but we were able to
meke an indirect test by comparing the stereotypes of successful vs unsuccessful

students. The findings confirmed our expectations in that the stereotypes of the

250




7-35

’iio types of otudents were in fact different.

Although we focuse&‘our attention
only on stereotypes about French Canadians, the results revealed that whereas
clear stereotypes existed for the succeszful students, the less guccessful ones
did not agree on the characteristics of French Canadians. ‘

What does all of this have to say about the learning of a second language?
Quite a bir it would seem, and in the following sections an attempt will be made
to present the basis of a theoretical model which summarizes the data presented
in this volume, as well as that in previous studi;s {see, Feenstra and Gardner,
1968; Gardﬁér,.lbﬁo; 1966; Gardner and Lambert, 1959; 1973, Gaerer and Santos;
1970; Rhandawa and Korpan, 1973; Smythe, Stennett and Feenstra, 1972).

Figure 1 presents the basic elements of the theoretical model. Inspection

a*

of this figure will reveal that the model focuses on four aspects, the Social

.

Milieu, Individuval Differences, Second Language Acquisition Contéxts.and Linguistie

Qutcomes. In discussing this model, attention will be on the student acquiriﬁg

.

Insert‘Figure 1 About Here

a second language in the school situation. Despite this emphasis, however, the

model seems appropriate to any language learning situation, and although it is

not elaborated the reader can consider its application, to other situations. In

attempting tc integrate the material, the present authors uncovered & number of

- ]

predictions which seem to follow logically from elements in the model. It seems
quite possible, however, that the reaéer might derive other predictions which
might serve to foster further research. At this point it seems clear that motiva-
tional variables of the type discussed in this volume are important in the
acquisf%ion of a second language, but obviously more research is required to clarify
the mechanisms so that educat;rs can work to capitalize on the attributes involved,
nd in that way imbrove‘eveq more the second 1a;guage compctencies of their students.

<5 ., o ‘
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. The first element in Figure 1 refers to the Social Milieu, and is repre- .
0, :
sented In the figure by the label, Cultural Expectations. It would seem & truism

that the acquisition of a second language takes place in a cultural milieu, though
‘ - . ’ v
this has seemingly been ignored in many discussions of second language acquisition.

The label here is notﬂmﬁgnt to implf‘that a student of a language must be a
resident of the culture whose language he is attempting to learn. \This could b;
an asset, but in the present modél, we are going beyond this. We are suggesting
that the cultural milieu of the learner will influence his approach to the
acquisition of a second language. For a very similér orientation, which.ﬁoﬁever
focuses on other aspects, see O'Dohert; (1969) as reprinted in Oller ang‘Richaraé
- - (1973). _. . >

The term, Cultural Expectations, is one which encompases a number of
facets., As used here ft is meant to imply . that a‘student is a2 member of a cultural
group which has various expectatiohs-which are generally shared, in the community.

. In some instances, these are made explicit put more often they aré merely beliefs

a——
which evidence themselves in the behaviour of members of the community. As a

p————

member of this community, the student can be influenced by Ehese expectations in
the behaviour of 2 number of significaﬁt others. ~Examples of s6ch significant
others would be his parents, his siblings; his peer group, and his teachers.

There are many cultural expectatipns in - community, but among thOSe'ﬁhich
might be expected to influence'a student's apprrach to the segondHIanguage learning
situatioh are beliefs about the other language community {(i.e., ethnic sqareotypes),

¢ beiiefs about the.value of learning the language, and beliefs about whether a
high level of competence in the ianguage might be realized. To underétan&, how
such expectations might operate, let us contrast two highly artificial communities

with distinct expectations. In this example, there are only two sets of expect-

ancies. This should not be taken tu mean, howewrer, that particular expectancies

+

-ur
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about a grou~ are necessarily associated with particular expectancies concerning
the value of learning the language, or whether expertise in the language can be

£

achieved. Furthermore, although these expectancies are used as examples, there
a?e undoubtedly many others which are probably relevant to the language learning
situation. In point of fact, a useful research prégrap could profitably consider
investigating relevant expectancies. . - T

Let us then consider two communities. Suppose Community A ha; a relatively
negatively evaluative stereotype about the second-lanéuage group, that it does
not place ‘high value in learning the second language, and that it is generally
believed that regardless of training, ;;udents canmot really acquire a high level
of competence. By contrast, assume that Community B has opposite expectancies -
viz., ; positively evaluative stereotype, a perception that such second-language
acquisition is valuable, and that students should be able ro'deﬁelop a higﬁ level
of second-lahguage competence. It might be expeéted that students from these
wo Eommdﬁifléé;miﬁht differ appreciably in their épp:oach_to the second language
program and in the level of competence achieved. In many of our discussions with
teachers OE.a second language, we have often noted that some report having con-
siderable difficklties in their programs, while others experience relatively
little. anethethS, there does not appear to be any research bearing directly
on this phenomenon. It would seem reasonably simple, however, to study language
programs in a number of different communities, and the various expectations in
these communities to determine whether the level of achievement, and the cultural

r

expectations themselves covary.

Focusing on cultural expectations could have ilmportant aimplications. It
has often been stated that residents of various European communities seem much
more capable of acquiring second languages than Nerth Americans. We are not here

accepting or denying.the validity of this belief, but proposing simply.that such

- 253
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effects could ge due to expectations ahour the f;asibility of acquiring a2 second
language. If it is "known", or expected that students will achieve communic;tive
competence in é second language, it is reasonable to expect that such skill will
be acqui.ed. In North America, there is éonsiderablé doubt expressed absut the
possible success of second language programs. It is not unreasonable, therefore, -
that such programs do not produce bilinguals. - ‘ ' o
Culturat expectations might be expected to influence the student through
the behaviour of significant others, though their effects might be somewlfht
insidicus. In an earlier.publication, Gardne;l(l968) describes how such expect-

ations might operate on the parent in his interaction with the student, even

though it is not intentional, In describing this process, Gardner (1968 - see

L4

Oller and Richards, 3973, p. 235~236) states: . .

"I think it is meaningful to distinguish two roles of the parent which
are relevant to his child's success in a second language program. For want of
better labels, I'm going to refer to them as the active and passive roles, even
though these labels are not .completely descriptive. By the active role I mean
that role whereby the parent actively and consciously encourages the stude#t
to learn the language. In the active role, the parent monitors the child's
langaage learning performance, and to the extent that he plays this role he
attempts to promote success. That is, the parent watches over the child andr
makés sure he does his homework, encourages him to do w211, and in general
reinforces his successes. I bhelieve it is safe to assume that differences in
tha extent to which parents vary in this encouragemeat function would have some
influence on the child's performance in any learning situation.

The other type of role, the passive role, is more subtle, and I think
more important, primarily because the parent would probably be unaware of it.
By the passive role, I mean the attitudes of the parent toward the cqgpunity
whose language the child is learning. These attitudes are important,”f believe,
because they influence the child's attitudes, and it is my thesis (and I1'll try
to convince you of its validity) that the child's attiiudes toward the other
language community are influential in motivating him to acquire the second language.

To contrast these roles, let m= suggest one possible example. Ap English-
speaking parent might actively encourage *a child to learn French. He may stress
the importance of doing well in that course, and might see that the child does -
his homework, and so forth. To himself, and to any observer, he might be perceived
as actually helping the child., This 1s the active role. This same parent might
hold positive or negative a..?tudes toward the French community. To the extent
that he holds negative attitudes, he may be undermining his active role, by
transferring to the child negative attitudes about the French community and thus
reducing the child's motivation to learn the language. This is the passive role,
By. his own attitudes the parent may develop in the child doubts concerning the

B —————
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real need for che language (particularly in the case where the parent does not

speak that language). If the child fails an exam in French, he might anticipate

some anger from his parent (who after all, is encouraging him to sucteed), but he

can always salve his own conscience by rationalizing that it is not really

necessary to learn the language, as is evidenced by the fact that his parent gets
along well enough without it. A negative attitude in the home can support this '
rationalization and thus possibly defeat the active role."” -

This subtle role, then, is the one by means of which4cu1tural Expectations
may operate. The beliefs in the community might be expected to be mediated
through the parent as well as other significant socializers. On the surface, in
the active rele; the behaviours and expressed beliefs are con&pcive to second- .
language achievement, but the other«forces mignt also operete. Then too,’it is :
always possible thaé the Cultural Expectations might express themselves in the
active role. In Eﬁe research presented to date, we have not attempted to diff- : ¢
erentiate between the two roles, The emphasis instead has been the net effect

of both factors, as exemplified in the etudents' own reactions to the acquisition
of a second language.

The various elements listed un&ef Individual Differences ip Figure 1 are
characteristics of the student which develop from his interaction with his cultural
pnblieu., This is true of each of the three major attributee, Intelligence, Language
Aptitude and Motivation. Numerous researchers (see for example, Ferguson, 1954
1956; Hunt, 1951) have discussed the role that environmental factors play in the' )
development of intelligence. Furthermore, the concept of language aptitede gffars d
to a set of verbal a ilities which are important for second-lanéuage achievement,
ané except to sxzy that much of their development would‘pe mediated by factors in

the home, further consideration will not here be given to those factors which would .

promote skill in thewn. Instead greater attention will.be directed to the attributes

of motivation.
;o
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In Pigure 1, the attributes, Ingtrumental Orlentation and Integrative
Orieatation are viewed as antecedents of the major attribute, Motivation. The

model proposed here ig that such orientations grow,our;of the cultural milieun, °

modified by the cu” *ural expéctdtions rnd interpreted through the home environment
of the student. The net effect is the student's oriéntation toward the acquisition

‘zf a pecond language. Where the stndent views learning & pecond language as

important for purely utilitarian reasons, it seenms reasonable to consider this

A : \
an ingtrumental orientation. Where, on the other hand, the student views the

4 -

learning\of the second languége to be Impoxrtant in order to gain access to the
other community, the term integrative orientation is more appropriate. It is

possible that there are other orientatioks toward second language acquisition,
», . )
though these two seem to be the most prominent in reasons given by gtudents for

L
¥ -

studyin. g'second-language.
An instrumental orientation reflécts an interest in learning & second
%enguage fdi tbe sheer practical }ziue of knowing‘thg language. IF Seemg reason~
able to hy v glze thar such an orlentation would be facilitatod by the particular
cultural mig of the student, and aiso that it might be developed by particular
child rearing patterns in the home. Gardner and S”ntos (1970) found that in the
Philippines an instrumental orientation wes on_t?e one hand related to gome
elements of second language achievement, and‘oﬁ;@he'other to gimilar orientation§
on the_part'of tﬁe atudenée' perents. Thienpotency of an instrumental orilentation
is fdrther indicated in a stud? conducted in Pombay (Lukmani, 1972), as well as
'research innelving Francq;Anericans leparming French (Gardner andQLambert, 1972,
thougn& is not generally'predictive of achilevement ameng Anglophones iearning
French in North America. As Gardner and iambert (19?&) conclhdé (p. i51) "fhua,

it geems that in Settipgs where there is’an urgeﬂcy about maste-_ng a second

language--as there is 4n the Philippines and in North America for members of

‘ 1 [0 Frlial -
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. !
l}ngﬁistic minority groups--the imstrument.l approach to ldnguage study is

extremely effective.” The piéﬁo;ency of the cultural milieu is emphasized all

4

Y M

the more, however, by virtue of the facg that such relationships occur only in

those cultural.settings where bilingualism has support in the needs of the commun-
ity. Furthermore, particularly in the Philippine sg&tiﬁg {Gardner and Santos,

1970), the integrative motive was still more important-for second language achieve-
. ¥ - ' -

P

ment than the instrumentdl ‘orientatien.

To a considerable extent, an instrumental orientation repiesents a type

. - . . ’ c—h j\ . . f
of grab-bag of motivational pressures. The¥focus of the instrumental orientation

L3

is on leérning the language for personal gain, with little interest in the lang.age

”

’ L) , -’
per se. As investigatel sto date, this orientation has not focused on the commun-

b - .
fcative value of the language. Thus, any personal need which does hot involve an

L3

i%terest in the cbmmunicétive value of the languﬁge might be considered a precursor

to dn instrumental orientation. As such, deriving genéral rules concerning the

.

correlates of an ingtrumental orientatioqLié difficult. Folloﬁ;ﬁg"from previous

research and theoretical speculations, we have investigated in the present studies
- ¥
a & L4

sucn potential antecedznts as a need fogﬁachieyement, Machiavellianism and author-

itarianism. Yome relationships between an instrumental orientation and high

.

) o N ‘
scores on some of these measures have been obtained (see for example, Grades 9

=

¥ .

and 11 in Chapter 4Y, but the relatiqnships.have'not been consistent, and in general
these variables have not been related to aéhievement in Fre?ch. Nﬁile, therefore,
one might believe thagkgh instrumenté;vapproachlmight'faciiipate the acquiSitioﬁ

of second language skills specificaliy taught in"the classroom, the resuits do .

not support this hypothesis_particularly in éultural settings where bilingualism

i

is not an urgent matter. As was noted previously, furthermore, even in at least
' N F

some cultural contexts wherc bilingualism has clear instrumental value {as in the

Philippines) the integrative motive {3 nonetheless the more prepotent.

257
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Much of the research concerned with th: motivational aspects of second

language achievement has focused on the integrative orientation. As a result the
antecedents or correlates of an integrative orientation have been reasonably well
delinecated. In earlier research in fact: it was portulated that a complex of
varisbles t *d to interact in such a way as to suggest it was meaningful to
postulate a metivational syndrome referred to as an integrative motive (Gardner,
1966). This syndrome has appeared in the results of all of the studies reported
here. As a consequence of these latter studies as well as the previous ones
(Feenstra and Gardner, .968; Gardner and Lambert, 1959; 1972; Smythe, Stennett and
Feenstra, 1972), it is now possible to provide a reasonably comprehensive list

of the characteristics of the integrative motive as it applies to learning French

as a second language. It is quite possible that further research will uncisver

other attributes but for now the list includes such variables as; an Integrative
Orientation, Attitudes tnward French-spealing people, Attitudes toward learning
French, Attitudes toward the French course and the teacher, feelings of ease in

Ehe French class, a ¢-vrag motivation and desire o Fearn French, a general interest
in foreign lanéuages, and a non-prejudiced orientation.tdward other peoples in
general. Indices of this latter orientation are feflected in a lack of respactively,
ethnocentrism, authoritarianism and machiavel’ianism.

Summarizing all of the findings it seems possible now to define more
precisely the nature of an integrative‘motive and to describe some of its antece-
dents in the child rearing practices of the home and the supports it obtains in
the school. An integrative motive reflectr a strong motive to learn the language
of another cultural group because of a desire to ~ommunicate with members of that
community. Implicit in this definition is positive affect toward that community.
The focus, however, 1s ¢n wanting to communicate directly with valued.members of

the second language community. In the extreme case, it might be supgested that

5%
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the individual wants actually to become a member of that.group, but such an
.orientation does not ;ppear meaningful for adolescents learning a second language.
It has, however, been revealed among some adult students of a second language,

and hag often been relared to feelings of anomie, or dissatisfaction with one's
own culture (see L-mbert, 1956; 1963; 1967). 1t is probably because our research
has been concerned with adeolescents, that anomie is not a component of the inte~-
grative motive in the studies described here.

For adolescents in the North American culture, it seems reasonable thaE
the integrative motive develops out of an acdcepting attitude toward outgroups
fostered in the early home environment. This hypothesis ;s Suppor;ed by findings
that students’ att}tudes toward outgroups and general ethnocentric/authoritarian
predispositions are highly rela;ed to similar reactions of their parents {Gardner

and Santos, 1970; Gardner, Tavlor and Feenstra, 1970). Children with such

acc pting attitudes will be more likely to become interested in th; other language
community than children lacking this approach. These general a;titudes, more-
over, will orient them to express an interest in learning fureign languages and
will make them mcrie receptive to the environment of the foreign languége classroom.

-

They will appreciate and enjoy the new zounds and‘ways of expressing ideas which

they experience in the initial states of learning a second language. ‘Furthermore,

they will be more able to identify with the second-langudge teacher and develop
strong emotional ties with her (or him, as the case may be).
The wmodel proposed here, therefore, is that a total attitude toward the
language class, the teacher and the language learning process will develop
c

initially from a non-prejudiced at*itude developed early in the home. One is

reminded here, therefore, of both th: active and passive roles that parents and

other models might play.

l
i
|
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. Attention“s%ould bhe direcfed at this point to the important rolé that
the language teacher can ﬁlay. There is obv%ous}y a continuum of qttitudes among
students .in the classroom. 1If the langgage teacher is a Iewa;ding individual -
who can promote identification, it @s possibl2 cnat even for those students who

n .

do not have a strong accepting attitude such a teacher can serve to fester a

greater acceptance of the language and the otber group. For many students, this
teacher might be the first representat%ve of the cthér grouplwizq whom:ﬁhey_haqe
had direct contact. (It migﬂt be parenthetically noted %eré,that the teacher
need not necessarily be a member of the other language group. Her sEé}l with ghe
langvage can serve the purpose of identifying her, in the students® eyes, hith
the group.) This first emot@onal contact Jzth the. language is %otentiali; 8o v
important, however, that the role of the teacher cannat be stressed tovo much. |
This interpretation of the integrative motive suggests many hypotheses.
One hypothesis s that integratively motdvated students do, in fact, perceive

A . .
the language learning situation as a rewadyding one. To oversimplify slightly,

*

the scunds etc., of the language will taste good £o them. . It mighgtge predicted

therefore that they will obtain greater satisfaction fyom the Prench u:lasss.-s,lé.iru'1

.

wil’ as a ccnsequence evidence more participat’on "{(when compared with their normal

classroom performance) t?an students lacking this motivation. Alchoﬂgh we have

2

not yet .conducted such a study, it would be expected that participation in the

French class, and affective reactions in the class would cerrelate substantially

with the varicus components of the integrative motive. Zﬁ'tbe'iﬁitial veriod of

o E— e ——

second-language learning among young adolescents, it might even be predicted

that the assumed antecedents of the integrative motive (non-ethnocentrism, etec.)

would show higher correlations with participation and i% is only later on that~.

the other characteristics would begin to relatz appreciably to participation. ot

Clearly, studies exploring rthese relationships would have important theesretical -

as well-as practical implicatiens. , . + §
s 0t) "
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Another hypc;thesis witieh develops from this in~~rpretation is that the
characteristics of the integrative motive should be highly predictive of whether
atudents continue to study the language when given ihe opportun%xy to withdraw
from the proﬁram. Ye saw in Chagkerlé that at zll grade levels an integrative motive
was consistently related to a stated intention to continue in the program. Ome
wight ask however whether similar results would be obtained in a study which
looked at the ;ctual behaviou; of éﬁntinuing in, or‘withdrawing from the progtram.
This study we have conducted, though numerous replications are called for.
Honetheless Ehe éégults presented.in Chapter 5’support this prediction very
clearly. Integratively motivated students remain in the program, thOSehlacking
this motivation withdraw. 'In chapter-S it was demonstrate@ that the motivational
attributes were consistently better predictors of who would remain in the program
than were :#e indices of language aptitude. It is clear, therefére, that to mzintain
) étuﬁents in the program, attention should be directed to the attitudinal/motiva-
tional comggggpts. Streaming students on the basis of language aptituae might
permit gea;hers to modify the programs to take intd account thg students strengths
and weak’ﬁeSSes, but un}_ess emphasis is pllaced 0!; the attitudinal/motivatié:-nal
component students will séill tend to withdraw (c;f., Bartley, 1969, 1970)..

And it‘is only ;hen students remain in the prograw that teachers wiil have the
opportunicy ¢ attempg to devel.p second ‘language competence in them.

The concept of motivation then is a critica} one in attempting to under-
stand or‘explﬁin the acquisition of a jecond language. When discussing motivation,
however, it is not sufficient to speak merely ol wanting to learn the second
language, The task of acquiring a‘second language is a tedious and time coaéﬁming
one, ;nd without some basis for this motivotion its effects will not e of a lLong

term nature The bulk of our resvearch has focused on the Integrative metive

hecause it appears to be the more powerful determinont of szecond lavguage

\(o | Chi
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acquisition. fﬁese variab}es can be classified, however, not in terms of the

assumed antecedent orientation but rather inlterms of their major referrent.

Such a classification is useful because it serves te emﬁ%%size the various

djmensions'nhich should ba considered when delineating a model of motivation.

Figure 2'summhrizes the major dimensions which appear necessary in such a motiva~
’

tional model, and indicates where the najor attitudinal/motivatioqal tests fit

in thiz classification.

Insert Figure 2 About Here

The first category refers to Group Specific Attitudes. Under this

category are variables which re@}ect attitudes toward the group which 5peaks the

language. Exampies of such variables are Attitudes toward French Canadians, and

Attitudes toward th: European French. . . ,

Category twc subsumes a number of ‘Course Related Characteristics (that is,

motivational and attitu 'nai attributes which bgat directly or the student's
response to the classroom situation). Variables, which fall undét this category
are Attitudes toward Learning French, Attitndes ;oward the French Course, Attitudes
. toward the French teacher, and Parental Encouragement to learn French. The
interpretation of the first three varinbles is relatively straightforward. The
fourth, however, needs some explanation. It refers to tho student's perception
of the amount of encouragement he receives Etom his parents to learn Frenoh. One
study (Feenstra and Gardner, 1968) demonstrated that such perceptions do not
necegsarily coincide with those of the parents. The additional variable, French
Clags anxiety is separated from the otherz in this category because although it
aiso indicates the student'é response to the French class situwation, ig is not

directly related 10 the other motivatiunal characteristics. It does, however,

i *
LHQ

A e T S R T N



. which are of interest even though they are not always directly related to the
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add another dimension to dur considevation of motivational properties, in that

in the research presented here, it has demonstrated negative rLlations (hence

the minus sign) with French achievement. That is, student§ who experience con-
siderable anxilety in the French Class are not as péoficient in French as are
studerts who are rélaxed in the French Class. It is noteworfhy that although
research has also considered other indices of anxiety (such as for example;
Genérsl Classroom Anxiety, and Audience Anxiety), it is only anxiety in the French
Clasz which relates directl; to French achievement. That is, it is not simply

the anxicus student who has difficulty acquiring French, but rather the one who

for one reasont or anot’'er experie~ces the French class as an anxiety provoking

situation. ;

" The third cafegory of variables is labelled Motivational Indices because
the variables reflect respectively ;he studeﬁt's goals in French language study,
the amount df 2ffort he expends in trying to learn French, and his desire to

learn French.

The fourth category of variables is identified as Generalized Attitudes

“

in that it s;bsumes 2 number of measures which are not directly associated with

either the Fre..ch speaking community or the Course. A major variable in this
cacegory 1is interest in foreign languages, the interpretation of which is fairly

straightforward. There are, furthermore, five other variables in this category

other moéivational aspects. Ethnocentrism refers to a generalized tendency to
view one's own group as superior and all other groups as inferior, while Author-
itarianism reflects a personality predisposition to prefudice. In the figure,
each of these variables are preceded by negative signs to indicate that ethno-
centrism and authoritarianism tend to be ﬂegatively related to achievement in

French, or to the other motivaticaal variables. Anomie, re.ers to feelings of
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dissatisfaction with one's role in society, Machiavellianism 1s an index of an
jndividual's tendency to want to manipulate others; and Need Achievement is a
measure of one's need to succeed in everything he does. These latter three
variables have not consistently been assoclated with indices of French achievement,
but where they have the relations have indicated that the anomic, non-Machiavellian,
and high need achievement student 1s the most successful.

- Figure 2 then serves as a convenlent means of classifying the various
attitudinal/mctivational measures which have been investigated to date. Other
measures might be suggested, but it seems reasonable that this classification at
least will permit investigators to more accurately conceptualizéﬂgbg types of

P -
variables which might "be considered. It should befgmphasized furtherwore that
this classification 1s independ%}t of the theoretical model proposed here which
focuses on the concept of the integrative motive. ) \

The three individual differemce varfables, intelligence, language aptitude
and motivation play important and decidedly diffgrent roles in the acquisition
of a second language and as indicated in Figure 1 these roles interact with che
Second Language Acquisition Contexts. In Figure 1, two'contexts are indicated.
One referred to as Formal Language Training referE to the classroom situation
where students are 5pecif?caliy taught second language skills. The other, labelled,
Informal Language Experience, refers to those situations where second-language
skills might be acquired in the absence of direct iInstruction. Instances of such
experiences would be speaking with members of the other culture, watching movies
or television in the other language, listening to radio broadcasts in that
language, or reading the other language, etc., Here, the opportunity exists to
develop facility, but formal instruction is absent.

Intelligence and language aptitude are functionally independent (see

Carroll, 1962; Gardner and Lambert, 1965), though both would appear to have their
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greaéest inflﬁence in the formal language'training situation. Intellige.ce refers
to a general class of abilities which account for individual differences in the
ability to understand the nature of the task to be learned and/or the process to
follow in learning the task (c.f., Carroll 1963 p. 1061). It seems obvious,
therefbre, that differences in intelligence would reflect themselves in differences
in schqol taught second-lahguage skills because the more intelligent student
would profit more from inst{uction. Although differences in intelligence might
play some role.in the acquisition of second language skills developed in informal
language experiences, this role’would seem minimal since formal instruction is
not involved. Language aptitude, on the other hand ref.~s to the ability to
learn Jlanguages, and is Eypically assessed in terms of fhe students' verbal
abilities. There haeeubeen developed a2 number of indices of language aptitude,
but perhaps the most predict’ve is the Modern Laeguage Aptitude Test developed by
Carroll and éapon (1959). This test was the result of considerable research by

«J. B. Carroll and his assoclates (1958; 1962; 1963) which suggested that language
aptitude was comprised of at least four identifiable abilities (Carroll, 1963,

p. 1088). These have been described as:

Ya) Phonetic Coding. The ability to code auditor} phonetic material in such a

way that this material can be recognized, identified, and remembered over

something longer than a few seconds.

{(b) Grammatical Sensitivity. The ability to recognize the grammatical functions

of words in sentence contexts.

(c) Rote Memory. The ability to learn a large number of associations in a
relatively short time.

{(d) Inductive Language lLearning Ability. The ability to infer linguistic forms,

rules, and patterns from new linguistic content itself with a minimum of

sup-~vision or guidancei
Examination of these abilities would suggest that they would play their

SfEGtESt role in the formal situation because they would permit transfer from

EKC 265
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the neﬁ language to thgse abllities. Theilr importanced would not seem 80 great,
however, in the informal situation, 1f it 1s assumed that such exberiénces serve
largely to reinforce behaviour patterns already developed. To the extent Eﬁat
some new gkills were acﬁuired differences in language aptitude would be expected
to have a greater effect.

For these reasons solid lines are showm in Figure 1 joining langﬁage
aptitu@e and inteliigence to the area of Formal Language training, while broken
lines join them to the Informal Language Experiences. The broken lines are
meant to sugpgest that, thelr influence would not be great.

Motivation is séown to be linked to both language acquisition contexts >
because 1t would appear important in both. Thefmotivational properties, particu-
larly the characteristics of the integrative motive, would seem to play an ,
important role in Formal lLanguage Training because they serve to'keép the student

in the program, influence his perceptions of the training situation and undoubtedly

serve as the basis of many reinforcements which might be obtained in the class-

T
i

room situation. They, moreover, would play an equally important role in determining
the frequency with which the student would become involved in Inéhrmal Language
Experiences, and his reactions to them. gince suéﬁ experiences are largely
voluntafily entered into, the attitudinal reactions to the language group, and

the language, and the actual orientation. toward language study would probatly play
an important role. In fact, 1if it 15 assumed that many of the true communicational
skills are really developed in gsuch situations, the model presented here would
predict that the motivational properties would show thelr greatest relations with
communicational skills. Tﬁis, of course, is the most consistent finding!

Clearly, Sucond-iangﬁage competence develops in the two language acquisi-
tion contexts, but it seems reasonable to hypothesize that different skills would
be developed in the two contexts. Typically, the formal classroom situation

N
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focuses instruction on such structural aspects as vocabulary, and grammar. Some

attention is given to speaking and listening skills, but generally these are not

" gtressed that much simply because of the restraints imposed by class time and

class size. TS the extent that certain second 1énéuage skills are emphasized in |
th? classroom situation relative to others, }t seems reasonable to predict thag
individual differences in these skilis ;ill be related to dilferences in intelli-
gence, la;guage aptitude, and mosivation, since a}1 three,variéblgs have an
influence in rﬁe Formal situation. The important consideration in this respect
is that the sec;nd-language skilis involved are taught in the ¢lassroom. As
previously noted by Rivers (1968) and Smythe, Stemmett, and Feenstra (1972)
students do indeed pekform’besr on those skills stressed within a particular

L

program.

r

Other skills might receive thelr greater develppment in informal .language
experience situations. This is not meant to imply that, for example, such
speaking skills as fluency, pronunciation accuracy, or accent are not developed
in the classroom. It Secms more reasonable that most students will develop a
pore or less uniform level of competence as a resQlt of their classrovom experiences
{the level would, of course, be influenced by the number of opportunities in the
classroom to practice the language). Maximum differences between students would,
however, be produced by the number of opportunities to use the language in
informal situations. That 1s, in the present example, the speaking skills might
be expected to be strengthened in interaction with members of the other community.
It seems reasonable, however, thart Integratively motivated students would be more
likely to seek out such experiences, and that as a result, differencec in such
motivational attributes would be related to differences in second-language skills

developed in this context.
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There is nothing magical in the relationships predicted. The assumption
is made simply that some second language skills are developed largely as a result
of formal instruction (especially in tﬁe type of situation studied in the reseérch
described here). Because of this, it is to be expected that thoze individuals
vwho have_the requisite intellectual capacity, who have the necessary verbal
abilicies, and who at the same time\are stronély motivated tg'learn the 3e£ond
language should achieve a relatively high level of Aachievement. Assuming that
1

there are other motivational wvaribles operating in a school situation over and

above integrative ‘motivational properties, as for example a need for ac¢’ ievemeat
e .

-

or a general Etudentship drive, it would qugxpected that intei}iéence and
language aptitude would be better predictors of achievement in these school taught
language skills than would characteristicsy wf the integrative motive, even th9ugh
such characteristcics would enter into pre:&ction. - |
On che other hand, characteri;tics of the integrativetmokive would be

expected to be better predictors of those second language skills developed through
informal language experiences. Intelligence and larguage aptitude would
undaubtedlylhave some predictive capacity, but sinc; Euc; skills develop more
from the 0pportuﬁity for practice rather chan specific’ training, those factors
vhich orient the iﬁdividual to voluntarily sez2k out these opportunities (i,e.,'
the attitudinal concomitants of the integrative motive) would be expected to play
the greater role.

* The model outlined here is not a comprehensive theéry. It represents a
first approximation obtained from an attempt to integrate all of cthe findings
obtained to date with respect to the relationship between Fren;h achie§ement and

the three broad categories of intelligence, language apcitude, and motivation.

It involves too a number of assumptions and speculations. As such, it represents

the initial steps TOWARD A THEORY. The model, however, isg potentially more
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dynamic than the previous static medels that focus largely on the concept of

ol -

llgnguage aptitude, and it pldces the second-langbage acquisition process in a

largéffpocial psychological context than has previdusly been considered. As a

result we believe it has greater potential for theory building, and offers the

possibility for developing exciting hypotheses that can be tested in subsequent

research. We believe further, moreover, that it has significant implications for -

thé language teacher because it focuses on the needs and aspirations {(the human

qualities)_of-phe students who find themselves in the cecond~language acquisition

proceés. We hope it represents therefore an important step forward!

»
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FACE SHEET USED WITH ATTITUDE QUESTIONNATRES

Y

L4
LY
H

You are being asked to complete this questiomnmaire as part of a
larger project being conducted by the Language Study Group to investigate
the learning of French in London. Your answers to any or all questions
will be treated with the strictest confidénce. Although we ask for your -
name at the bottom of this sheet, we do so only because we must be ablie to
asgociate your answers to this questionnaire with those of other question~
naires which you will be asked to answer. -It is important for you to know,
however, that before the questionnaires are examined, your questionnaire
will be numbered, the same number will be put on the section .containing
your hame, and then that section will be removed. By following a similar
procedure with the other questionnaires we will be able to match the
questiounaires through matching nurbers and avoid having to associate your
name directly with the questinnnaire.

For the results of this gurvey to be meaningful, it is important that
you be as accurate and as frank a5 possible in your answers. If you do not
want to answer any particular item, or for that matter the entite question-
naire, you do not have to. However, you should realize that-the Bsefulness
of your questionnaire willi be lessened to the extent that you do not answer
each item. We, therefore, urge you to answer all iftems unless it is
important to you personally to omit certain ones. If you have difficulties
or questions about any of the items, please raise your hand and someone will

.come to your assistance,

THIS SECTION WILL BE REMOVED IMMEDIATELY AFTER THE QUESTIONMAIRE IS CODED

PLEASE PRINT: ‘ L

Nae (- Sex Female

Last Name . Firai Name Middle Initial Male

School Age
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INSTRUCTIONS FOR ITEMS USING THE LTKERT PROCEDURE g ’

%
. ¥

Followin’g are a numbé}.ot statements with which gome people agree “/_
and others disagree. There are no right or wrong answers since many people
have differént qpinions. We would-1ike you to {ndicate your opinion about
each statement by cixcling the alternative below it which best indicates the
extent to whic? you disagreée or agree with that statement.

Following is a sample item. Circle the altemnative below the statement -

which best “indicates your feeling.

~

1. Bobby Orr is the best player to fhave ever Played in the National

Hockey League. ' :
Strongly Hﬁdera:ely- Slightly Neutral Slightly Moderately Strongly )
Disagree Disagree Disagree | Agrée Agree Agree .

£

In ansWering this question, you‘should have circled one of the, above .

alternatives. Some people would circle Stroggly Disagree, others would circle .

o
Strongly Agree, ana still others would circle ‘one of the alternatives in

between. Which one you circled would indicate your own feelings based on

L

everything you know agd have heard. .Nbfé,.there is no right or wrong

answer. All that is important is that you indicate yoqr personal feeling.
For each of the items on the follow;ng pages, We want you to give your

1mmed1;te reactions. Don't waste time thinking about each statement.

Give your immediate feeling after reading each statement. On the other

hand, please do not be careless as it is important that we obtain your

true feelings.

2583
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ATTITUDES TOWARD FRENCH\CANADIANS SCALE - . 5
N * 1. French Canadians add a distinctive flavor to the Canadian culture.
2. The more I get to know French Canadiaﬁs, the more I like them.
. 3. French Canadians have produced outstanding artists and writers,
* &, The more I get to know the French Canadiaﬂs, the more I want to be
" fluent -in their language. .
* 5, fThe French-Canadian-her{tage is an important part of our Canadian identity.
: co /7
* 6. French canadians have preserved much of the beauty of the old Canadian
folkways. p ) ' ’ ’
* 7. + I would like to know more French Canadians. h . \
* 8. ‘The French Canadian has every reason to be proud of his culture. s
* 9, If Canada should lose the Prench culture of Quebec, it would indeed be
_ a great loss, T ’
. = .
*#10. French Canadians are a very sociable, warm-hearted and creative people.

11, English-Canadian children can learn much of value by associating with
French-Canadian playmates, \

12. I would like to have a French-Canadian pen pal, .

13, French Canadians are generous and hospitable to strangers. ’

14. The French-Canadian people, by learning both languagés, show a greater
» interest in Canada thon do English Canadians.

15, The French Canadians have maintained the importance of family life. ' ;

French Canadians are more polite than their English-speaking counterparts,

16.

17, English Canadians can learn better ways of _coocking, sexving food, and ?
) ’ entertaining from French Canadianse ) . :

18. Students should 1e;rﬁ more French-Canadian history. A _;

1;. English Canadians should be more cogcefneqhabout the-problems of :

French Canadians. '

English Cansdiand should make a greater effort to learn the French
lotiguage. )
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21.

* 22,

*ﬁ3 .~

24.
25.

26.

¢ 27.

28.
29.

30.

French Canadians really enjoy life.

Some of our best citizens are of French~Canadian descent.

Most French Canadians are sp friendly and,easy to get along with that

Canada is fortunate to have them.

-

French~Canadian parents are very devoted to their children.

v‘ N \ -
French Canadians have every tight to protect their cultural identity._

Most French Canadians are ac\tive m;embét's of their comunit'_f}.

The religious beliefs of French Canadians are a positive fgrce in this

wodern worlgd.

French Canadians are very sincere in their actions.

A.

French Canadians .leservi more consideratiop from the rest of Canada.

French Canadians take pride in themselves and thelir culture.

Do

(nhy |

b
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11.

"FRENCH CLASS ANXIETY SCALE

.

I am embarrassed to 8y French words o&tﬂrﬂud;

L] .

I think-my voice sounds funny saying French words .

I am afraid the other students will laugh at,me when I speak French. :

It erbarrasses me to volunteer answers in our French classn

1
-

I would ratﬁer write answers in my French class thian 3ay them out loud.

L N

I ar worriad sbout other students criticizing me when I spz2ak French,

I get nervous and confused when I am speaking'in my French class.

‘

1 never.feel quite sure of myself when I am speaking in our French.
class. *

‘

I.try to avoid speaking in French class as much s possible.
I always feel that the other students speak French better than I do.
f

It always upsets me when the teacher points gut my mistakes in
French class.

——

t
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* 1.

* 2.

* 11,

* 12,

*13.

14,

~  ATTITUDES TOWARD LEARNING FRENCH SCALE

I-think that learning French is Jull,

"

when I leave school I shall give up the study of.French entirely
becayse I am not interested inm it,

Learnirg French is really great. '
Living in Ontar;b, I see no yse for French.
Learning French is E waste of time,

I plan to learr as much French as possible,

v

French is an importénf part of the _chool programme.

4 *

I think we should spend more time in school leagning French,
L1

I love leaming French.

Most of the time I find the French lesson g bore.

M -

I really enjoy learning French.

I would rather spend my time on subjects other than French.

Bl

I Katre ?rench. )

4

1 think it is important to learn to speak and read French,

s
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GENERAL CLASSROOM ANXIETY SCALE

xclass.

* l * ]

* 1, %grry that I might 'forget m&lines when I .recite poems in frc:nt: of

2. I do not like acting in plays bex ause I'm afraid people will Ihugh
at me.

L

3.:'1 feel embarrassed when I am asked to sing in front of ,others.

. 4. Hf knees shgke when I recite~in class. .
- - ¥

H

+ 5. Iworry that I will maké a mistake whew I give a reporc in front of
the class. e :

6. Sometimes my voice éhakes vhen I recite in class.

* fﬁh\§_am very nervous .if the whole class watches me while I am making
something.,

* 8. I always feel a bit nervous when I hava to speak ia clasa. Ly

* 9, 1 do not like reciting in class becau39 I might make a mistake angd
others would laugh at me.

. *¥10. I am too nervous to volunteer an answer in class.

L




* 10,

* 11,
* 12,

* 13,

\ " ETHNOCENTRISM SCALE

L] o ' . R
LY - = & .
The worst danger to real Canadianism during the last fifty years haa
come from foreign ideas and agitators.

"Certain people who refuse to salute the flag should be forged to,
conform to such a patriotic action, or else be imptiSontd tJ ’

*Foreigners are all right in their place, but_they carry it too far when
they get too familiar with us:

Canada may not be perfect, but tHe Canadian way has brought us about
as close as human beings can get to a perfect society.

It is only natural and right for each berSen-to think that his family

is better than any other. .

Play fair with your owmn friends and let the other kihs look out for

themselves. ’ ) s

It would'be better if teaéﬁers would be more strict.
S e

Might makes right; the'streng win out in the end. . )

There is only one right way to do anything. )
People who do not believe that we have the best kind of goverdment in

thé world should be made to leave the country. |

_If everything woyld change, thigs world would be much-better, T

Only people who are like myself have a right to be happy.

“Feachers should tell children what to do and not try to find 662 whag
the chlldren want. . . . .

We should not send any of ocur food to ﬁoreign countries but should
think of Canada first, -

If a person does not watch out somebody will make a fool out of him.
L

~

L ’
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.19,

20,

.21,

" Fur the most part, the European FrenEh are sincére and honeag.

~Jt would be interesting to visit France.

/ ’ " 4 . r
- ATTITUDES TOWARD EUROPEAN FRENCH PEOPLE SCALE

g

(=

The European French have alwz yé contributed a great deal in the argas
of art, and.literature, . R

= ’ Al

\ M -
Family life iS'very important-ﬁ?’thé European French. .

. Tite European French are noted for their excellent preparation of foods

e

and beverages. ,

'The European French are a very intelligent people.

I havé always admired the European French people. .

I would like to meet more European Frenich people.

"

The'European French are very friendly and hospitable,

The more I learn abcut the Europeen French, the more 1 like them,

L

European French people can he depended upon co do a good job in anything
they attempt., .

The European French have prodgcéd many outstanding world figures,

The Furopean French way of life appéars intere;ting and exciting. (
) i

The European French take much pride in the*se}ves and their customs,

The Eurcpean
b}
The .European French deserve much respect from the rest of the world.

The quopean Frénch are generally well educated.

French are considerate of the'feelingé.of others.

-

Canadien‘éhildren can learn much of value by associating with
European;?rgnch'playmates. . X,

The more I learn about the European French, the more I want to be . .
able to spesk the French language. )

The European French get along well with other people.

We should learn more. in school about the European French and their way
of life. .

* hwm

\\ - E?tj[) . ' - ‘;l

b
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. *22. Th‘e. Europe‘an French are crusfrtwoxthy aild dependable. -
23. ’Th~e European French understand the problems of others.
*24., 1 have‘.a ‘favourable attitude towards the E‘_uropea;l French.
25. . The Furopean French enjoy li.fe to its fuilesl:.
26, The European French have every right to be proud of their-culture.
) £27. The European French are a very kind and genefon‘.;s people. _.
Zu, The Europ:eam French should be praised fbr their great adlieveﬁente: in
- science. '
. *9. \'The Eutopean French are -c_héerful, agreeable and good humored. o
*;0 I would like to get to know the European Frénch pegple better.
! ;
-/

i
.

'y

b
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- * NEED Acnmm"ggm SCALE . . \ ’
. .' i . R B :
’ ' Positiver ﬁlorded Items. | t ‘ ( g
“ *1 ’ Even when peo‘;’rle do not se,e what I do,uI try to*ﬂo.things at a level of | .

perfection .
. - . L ’
*2, I'hate to do a job half-heartedly.

A +
'

*3, If I.had to meke a choice, I Would prefer to do a job that was very
hard for me, rather than one that was very easy. .

- - '( “ '
'l

N T enjoy hard work ’ - . ..

' "

5. Pegple should be more involved with their work.. i~

6. Even when I have just finished an exoe]_.lent piece of work, I feel that’

\ ' " I must do something even better. ' . -,
7. I cannot respect peéﬁle who can be satisfied with being less than the
bBBt F Y " . . . N
*
* ° Nepatively Worded Items. ' : . )
,"; 8. The many extra hoﬁirs,of w needed to do a job perfectly are simply o
’ not worth,; the effort. A . . '
*#9 -1 am sure people seldom think of me as a. hard worl'ci-r. .
*10, I don't stick to gdals which prox&e hard to reach . ' ’ ©e
. *11. 1 seldom set standards which are difficult for me to attain, .
\ ’ - L) '
*12, I am not really very certain what I want to dp or how to go about .
' doing it. : ‘ o . '
1Y ‘Q, - L] 1

*13, In my work I seldom do more than is gecessary{,

14, People rarely say I let my school work interfere with the other aspects
of my life. _
/ - . []

292
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AUTHORITARIANISH SCALE : ‘

v . - .
- *
o

*1. Obedience and respect for authority are the most importapt virtues ‘ '

children should learn. . L '
) * 2. What youth needs most is strict discipline, rugged determination, and
- the will to work and fight for famil and country,’ . -
X . P
*

3. Nowadavs wien so many different kinds ofspeople move around and mix
together so much, a person has to protect himself especially carefully
' against catching an jinfection or disease frow «them.

4. What this country needs moot, more than laws and political programs, is
a few courageous, tireless, devoted leaders’ in whom the people can
put their faith. .

-

. * 5. Mo yeakness or diffi&ulty caﬁ hold us back if we have enough'willpowet.

6. ‘Human nature being what it is, there will always be war and confliect.
* 7. A person %ho’has bad hmpners? habits, and breeding can hardly expect to
" .get along with decent people. .

t *g.. Peeple can be divided into two distinct cieases: the weak and the stroné.

, * 9, There is b df& anything lower than a person who does not feel a great
love, grati ude, and respect: for his’parents,. - :

*]10. The true Canadian way of life is dlsappearing so fast'that force ﬁay be
mecessary to preserve ig.

1 F g

*11. Nowadays more and more people are prying into matters that should remain
personal and private,

f12. 1f peOple would talk less and work_more, everybody would be better off.

4 i . < £

8
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* 1,
* 2,

3.
* 4,
* 5.

*‘6..

* 7.

l*lo L]

" INTEREST IN FOREIGN. LANGUAGES SCALE

’

I Would study,a foreign .anguage 'in scnool even if it were not required.ﬁ

~
L}

I entjoy meeting and listening to people who Speak other 1anguages.
1 would enjoy going to see foreign films in the original language. T
I often wish I could read newspapers and magazines in another language.

I want to 'read the literature of a foreign language in the orﬂginal

T wish I could speak anoﬁher language perfectly.

PR}

If I planned to stay in another country, I would make a great effort to

learn the language even though I could get along in English,

Canada is relatively far from countries speaking other .~

Even thou
9hit is important for Canddians to learn foreign languages.

languages’,

.If I were visiting a foredgn country I would like to be able to speak

the language of the people. . .

-

Studying a foreign language is an enjoyable experience.

*11;“'1 would really like to learn a lot of foreign languages.
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** 9. To help oneself is good; to heip others even better. + .

. *10. Honesty is the bes: policy in all cases.'+

make them happy.. v
*12. Sometimes you have to cheat a little to get. what you want.
L * - .
13, Most people cannot be easily fooled. + .

*i4, Sometimes vou have to hurt other people to get what you:want.'

: cL . L. A-14
MACHTAVELLIAN SCALE '

* 1. Never tell anyone the reat réason you are doing something unless it .
* is useful to do so.

* 2. host people are basically gooq and kind. + , . L,

3. Since most people don't know what they want, it is only righ% that
-apbitious people talk them into doing things.

* 4. When you ask someone to do something, it is best to give thé real
reasons rather than omes that might seem more important, +

* 5. It is wise to flatter important people. i
* 6. ‘There is no excuse for lying to someone. + . ‘ : : .

7. . Generally speaking men won't work hard unless they are forced to d6 go. .

* 8. Anyoune who coﬁmletely trusts anyone else is asking for trouble.

11. The best way to get along with people is to tell them things that will

-~

. o
15, You should do. something only when you are sure it is right. +

L]

,
[ :
J

+ Worded opoositely to Machiavgllianism

. f,r
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*'y,

* 2.

* 3.

4,

\* 5.

* 6.

* ?.

-

* 8.
-* 9.

10.
*11.

*12,

il

L

PARENTAL ENCOURAGEMENT

]

‘My parents really-encourage me to study French.

. My parents have stressed the importance French will have for me when I

leave school, .
. -k

My pérents encourage me to pr§t£i;e my F;ench_as much as possible,
Whenevery I have homework-in French, my parents Pake sure I dé it, _
My ﬁaraufs feel that I should continue studying French all through school.,
My parents feel that I should really zry to learn French. .

My parents feel tﬁat_égcause wé live in Canada; I should learn French,

My parents think I should devote more time to my French studies.

My parents urge me te seék help from my teacher if I am having problems * .
with my'Frencn. *

My parents feel that French should be a compulsory subject throughout )
publit school and high school.

My parents show considerable interest in anything to do with my French

courses,
p

My parents try to help me with my French,

]
-
¥

o

-

Yo
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* 9.

*10.

-Having lived this long in an English-speaking community,

"A person cannot expect to find life rewarding and interesting in a

A~ 16

ANOMIE SCALE

-

In Canada today, public officials aren't really very interested in
the prohlems of the average man.

In spite of what some people say, the lot of the average man is
getting worse, not hetter.

These days a person doesn't really know whom he can count on.

The state of the world being what it is, it is very difficult for
the student to plan for his career.

It is hardly fair to bring children into the world with the way
things look for the future.

-

1'd be
happier moving to a place where-other languages: are spoker,

In Ontario, it's whom you know, not what you know, that makes.for
squess.

-

Compared to communities where other languages are spoken, it is
harder to form close relatlonships in English-speaking communitiea.

I'm pretty sure there are more opportunities for success cutside of
Ontario.’ -

¥

,

community where only one language is spoken.

L] ’ -
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*2.

*3.

.

*6.

?.

Y-

.

‘more cultured. .

* s’

RATINGS OF INSTRUMENTAL ORIENTATION SCALE v <
o '
1

i
N
Studying)French can be % ortant for me only becaGSe I'11 need it
for my future cazeez i

[

Studying French can be important for me becuase I think it will someday
be useful in getting a. good job. .

Studying Freach can be important for me becauSe it will make me a wore
knOW1edgeab1e-person. .

’ P ‘,- !
Studying ‘French can be important for me because it will make me appear

Studying French can be important for me because I feél that no one is
veally edudated unless‘he is Fluent in the French language.

Studying French can be important for me because other people will
respect me more if I have a knowledge of a foreign 1anguage

Studying French’ can be important for me because Ineed it iq\order - :
to finish high school _

~,

Study1ng French can.be important {or me because it will help me if I
should aver travel.

<494




*1.

*6.

.*? -

*8.

&~ 18

RATINGS OF INTEGRATIVE QRIENTATION SCALE

.

Studying French can be important for me because it will allow me to
be more at ease with fellow Canadians who speak French.

Studying French can be important for me because it will help me to
understand French Canadi#ffS aitM their way of life.

Studying French can be important for me because it will help me to
appreciate the problems that French people have in a predominantly .
Engiish-speaking country.

Studying French can be important for me because 1t will enable me to
gain good friends more easily among French-speaking Canadians.

Studying French can be important for me because it will enable me to
think and behave 1like French Canadians.

Studying French can be important for me because I will be able to ’
participate more freely in the activities of other cultural groups.

Studying French can be important for me because it will allow me to
meet and converse with more and varied people.

Stuodying French can be important for me because it will ensble me to
hatter understand and appreciate French Canadian art and }iterature. C

<£99 .
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INSTRUCTIONS FOR MOTIVATIONAL INTENSITY

AND DESIRE TO LEARN FRENCF SCALES
P
d
Please answer each of the following items by circling the letter of the
alternative whic” appears to be mos;'applicable to you. We should like.to re-

mind you that no individuazl teacher will have access to the qUestignnairea or

L3 Lad

any other information which associates your responses to this questionnaire R

]
with your name. We would urge you to be as accurate as possible since the

success of this investigation depends upon it.
oy

u




2.

*3.

*4.

*5.

*6.

Un the average, I spend the following amount of time doing homework in
French: -

(a)
(b)
(¢)

If a

(a)
(b)
(e)-
(d)

Considering how I study French, I can honestly say that I:

iy

bl
-

e

DGR
T S

If my teacher wanted someome to do an extra French assignment, I would:

(a)
(b)
(c)

When

(a)
(b)
(c)

When

(a)
(b)
(c)

When
(a)

("
(c)

.not take 1t under any circumstances.

4
MOTIVATTONAL INTENSITY SCALE ~ e |

.
L -

1es§ than 1 hour a week,
betwWween one and two hours & week.

more than two hours a week,

French course were offered at my school during the summer, I would:

definitely enroll to further my.knowledge in Prench.

only enroll in it if I were failing French. ’
none of these (explain)

will pass on the basis of sheer luck or intelligence, because I do
very little work. !

really try to learm French, :

do just enough work to get along. '

definitely not volunteer. ‘ . —
only do it if the teacher asked pme directly. . .
definitely volunteer. '

I hear a French song on the radio, I:

change the station.

listen to the music, paying attention only to the easy words.
listen carefully and try to understand all the words.

it comes to French homework, I: ‘

just skim over it, .
put some effort intoe it, but not as much a8 I could.
work very carefully, making sure I understand everything.

I see directions written in French, I:
read them carefully and try to understand.

look for the English translation.
read them over, but give up if 1t gets difficult, -

Lo
\p::
| )
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*9.

10.

11.

12,

*13,

[~

*14,

*15.

[

Compared to the othér courses I také in school, I:
‘ -

(a) do less work in Fren~h than any other course.

(b) work harder in French than any other course. -

(e) do about as much work in Frencp as I do in any other course.
If French were not taught in school, I would:

{a) not bother learning French at all.

'(b) try to obtain lessons in French somewhere else.

(c), pick up French in everyday situations {(i.e., read French books and
newspapers, try to speak it whenever possible, etc...)
(d) none of these {explain) .

T~

L

After I fmish high school, I will probably:

~4
{(a) try to use my French as much as possible.

. (b) make no attempt to remember the French I Wave learned. .

{¢) continue to improve my French (e.g.s daily practice, night school etc.)

If it were possible to spend part of the summer with a French-speaking
family, I would:

{a) définitely g0. ; § ,

(b) not go under any circumstances.
(c) only go if I had to.

[

Compared to the other stuq’pgg in my French class, I think 1:

{(a) do less studying than most of them. -
(b) study about as much as most of them.
{c) study more than most of thenm.

When I have a problem understanding something we are learning in French
class, I:

(a) just forget about it.
(b) immediately ask the teacher for help.

(9) only seek help just before the exam.

I actively think about what I have learmed in‘my French "classes:
(8) hardly aver.

:b)  once in awhile.

(c) very ffequently. .

After 1 get my French assignments back, I:

Eaj just throw them in my desk and forget them.

302
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*16.
RS2

18..

*19.

(a) nevyer say anything. .

- .‘.“
3
(b) always rewrite them, correcting my mistakes.
(¢} look them over, but don't bether correcting mistakes. .

When I am in French class, I: Y

(b) answer only the-easier guestions. &
(¢} volinteer answers as much as possible.

Outside of s-hool I read French books and maéazines:

{a) never, : '
(b) once, in awhile. ’ . v
(c) quite oftens .

’
a

I do my French homework with extta care: = ° A

.. . i
(a) only when the assignments are to be handed in.

(b) fairly regularly, but not always. - '

{¢) always even if it .takes several hours. :

If there were a French T.V. station in London, I would:

“

{(a) never watch it.
(b) try to watch it often.,
{¢) turn it on occasionally.




*2,

*3.

-

/-

DESIRE TO LEARN FRENCH SCALE "

{c) become very interested in what I am studying.

- . <
If it were up to me-whether or not" to take French, I:
w ,l\‘ .
(a) don't know whether I would take it or not.’

{(b) would definitely, take it. .
(c) would drop 2t. - * s

., N ) . *
A o . )
After I have been studying French for a short time, I find that I:°
(a) have a tendency to think about other things. 4
(b) am interested €nough to get the assignments done.

If there were French-speaking families in my neighboprhood, I would:

spedk French with them as much as possible,

(a)
(b) speak French with them spmetimes, !
{c) speak French with them only if I had,to. v
" (d) never speak French with them.’ : -
When you have an assignmentiko do in French, do-you:’
(a) do it immediately whenlyou start your homework.
() become completely bored.
{c) put it off until all your other homework is completed. °
(d) other (explain) , .
If I had the 0ppoipunity to speak Frencﬁ‘outside school, I would:
(a) never speak it,
(b) speak it occasionally, using English whénever _possible.
(c) speak French most of the time, using English only if really necessary.
If I had a choice, I would like to: -
(a) attend a school where French is not taught.
(b) go'to a school where French is tauzht as a subject. . .
{c) go to a school where only French is spoken’ .

I believe French should be taught to, students:

(a) heginhing in‘grade 1. ,
(b) only in grades 7 and 8.
{¢) beginning in grade 9.

B Y = e e =
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* 9.

*10.

*11,

12,

*13.

* 14.

* .
v .
l-\r
] A A-24
0 ’ b ‘ !
" ' R
During French classes, I: _ -
(#) have a tendency to daydrzam about other things. T
(b) - become completely bored.
(c) become wholly absorbed in the suhject matter.
During French class, I would like: }
(a) to have only French spoken.
{(b) to have a combination of French and English spoken.
(c) to have as much English as possible spoken. . o
Compared to my other courses, I like French:
(a) the most. -
(b) 1least of all. . p
(c) the same as all the othezs.
If I had the opportunity to see a French play, I would:
(a) definitely go. - .
(b) go only if I had nothing else to do. ! .
(c) not go. ) .
(d) none of these (explain) .8
I believe French should: . ’
(a) be taught to all Grade 7 and 8 students. "«
{(b) be taught only to those students who wish to study it,
{c) not be taught to anyone. . ,

[

I find studying Fregch: . '
(a) wvery interesting. .
(b) no more interesting than most Subjects.

{c) not interesting at all.

%

If T had the opportunity and knew enough French, I would read French
magazines and newspapers:

@
(a) as often as I could.
.{b) not very often,
‘{e) never.
3 -
Vu
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15.

*16.,

17.

. *18.

When doing homeﬁor% in French, I find that I:

R ¥

(a) become very 'ifiterested in what I am doing.

/
-

(b)
{e)

do the work without much interest.

cannot keep my mimd on what I am doing.

Iﬁ/\here were a French Club in my scnool; T would;

(a) definitély not Yoin. - .ﬁH;

(b) be most interested in joining.'

attend meetings once in awhile.

o,

¥

3

i

L.

(c)

If 1"had the opportunity to change the way French is taught in our school
Lwould: , .

(a) increase the amount of training required for each student. *
(b) keep the amowunt of training as it is. - y
(c) decrease the amount of training required for each student,

-

-

1f the opportunity arose and I knew enough French I would watch French

T v.

(a)
®b) .

programmes !

never.
sometimes.

{(c) as often as possible.
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*1 A4 srtm‘gmc FRENCH BECAUSE: =

+{a) I think it will somg *day Ee useful m getting a godd job.

[
L]

[N
-

~

- ‘
(b) I think it will help’ me to bettgr understand French people and

-

their way of life, .

- -’ —

-

L

(e). Itwill allow*me to meet and convergé with more and varied people.

] . l ’
' R (d) A knowledge of two langhages will make me q"better educated
T, K person, 6 - S ‘
. R . - a e

. - _ - {e) Any other personal reason. ) ' .

' . - -

w 3 _
' . . s . -
H
¥ / -
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[}
, INSTRUCTIDNS FOR THE SEMANTIC DIFFERENTIAL %
£

The purpose of this paff of the questionnaire is to determine your
ideas and impressions about a number of things such as your Frenzh Course,
French Canadians, European French. people and the like. We call these things,
concepts. In answering this section, you will be asked to rate a nuuber of
such concepts on a number of scales. On the following pages, there 1s a
concept given at the top of the page, and below that a group of scales. You

_are to rate each’ concept on_each of the scales in order.
' Here 15 how you are to use the scales. ;

If the word at either end of the scale very strongly describes four
ideas and impressions about the concept at the top of the page, you would
place your chéck-mark s shown below:

. 5
Fair i : : : : : Unfair
- OR -
“~Fair - : H N : : X Unfair
If the word at elther end of the scale describes somewhat your ideas
and imE;essions about the concept (but not strongly so), you would place your
s check~-tark as follows: .
Good - X : : : : Bad
OR

Good : : : : : X Bad

1f the word at either end of the scale only glightly describes your
ideas and impressions about the concept, you would place your check-mark as
follows: ;

Hgtd i X ¢ : : H Easy

. ¥ ’ OR
Hard : HERE X : Easy
t If the word- at 2ither end of the scale doesn't seem to be at all
;gzated to your ideas and imbressions about the concept, you would place
your chreck~mark as follows:
Weak , s : : X VR : Strong
‘ . & ‘
IMPORTANT
1. Place your check-mark in the middle of the spaces, not the edges.
Fast X s :X : : .
» Thig . Not This
o *

L
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. i

2. Be sure you check every scale. Do not skip any. ‘

3. Nevar put more than one check-mark on a single scale.. i

N ] i

Before beginning, do the following examplé. ' :

¥ ‘ . . f

Snake . :

d:;gendly : : : R : unfriendly \\‘T

R , i " ) b

angerous : : : : : : safe . ;

“' . . kY ‘{

fast : : : : : : slow . 8 §

* 4 . _;i

Xuseful : : : : e : use{ess ;

Y -

. In this example, the concept was snake, and you Should have placed
one check-mark on each of the four scales. Your answers may have been like 3
the following: . ; ’

' ' ' A . L .
Snake ) :
b , . .
friendly : : s e ox % unfriendly
! L r .
A dangerous X : H : : : : - safe 1
‘fast . : : : : i X ¢ N slow
-
‘ ~ useful : : : X . 2 : useless” T
O ? . . 1n7-
. In this example, snake is seen as slightly unfriendly, extremely - L
. dangerous, somewhat s.ow, and neither usefui nor useless, r raringsgmay -, %
have been different depenJing upon what ideas and,impressions youihave of the

concept, 'snake"”. There-are no right or wrong answers. We want you to in-
dicate your own ideas and impressions, R

. rd -
If you have angw guestions, please ask them now. J
L. . M .
—~ - In answerinp this part of the guestionnaire, work quickly and doa't
stop to think agbout’ each scale., It is ¥our immediate impressions in which we
are Interested. : ’
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primitive
artistic
pleasant
bad
likeable

. lazy
patient
unreliabie

colourful

active

Jnathletic

dependgﬁte :

- *“dishonest
* .calm
,trustworthy
emotional
unfriendiy
loyal’
talkative

Y
- stupid
sensitive
humble
inconsiderate
religious
polite

ambitious

_kind .

follower

Q cheerless .

singere

2

INDIANS

CANADIAN

-
*

-

Y

.in_&\

~J7

-
.

.

*
-

F

£

-,

Ll
f

This scale omitted in ° .

Validation Study.

»

modern a

inartistic

- unpleasant .

good
unlikesable
industrious

impatient

g

relisble

colgurless
paSSi;q
athletic
undependable
honest |
excitable
untrustworthy
unemotionéi ‘
friendiy
disloval ‘
quiat
intelligent
insensitive
ﬁroud‘
considerate
non-religious
impolite
unambitious
cruel
leader
cheerful

310

iusincere




.31

9 . étupid

Validation Study.

S
patient

.

* ENGLISH CANADIANS

colour fjul

congsiderate : : : : : :
undepegﬂable 3 R : : :
proud : : : :? : :
ambitious : : H : : :
insensitive. : : : i : :
calm : : SN : :
religiocus : : : | : ; :
_Sincere : : : : : :
untreliable : R 3 : :
honest : : d i : :
pléasant LS P, | L :
pr’ itive : : ot : :
unemotional : : : : : :
follower : C : : : :
trustworthy : : : : : :
bad 4 : : : : :

-
polite : : : : : :
athletic : : : : : :
cheerful : : : : : :
-unlikeable ’ : : : : : :
lazy : : : : : :
unfriendly : : : : : :
éassive : : : 3 : :
disloQél 3 : : : : :
talkative H : : : : :
artistic J : : : H :
kind : : : : : :

impatient’
colourless
intelligent
incongiderate
dependable
hgﬁble"
manbitious
sensitive
excitable
non~religious
insincere
reliable
dis@onest
unp%easant
ﬁadern
emotional
leader
untrustworthy

r

3°°q . -
impolite..
unathletic
cheerless
likeable
industrious
friendly
active

loyal

quiet

inartisite,

cruel
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kind

undepéndable

calm

bad

modern

dishonest

cheerful

friendly

colourless

. artistic’

iy " disloyal
Teliable _

-

‘patient

emotional

passive

Ingincere

pleasant

proud

impolite

likeable

intelligent

unttus;worthy

- - unambitious

religio;s

sensitive

athleti;

quiet

industrious

© _  inconsiderate

leader

-

EUROPEAN FRENCH PEOPLE

»*
*

»*
*

.
*

»*
*

-

"

-

"

-

-

-

-

-

-

-

-

-

L L]

-

L L]

L L]

-

-

-

L1

)

L L]

LY

L L]

L L]

-

-

————— s s ——

-

-

L L]

-

-

-

-

-

-

-

L1

L L]

-

-

-

-

-

L L]

L L]

-

)

-

LE

-

-

-

-

L L]

-

-

-

-

-

L L]

-

-

-

-

-

-

-

-

-

-

-

-

-

b

-

-

-

-

-

-

-

-

-

-

-

-

-

-

-

L L]

-

-

-

-

-

-

L1

-

-

-

-

-

L L]

-

-

-

-

-

-

L L]

-

-

-

-

1]

-

-

-

-

-

-

-

L L]

-

-

-

-

LY

-

-

-

-

-

-

-

1)

-

-

-

-

-

L L]

LY

This scale omitted in

validation Study.

cruel
dependable
excigable
good
primdtive
hoqest
cheerless
unfriendly
colourful
inartistic
loyal
unreliable
impatient
unemstional
active

)
2incere
unpleasant
humble
polite
unlikeable
stupid
truStﬁorthy
ambitious
non~religious
inzensitive
unathletic
talkative
lazy
congiderate

follower

1
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*FRENCH CANADIANS '

4

T e .

i _ .

. " lazy : : : : : : industrious
good ‘ 3. : : : : 3 ] bad
non‘—religinus : 3 H : : : religious
o calm : : : H : : excitable’
friendly : : ! : . : unfriendly
. follower : : : : i leader ' \
‘ v ' unreliable : : : S S S relisble
considerate : : : S A A \inconsiderate "
stupid : : : R A A, it;tc—.lligf.-nt ' o
emotional - : : ! H ; : unémotional
insincere : N ) 3 : ; sincere ‘
proud H : : : : : , humble o
. , cheerful : : : ‘3 : : ~ cheerfess .
unlikeable : : t t : : like.ab le
. ' arbitious ' H H 1. : H unambitious *
g « dependable : : : : ! i un;lependahle-’
polite : : £ C : : imp;olice i SR .
'impatientl‘ : : ': : H : pat:tgpt |
untrustworthy : : : H : H trustworthy ., ' ﬂ
primitive ‘ : : : : 2 : modern  ° ;
honest H H H H i : disho;i:es;. '
loyal : H : H H ) H digloyal N
insensitive : H H : H H sensitive
» \ pleasant : : H H H H unplaasant
colourlecs : : : : H : colourful
‘artistic : H : : R : inartistic
active ' ! 3 N ! : passive
' ; kind H H ; ! H H cruel
13
, talkative H : : : : : quiet
unathletic : : 2 3 ! : athletic
o . o
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 A-33a . .
" . e MY ENGLISH COURSE
. nega‘t ive ' : : : : : : positive
weaningless S : : : meaningful
Co ' ,enjoyable. - : : : : unenjoyable
edgcaéidnal 4 . : s v : : noneducational
.. useless : : : : : : useful
’ pleasant : : T . : : unpleasant
< -~ L
valPaP.le .3 : : : : : wort}less
' noncontempora._t'y: . : i : : : -3 "contemporary
organized : : : : : : unorganized
® r.:eward in g : : S | : : unreward ing
‘ - .badb L.t : : s s : good
backward ¢ : : : : progressive '
satisfyirg . : : : : : unsatisfying
necessary :l — : : : : : unnecessary
a "easy : : : : : : . difficult
E.macceptable l : : : i s : ;cceptable
unimportant 3 3 : : : : important
clear : : : : H : confusing
interesting : : : : : : boring
uninformative : : : : : : informative
dull : : : : :‘ : exciting
nice 3 : : : : : aw ful
painful o : : : : : pleasurable
' o3
i »




effortless

MY ENGLISH COURSE

satisfying
complex

vewarding

important

easy
colorless
tedious
unnecessary
unenjoyable
simple
worthless
appesling
interesting
pieasant
dull

awiul
useleas
meaningful
good
abseoibing
painful
informative
confusing
educational
unimaginative
disorganized
progresaive
acceptable

regative

A~33 ]

hard

-

-

1)

unsatisfyingﬂ
elementary
u;}éwarding
unimfortant
difficult
colorful
fascinating
necessary
enjoyable
complicated
valuable
unappealing

boring

‘unpleabant

exciting

nice

4 -r

useful

"meaningleas

bad e -

- -~
.

monotonous
pleaauyrable
uninformative

clesr

noﬁeducational

imaginative
organized
backward

unscceptable *

-pogitive

PR . N E S W
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T — * t
MY_FRENCH COURSE T
: | ‘ ) .
pleasant : : : : : : unpleasant
informative : : “ : : : : uninformative
meaningful : : : : : : meaningless -
confusing : : : : : : clear ‘ ~
useless : : : : : useful
' exciting® : : : : : : dull
painful : : : : : : pleasurable- E
unorganzied : ’ s : : : : organized .
& valuab'le _ : ﬂ_z : s : worthless .
i:ar:kward' '] ¥ : : : : : progressive
.-ct;;ztemporary T : R : : noncon temporary #
- difficult : : : : : : easy ' :
uniewarding : : : s : : reWarding )
nice : : : : : : wful r .
educational : : : : : : noneducational
ianteresting : : : : : : boring *
bad : : : : : : good
acceptable 3 : ¢ : P unaccep table
unsatisfying : : : : : : satisfying
enjoyable : : : s 38 : mmenjoyable
pogitive : : : : : : negative
unimportant : : : : : : important -
ne¢essary : : : : : : unnecess ary
L] 1
' i
. 316 §




. colorful
*  pleasant
positive

bad

simple

useiesé
fagscinatihg
acceptaﬁle
painful

complex

3? ' interes;ing
satisfying

aw ful
effortless

absorbing

unenjoyable.

educational

confusing
imaéinative
unrewarding

¥

organized

valuable
meaningful
easy

dull
backward
important

unappealing

&%
informative

‘necessary

MY FRENCH

—
COURSE

1]
-

LT
e

[$9

3

tedious

"th

. -
[ L LI

colarless™
:ﬁfleasant
negative
good
compl{Faqed

useful

unacceptable'

pleasurable

elementary

boring .
unSatisfyiné

nice

har&

monotonous

enfoyabie

noneducational, , :”

clear

unimaginative

revarding -
disorganized
worthless
meaningless
difficult
excif;ng
}rogressive

unimportant

appealing

uninformative

unnecessary




considerate
non-religlous
. quiet
Stupid
excitable
unanbitious
primitive

.artistic

industgﬁous

. 'Bumb}é'

~

deﬁéndable'
untrust;brthy,
) good
honest
follower
impolite
unemotional
pleasant
cheerful
colourless
unfrienﬁly
- patient
reliable
active
likeable
insensitive
cruel

athletic

IQk‘ 731 8 eincere

loyal

MY FRENCH TEACHER

L

L

L
L

LY

e

LY

-
-
-

o

L

L

-
L

r

inconsiderate
religious
talkative
ihtelligent
calm
ambpitious
modern
inartistic
lazy

proud
undependable

+

trustworthy

. bad

dishonest
leader
polite
emotional
unpleasant
cheerless
colourful
friendly

impatient

;qu31ab1e '

passive
unlikeable
sensitive
kind
unathletic
ingsincere

disloyal
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i _ MY FRENCH TEACHER:- N
e T ‘ffriendly : : £ 2 : unfrien$1;:r“ .
’ organized : : : ; : : dzéorganized -
3 ‘ duli : : : .2 : : exciting’
unreliable : : : : : : reliable
y bad : S : : : good
‘ch;erlgss : : : : : : cheerfui
fascinatipg : : : : ¢ tedious
inconsiderate : : \: : : : consideﬁgte
%Pfelligent‘ : : T ° : : .stupid
Suspiéioub : : : : : : trusting
. uimaginative : - : : : : : imaginat'iw;e ,
| patient : : : : : : impatieng
pleasant : : : : : : unpleasant
i uncreative : : : ' : : creaéive
industrious : : : : : : . lazy
~efficlent : : : : H : inefficient
. likeable : : : e : : &nlikeable L
i colorful : : : : : : ' colori;ss
2 inmoliée : : : : : : poliée .
| couq;et ent : S : : : incompeten t - b
‘ sensitive : : : : : : 1nseqsiti§e’
gincere : : : : : . insincére
) unappealing : i : : : : 'appealing_
dependable : : : : : : undependable
absorbing : : : : : : Qonotonous
unapproachable : : : : : : approachable
) ' interesting : : : : : : boring
openminded 2 : : : : K opinionated .
interested : : : : : : * disinterested i ;
N

hindering

319
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B 3~-1
. v . . - . .
1 o ; .
%TUDEN? S NAME . GRADE ___ "
‘ ’ .. L ; s
N : FEACHER RATINGS OF STUDENTS' ORAL/AURAL SKILLS
N ?‘ - . [
' R
~ R ' .
. . * ;

. Please assess the student's French achievement in relation to others in
N his grade on each of the following-skills by cireling the appropriate number.
! 1 » . 3. w 8 6 .

- poor  °v fair good . excellent
- ' T .
. - -t t, T . .
1f, for exafiple, you feel the student's ability in a Q?ecific skill is
. * petween fair and good, you would eircle number 4. Feel free to use all. seven
i alternatives'appropria;gly. ) ' .
. ' .
- 1. Grammatical consgfuction when.speaking French
L3 ' ) “ J
oy 1 2 k I i S . 6 -7
<7 poor * falr good . excellent
o ;
. ) ~ \
2, French pronunciatiod "
1 2 , 3 4 S . 6 7
poor falr ~ good excellent
3. Use of French vocabulary when speaking - ’,
1, 2 kI 4 S 6 7 ,
- poor ' fair ) good : excellent
4. Fluency of speech in French »
. 1 .2 "3 "4 5. 6 - 7
poor , , fairw , good, excellent
' 5. Use of full sentences- rather than one word or phrase ansvers
1 . . . .
poor fair © good excellent
- " -
Q. . 321 ,
. ERIC ,, - ‘




¥ + , \_'
S s * S :" b A
6. Willingness to participate im French oral discussion ' .
1 2 3 4 s & "7
- poor - > fair good - eXcellent .
. " L ) . .ﬁ‘
7. Basic understan@iing of spoken French "
DY hJ ‘,
1 2 3 4 5 6 7 0«7
poor fair good excellent
. . ’ . S
A 8, Ability to make himself understood By the.class whem he 1s speaking French -
. 1 2 3 A A 7
: . poor fair good d excellent ¢
, _ . b
, Please ratke the student'’s generzl French ability in the following ski}ls.
" " N ‘ -
‘1. oOral skills -
1 2 v 3 4 5 6 7
poor fair good excellent
2. Aural skills .
1 2 3 4 5 ‘6 7
. poor fair " good ' exeellent - L
. ‘ . . .
é. Appreciation of grammatical constructs T
12 3 © 4 5 3 7
poor . fair good excellent
4. Appropriate use of vocabulary ..
N <
1 ‘ 2 3 4 5 6 7
poor fair good excellent
) 322 /
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- 3
—- i . . | 4“ { \%
L . -
. , < -
. . ! ' SELF RATING FORM \\&\
£ .
.

Indicate your answers the following statements by putting.a check
mark V) in the appropriate’space. If you feel, for example, that you can
write French "a little" yod would put a check above the words "a little"
%, on the sgale: '

B

o H

I write French - - )
. .@ 1: -~ : .t : :
- not at : K a little fairly well fluently
all ‘. .ooe e, ’ . , L .
T L. ) -
L ' "'.ﬂ""- ’
‘I héwgrer, ‘'you feel you write French somewhere between "a little® and
"not at al],“._‘jéu would put a check in the space between those two words on
, the scale: *~ <
l‘} s . - ‘.
; I'write French
.~ ot at " & 1ittle " fairly well fluently

1. I yrite ‘f‘}ench

. .w » - - - . - -
not, at ‘a little . fairly well fluently
all "

-, *

2. I understard French ‘ .

9 - - - -
not at / a little ‘fairly well " fldently,
ag - .

»

3. I read F;:enc'h

-
-

not at a little ) fairly well fluently
all ) P ‘
. \ -
4, 1 speak French
' not at a little fairty well fluently
all ¢

: 323 '
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(a)

()

L]

)

GENERAL INFORMATION SHEET

During the last 12 months have you had the opportunity £o use French
outside of the school situacipn?

o

e —

Yes

1f yes, in what ways and where

» -

Please indicate all languaggg that are spoken in your home:

)

English ' ' .

French ’

German ®

Italian -

Spanish

Others (please specify)

.
M - i

Please indicate which language you speak well:

'

French

German

Italian -

4 , Spanish

-

Others (please specify) '

324
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