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Abstract

‘ Considerable research has.been concerned with the
roie that different variables play in the process of
~acquiring a second languagz. Based on these studies,
Gardner (1979) proposed a model of second ianguage
acquisition (Gardner Model). While this model incor-
porates Varlables that had been most supported by the
research, there are suggestions in the llterature, but
llttle emplrlcal data, to suggest that others may be
important infthe learning process: 3specifically, ,
parental influence, socio-economic status, and self—,j
confidence with French. Thls study was conducted ‘to
test the Gardner Model and the mouel generated by
expanding it to 1nc1ude these variables (Expanded Model)
using LISREL iV,‘a statistical procedure appropriate to
linear models. With respect to parertal influence, this

study also examined Gardner's (1968) hypothesized break-

down of this variable into passive and active components.

Data were obtained from 68 grade‘7, 8, 9, and 10
anglophone students enrolled in a French immersion “. _
program in Ottawa. Data were also obtained from their
parents. Results of a factor analysis of the parents'

data suggested that parental ‘influence can be thought



of in terms of passive and active components- " Results
of ‘the LISREL TV analyses previded“partial'support for
both the Gardner and Expanded Modelr' Furtner, theﬁ

Expanded Model prov1ded a better flt to Lhe data. V:”.._u‘

While the internal dvnamics of'the‘mOdeI;afe'
uncleax, the flndlngs support a number of the hypothe-
51zed causal relatlonshlps among the Varlables. Spec1—:
.flcally, the SLgnlflcant relatlonshlps Qbserved lncluded.-d[
Language Aptltude and Linguistic Outcomes; Motavatlon and»“
& Non-Linguistic Outcome; Studenu Attltudes and Moc1vat10n,
--\zi‘ctl‘\;;ganental Influence and Student Self Confldence
~with French; and SES and Active Parental Influence; Other3~
hypothe512°d causal relatlonshlps were non 51gn1flcant,ﬁ;-;c;f
however, includi.g Self-Confldence ana e;ther Outcome,.and;;hjﬁ
Motlvatlon and Llngulstlc Outcome. These ao well as o |

results of statistical reflnlng of the Expanded Model are

dlscussed

5.




Chapter I e

INTRODUCTION

3

Background to the Problem

‘There has always been considerable interest in
the question of how people come to acquire 1anguages
other than their mother tongue. This desire to N
understand second language acguiSition has led to a
large body of research into various aspects believed to
be important in the learning pr0cess. While many of
theﬁearly studies examined the importance of cognitive
variables'of the language‘student, more recently, a
dconSiderable amount of research has_been directed.at‘
investigating the influencetof'student affective
uariables with respect to both'their influence on second
language acyuisition and the interaction among these
;variables. As well this line of inquiry has led to
the examination of variables within the language student's

environment that might foster and/or 1nf1uence these

- student Variables, and;has resulted in a proposed model

0f <the second»languag acquisition process. This chapter

will review the secondplanguage=learning literature with
respect to cognitive, affectiﬁe and societal factors,"

.examine the current model of the second language learning

13




process and propose a revision of this model.

Cognitive variables

As stated above,‘the~initiél focus of research
revolved around the relationship between individual
difference variables and tﬁe acquisition of a second
landﬁage. ;intelligence waé one of the first Variables.
investigated.gut was'found‘to be a poor predictor of
success 1in second_language‘programs (Carroll, 1965).
Since intelligence alone could not p;edict sﬁccessful
second'landhage learning, it was hypothesized that-
learning langﬁages involves a special ability or
aptitude that is not possessed by all individuals
equally. Language aptitude has been defined as
"... a fairly specialized talent (or group of £alents)
relatively independent of those ;raits ordinarily
included undeF "intelligénce"" (Carroll,<1965, p. 89) ____
which facilitate the acqui;ition of a foreigrn language.
While many early tests of linguistic aptitude correlated
highly with tests of intelligence, currént‘tests identify
a set of abilities which have been found to be related.
to learning a second language and which - are relatively_

independent of intelligence.

Much of the research into the role of language aptitude

14




% has demonstrated it to be an important factor in second
" {

\?klanguage learning (Carroll, 1965, 1967; Anisfeld and
xhambert, 1961; Gardner and iambert ‘1972; Krashen, 1981)".

Wﬁe relationship between language aptltude and second

langgage learnlng, however, has not beon consistent
(Carro;l, 1965; Gardner and Lambert, 1972). it therefore
appeared‘that langnage aptitude alone couid not

consistently‘account for success or failure in second

language p;ograms. These results, in part, have directed
\

1nVest1gators to explore the role of varlables other than

cognitive ones 1n the ‘learning process.'“

¥
EA

Social—Psychologiéal Persgective
Of the many faotors that have been investigated'

attitudinal and motlvatlonal variables have recelved

the most attention, and a considerable amount of research

has demonstrated a s1gn1flpant relatlonshlp between these
2

. and second language achlevedent (Jordan, 1941; Jones,

3
1950; Reinert, l970° Gardner and Lambert, 1972; Burstall,

'1975) . - o

Based on their“research,'Gardner and Lambert’(l972)

proposed ayconceptualization of the second language

learniné/process which, while aeceptin;\the role of

variables such as language aptitude, emphasized

;oir ) | \\

A




social psychological factors such as attitudes and
motivation. They have argued that learnino a :second
language' is more,than merely acquiring a new skill,
since it also involves ac;uiring and incorporating the
various cultural aspects that any language reflects.
As a'result, they have proposed that second language
acquisition is_more appropriately_understoodlwithiﬁ a
social psychologicai framework (Gardner and Laﬁbert,

1972; Gardner, 1979).

Consistent with this social psychological viewpoint,
what has beeh observed is that studentslwho hold
favourable attltudes towards various, aspects of language
study (e.q. attltudes towards the second language.'
culture ' and the learnlng s1tuatlon), and who are motlvated
to do well in their second language study, are most likely
to succeed (Gardner and Lambert, 1972; Gardner, 1979;
Gardner, GIicksman and>Smythe, 1978; Gardner, Smythe,

Clément and Glicksman 1976; Gardner and Smythe, 1976;
-Clément, Major; Gardner and Smythe, 1977; Krashen, 1981) .

Not. only have attitudinal and-motivational factors
. gederally been found to be significantly related to ’
llngulst Cc aspects of second language study, but also

to non-llngulstlc aspects such as Contanlng in second

et
p)



language courses (Bartley, 1969, 1970; Gardner and
Smythe,’1975; Burstall, 1975), inter-ethnic contact
(Gardner, Kirby, Smythe, Dumés; Zelman, and Bramwell,
1972; Clément, Gardner, and Smytﬁe, 1977a; Taylor, and
Simard,'l975), and behaviour in'the Second‘language
classroom {(McEwen, 1976,;1Naiman; Frohlich and Stern,

1975).

In many of the studies of attitudinal-motivational
"factors in second language learning, a relationship
between attitudinal variables and measures of motivation
was observed,'suggesting that high levels'of motivation
in seeend language study were related to the-attitudinal
characteristics of tne student (Gardner, Smythe, Clément

" and Glicksman, 1976). This relationship hed earlier
led Gardner (1966) to propose that successful second
language acquisition was dependent upon what he termed .

~an integrative motive. ' This integrative motive reflected
the language student having a high level of drive to
learn the language of a foreign langnage‘community

" towards which the student held faVourable attitudes, in
order to be better able to interact w1th and to understand
the people of the second language culture (Gardner, et. al.,

1976) .




What was observed with respect tc the reiationship
between attitudes and motivation was that motivation .
to study a foreign language had' a number of attitudinal
cofrelates (Gafdner and Smythe, 1976). For e%ample,.
along with being motivaFed, successful language students
were also foﬁnd to have\favourable attitudes towafd

2

learning foreign languajes in general, toward various
’ .
aspects of the learning situaticn, and to have perceived
_ 4 ,
considerable parental encouragement to succeed in their
language study.‘ These results led Gardner and Smythe

(1976) to conclude that motivatién to acguire a second

language had a considerable attitudinal foundationmr.

'Further“research opvthe reiationship between
atfitudes'an&'mqtivation with second. language pre—'
ficiency provided evidence which suggested that the

“attitudinal component.did not directly influence second
langﬁaée acquisition, but did so indirectly through
providing supports for motivation (Gardner and Smythe,

11976;'Gardner, 1979). In studies ef'anglqphones studying

_Freheh in monolingual and bilinéual settings (Gardner,
-'1979; Gardner and Smythe, 1976), and francophenes

studying Ehglish in e bilingual setting (Clémeﬁt,

&

Gardner and Smythe, i977b) significant’correlatigns

18



N were'obteined between each attitude meésure and moti-

vation.as well as between the attitudes, motivation
and the second language criteria» Of the correlations
with the achievement criteria, those involying motivation
were the largest, indicating that motivation i€ the most
potent predictor. Further, using sehi—partiai
correlation, for eaeh of the attitudes with the effects
_ef motivation removed, but for a few exceptions, /no
significant relationship with the achievement measures
was obtained. On the other hand, the relationship
between motivation and aehievemeht; egein with a few -
exceptions, remained significant even with the effects

of each of the attitude variables.removed from motivation
(Gardner, -1979; Gardfier and Smythe, 1976). These

. fesﬁlts appeared to indicate that rather'than affee;ing
second language achievement directly, the reie played by
the studeht‘s eteitudes was primarily that of providing -

support for motivation. v ~ .

Situational Anxiety

Not only have studies provided support for the
role of attitudinal and motivational factors, but they have
also demonstrated a sign. icaﬁt;negative relatiénshipvbetweeh

situational anxiety (a measure of the amount of anxiety




/

. experienced by the student during #ecend language class)
and second language achievement (dérdner, 1979; Gardner
and Smythe, 1976). This relationship with second
language achievement remained significant even whéen the
effects of motivation were removed (Gardnef, 1979),
indicating that this variable's contribution te second
language}achieyement is independent‘of motivation.
,Further} while motivation was the best predictor of all
measures of second language achievement for students in

a unilingﬁal sefting,ﬁsituational ahxiety was.tﬁe best
pregictor of success inlthe'bilingual‘setting with respect
to eﬁree of the five second language achieveﬁent criteria

employed in that study. ~ 3 : 5%“

Gardner's Model of Second Language Acquisition’

In an attempt to integrate‘the‘fihdings of the past

resea;ch, Gardner (1979).p:esented a linear model of
second language learning which incorporates all factors that
have been found to have a dete;mining influeﬁce on the
learning process (see:-also Gardner and Smythe, 1975a;j.
Ffom this point on, this medel will be referred to as the
Gardner Model. Aceording to this model (see Figureil.l)k

~ the variables involved in the seeond lansuagellearning

process can be broken down into four catiegories: Social

20
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FIGURE 1.1 Schematic tepresentation of - the Gardner Model (£rom Gardner, 1979)
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‘milieu, individual differences, second language acquisition

contexts, and outcomes.

Beginning with the end product, segcond language
achievement is comprised of linguistic and non-linguistic

outccmes. Linguistic outcomes refer to the more formal

~and structural aspects of the language such as knowledge”

-

of the second language (for example,.vocabula;y and grammaf),

and specific language skills (for example, reading, writing,

and speaking). Non-linguistic outcomes refer to aspects

related more to the second language culture, such as

acquiring increased knowledge about, and mc:rz Zavourable

attitudes towards the second language culture and its people.

The achievement of these»outcOmes can occur either -
through formal language training or through informal “
language experience. -While formal language training
stresses the acquisition of language knowledge and skills,
information concernlng cultural aspects of the second
language communlty are also transmitted, thereby slmultaneously
anfluenc1ng non-linguistic outcomes. Informal language
experience, that is, interaction with members of the
second language‘community, also leads to the achievement
of both types of outcomes as the student not only learns
about the second language-culture, but has the opportunity

to use and increase his second language skills.



How much the student will acquitre in either context
is influenced by the individual difference Variables of
intelligence,_language aptiEude, motivation, and ; ‘
situationalbanxiety. Intelligence refers to the studentfs.
general ability to learn. It should be recalled that
while a minimum level of intelligence is neceésary for
second language’learning, its relationship to second
language acquisition has not been found to beia'strong
one (Carroll, 1967). Language aptitude, /on the other
hand, refers specifically £5 an individual's ability to
learn languages. The nelationship beﬁween language
aptitude and second language proficiency has been well i
documented, particularly with respect to formal, academic
aspects. of a second language (see Carioll, 1965; Gardner
and Lambert, 1972). As indicated by the solid arrows
connecting Intelligence and Language Aptitnde to Formal .
Language Training, research on the role of chese'two
" variables has been cafried out oniy within Formal Language
Training programs. While it/is reasonable to expect that
these two variables also play a role in informal learning
contexts, this has not been researched and the influence
in such contexts is tnerefore shown by broken lines

connecting them to Informal Language Experience in.the

‘Gardner Model.



In the model, motivation refers to characteristics
such as a student'steSire to 'learn thé second larnguage
and the effort he/she expends towards %he achieVeﬁéﬁt )
of that goal. Although not specified in thig ;chematic
repreSentation, it é¢hould be noted that\this_Qariable is
a motivationai-attitudinal comples (see Garanér‘and |
Smythe, 1975a), with attitudes seen as providiﬁg shppqrt“
for motivation in second languagehstudy-(Gardner, 1979;
Gardner and Smythe, 1976). The role played by mo£i4“ )
vation in secohd language acquiéition’has beenfdeﬁon—
strated in both formal and informal learning copfekts
(Clément, Gardngr and Smy%he, 1977a; Glicksman,'Gardner

and Smythe, 1976).

. The last individual difﬁerencé variable included in
this model, situationél anxiety,~reférs to the amount of
anxiety<felt by the lapguage étuden; in specific situationéw
:,invqlVing the use of the sefond language. As with moti-
vation, situational anxiety has also.been shown to pl;y

a role in second language acquisition in both formal and

informal learning contexts.

7

Finally, Gardner proposes that characteristics
present within the social milieu can influence the role

played by the individual difference variables in the

25
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second language acquisition process. He argues that the

cultural“mileau-cancinfluence the process in at least °

u

two ‘ways. Firstﬁ factors in the cultural mllleu to a
large extent help to shape an individual's attltudes.
Second, w1th1n a communlty there exist charac erlSthS

. Whlch can promote or. 1nterfere w1th an 1nd1v1dual s

achlSlthn of a second language, such as the linguistic -
nature of the communlty, the polltlcal‘cllmate-of the

'acommunlty vis= a—v1s blllnguallsm, social class, and the

o

'.language acqulsltlon context (Gardner,,1975) ~-Thus, for
example, if the prevalllng attltudes of a communlty

towards learnlng a second language were favourable, then

o

these could enhance the role of the student s attltudlnal—

M Y
.\.

~mot1vatlonal complex ln second language achlSltlon.
On the other hand whlle the student mav have favourable

. p,.. K ’ \
attltudes towards second language study, 1t has been found

N

'.(Gardner, 1976) that the attltudes of thefiarger communlty 7;;

,gserve to attenuate thealnfluence of the student s

";attxtudes.{

A
o e Al

: Little‘attention,'however, has been dlrected at
RV -\ L \' .

lnvestlgatlng the 1nfluen0° of the soc1al mllleu.;glnﬁa’d

Prellmlnary 1nvest1gat10n, Gardner (l 79) examlned thefﬂ‘”.




second languageulearning process in terms of the
linguistic nature of the community. He contrasted the
results of anglophone students studying French in
unlllngual versus bilingual settlngs. " With respect to
mOth&t;Oh,‘lt was found, that in both settings, 'a
signiricant relationship existed between it and second
langudage achievement. Further, as might be predicted
from earlier%research (Gardner and Smythe, 1976;

Gardner, 1979), the role of student's attitudes in the

-~1earning process was primarily that of providing support

to motivation. However, that cultural milieu factors

can’ lnfluence second language- acquisition was deduced from

'the fact that there were dlfferences in the relatlve

1mportance of the attitudes whlch associated w1th motiva-

“

tlon in both settlngs. For example, the correlatlon

between Attitudes towards the Learnlng Sltuatlon and
Motlvat;on is less -strong in ‘the bilingual setting than
in'the unilingual setting (.48 vs. 62) The same is true
for the relatlonshlp between Ethnocentrlsm and Motlvatlon
(—.02 vs. f.31). ‘Further, Parental Encouragement was more
highly correlated with Motivation in the bilingual setting

(.51 vs. .21). -~ "

o

. Further evidence of the importance of social milieu

factors was obtainedwwith~regard to two other individual



difference variables examined 1n~th1s study Lebétage
_aptltude prov1ded a unlque contrlbutlon to French achieve-
ment in both settings, but its 1mportance was less
pronounced in the bilingual setting where informal as well’
as formal opportunitiesvforvacquitiﬁé French existed
‘(e.g. .40 vs. .25). Further, afthough situational anxiety
(as measured by the French Classroom Anx1ety scale) and
motlvatlon were the two most powerful predictors of success
in both settlngs, motivation was the best predictor in the
unilingual setting, While,situational anxiety was the best
predictor in the bilingual setting. Gardner suggests

that this result can be understood by the fact that in

a unilingual setting, where little or no opportunity to
acquire French skills through intetaction witb~membe:s of
the French community eiists,'suécess is logieally.related
to the amount of effort expended by the'studeet in formal
French training.' In a bilingual setting,-where“inter¥
linguistic contact is pdssible, and berhaps inevitable,
informai learning‘experiehces qeeur.tbat Would not
necessarily be related to the,student's motivational

level. ‘' Further, in such a situation, anxiety is more
likely to influence the extent to which thefstudent |

engages in inter-linguistic contact.




-

. It appears that the contribution made by Gardmer's
(1979) model is three -fold. Flrst, it brlngs into clear
~focus a well- organlzed formulatlon of the soc1al factors
involved in second language proficiency. Second, it hlgh-
lights the areas in which substantfal«research'evidence
'lsupportsrthe hypothesized process. And third,lit provides
- a schema which helps direct future investigations. Oon
' the last point) examination of figure 1.1 shows a nunber
of variables contributing to second language;achievement;
Although some research has been conducted with respect to
these variables, the major‘focus has been on the relation-
ship between the attltudlnal-motlvatlonal complex and _ |
achievement -in the second language. The model 'suggests
the 1mportance of other varlables and the need to examine

them further.

-

Self-Confidence with the Second Language
It has been consistently found that situational
anx1ety makes a s1gn1f1cant contrlbutlon to second :
language achlevement, relatively lndependent from moti-~
vation. It has been seen to be a potent predlctor of
second language achievement for anglophones‘studying

French in unilingual and bilingudl settings (Gardner,

' 1979; Gardner and Smythe, 1976) and for francophone
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students studying English in a bilingual setting‘(Gardner
and Smythe, 1976). Initially, however, it was considered
that, like the attitude factors, situational anxiety was
related to achievement through a relationship with
motivation. Examination of the research (Gardner, 1959;
Gardner and_Smythe, 1976) shows that only after the
reiationship between situational anxiety.andfsecond
1anguage achieVement consisten*ly‘remained significant
.(once the effects of motivation were partialled out) dld

-situational anxiety begin to be treated as a separate

. individual difference variable.

Thus far, anxiety concerning second language learning
has been_measured largely Qith an index of the anxiety
experienced in,the second ianguage c}assroom._ chever,
in 1earning a second language there are other contexts

beside the classroom situation in which anxiety can come

into play, such as instances within one's community

} §

where the language student may use the second language.
"Also, the student S self-perceived competence in the
second language would likely contribute,. to some extent,_
to the degree‘of anxiety regarding second language use
experienced by the student. Consequently,'it Woﬁld appear

that it wonlﬁibe useful to expand .the concept of .

o
<
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situation?l.anxiety to include these'possibilities.
Clément (1978) suggesfs that self-confidence with

the second language might'be a more useful and
encompa;sing concept eince.it includes more sources

of enxiety and thereby provides a more complex index

to be used in asseseing the role of this individual
difference variable in the learning process. Such an
approach would be'ﬁost»useful for students learning a
second ianquage in a:bilingual setting where formal and

informal learning opportunities would be present.

“

Parental Influence

:Another aspect of the model which may p:er to be 2
fruitful area of investigation is that of social milieu.
“As Gardner (1979) points out, numerous faeters are present
within the environment of the language student that may
“influence the acquisition process. Séecifically,_withip
the immediate social milieu of the studeht, there has been
little research on the role’pleyed‘by parental variables in
second language acéuisitidn.' However, there is some
evideﬁce ef a relationship between parentalfettiﬁudes
and student achievement in seeond language ttaining'
(Feenstra, 1969; Gardner, 19?2; Gardner and Lambert,

1972; Gardner, 1975). Feenstra- (1969) obtained measures




of parental éttitudes and foupa that there wéé a
§ignificant relationship between their a;tituqés and
thbse of the children. Further, the children whose
parents had an integrative oriéntatign, helé positive
attitudes towards French Canadians, and encouraged them
in their study of Fféhch, achieved greater proficiency
i? French, 'Gardner,(l?72) ih'interQiews with parents
found parents' and children's attitudes to be similar,
supporting the notion that children's attitudes'aré
developed within thé faﬁily. Gardner and Lambért (1972)
reported that students .rated theif ﬁarents as having
‘similar attitudes to themselves. It has also'beeq found
that students'ﬁho perceived their parents as having
positive attitudes towards the -learning 6f a second
language.and who encouraged them, achieved Qreater
second 1anguage‘pfoficiency (Gardner. and Lambert, 1972;
Gardner,¢l975). Further evidence of the role played by
the studeng'S'parents has been citéd earlier with respéct
to the varying influenCe of the stﬁdent's ?erceptiOn of
parental encoufagement in unilingual and bilingual
settiﬁgsf(Gardner, 1979). It is pos;ible then, that
parental attifu&es may influence the role played by the
étudent's individual diffefence variables by either

e

enhancing or .inhibiting their effects on sécqnd




language learning.

In an earlier examination of the role oflparental
attitudes, Gardner'(iQéS) proposed that the pa;ental
contribution to the learning process is composed of
passive aud active influences. Ey passive infiuenCe,

Gardner refers to the developmental influence ofi

_parents' attitudes on those held by the student. This

passive 1nfluenca would be important because, as ev1dence.

_has shown (Gardner and Smythe, 1976; Gardner, 1979), the

attitudes that the student acquires and thus holds

proVide support for his level of motivation.

¢

‘The active parental influence refers to the parents'’

‘direct encouragement of and involvement with the student's

learning of a second language. While this aspect of
parental 1nfluenoe may affect the student s motlvatlon,

it 1s suggested here that it may also provide 1ns1ght

. into the origin and role of the student's self-confidence

with the second-language. The importance of active
parental influence on self-confidence is suggested by
earlier findings that situational anxiety is a significant

predictor of achieveﬁEﬁt*in—a~seco d 1anguage, and that the

m——

‘student's perception of parental encouragement, while

. . ‘ _ 7
important in both unilingual and bilingual settings,”

33



' character of the language sﬁudent's community, do

assumes a greater importance in a bilingual setting

“(Gardner, 1979).. It must be remembered that all aspects

of self-confidence discussed here, refer to conditions

where the 'student is anxious regarding his experience.

- with the second language and his perceived competence

in that language. I;uis possible that parents who

actively encourage the student in the use of his second.-

» language may provide opportunities for contact with the

second language culture, thereby reducing the level of

anxiety surrounding various aspects of second language use.

Finally, it is likely that the extent to which
parents Qill become actively involved in the student's

laﬁguage learning is affected by the actitudes he holds

'(iﬂe. the passive process). Based on the available

eviaence, inclusion of parental variables, pérticularly
in terms of Gardner'sl(1968) concepts of active and
Passive roles, in the second language learning model seems

likely to enhance our understanding of the process.

Socio~economic Status

As a final consideration, Gardner (1979) reported
. ! *

that social factors,(specifically the linguistic

‘influence the role of students' individual difference

i
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variables. As he pointed out, however, linguistic
makeup is but one of the ﬁany social milieu factors that
may be 1mportant for our understandlng of second language
acquisition. What may be of partlcular relevance tc-
parental influences 1s soc1o-econom1c status (SES) SES
might influence both the actlve-and passive aspects of
the parental role. Research has shown a relationship
_between SES and attitudes towards different cultures
(Korman, 1974). This relatlonshlp may be 1mportant with
respect to both the passlve and actlve roles of parental
influences in that it would determlne the attitudes held
by the students and the.extent to which the parent
becomes actively in;olved in the student's second lanéuage
rlearning - Further, and particu]arly relevant to the
actlve process, SES may exert its influence in that the
extent to Wthh parents can. prov1de opportunltles for

their children to. use the second language may be

determined by the resources available to them.

. Expanded Model of Second Language Acquisition

" What is being proposed here is;tnat the Gardner Model
be expanded to.lnclude parental, socio—-economic status
and self-confidence Variables, and that this would result

in a model that more accurately represents the second

4



language acquisition process. This proposed model
will be referred to as the Expanded Model from this

point on and is presented in Figure 1.2/

Specifically, it is hypothesized that the stndentsf
individual difference variables will contribute
positively to second language acquisition in the
following manner: Intelligence‘and Language Aptitude
- will play a greater role in linguistic.rather then

‘non-linguietic ontcomes. Motivation and‘Self-
'qufidence with‘thebsecond‘language however will be
related to both outcomesf Stndent attitudes are
hypothesifed to support motivation as has been shown
in past research. Further, expanding Situational
Anxiety to tne concept of Self-Confidencekwill result
in a greater pceitive relationship to the second

language outcomes.

“
‘\

Wlth respect to Soc1al Mllleu, it is hypotheSlzed
that parental 1nf1uence can, in fact, be,seen as two
variables (Activé‘end_PassiVe) as proposed by Gardner

(1968) . Further the'Passive Parental Influence variable

will p051t1vely affect student Attitudes as well as
H .
the Active Parent?l Influence variable. The Active

Parental Influence%variable‘will positiVely affect

-~
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language acquisition process. This proposed model
will be referred to as the Expanded Model from-this

point on and is presented in Figure 1.2.

Specifically, it is hypothesiéed that the students'
individual difference variables will contribute-
positively to second language acquisition in the
following manner: Intelligence and Language Aptitude
wil}‘play a greater‘role in linguiatic rather than
non-linguistic outcomes. Motivation and Self-

. Confidence wfth the second language_however_will be
related to both outcomes. Student attitudes are

hypothesized-td support motivation as has been shown-

- in past research. _Further, expanding Situational
Anxiety to the concept of Self-Confidence will result
in a greater positive,relatienshigwto‘the'eecond

language outcomes.

With respeét to Sociai Milieu, it is hypethesized
+hat parental influence can, in fact, be seen as two
varlables (Active and Passive). as proposed by Gardner
(1968).' Further the Passive Parental Influence varlablev

will p051tlvely affect student Attitudes as well as

the Actlve Parental_lnfluence’varlable. The Active

~ Parental Influence variable will positively affect
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student Attitudes and Self-Confidence. Finally, it
is hypothesized that SES will .be positively related to both

'Active and Paésive Parental Influence variables.

’

Summary and Conclusions

The preceeding eeetions have outlined the develop—
ment of research in the area of second language
acquisition whlch has ied to the conetructlon of the
Ga:dner Model. The‘research has also suggested the
pessible‘imp0rtance to the learning process of social
milieu factors such as socio-economic status, parental

variables, and student self-confidence with the second

language.

The follow1ng chapters w111 examine questlons that
have been raisei by past research. This examination Wlll
focus on the following: ;-
(a) the question of whether parental 1nfluenee

can be conceptuallzed as having pa351ve and -

active components (Gardner, 1968);

(b) a test of the Gardner Model of second ianguage
learning using'a statistical techhique

approprlate to linear models (Joreskog and

Sorbom, 1978),

42



(c) a test of the Expanded Model by the same
statiétidgl technique used in testing the
'Ga;dner Model; and, |

(d) a compafison of the Gardner and Expanded

Models.

43
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Chapter II
GENERAL METHODOLOGY

This study examines'two relatively distinct ques-—
tions. One concerns anuinvestiéation_of parental in-
fluence,‘and the.other coucerns testino two second'lane
guage learning modeis. As the procedure for collectlng
the data for these two aspects shared many common ele-
ments, the following is a presentatlon of the general
methodology. Spec1f1c methodologlcal procedures are

presented when each questlon is dealt with separately.

Subjects

All anglophone grade 7, 9, 9, and 10 studentS'
(54 male, 93-female7 total = 147)'enrolred in the Late .
French Immersion Program of the Ottawa Roman Catholic
Separate School Board (ORCSSB) (acadeﬁic'year 1978-79)

and their parents were employed in this study.

A
' The Late French Immersion Program uas one of ‘the
Scﬁool Board's French Language study programs. It was
offered in grades 7 throuéh 10, In grades 7 and 8,
approximately seventy per cent of the curr;culum-was
taught in french. This included enriched second_lanQ

guage instruction and four other_subjects'taught in

44




French. The rest of the éﬁfriculum was tEUght in
‘English. 1In grades 9 and 10, the curriculum was
taught half in French and half in English. Prior td
enroliment iﬁ the Late French meersipn Program in
grade six; students had regeived seventy—fiVe minutes
of French language instruction per day in grgdeégl
and 2, si#ty minutes pér déy in grades 3 and 4, and
'thirty to forty-five minutes per day in grédeS‘S

and 6. -

All of tbé pareqts were requested by letter to
participate.in this'study. Thé parent fesponse rate,
where at least one parent ofveéch student returned a
completed questionqairé,was'46 per‘cent. A total of
122~parénts (41;5§) respondéd. There were 54'¢ouple
(both mother and father) responses, 10 mother only.
responses, and 4-father oniy'responses. Separ;te
factor analyses of the fathers' questionnaires, the
. mothérs' questionnaires,'and the mothers' and fathers"
questionnaires combined, obtained similar results T
(Appendix A). Bééed on these‘fihdings, where both
parentstréspsnded to the qﬁestionnaire, the aQérage of
" -the two sets of resppﬁses was used in the maip ;nalyses

(see Chapter 1V).

Y-S
Tt
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only students who had at least one parent respond-
ing to their questionnaire Were used in the-analyses.
ThlS resulted in a sample s17e of 68 (24 malée, 44 female).
A oomparison of this sample and the total student group

is presented in a subsequent chapter.

Materials ' . ;

1. JQuestiOnnaires o

Attltudes and indices of motivation of both students
and parents, and of self-confidence w1th French ( tudents
only) were measured by two questlonnalres based on the

:Language Research Group Natlonal Test Battery- Form A

(Gardner and Smythe, 1975b), one each for students and

parents (see Appendices B and C). The Language Research

Group National-Test Battery;' Form A has been used
ertensively in past research; It was standardized on
grade 7 - 11 anglophone Canadlan students and has been
demonstrated to have reasonable rellability and validity

(Gardner, Clément, Smythe and Smythe, 1979).

Both questionnaires consisted of some Likert-type
scales and some multiple-choice scales. The questionnaires

administered to the subjects were organized such that the

2

scales were grouped- according to response type. Within

',each type, the order of the 1tems was randomly determined

A
A




with the eonstraint that no two items from the same
scale directly followed one another. The questionnaires
required approximately one hour to complete.

(a) Stude: t Questir naire:

Because of time censtraints, not\all
scales in the Gardner and Sﬁythe (19755)
battery were included. Selection of scales
for inclusion in this study was based on
those having shown the highest'correlatieﬁ
Qith French language achievement critefia-
in previous researeh-(see Gardner and Smythe
1976). The scales which made up the student

questionnaire are presented in Table 2.1.

Twe scales not included in the Gardner
and. Smythe (1975b) battery were added. Research
‘on'achievement motivation (Raynor, 1974) has
demonstrated that striving for a future goal
is comprised of striving for sungoals along
the way. Desire to succeed at -a task is,
therefore, not only related to its perceiVed
impdrtance fof atfainﬁent of tﬁe termipal
future goal, but is also related to the more

1mmed1ate sub—goals (Raynor, 1974) " since

>




Table 2.1

Student Questionnaire

Content

Reference

-~ assesses the degree
to which the student:

thinks that learning

French will enable
him/her to better
communicate with and
become more know-
ledgeable about the
French-Canadian
community

- assesses the degree

to which the student

perceives his/her
own cultural group
to be superior’

-~ assesses the degree
to which the student
thinks that learning
French is important
fer pragmatic or

" utilitarian reasons

such as future
career success

- assesses the degree
to which the student
thinks that learning
French is important
to his/her continued
success in school

Gardner and
Smythe, 1975b

o

Gardner and
Smythe, 1975b

-Gardner and .
- Smythe, 1975b

after Raynor,

.1974

Number
Scale Type of
Items
Integrative Likert - 4
Orientation .
'Ethnocentrismﬁ Likert 8
Instrumental Likert 4
Orientation
Future Multiple 2
Orientation Choice
/
’/
/<



Table 2:1 (continued)

Cae
i

vl

[ VSR 2
=
| .

intimidated when
speaking French in
the classroom

N_‘_!'”ber - .
Scale Type Mof Content Reference-
' : Items o '
i
~ Attitudes Likert ;lO - assesses student's Gardner and
Towards ‘ | attitudes towards Smythe, 1975b
French- ! members of the French- ST
Canadians i Canadian community
Interest in Likert . 10 - assesses the Gardner and -
Foreign ' student's general Smythe, 1975b
Languages interest in acquiring RS foo
\ second languages A
Parental ‘Likert || 9. - assesses the degree Gdrdner and
Encouragenment - to which the student Smythe, 1975b
: | w % thinks that his/her '
' ' ‘parents actively
encourage "him/her to
i learn  French . o
Motivational Multiple 9 - assesses the Gardner and
Intensity Choice ' amount of effort Smythe, 1975b
the student expends
’ to learn French
Desire to Multiple 10 - assesses the degree  Gardner and
Learn. French Choice .to which the student Smythe, 1975b
. wants to learn French
] =z . . »
Attitudes Likert 10 '/,— assesses the Gardner and
Towards | student's attitudes Smythe, 1975b
Learning /| towards learning French
. French » :
French * Likert 5 - assesses the degree  Gardner and .
Classroom to which the student Smythe, 1975b
Anxiety feels anxious or :

49



Table 2.1 (continued)

—pm

Scale " Type . - Reference
French Use Likert 8 - assesses the Clément, 1978
Anxiety , student's feelings ' '

o of. anxiety about
using French in the .
community
Self-Ratings Multiple 4 ~ assesses the ~ Gardner and
in French Choice - student's evaluation Smythe, 1975b’

of his/her own French
skills with respect
to writing, under-
standing, reading and
speaking

vy

— ke

Note: The scores for thesé- Scales-are _to_be reversed. Consequéntly,
with respect to the Ethnocentrism scale, a high~score—indicates .
low ethnocentrism and a low score indicates high ethnocentrism.
Likewise, for the French Classroom Anxiety scale, a high score

-~ indicates low anxiety and a low score 1nd1cates high anxiety.
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v T e

the Instrumental Orientation scale in the
Gardner and Smythe (l975b)battery measures )
the perceived 1mportance of acquiring French
_for more distant future goals, a scale
assess1ng the percelved importance of

vaulrlng French for a more lmmedlate goal

(Future Orientation Scdle) was added.

The concept of self-confidence with

French, as discussed earlier,‘relates not

only to a student's ease of using French in

the classroom and self-pereeived abilities

in the‘language, but also the ease with which
the student uses Freneh in real=life situations.
Consequently'a.Freneh.Use.Ankiety scale was

added to the questionnaire in order to ~assess

. 7 this .component. The French Use Anxlety scale was

translated from the Engllsh Use Anx1ety Scale

'

(Clément, 1978).

e

The student questlonnalre also contained
'a general 1nformat10n sheet which requested
information regarding language spokenwln the
home,'languages that the student felt he.spoke

well, and if and where; in the last twelve




months the student had used French outside of

the school situation.

(b) Parent Questionnaire:

The parent questionnalre scales were
modelled after those used in the student
questionnaire. Where appropriate;.scales
were modified such that the.items reflected

. the parent s attltude as it related to hls/
her child.. Identlcal questlonnalres were
admlnlstered to both parents. The scales
which made up the parent questionnaire are
Presented in Table 2. 2. Included with the
parent questionnaire was a general 1nformat10n
-sheet which requested the following information:
.;age, mother tondue, cccupation, level of
education, language spoken in the home, and
languages that the parent felt he or she spoke

well. ' .

2. Ith
I.Q. was .measured by the Canadlan Lorge~Thorndike
Intelllgence Test (Lorge and Thorndlke, 1957). ThlS test

was also being admlnlstere? in connection w1th an on-

going research project conducting an evaluation of the

oo

:j"




~ Orientation

Parenthuestlonnalre I

o Table 2.2

Type

Number

'«'of
. Items -

Content’ . Réference

Integrative Likert

S

Ethnocentrism¥* Likert.“”

Instrumental - Likert

Orientation

Future
Orientation

Multiple
Choice

- agsesses the deQreef
" thinks ‘that’ lcafnlng_
- French will: exablef~r

_better communlcate
+ "with and- become more
VHknowredgeable about

the . French-Canadlan,

‘perceives: hls/her
own cultural. group
to be superldr .

to. whlch for- hls/her

~to which the .parent

&

to which _ the: oarent

hls/her Chlld “to”

communlty

o

- assesses the degree“
to which: ‘the parent i

after‘Gardne
and Smythe,
1975b B

after Gardner
eand Smythe,
*l975b~

- assesses’ the degree 2

Chlld the parent
thlnks that learnlng
French is 1mportant
for pragmatlc or..
utllltarlan reasons o S
such as future “éva;{};_AW S T
careéer success: " VR ERE

- ‘assesses the degree after Raynor,~i
E 1974 B
thinks that: learnlng ;»gx
French is important _tfu-q, ‘

for his/her Chlld s o
continued success -
in school :

*

Note:

high ethnocentrlsm.

The scores for this scale are to be reversed,
‘high score indicates low ethnocentrlsm and a low score 1nd1catesw'

d

such that a.ﬁ

a3



f“Table 2.2,(continued)
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Scale

- 1:3;5

Content

Reference

o

Type
Attitudes Likert
Towards
Fren€h-
Canadians
D ‘\‘
Interest in Likert
Forelgn
Languages
T
A .
Desire to AMultlple
Learn:French Choice
. bParental ‘Likert
Encourage- -
‘ment '
~Motivational .- Multiple
Intensity Chepice

BE

W

‘child,

- assesses the ,
parent's attitudes
towards members of the
French-Canadian
community

- asses..s the
parent's general

lnterest in acquiring

second languages

- assesses the degree
to which ‘the parent
would like to be

able to learn French

- assesses the degree

to which the parent

- thinks he/she .

encoﬁrages his/her
to study French

‘assesses the amount
f effort the parent
pends --in helping
hlis/her child to
s udy French

in ‘general ways,

after Gardner
and Smythe,
1975b

. after Gardner

and Smythe,
1975b '

after Gardner

and Smythe,
1975b

after Gardner
and Smythe,
1975b

after Gardner
and Smythe,
1975b
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“éecond language programs»within the school boérd.

Since this{study and.the reéearch project had some
subjects in common,;it was decided that the §amq
instrument would be used. r

The Canadian Lorge-Thorndike Intelligence Test is

a.schdlastic aptitude test which measures intelligence as
the ability E? work witﬁ ideas ‘and relationships among
'ideas. It céhsisﬁs of verbal and non-verbal sectiorms.

The non-vérbal~s§ction.was not administered in this study.
The verbal section of the test meaéufés the following:

vocabulary, verbal classification, sentence completion,

arithmetic reasoning and verbal analogies.

3. Language Aptitude

“(a) Grade 9 and 10 students:

Linguistic aptitude of the érade 9-and
10 students was assessed by the Modern
Language Apﬁiﬁg&e Test (MLAT) (Carroll and
Sapon, 1959). EThe MLAT'provides an indicator-
of the probability of sﬁccéeding in learning
‘a foreign languaée and can be administered
in its complete ﬁorm or ‘in an abbreviated form,

(Short Form). '

The test was standardized on high school

i

. ) : . . 55-




(b)
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(grades 9 and up) and university students and
norms are available for student and adult
populations. Both the complete test and the

Short Form have been used exten51vely in past

research and in applied: settings. Because of

ti.e constraints, the Short ¥orm was used in

@

the present study.

The Short Form of the MLAT is composed
of three sub-tests: Spelling Clues} which
measures the student's ability in sound-symbol
association; Words in Sentences, which measures

the student's sensitivity to grammatical

structure; and Paired Associates, which

measures the rote memory aspects of learning

foreign languages.

s

Graae 7 and 8'students:

Linguistic aptitude of the grade % and 8’
students was assessed by a shortened versionl
of the Elementary Modern Language Aptitude Test
(EMLAT) (Carroll and Sapon, 1967) ‘The snort—‘

ened ~ “EMLAT consisted of two sub-tegtéi’wﬁidaenwmm;>

Words, which corresponds to the Spelling Clues

: sub—testuoﬁmthe~MLAT;~measureStbothwknowledge?w~~WM~

|
Co.
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of English vocabulary and a soﬁnd?symbol
association ability; and Matching quds,
which corresponds to the Words in Senténces
sub-test of the MLAT, measures sensivity to

grammatical structure.

While the EMLAT was developéd as a
measqré of foreign langﬁage'aptitude in grades
3 to 6, Harper and Kieser (1977)yexamined the
applicability of the test for grades 7 and 8.
They reported tﬁat the EMLAT cofrelated |
gignificantly with achievement measures in
#rench language study. .Further, they examined
the predictive efficiency of the EMLAT sub-
tests and found that two of the sub-tests”
contributeé most of the variance of the total‘
test as a predictor of French'achiéﬁement: '
Hidden Words and Matching Words. They concluded
that in cases where test adminisfration time was
'a consideration, the EMLAT might be shortened by
usihg only these two sub-tests. While the Hérper

and Kieser (1977) study was a préliminary invest?

" igation, their results suggest that the EMLAT

can be usedeith grade 7 and 8 students and that




o

a shortened version of the test can be used.

4. French'AchieQement Tests

-In selectihé French achievement tests to be used in
this étudy,'it was felt that those chééen should be tests
that are widely used and accepted in.sécond language learning
researchf Recent developments in language testing have
provided tests which systematically evaluate numerous aspects
of communicative competence (Canale and Swain, 1980). The
tests used here, hoWever, appeareduﬁb be the mostAreliable'
ones at the time the data were gathefed{ and they do tap
some elementé of communica?}ve competenée_(see Weéche, 1981)
along»with‘formal lahguage knowledgejh The tests selected
were the IQE.A. Reéding Test, Population IVS, the 0.I.S.E.
Test de Compréhension Aurale,;Niveaur7:‘and the 0.I.S.E.

Test de Mots & Trouver, Niveau 7.

(a) i.E.A. Reading Test, Population IVS. . This test
is one of a batfery.of_Fféﬂch achigﬁément tests
developed by Carroil’(iQ?O), in»collabOration
with thé International Educational Association.

The test contains two parts. The first part

consists of incomplete sentences, followed by -
alternative words which complete them. This part

is meant to measure the'student's¢comprehension
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of simple sentences and words. The second
part of the test is made up of short pa}a—
.graphs in French, followed by dquestions -

©

which test the student's comprehension.

(b) O0.I.S.E. Test de Compréhension Aurale,

Niveau 7. This test was develbped”at the
Ontaéio Institute for Studies in Education
'(O.I.S.E.) (1978), and is made up of taped
items frbm radio anncuncements, weather
forecasts, advertisements, etc., with éach
being‘followed‘b) éuestions. It is désigned

, té assess the student's ability to understand

spoken French in real-life situations.

(c). O.I.S.E}'Tegt de Mots & Trouver, Nivéau 7.
Tbis:test was developed at the Ontario '
Institute for Studies in Education (1978)."

_—_— It copsists of a four paragraph short sto:f,
with the two middle paragfaphs having soﬁe
Zwbrds missing in each sentence. The student

is requiredfto £ill in the blanks with

e — ‘appropriate-words, thereby demonstrating . . ... _
hié/hef understanding of the story, his/her
, Frehch'vocabulary,,and_his/h;: grggphpf!thé o

- grammatical strictures involved. R

U1
(o)
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Procedure

Permission to conduct this study was obtalned from

the Ottawa Roman Cathollc Separate School Board. All

student testlng ‘was conducted during class time. The
student;questionnaires were administered by two

»esearch project that was .conducting an evaluation of

the second language program within ‘the School ' Board. The

“#rench achievement’tests were administered by an
experienced, fully blllngual tester employed in tl.e same
~esearch pro ect, (For the schedule of administration of

guestionnaire: and tests see Appendix D).

Parent'questionnaires were sent home with the
students.. The parent questionnaire package included
two questionnaires, one each for mother and father, a
' return envelope, and a letter outlining the general
'puroose of the research, assurances of confidentiality
and requesting their participation (see Appendix E).
. The parents were also requested to“compiete their
| | respective questionnaires separatelyf and return the

~'sealed questlonnalres, 'via: their chlldren, to the

pr1nc1pal of the school their child attended, from where

they were collected by the researcher.
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SES estimates wereiobtaihed_based on Statistics
'Canada census information. Using census data, -~
Statistios Cauada subdiuides municipalities ith
different SES areas according to family income. This
approaoh proqides SES information about the kind of
neigﬁbourhood in which“the-student,lives,.and conse-

5

quently about his total environment.

It is also possible to obtain Speéific individual
SES estimates using the Blishen Scale (Blishen, 1973).
This method of classification requires accurate occupa-

tiona)l description, and many parents in this study failed

to provide this information.

The addresses of the subjects were located on the
SES map ot the Ottawa area and SES eetimates-ﬁere:obtaiqed.
As a check on the approprieteness of using the Statistiés;
.Canada information for determiﬁeniug‘SES,rthe total sample
was lelded into low and high SES groups. SES levels three
to seven were 1ncluded in the 7ow bES group, SES levels "
elever to fifteen were included in the high SES group, SES
levels eight to ten were not lncluded in this analy51s in
—~~ . order to clearly differentiate between thé’two groups._ An-
analysis of variance with SES as the inoependent variable
‘and I.Q. as the dewendent variable showed that the I.Q. of

the high SES group~(Mean = 104.7) was significantly higher
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than.that of the low SES group (Mean = 97.88)

(F = £.75, df = 1.85, p<<.05) (see analysis of variance
sunmary tabie.in Appendix F). While this analysis is but
one test oF convergent validity, these results add some
support to the suitability of the Statistics Canada census

information for determining SES estimates.

- 1¢& a further check 6n the appropriateness of using
Statistics Canada inﬁormationufor determining SES,
education ievels of the parents were correlated with SEi
estimates. This resulted in a correlation coefficient of
.27 (degrees of freedom = 61, p<i.05). This significant
correlation also provides some .support for the Statistics

Canada data'approach.

Statistical Analysis

(a) Analysis of Parent Data

The first analysis.of the parent data was con- -
cerned With the reliability of the questionnaire scalee.
The reliability was examined'usind Cronbach's coeffi-
Cient alpha procedure (Cronbach, 1951), a procednre
which yields the average inter-item correlationiof
‘all items that constitute a scale. The parent data-
was then factor analyzed by means of the principal

-axes procedure which uses communalities estimated:
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after iteration (see Ni€, Hull, Jenkins,

Steinbrenner, and Bent,|[ 1976, p. 480).

(b) Analyses of thé Second [Language Learning Models

Previous research héé relied primarily on
correlétional techniques t§ examige the relationships
among numeropé variables and second language achievzt'a--S
mént‘crite;iaq +Using| this procedure, however, one
is onl? able to demonstrate if relationships exist
.among a set of varialles. While the Gardner and
Expanded Models afe, in large part, based on the
consistent findings of siénificant relationships among

s

the variables studiled, what they proport to do is more
than make statemé; s -about relationships. They, as
do all models, present a theory of the Causal

" linkages within the process they represent. Spécif
fically, while a v phenoménon dan be represented
by having all v?;iables connected by paths, the
researcher, bgféd on pést evidence and theoretical
considerations: hypothesizes that the phenomenon
can be adequafely.represented with certain paths
‘deleted from the model. As such, testiﬁg‘these models
requires a technique qapable of examinihg the hypo-
thesized causél relationships in Brdér'?o determine

whether the models are consistent with eﬁpirical

data!
/
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>

OnedteChnique appropriate for testing causal

' models is path analysis (Wright, 1921). 1Its

usefulness in the present study is limited in

that it is not well suited for complex, causal

‘models with multiplé measures of variables (Rogosa,

1979). 1In such a case, the resglts'concerning the

causal relationships may be distorted.

Cross-lagged panel analysis (Campbell, 1963;

'Kenny, 1979) is another technique appropriate for

testing causal models. This technique reqﬁires

that measures of the ﬁredictbr and criterion

variables be obtained on two separate occasions.

This was not possible in the present study.

Analyses of the second language learning

models in this study were conducted using the

LISREL IV computer program (JSreskog and Sgrbomf
1978) . This program provides estimates of the

q&efficigﬂts of the hypqtheéized paths, thereby

- yielding estimates of the causal effects. This 7

“analytic technique is particularly useful. in' that

the variables that are-included in the model can

-be'dbserﬁéd (or measured) variables as well

as hypothetical constructs (or latent 6ariables)

N
~N

- 6.

AN
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‘which are not observed but are‘operationaiized

by the measured variables.

In a LISREL v analysis, the model is composed
of both a méasuremént model and a sﬁrﬁctural
equation model. In“factor analytic faahién,'how
the hypothetical constructs, or latents variables
are measuréd in terms of the observed variables
is specified by tha méasurement)model. The
measuremént model also describes thé measuxement
propefties of the~obse;vedvvariables. The
strucﬁural equation model, on the other hand,
specifies the causal relatipnships among;the
latent Variable§ and also describes the causal

effects and the amount of unexplained variance.

LISREL IV, therefore; is a causal modeling
technique which assumes a causal relationship .

among the set of latent variables. It provides

.estimates of the unknown coefficients in the set

of linear structural equations and thereby of the

_ causal effects in these equations.

Based on the hypothesized-relaéionships in

the model} LISREL IV constructs matrices which



can then be compared to the 6bserved data matrices.
(Speéification and shapeuof the matrices in this
study is presented in Appendix G). The test of

the goodness of fit of the model yields.a4Chi Square
statistic which refLecés the comparison of the
target matrix with the observed mat;ix.< When the
Chi Square value is‘large relative to the numbér.of
ﬁegtees of fregdom, theAmodel being tested provides
a pdo; fit to the data; wheh'th¢Chi'§g3§fe value

is small, the model is said to éfovide a é;;é\fif\‘““\§l
to the,daté. As well as prbviding information .
regardiﬂg the goodness df fit of a model, LISREL IV

also yields t-values régarding,the significgnce of

the assumed path from one variable to another.

'LISREL IV not only permits the testing of
the goodness of fit of a particular modei, but also

allows the comparison of competing models. Ip
compari&g the goodness of fit among competing

models of a particular phenomenon, a censtraint -
ié that one model be a special, ﬁore restrictive
case of the other. Chi Square Valueé‘for the

competing models are obtained and if the more

restrictive model leads to a significant reduction
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in the Chi Sguare value relative to the reduction
in degrees of freedom, then it provides a better
fit for the data.‘ If the reduction in Chi Square
relative to the reduction in degrees of freedom
is not significant, then the more restrictive

model does not improve on the target model:

This feature of LISREL v iscparticularly

useful-in refining a model. Examination of the
o S _

first order derivatives of an analysis suggests

ways in which 4 model can be relaxed by intro-

ducing more parameters, thereby generating a new

" 'model. This procedure involves~ehanging the

model by addlng a path suggested by the largest
flrst order derlvatlves and testlng the model.
Whether this new model provides a better fit to

©

the data can then be tested as described above:

if the reduction’ in Chi Sguare, relative to the
reductlon in degrees of freedom,kis not s1gn1f1cant,
then the more restrlctlve model does not improve
on the target model. This process can be carrled

out until no slgnlflcant decrease in the Chl Square

value is obtain
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particularly appropriate “in this study, since it
not only allows the comparison of the two competing
. Todels, but also may provide information regarding-

future directions.

The LISREL IV models of the Gardner and Expanded
Models are shown. in Figures 2.1 and 2.2, respectively.
‘?he Gardner Model is composed of seven létent variables,
of thch two are exogenous (i.e.ﬁvariability is assumed
to be determined by éauees/OUE;ide the causal model) and
five which are endogenous (i.e. variability is explained
by exdgenoue or eqdogenous variables within the causal
system). , The'ExpandedlMddel is composed of ten latent
variables,‘of which three are =xogenous and seven are

endogenous.

I
In*a LISREL IV analy51s exogenous latent variables

are symbollzed by KSI (¥) and endogenous 1atent Varlables
by ETA (M) .. The measured variables, related to KSI
variables are symbolizea by X and those related to ETA
variables by Y (see Table 2. 3) Schematicaliy, Jatent

variables are represented by c1rcles and measured

variables by rectangles.
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Table 2.3

Latent Constructs and Their
Corresponding Measured Variables

Latent Constructs | ' Measﬁred Variables
(§1) I.Q.- (X1) Canadian Lorge-Thorndike
Intelligence Test
(¢2) Language (3:2) (a) Modern_Languaée

Aptitude : Aptitude Test
: (grades 9 and 10)

(b) "Elementary Modern
Language Aptitude
(grades 7 and 8)

($3) Socio-economic (X3) Statistics Canada - §
’ Status (SES) . Census Information

(M1) Linguistiec Outcome (Y1) I.E.A. Reading Test,
e ... ... ... .. _Population IVS

(Y2) 0.5.S.E. Test de Mots
' i Ticuver, Niveau 7

(Y3) 0.I.8 ¥ Test de ‘
' Comr.eh "sion Aurale, S

‘Niveau,7
(M2) Non-Linguistic “(Y4) Opportunity to Use
Outcome A French »
(M3) Motivation . - (Y5) StudentﬁMotivational
- . Intensity
(Y6) Student Desire to Learn
French
. . (Y7) Student Attitudes Towards

Learning French

o
&O




‘Table 2.3 (continued)

Latent’ Constructs

Measured Variables

(M4) Self-- .
Confidence with
French

(A5) Attitudes

o

(M6) Passive Parental
Influence

(v8)
(Y9)
- (Y10)
(Y11)

v

+(Y12)

(Yl3).

(Y14)

(¥15)

(Y16)

(Y17)

(Y18)

(v19) "

(Y20)

(Y21)

Student French Classroom
Anxiety

'Student French Jse

Anxiety

Student Self-Ratings in
French ‘

Student Attitudes Towards
French-Canadians

Student Future Orientation

Student Instrumental -
Orientation '

Student Ethnocentrism

Student Integrative
Orientation

Student Interest in

Foreign Languages

Student Perceived
Parental Encouragement

parental Desire to” Learn

French

i)

Parental Interest in
Foreign Languages

Parental Attitudes Towards
French-Canadians

Parental Integrative
Oriantation

-
s



Table 2.3 (continued)”®

Latent Constructs

g o

Measured Variables

3

(A7) Active Parental
Influence

(¥Y22)

(¥Y23)

(Y24)

(Y25)

'Pafental ﬁthnocentrism

Parental Instrumental
Orientatian

Parental Future
Orientation

Parental Encouragement

Parental-Motivational-—————

Intensity

K
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Chapter 77T

PARENT SURVEY: RESULIYS ..aU JL1SCUSSION

—_

As discussed in a previous chapter, there is

research evidence to suggest that parental variables

may be involved in their children's second 1angﬁages
acquisition. (Feenstra, 1969; Gardner, 1972; Gardner
and Lambert, 1972; Gardner, 1975). oOf particuiar

1nterest here is Galdner ] (1968) proposition that

parental 1nfluence can be broken into active and

passive components. Br1efly-rev1ew1ng these, passive
parental influence refers to the developmental 1nfluence
of parental attltudes on those held by their chlldren,
active parental influence refers to dlrect parental
encouragement of, and involvement in their children's

second 1anguage study. - v will examine

'parental data to test.whether parental variables can be

‘broken down into passive and active components.

Subjects

As stated in the preceding chapter, there were

VGS caees where questionnaire data was obtained from at

. least one parent of ¢ . +1d. There were 3 cases where

the parents had more than one~child enrolled in the Late

-3
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French Immersion Program. These parents were counted
only once for the guestionnaire relia' ility and the

~factor analyses.

The average SES rating of the parents who responded
was 8. 94 and the range was from SES ratlngs 3Mto 15. .
This compares faﬁourab;y to the average and range for
the entire sample of 8.99 and~3-to 15 respectively. The
average education of the parents was gra 3 (range =

grade 5 - PhD).

With respect to the mother tongue of the parents, of’
those who responded to this gquestion, 57.02 per cent
cited English, 21.93 per cent cited French and 21.05
per cent cited a mother tongue other than English or
French. It should be noted tnat while 21.93 per cent
of barents cited French as their mother tongue, a study
by Edwards, Fu, McCarrey and Doutrlaux (1981) , con-

ducted within the same school board, observed that use

" of French by students outside of schoonl was infrequent.

Results and Discussion

The first analysis of the parent questionnaire
concerned the reliability of this instrument. Cronbach's

alpha reliability coefficients ranged. from .60 to .78
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(s> Table 3.1). These coefficients are similar to

those obtained in past resear:: (see Gardner and Smythe, *
1975a; Gardner Clément, Smythe and bmythe, 1979) This
questlonnalre 1S ai ex, ine nt of limiteq

length and the coeff1c1ents obtained sugges. . .at he
reliability of the questionnaire is adequate "in view of

its proposed use: lspecifically, in the ‘detection of

group trends;

sl The correlation matrix (Appendix H) was then factor

1

analyzed by means of the principal axes procedure which
uses communalities estimated after iteration'(see Nie,
Huli, Jenkins, Stelnbrenner, and Bent, 1975, p. 480).

f\«LUpon appllcatlon of the scree test (Cattell, 1966) two

.

factors were judged "nonmtr1V1al" and were rotated to sllee

structure vra the varimax procedure (see Table 3.2). A

S

-
naive judge was glven the results of the factor analyses

and asked to name the factors.

= ) \ .
. ) ~o
.

Factor I receives appreciable\ioadings (greater than
. ' ~. ,
-30) from six variables, The pattern of>the loadingg
™~

suggest that a mother or father who has positIVe\attitudes
towards French-Canadlans (Varlable 6), also expresses\a
greater interest’ in forelgn languages in qeneral (Varlable\7)

AN

and in learning French in partlcular (Var1ab1e-8). He/She

=




Table 3.1

Cronbach's coeffir 2nt alpha reliability coefficients

for the scales of _he parent questionnaire (Cronbackhk,

1951)

R
: ~/
Integrative Orientation
Ethnocentrism

Instrumental Orientation

. Future Orientation . om0

Attitudes towards French-Canadians
Ihterest in Foreign Languages
Desire to Learn Ffench'

Parental Encouragement

Motivational Intensity

~1
&)
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Table 3.2

Varimax rotated factor matrix of the parent questionnaire

; I II
1 Ssex -. .09 .34
2 Integrative Orientatibn ’ .61 .39

. 3 Ethnocentrism o ' . .28 -.43
4 Instrumental Orientation W .18 . .52

5 Future Orientation .29 : ; .64

6 | Attitudes_towardsfiench Canadians l .87 .03

7 Interest iq Foreign Léhguages .69 .30

8_ Deéire to.Learn French , | .65 .26

9 Parental;Enéouragement .42 .70

10 = Motivational Intensity .36 .39

-.1
(-
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also values learning French fQ;/tﬁé.purp¢se of being
better able to communicate Qith and become.knéwledgea5¥e
about the french-Canadian :-mmunity (Variable 2). Furfher,
" the parent encourages the child to iearn ?rench (Variable
9) and is willing to expend energy in helpihg.the child
 acquire French (Variable 10). The coﬁposition of this
factor appears to reflect general attitudes that the
pafent“holds regarding other cultureé and languages
(French~-Canadian in particulaf). The judge described this
factor as a "parental attitudinél/motivational character-
istics factor". Thus, it seems reasonable to label this

a Passive Parental Influence factor, in keeping with

Cardner's (1968) fdrmulation,

Factor II receives appreciable ioadings from eight
Variablés. Thé pattern of the léadings suggests that
the pareﬁt whb encourages secoﬁd ianguage study:(Varigble
9) also tends to see learniﬁg ?rehcp as important to his/her
b.éhild's futurehsuccess, both in terms of continued school
success (Variable 5) and general future succegs\(Variable 4) .
Inperestingly} this parent tends to be ethnocentric |
(Variable é) (see footnote, page 3@9;'while simultaneously
Valuing_learning french for ihtégrative rea56n5=}Variable L

2). The apparent contradiction here may well be a

8U



reflectlon of the socio- polltlcal climate in' the city

of Ottawa; wnere anglophones might perceive themselves as
having’eo—existed amicably with the francophone community
in the past, but are also. apprehensive that the current
shift in 1mportance of the French languade may- be :a
threat to their own, and partlcularly their thlldren's
future careers. Further, this parent becomes actlvely
involved in his/her child's French language learning
process (Variable 10), is more llkely to be female

(Variable 1), and shows an interest in foreign languages
in general.(Variable 7).

Factor II receives its major>leadings from variables
that assess more goal directed and immediate concerns~

“‘and the extent of 1nvolvement of the parent in hls/her

Chlld S language learnlng process. The judge described

this as a "parents encouragement and help factor";'and.

again,vin keeping with Gardner's (1968) formulation, is

T—

labelled an Active Parental Influence factpr.

Conclusion

While past resear (Feenstra, 1969; Gardner, 1972;
Gardner and Lambert 1972;‘Gardner, 1975) suggests that
parental varlables 1nfluence the development of student
attitudes, tpe findings that this parental.influence can

be conceptualized as having active and passive eompdnents‘

[N
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suggests more specific relationships with respect to

where and how parental influence operates in the language

i,
f N

learning process. Theoretically, the development of

student attitudes is most likely influenced by the passive

component. The active component while also 1nfluenc1ng o

student attitudes by contlnulng to shape those attltudes
in the present, may well contribute to the process through
its ihfluence on other variables. Specifically, research
has demonstrated that a student's level of’self-confidence
with French can be influenced by exposure -to the French
language and the French language communityﬁlClément, 1979;
—
Clément, Gardner, and Smythe, 1977). since the'active compo—
nent reflects the amount of effort and resources the parent
expends on helping hiZ/her child in acquiring French, a
parent who isoactively involved in'the learning process
may'encourage and'provide.his/her child with more contact
experiences with French and the French language community.
Further, itfis possible that_the extent'to,which'a parent

holds favourable.general attitudes towsrds cther cultures

and languages'(Passive Parental Influence) would affect

the ActiveﬂParental Influence factor.

These hypothesized relationships between parental”

influences and studernt variables in secondflanguage” T
icquisition will be explored in the following chapter.
o ey i : ——; . . .

I
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Chapter IV

SECOND LANGUAGE LEARNING MODELS:
RESULTS AND DISCUSSION :

. P

In this chapter, attention.is/purned.to the major
‘purpose of the present study. As,étatéd previously, the
Gardner Model of second language/learning is a linear
model, but it has néver beent?éted using a path analytic'
techniqué. Further, thé resgérch suggeéts other variablesv
that may be oéerating withipithé second ianguage lea;niné'
process (specifically,~parehtal influences, socio-economic
status, and self-confidence with French), and that

investigation of .these variables may provide greater

insight into the process. What follows is an examination
. ’ an 7

of the Gardner and Expanded Models using LISREL IV.

Results and Discussion

e

! . t

3

‘i; Coﬁparison of;thé spb-sample of studeﬁtsbwitﬂlthe
balance of'thé,fotal pépulatioﬁ-n

The statistiédl contrasts' of the Sub—sambie of
studéhts~ﬁsea ﬁn-the analyses Jithuthe balance of the
. total populaﬁion'does not seem_to.beﬂdirectly relevant
to the matter of generaiingility of the findings, since
one may have very small but“étatistiéally significant

%differences'which would have little practical

83
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importance. Therefore, the writer has chosen simply

to present descriptive statistics for the two groups

they do not differ markedly on the data presented,
but it is left up to the reader to judge. Consequently,
generalizations that are made are to be conéidered with

this caution in mind.

2. Self-Confidence with French. - .
With respect to the question of expanding the

concept of situational anxiety (as measured by French
Classroom*Anxiety) to one of self—confidence.ﬁith French.'
(as measured by‘Frenéh,Classroom Ankiety, French Use |
Anxiety, and Self-Ratings in French)DSeparate LISREL IV
-analyses of the Gardner Model wére run. In these two
‘analyses, the Model differed dhly in terms of tﬁe number

of measures used to define the situational anxiety variable.

. The analysis in whiich only French Classroom Anxiety

de%&ned the anxiéty varidble Xielded a.Chi Square‘valﬁe

4 of 2765.83 (df = 372’. The analysis~emplqying f;énch
Classroom Anxiety, French Use Aﬁxiety, and Self-Ratings
in French yielded a Chi Square value of 1216.06 (4f = 369).

The decrease in the chi Square value obtained by expanding y

the situational anxi§ty variable was significant at the

7
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TABLE 4.1

Camparison of student variables between the sub~sample of students
included in the analyses and the balance of the poputations—- —-

T Palance of the .

| Sub-Sample Population
N=68 N=79
o ‘ , RANGE : RANGE
Variable | MEAN S.D. (MIN/MAX) MEAN S.D. (MIN/MAX)
0.1.S.E. Test de Mots i 21.32  9.35  5-41 25.24  7.99  4-43
Trouver, Niveau 7 ;
0.I.S.E. Test de 13.24  7.05  4-23 12.63  4.48  3=-22
Cawpréhension Aurale, : . :
° Niveau 7 : , ) :
I.E.A. Reading Test, 14.91  5.26  3-32 - 14.19  4.80, 7-28
Population IVS : - ' '
Language Aptitude 48.10  6.89 33-79 46.49  8.04 21-62°
1.Q. 103.69 12.94 72-138 101.08 13.99  66-137
' SES _ 8.94 2.73  3-15 9.04  2.96  3-15
Integrative Orientation 22.84  3.66 10-28 21.44  4.13 10-28
 Ethnocentrism’ - 38.66 /6.34 22-52/ T 37.48° 6.79 12-49
7 Instrumental Orientation  22.32  3.97  7-28 21.04  4.95  7-28
" Future Orientation 7.21 95 3-8 . r7.22 .60, 4-8
French Class Anxiety = 23.82  5.41 13-35 23.66  8.67  5-35
" French Use Anxiety * ~ 37.46  8.90 14-53 - 35.54  8.80, 12-52
Self-Ratings in French 20.12 3.00 ~ 13-28 '19.66 3.06 13-26
" Attitudes Towards 55.63  9.47 ..33-70 - - 52.01 11.22 16-70 -
7 Learning French .- S : - T
. 7 i ) o
Desire to Learn French 23.38°  3.23  14-30 22,86  3.49 11-31
Mot%vational Intensity - - 21.15  2.80 15-27 . 20.20 . 3.65 15-27
Attitudes Towards French=» 47.69 11.13 7 13-70 = '46.03  9.85 23-70
. Canadians ‘ ' -
Interest in Foreign -~ 53.90 3.93 32-70 © 51.58  9.43 . 24-67 __
Languages ‘ T _ . ,
Parental Encouragement °  52.09  ©8.39  11-63 - 50.22  4.81 3063
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.001 level (df = 3). This finding indicates that the

model which utilizes the concept of self-confidence

E)

with French prov1des a better fit to the data.

.3. Comparison'ofvthe Second Language Learning Models.
furning to'the main purpose of the present study,
the Gardner and Expanded Models were tested using LISREL
IV. The analys1s of the Gardner Model (which included
Sltuatlonal Anxiety Lnstead of Self Confidence with French)
yielded a Chi Square value of 2765.83 (df = 372).;AThe
analysis of -the Expanded Model yielded a Chi Square value
of 1136.65 (df = 363). The>difference between the two ‘
Chi Square uelues was signi?icant at the .OOl'levei,‘
1nd1cat1ng that the Expanded Model provides a slgnlflcantry
" 'better fit to the data. This finding prov1des support to.
the hypothesis élat expandlng the model to 1rclude parental,
socio-economic and self confldence with French varlables would
result:inﬂan 1mprovement of_the’deel“ofvsecond language

learning’

uitggrespect to the measurement podel of'the,Expanded
Model,'the ?irst Order Derivatives are‘sﬁall (see Appendix K)
with.the exception of Freuch Use Anxiety to Motivation (1.53)7
“and parental Integratlve Orlentatlon to Non—Llngulstlc

Outcomes (.70). These results 1nd1cate that in the main

7

~
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the measured variables load on their respective latent

constructs. It .shou lfi._.és_,._zl_gf@@@mth_at _the t=-value of the .

~~"path from French Use Anxiety to Self Confldence with
French 1s.s1gn1f1cant at the .01 level. 'In the-case of
parental Intogrative'Orientatioh, it still mages the best
theoreticallsense to consider it in the context of Passive:
Parental Influence. Standardized Solutions of the

LISREL IV analyses are presented jin Appendix L.

Examination of the path coefficients in the Gardner

Model (zce Figure 4.1) showed. that with respect to- Llngulstlc
7]
Outcomes, only Language Aptitude contributed s1gnﬁf1cantly

(t = 4.25, p<=.01\. - Non- ~Linguistic Outcomes weréJ
lnfluenced only by Q\tlvatlon (t = 4. 44, p=<. 01) The. :
path from Attltudes to Motivation was also s1gn1f1cant

(t = ll 56, p=<.Cl). All other paths_were non—s1gn1f1cant.

Egamination of the.path coefficients'ih the Expahded ey
Model (see Figure 4.2) showed that.with respectAto
Llngulstlc Outcomes, only the path from Language Aptltude was
s1gn1f1cant (t - 2. 92 P<<. 01) as ln the Gardner Model. W1th
| respect to Non—Llngulstlc Outcomes, agaln as 1n the Gardner
Model, only the path from Motlvatlon was s1gn1f1cant
i(t_; 2.94, pf:.01). Other:s1gn1f1cant paths were:‘_Attitudes

° /

to Motivation“(t = 7.75, p=<.0l); Active Paréntal Influence
. _ e L : IR | e

3 ) : ': 7
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to Self- Confldence (t =\2 11, p<.05); Passive Parental
/
Iﬂfluence to Active Parental Influence (t = 10 12, p<£.01);"

?1d—SES—to~Act1ve~Parentai~fnf1uence~1t—-——2—l6—*pci 701

~

/(see Figure 4.2).

/ 4. Model Refining. - "\\

il

./' while the Expanded Model appears‘to represept an
; improvement on the Gardner deel, it should be~recalled
| that consistency of a ei with theldata only lends -
" support to the mgdel it does not prov1de proof for it '/
as an explanator‘ scheme (Kerllnger and Pehauser, 1973) // -
oepseguently it is pgssrble for the same'data to be_ g
“consistent with competingvcausal,models. As was discussed
in Chapter If, LISREL IV’ not only allows the comparlson
of competing models, but also prov1des a procedure by .
'vﬁwh;ch a model can be examined -to determlhe whether paths
may be added'orideleted,.thereby generatiné a new
model that can be testedtfor'goodness—of~fitﬂ
i Briefly reViewing this LISREL v procedure, examin-~
- atlon of the standardlzed solutlon coefficients can suggest

'paths that may be deleted from the exlstlng model | These

coeff1c1encs are estimates- of the hypothes1zed contrlbutlon\

=)
~

R 92
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between two variables. Where a coefficient is small

(=< .0l) it can be hypothesized that the relative

"contribution of the path is negligible.and_thaththe

model may be improved by deleting the path. Conversely,

suggestions regarding the addition of paths to a modél

can be found by examining the first order derivatives.

J8reskog and So0rbom (1978) state that a model can be

altered by adding the path suggested by:the largest first

order derivative. The new model generated.by such

~modification can then be analysed and compared w1th the

ex1st1ng target model Thls refining procedure can be

ontlnued untll modlflcatlons result in no 51gn1f1cant

decrease 1n Chi aquare belng obtained, thereby 1nd1cat1ng»

" that the last model generated does not significantly

; impré&e on its predecessor.

- Model using the above stated procedtres.

T

What follows is an attempt to reflne the Expanded

y

(a) Modification.1l
The first modification of'the.model.
cohsisted\of the deletion of %he_paths'ftom\
Intell;gencetand‘Self4Confidehce to both
Outcomes andhfrom'languaée Aptitude'to Non—
*Linguietic’Qutoome} Exaﬁ;nation»of the>i
standa:dized solution coeffihiehts for these

g

(;")



.equally:well. Thegefpre, there was no
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paths (see Figure 4.2) indicates that .

‘their hypothesized contfributions are

negligible (< .01). It should be noted
that whlle the standardlzed solutlon
coeff1c1ent-representing the influence of
SES‘on,the.éassiQe Parent;l Influence
variable is also small, this path was

retained, because deleting it would, have

changed the Passive Parental Influence

variable from an endogenous,.to an exogenous

variable. This change would have altered the

model such that =it would not be a moreb
restrictive case of the original model as.

required by LISREL IV and would havestesulted -
in a comparison being imﬁoseibie. , o
. B e S - ' )
LISREL IV analysis of the model
(Modification .l Model) with the stated
modifieatione, yielded aﬁchi Square value

of 1137.69 (df:- = 368). “The»differeﬁbe between

- the ‘Chi Square values of the Modlflcatlon l

Model and the Expanded Model was not 51gn1f1cant,

1nd1cat1ng that both_models rep:gsented the data
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statistical basis on which t6~choose¢between‘
the two models. A eho}ce could, however, be
based on the fact that:the degrees ot freedom.:
are increased in the Modification 1 Model,

without a significant difference in Chi Square

being observed. Consequently, the Modification:

1 Model is more parsimonious.

(b) Modification 2

, v

LISREL IV procedutes.indicate that. when
A refining a model using the first order deri-
vatlves, the model be altered by addlng a path

~suggested by xhe larges+ first order derivative. .

~

'Beglnnlng with“the exogenous varlables[ therefore,

the second modification of the modei consisted of
7 .
adding a patn from Intelligence to Motlvatlon J

(see Flgure 4. 3)

i
Tm—

- . The LISREL IV analysis of the Modifieation
'~ 2 Model yielded.a_Chi*Square value of 1131.58

(df = 367). The difference between the Chi

— - :
Square values of the Modification 1 and 2 Model

analyses was 51gn1f1cant at the .05 level )
. = \__.

‘(dlfference = 6. 11, df = 1), 1nd1catlng that the”"

—r
. / . ',,_{:

. ModlflcatIon 2 Model prov1ded a slgnlflcantly
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better fit to the data than did the

Modification 1 Model.

(c) Modification 3
The third modification of the model

based on the first order derivatives fronm

- the Modification 2 analysis consisted of
adding a path from Self-Confidence to
Attitudes (see Figure 4.4). The LISREL IV
analyses of the Modification 3 Model yielded
a Chi Square value of 1064.35 (df = 366) .
The différence between the Chi Square values
of the Modification 2 and 3 Model analyses
was signigicant at the .001 level (difference =
67.24, df :‘l), indicaﬁing that the Modification
3 Model provided a sighificantly better fit to
the data. Subsequent modification of the model
did not resdlt in a significant improvement and

the model refining procedure was terminated.

Turning "to an examination of the Modification
3 Model analysis (see Figure 4.5), it is seen
that Lgﬁguistic Outcome is influenced by Language
Aptitude (t = 3.01, p=<<.0l) and Motivation
(t = 1.61, p<.05). Non-Linguistic Outcome is

\\
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ipfluenced by MotiVafion only (E = 3.74,
p<.0l). Attitudes are influenced by Self-
Confidence (t = 6.63, p=<.0l) and this
variable in turn influences Motivation

(t = 8.71, p=<.01) .~ Motivatién.is also
influenced by I.Q? (t = ;3.2i, p<.01l).
VTﬁis last re;ult is somewhat unexpected.
The negative value of the standardjzed
solutionﬁcoefﬁicient a?bears to ngéeSt an

inverse relatiornship between these two

variables.

It should be noted ﬁhat the-relationship
between Self-gonfidence and Attitudes.is
unexpectéd.,‘Past research has demonstrated
situational an¥iety to havé an iﬁdependent -
influencevon second language acquisitién.

The present finding suggests.that the role .
of Situational Anxiéty, ér Self-Confidence,’

appears to be one of influencing Attitudes

which in turn influencé Motivation.

B

~

While the Passive parental Influence

variable affects the Active Parental Influence

variable, no sidgnificant relationship between



7

either:vafiable with the student variabieg is
obtained. ( t_may be worth noting that the
path between the Active Paréhtalylnfluenéé
variable and student Attitudes épproaches
significance at the .05 level). With féspéct
to SES£ its contribution-appeérs to be in |
inflﬁénqing the Active Parental~Inflﬁence ,
variable (t = -1.98, p=c.05) and that the

relationship is an inv -“se one.

10



Chépter‘v
CONCLUSION |

The present fesearch examiged the apprqpriaténess,‘\
gf Gardner's (1979) model of the second language iearning
procéss, as well as'tbe utility of expanding his modéyw
to include variables whose potential-imporﬁéncé‘in the'
process has beeﬁ.suggested in tﬁe literature,‘but which
had received little empigical attention. Briefly, along
with “the vafiables.inlthe Gardner ﬁodel, the Eﬁéanded 
Model included SES, parental ;nﬁ;ﬁence, and self-
confidencé'with'Fr?nch vériables;' It”shouid be“nétéd
‘here that the size of the research sample waé reiatively

small. Consequgptly, the results of this study must be

considered with this limitation in mingi\\i
. ‘ o

Enalysis of the Gardner Model provided partial

stupport for it as a theoretical representation of the

1earhing process. With respect to the hypqthesized causal
relationships within the.médél, thé:resulﬁs differ 1in
some respacts from what waé expecﬁed.‘ As suggested by "
past research, the sqpporting role that attitudes play

in motivation was demonétraﬁea, as ias the felationshiph

between language aptitude and linguistic outcomes, and
. '

LU
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ﬁetween.motivatioq and non-linguistic outcomes. The
present'findings offer;stroeéer sgpéb§t er‘the'caQsal
nature- of these relat%onship§y which to date have;been
hypbtheéized based on corfelat;onal;évideﬁce'ahd

4

the?fgtigal‘considerations only.-’

w

Tj\\J. These, however, were the\bniy'three_hypotheses in
<

_..‘Lhe-Gardnér Model'that were suppoftedk"~The 1"1ypothesizedA~
( 1 relat? n»ships Eetween iptelligence ;nd outcomes, ana
between language apﬁit&de and non-linguistic outcome
Ve}e not ;upported. More notable was the obseryed laqk
of a significant relationship between‘motivation arrd -
linguistic outcomes and between situational anxiety and
either outcome. With respect.to motiéation,“this variable
. has been found not only to be consisténtly related tq both
linguisticAaﬁd non—linguigtic outcémes! but often their
best predictor,Aeé..Gardner,.1979). The finding of a CT
nonjsignificant relaéionshib with linguistié outcome was
aiso obhtained with fhe Expanded Model and this,discrepancy

with past research will be discussed shortly.

. # .
Findings concerning the situational anxiety variables

were also not' consistent with past research. Wh;lé
previous studies (eg. Gardner, 1979) have shown it to

play a signifiéant role in-second language acquisition,

10y
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this finding was not obtained with the Gardner Model.

A further analysis of the Gardner Mcdel in which
sifﬁationa% anxiety waes rEPlaced by th more complex
self-confidence with Freﬁéh variable wa; conducted.
Although this resulted in a significantly better-fit to
the data, the influence of situational .anxiety/self-
confidence with French reﬁained nén—significant. The
roie of self-confidence in French on second language
achievement was also not significant in the analysis of
the Expanded Model. These results suggest the need fpr
g;different view of the role oflsituational anxiety/
sé;f—confidence with Frencg. fAs will be discussed later,

this variable may not make a direct contribution to

language outcomes as has been proposed in past research.

With respect to the Expanded Model, it was demon-
strated éhat it provided a significantly better
representation of the second language learning process
than did the Gardner Model. The results verified the
general ?equenée of the Expanded Mcdel; the internal
dyﬂamics, however, were unclear. The hypothesizee
relationship between student attitudes -and motivéfion,
and the infiuence of stuaént motivation on non-

linguistic outcomes was supported. Motivation, however,

107



was not seen to significantly affect linguistic out-

. comes, where language aptitude had its only significant

effect. These results might be attributed to the

process by which students came to be enrolled in the

late immersion program. Since this was an ortional
program, students had\a-say in whether they enroliled. As
well, the students':le§el of motivation was high and
relatively homogenous (Standardized Score Mean = 49.83,
S.D. = 7.94, Range = 20.90 - 69.87). In such a case,
language aptitude would then be a more potent predictor

of outcomes (see Carroll, 1967). Student moiivation

C e
would be more likely to play a role in .non-linguistic

outccmes, since the student would have to have a greater
desire and exert more energy to engage in contacts with

the second language community outside of school.

The -hypothesized role of student self-confidence with

French in second language achievement was not supported.

- As suggested with réspect to the findings regarding

motivation and linguistic outcomés, the non-significant
results for the role of self-confidence with French in
second language achievement might also have resulted

from the fact that students who chose to enter the program
may have been similar with respect to their perception

of their capability to learn the second language. Students

o 1ug



whosn se]f—confidencé in French was low may @ell have
chosen not to enroll. .A further poss.ble explahation

for this finding is suggested in the results of the

model refinement analyses. In the last model generated
by the statistical refinements of the Expanded quel
(Modification 3), self—confidence significantly influencés
stﬁdent attitudes. This result, while differing from |
earlier research findings that motivation and situational‘
anxiety variables generally made relatively independent
contributions to second languadge achievement, does

appear to be consistent with the view of the relationship
between‘anxiety and motivation in the motivational theory
literature (e.g. Atkinson and Raynor, 1974; Atkinson

and Birch, 1978).

Traditionally, anxiety has been seen to moderate an
individual's motivation. In the present analysis, the
significant relationship between student attitudes and
motivation, and the significant relationship between
self—confidencg and attitudes, suggests that self-confidence
plays a role in second language acquisition through attitudes,
and hehce, motivatioh. Specificallyv, the level of self-
confidence a student possesses would influence the attitudes

he/she holds; these in turn would influence motivation. This

o
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inﬁerpretation differs frcm that presented by Clément,
Gardﬁer, and Smythe (1980). Based on factor analyvses
of data for francophone students in a bilingual setting,
they hypothesized that the role of self-confidence is
mediated by motivation. As such, its role would be
similar to that of attitudes in providinj support for

motivation (see also, Clément, 1980).

This discrepancy between the two interpretations
of the role of self-confidence may be the result of the
present study examining hypothesized causal relationships
rather than describing relationships. The preéeht
interpretation proposes that the affective variables .
which provide support for motivation are directlyrihfluenced
by self-confidence with French. Research has shown that
French language pfograms can in fact influence a student's
level of self-confidence with French (Clément, 1978-79).
The proposed process would then have implications for. the
design of French language progYams, since any program that
would inérease é language student's level of self-confidence
with French, should also result in an increase in positive
attitudés. If this provés to be the case, it would seem to
be an important consideration since it would be easier
to design strategies to change self-confidence with French

than to change attitudes. While the interpretation

o
U
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presented here is interesting, it must bz kept in mind

that it is based on a posteriori'analyses and thus must
be regarded accordingly. It does appear, however, to be
a plausible explanation considering the present and past

results.

With respect to the societal variables investigated
here, while only exploratory, the results are consistent
with what could be expected from theoretical considerations
and what has been suggesteo by past research. The signi-
ficant negative relationship between socio~econonic status
and active parental influence suggests that the lower the
SES level of the immediate neighbourhood, the more actively
involved with the child's language training the parents are.
The unexpected direction of this finding may be understand-
able in light of the predominance of middle and upper-
middle SES individuals in the present sample. Thus, it
would appear to indicate that the middle and upper-middle
SES parants devote more of their time and energy in their
children's French language study than do higher SES
parents. This could likely be the result of middle and
upper-middle SES parents being more concerned with upward
mobility and seeing the learning of French as‘an important
tool in that process, particularly with respect to- employ-~

ment opportunities.

1z,



The presenc research also supports the hypothesis
that parental influence is important in second%language
learning achievement, and further, that this influence
can be thought of in terms of active and passive components
as suggested by Gardner (1968). The only'significaht
relationship between parental influencé and student
variables obtained in the analysis of the Expanded Model
was between the active parental influence variable and
student self-confidence with French. Further explanétion
of the parental influence with respect to linguistic

outcomes is not possible since self-confidence was not

significantly related to either second language outcomes.

While, as stated earlier, “he analysis of Modification
3 of the Expanded Model suggested that self-confidence
plays its role through student actitudes, it must also be
noted tﬁat in that analysic, active parental influence on
self-confidence was no longer Significant. In the same
analysis, however, a negative relationship between_active
parental influence and student attitudes approached
significance (t =.-1.78, p<« .10) as did a positive
relationship begygen passive parental influence and student_
attitudes (t = 1.71, p=<.10). Cauﬁiously interpreted, this

suggests that the students' attitudes that support their

~
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motivation are influenced by parental variables and

¢ their own self~confidence with French. This could mean
that students who have high self-confidence with Frencn
and whose parents ére involved with their language study are
more likely to develop positive attitudes. These attitudes
are important for maintaining their motivation and hence,

positively affect their second language achievement.

It must be noted that the relationship between active
parental influence and student attitudes is a negative one
and seems to imply that the more actively involved the
parent is in the child's second language training, the
lecr~ favourable the student“gttitudes are. If there is
any validity to this interprétation, it is unclear why
this would be so. Poséibly, thefpressure exerted by ©
parents who are more actively involved in their child's
second language learning may cause him/her“to feel less
favourable about the elements of the second’languaée

learning experience and the second language speaking group.

In summary, the results of the present resquch
provide partial support for the model of the sec&nd language
learning process as originally presented-by Gardﬁer (1979)
and, more significantly, of the Equ?ded Model which

includes societal and parental variables. It must be




emphasized that the models éresented ~nd tested here

are not the only possible models of the second laﬁguage
learning process. There may he.other models that re-
present the processvmore precisely. The resu;ts of the
present analyses, however, suggest that the Eépanded

Model is a plausible one, and as such, while 1its iﬁternal
dynamics are unclear, certain conclusibnéfwould seem to

be justified. Specifically, as was expected from previous
research findingg, both language aptitude and student
motivation play significant roles in gecond language
acquisition. Further, thé role played by student attitudés
does seem to be that of providing the foundation for Student
motivation. There is support for conceptualizing parental
influence as being cpmposed of passive and active componehtS'
anc that they play an important role in the second language

acquisition process.

The otbér social milieu variable investigated here,
SES, also seems to play a significant role in the
acquisition process throﬁgh its relationship with parental
influenée. In-additioh, the tentative finding regarding
the influence of self-confidence with French on student
attitudes would have important implications for our

understanding ot the second language learning process, and

" the design of second language programs. Treatment

i1,



strategies may, therefore, be focused on ensuring that
self-confidence is high, and in this model, less

attention would have to be paid to the more difficult

task of developing strategies to change attitudes.

As stated previously, owing to the small sample size,
future testing of the Expanded Model is required to see
if the conclusions.drawn here are tenablé. As well,
the role of parental influencé on second language
acquisition needs further examination, particularly with
respect to the manner in which that influence is felt.
Finally, the findings obtained here regarding the self-
confidence with French variable would suggest the need
to examine its role in the learning process, and that it
may be useful to consider its influence in the context

of traditional motivational theory.
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Appendix A

ROTATED FACTOR MATRICES OF THE PARENT QUESTIONNAIRES

TABLE A.l
@

Varimax rotated factor matrix of the Parent Questionnaire

I IT

1 Sex ‘ .09 .34
2 Integrative Orientation .61 .39
2. Ethnocentrism .28 -.43
4 InStrumental:Orientation' . .18 . .52
5 Future Orientation ) .29 | .64
6 Attitudes Towards French-Canadians .87 -.03
7 Interest in Foreign Languages \. .69 .30
8 Desire toALearn French .65 .26
9 Parental Encouragement , .42 .70
10 Motivational Intensity .36 .39
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TABLE A.2

Varimax rotated factor matrix of fathers' questicnnaire$ only

. IT

1 Sex : - -
2 Integrative Orientation CLT71 .34
3 Ethnocentrism ‘ : .18 -.50
4 - Instrumental Orientation .38 .70
5 Future Orientation : .46 .56
6 K Atfitudes Towards French-Canadians .81 ;.04‘
7 Interest: in Foreign Languages .78 .08
8 Desire to Learn French .78 (66
9 Parental Enccuragement .63 .45
10 ‘Motivational Intensity . | .50 .14
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TABLE A.3

vVarimax rotated factor matrix of mothers' questionnaires only

I . IT

1 Sex ) ' - -
2 Integrative Orientation ' .56 .20
3 Ethnocentrism » .34 -.47
4 .Instrumental Orientation .04 .26
5 Future Orientation .18 .42
6 Attitudes Towards French-Canadians .91 -.06
7 Interest in Foreigh Languages : .60 .37
8 . ..Desire to Learn French -~ .53 .40
9 Parental Encouragément .23 .69
10 Motivational Intensity . .20 .6l

@
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Appendix B

STUDENT QUESTIONNAIRE

NAME ‘ ' -

.

Code Number: School: Class:

Instructions

You are being asked to complete this questionnaire as
part of a project to investigate the late immersion programs
in the Ottawa Separate Schools. For the results of this
survey to be meaningful it is important that you be as
accurate and as frank as possible in your answers. All
information that you provide us will be kept STRICTLY
COJFIDENTIAL and neither your parents nor teachers have
access to it.

Part I and Part II are to be filled out on this
guestionnaire. For Part III and Part IV please use the
answexr sheet provided.

If you have any questions while vou are filling out this
cquastionnaire, do not hesitate to ask for assistance by
raising your hand.

PART I

1. * a) During the last 12 months have you had the opportunity
to use French outside of the school situation?

Yes® No

bj If yes, in. what ways and where

[
()
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2. Please indicate all languages that are spoken in
your home:.

English

French

German

Italian

Spanish

Others (please specify)

3. Please indicate which language you speak well:

English

French

German

Italian

Spauish

Others (please specify)




- 109 -

PART II

Instructions

Please answer the following items based on what you feel
your abilities are in French ir school. 1Indicate your answers
to each statement by putting a checkmark (V/) in the appro-
priate space. If you feel, for example, that in school you
can write French "a little", you would put a check above the
words "a little" on the scale: . -

/

not at all. . a little. ) fairly well.

I write French:

fluently

If however, you feel you write French somewhere between
"a little" and "not at all", you would put a check in the space
between these two on the scale:

V// :“ ’ 2 a ]

not at all. . a little fairky well.l

fluently

1. I write French:

not at all a Iittle — TFairly well

fluently

2. I understand French:

not at all " a little fairly well

fluently

155




I read French:
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not at all “a little ™ fairly well
fluently l
I speak French:

a little fairly well

not at all

fluently

————,
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PART III

Instructions

Following are a number of statements with which some
people agree and others disagree. Below each statement are
a number of alternatives. There are no right or wrong answers
since many people have different opinions. :

On the answer sheet provided we would 1like you to indicate
your opinion about each statement by darkening the letter of the
alternative which best indicates the extent to which you disagree
or agree with that statement. - ‘

Following, is a sample item. ’ Select the alternative which
best indicates your feeling: ‘

1. Guy Lafleur is the best player to have ever>playedlih the
. National Hockey League. :

(A) Strongly (B) Moderately. (C) Slightly. (D) Neutra¥7
Disagree ‘ Disagree Disagree :

(E) Slightly (F) Moderately (G) Strongly
Agree Adgree Agree - S

-Some people would select (A), Strongly Disagree; others
would select (G), Strongly Agree and still others would select
one of the alternatives in between. Once you have selected the
alternative that indicates your feelings based on everything you
know and have heard, you would go to the answer sheet provided
and beside the number corresponding to the statement numhary,
darken the letter tHan indicates your choice. For example, if
in this sample itemfyou "moderately agree" with the statement,
then on the answer ‘sheet you would darken the letter (F) beside
the appropriate item number.

EG. 1. (A) (B) (C) (D) (E) -@ (G)

Note, ' there is no right of wrong answer. All that is

important is that you indicate: your personal feeling.

q
)

For each of the items on the follawing pages, we want you
to give immediate reactions. Don't waste time thinking about each
statement. Give your iumediate feeling after reading each state-
ment. On the other hand, please do not be careless, as it is
important that we obtain your true feelings. All of your answers
‘will be kept secret. . :

133
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studying French can be important. to me because it will
allow me to meet and converse with more and varied pecple.

(A) .Strongly (B)

‘ " Disagree

(E) Slightly (F)
- Agree

Moderately.

Disagree

Moderately

Agree
3

(C)

(G)

Sligtitly
D¢sagree

(D) Neutral

Strongly
Agree -,

My parents have stressed the 1mportance French ‘'will have

for me when I leave

(A) Strongly (B)
Disagree

(E) Slightly [F)
Agree

The French-Canadian
Canadian identity.

(A) Strongly (B)
Disagree * '

(E) Slightly (F) -
Agree

school.

Moderately

Dlsagree

Moderately

Agree.

(€

(G)

Slightly -
Disagree

(D) Neutral

Strongly
Agree

heritage is an important part of our

Moderately

Disagree

Moderately
Agree

(C)

(G)

Slightly Neutral

Disagree

(D)

Strongly
Agree

studyind French can be 1mportant for me because other people
will respect me more if I have a knowledge of a fPrE‘dn

language.
" (A) Strongly (B)
: Disagree
(E) Slightly (F)
" Adgree

Play fair wi%h your

themselves.

(A) Strongly (B)
Disagree

(E) * Slightly (F)

Adgree

Moderately

Disagree

Agree

own friends and let others

Disagree

Moderately

‘Moderately

Moderately

Agree.

(C)

(G)

(3}

(G)

* 8lightly

(D)’ Neutkal

Disagree-

Strongly
Agree

look but for

Slightly

(D)
Disagree ‘

~Neutral

Slightly
Agree



6. I want to read the literature of a foreign language in
the original.
(A) Strongly (B) Moderately (C) Slightly (D) Neutral
Disagree Disagree Disagree
(E) Slightly (F) Moderately (G) Strongly
) Agree - Agree Agree
7. ..If everything would change, this.world would be much better.
(A) Strongly (B) Moderately (C) Slightly (D) Neutral
Disagree‘ ' Disagree Disagree -
(E) Slightly (F) Moderately (G) Strongly
Agree -Agree Agree
8. Learning French is a waste of time. L
(A) Strongly (B) Moderately (C) Slightly (D) Neutral
Disagree Di‘,agree Disagree
(E) Slightly (F) Moderately (G) Strongly
Agree Agree Agree
9. Studying French can be important for me becaﬁsé I will be
' able to participate more freely in the activities of other
cultural groups.
'(A) strongly (B) Moderately (C) Slightly (D) Neutral
Disagree Disagree Disagree
(E) Slightly (F) Moderately (G) Strongly
Agree. Agree Agree
10. There is only one right way to do anything.
(A) Strongly (B) Moderately (C) Slightly (D) Neutral
Disagree Disagree Disagree
(E) Slightly (F) Moderately (G) Strongly
' Agree Agree Agree

i

- 113 -



- 114 -

11. I enjoy meeting and listening to people who speak other
languages.
(A) Strongly (B) Moderately (C) Slightly (D) Neutral:
Disagree Disagree Disagree
(E) Slightly (F) Moderately (G) - Strongly
Agree Agree Agree
12. My parents really encourage me to study French.
() Strongly (B) Moderately (C) Slightly (D) Neutral
Disagree Disagree Disagree
(E) Slightly (F) Moderately (G) Strongly
Agree Agree Agree
13. Studying a foreign language is an enjoyable experience.
(A) Strongly (B) Moderately (C) Slightly (D) Neutral
Disagree Disagree Disagree
(E) Slightly (F) Moderately (G) Strongly
Agree Agree Agree
la. People who do not believe that we have the best kind of
government in the world should be made to leave the
country.
(A) Strongly (B) Moderately (C) Slightly (D) Neutral
Disagree Disagree Disagree
(E) Slightly (F) Moderately (G) Strongly
Agree Agree Agree
15. Studying French can be important for me because I think
it will someday be useful in getting a good job.
(a) Strongly (B) Moderately (C) Slightly (D) Neutral -
Disagree Disagree Disagree
(E) Slightly (F) Moderately (G) Strongly
" Agree Agree Agree




l6.

17.

18.

19.

20.
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I would feel comfortable speaking French in an informal
gathering where both English and French speaking people
Are present.

(A) Strongly (B) Moderately (C) Slightly (D) Neutral
Disagree Disagree * Disagree

(E) Slightly (F) Moderately (G) Strongly
Agree Agree Agree

My parents try to help me with my French.

(A) Strongly (B) Moderately (C) Slightly (D) Neutral
Disagree Disagree Disagree

(E) Slightly (F) Moderately (G) Strongly
Agree Agree Agree

When I am making a telephone call, I would get flustered
1f it were necessary to speak French.

(A) Strongly (B) Moderately (C) Slightly (D) Neutral
Disagree Disagree Disagree '

(E) Slightly (F) Moderately (G) Strongly
Agree Adgree Agree

Even though Canada is relatively far from countries speaking
other languagesw it is important for Canadians to learn

.foreign languages.

(A) Strongly (B) Moderately *(C) Slightly (D) Neutral
Disagree Disagree N Disagree

(E) Slightly (F) Moderately (G) Strongly
Agree Agree Agree

If a person does not watch out somebody will make a fool out
of hiri.

(A) Strongly (B) Moderately (C) Slightly (D) ©Neutral
Disagree Disagree Disagree

(E) slightly (F) Moderately (G) Strongly
Agree Agree Agree
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21. 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.

(A) Strongly (B) Moderately (C) Slightly (D) Neutral
Disagree Disagree Disagree :

(E) Slightly (F) Moderately (G) Strongly
Agree Agrce Agree

22. I think that learning French is dull.

(A) Strongly (B) Moderately (C) Slightly (D) Neutral
Disagree. Disagree Disagree

(E) Slightly (F) Moderately (G) Strongly
Agree Agree Adgree

23. Most French Canadians are so friendly and easy to get along
with that Canada is fortunate to have them.

(A) Strongly (B) Moderately (C) Slightly. (D) Neutral
Disagree Disagree Disagree

(E) Slightly (F) Moderately (G) Strongly
Agree Adgree Agree

24, My parents feel that I should really try to learn French.

(A) Strongly (B) Moderately (C) Slightly (D) Neutral
. Disagree Disagree Disagree

(E) Slightly (F) Moderately (G) Strongly
Agree Agree Agree

25. French-Canadians are a very sociable, warm-hearted and
creative people.

(A) Strongly (B) Moderately (C) Slightly (D) Neutral
Disagree Disagree Disagree

(E) Slightiy (F) Moderately (G) Strongly
Agree Agree Agree




26.

27.

28.

29.

30.
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My parents show considerable interest in anything to do

with my French courses.

(A) Strongly (B)
Disagree

(E) Slightly (F)
Agree .

-

Moderately (C)
Disagree

Moderately (G)
Agree

Slightly
Disagree

Strongly
Agree

I would feel uncomfortable speaking French in

(A) Strongly {B)
Disagree

(E) Slightly (F)
Agree

Moderately (C)
Disagree

Moderately (C)'

Agree

Slightly
Disagree

Strongly
Agree

entirely because I am not interested in it.

(A) Strongly (B)
Disagree

(E) Slightly (F)
Agree

Moderately (C)
Disagree

Moderately (G)
Agree

Slightly
Disagree

Strongly
Agree

(D) Neutral

any situation.

(D) Neutral

‘When I leave school I shall give up the study of French

(D) Neutral

If I had to speak French with someone in authority it would
cause me great discomfort.

(A) Strongly (B)
Disagree

(E) Slightly (F)
Agree

Moderately (C)
Disagree

Moderately (G)
Agree

Slightly
Disagree

Strongly
Agree

(D) Neutral

I would rather spend my time on subjects other than French.

(A) Strongly (B)
Disagree

(E) Slightly (F)
Agres

Moderately (C)
Disagree

Moderately (G)
Agree

Slightly
Disagree

Strongly

Agree

14u

(D) Neutral



31.

32.

33.

34,

35.
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The more I get to know the French-Canadians, the more
I want to be fluent in their language.

(A) Strongly
Disagree

(E) Slightly
Agree

I get nervous
class.

(B) Moderately (C)
Disagree :
(F) Moderately (G)

Agree

and confused when I am

(A) Strongly (B) Moderately (C)
Disagree Disagree

(E) Slightly (F) Moderately (G)
Agree Adgree

I am

to a sales clerk.

(A) Strongly (B) Moderately (C)
Disagree Disagree

(E) Slightly (F) Moderately (G)
Agree Agree

Slightly
Disag-ee

Strongly
Agree

speaking
Slightly
Disagree

Strongly
Agree

Slightly
Disagree

Strongly
Agree

(D) Neutral
in my French

(D) Neutral

sure I would get nervous whenever I had to speak French

{D) Neutral

I wish I could speak another language perfectly.

(A) Strongly
Disagree

(E) Slightly
Agree

(B) Moderately (C)
Disagree

(F) Moderately (G)
Agree

Slightly
Disagree

Strongly
Agree

(D) Neutral

T would feel confident and relaxed if I had to ask for street
directions in French. ‘

(p) Strongly
Disagree

(E) Slightly
Agree

(B) Moderately (C)
Disagree

(F) Moderately (G)
Agree

14

- Slightly

Disagree

.Strongly

Agree

(D) Neutral-
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37.

38.

.39.

40.
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I am afraid the other students will laugh at me when I

speak French.

(A) Strongly (B) Moderately
Disagree Disagree -

(E) Slightly (F) Moderately
Agree Agree

(C)

(G)

Slightly (D)
Disagree

Neutral

Strongly
Agree

It is only natural and right for each person to think that

his family is better than any other.

(A) Strongly (B) Moderately
Disagreaen Disagree

(E) Slightly (F) Moderately
Adgree Agree

I love learning French.
o

(C)

(G)

(C)

(G)

Slightly (D) Neutral

Disagree

Strongly
Agree

Slightly (D) Neutral

Disagree

Strongly
Agree

My parents encourage me to practice my French as much as

(A) Strongly (B) Moderately
Disagree Disagree

(E) Slightly . (F) Moderately

. Agree Agree

possible.

(A) Strongly (B) Moderately
Disagree Disag:r. e

(E) Slightly (F) Moderately
Adgree Agree

Learning French is really great.

(A) Strongly (B) Moderately
Disagree Disagree

(E) Slightly (F) Moderately
Adree Agree

(C)

(G)

(C)

(G)

Slightly (D)
Disagree

Neutral

Strongly
Agree

Slightly (D)
Disagree ‘

Neutral

Strongly
Agree

14%
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43,

44,

45,
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It embarasses me to volunteer answers in our French class.

(A) Strohgly (B) Moderately
Disagree Disagre -

(E) Slightly (F) Moderately
Agree Agree

(C)

\G)

Slightly (D) Neutral

Disagree

Strongly
Agree -

some of our best citizens are of French-Canadian descent.

(A) Strongly (B) Moderately
Disagree Disagree

(E) Slightly (F) Moderately
Agree Agree

(C)

(G)

Slightly (D) Neutral
Disagree :
Strongly

Agree

I am sure I would feel calm and sure of myself if I had
to order a meal in a French restaurant.

Moderately

(A) Strongly (B) :
Disagree Disagree

(E) Slightly (F) Moderately
Agrece Agree

(C)

(G)

Slightly (D) Neutral

Disagree

Strongly
Agree

English Canadians should make a greater effort to. learn

the French language.

(A) Strongly (B)

Moderately
Disagree Disagree
“(E) Slightly (F) Moderately
‘ Agree Agree

(C)

(G)

Slightly (D)
Disagree

Neutral

Strongly
Agree

Studying French can be important for me primarily because
it will enable me to better understand and appreciate French-

Canadian art and literature.

(A) Strongly (B) Moderately
Disagree Disagree

(E) Slightly (F) Moderately
Agree Agree

()

(G)

Slightly (D)
Disagree

. Neutral

Strongly
Agree



46. I would like to know more French Canadians.

~(A) Strongly (B) Moderatelv (C) Slightly "(D) Neuz:zl
Disagree Disagree '~ Disagree

(E) Slightly (F) Méderately (G) Strongly
Agree Agree ; Agree

47, Studying French can be important for me because it will
enable me to better understand and appreciate French-
Canadian art and literature.

o

(A) Strongly (B) Moderately (C) Slightly (D) Neutral
Disagree Disagree Disagree

(E) Slightly (F) Moderately (B) Strongly
Agree Agree Agree

48. I never feel quite sure of myself when I am speaking in
our French cleass. )

(A) Strongly (B) Moderately (C) Slightly (D) Neutral
Disagree Disagree Disagree

(E) Slightly (F) Moderately (G) -Strongly

Agree = Agree Agree
49. I hate French. » ) \
(A) 'Strongly (B) Moderately (C) Slightly (D) Neutral
Disagree Disagree Cizagree
(E) Slightly (F) Moderately (G) Strongly
Agree Agree 3 Agree
50. Studying French can be important to me because it will

allow me to be more at ease with fellow Canadians who
speak French. . v

(A) "Strongly (B) Modérately (C)- Slightly (D) : Neutral
Disagree - Disagree Disagree

(E) Slightly (F) Moderately (G) Strongly
Agree Agr~e Agree

14,




51.

52.

53.

‘54,

55.

. (A)

- 122 -

I plan to learn as much French as possible.

(A) Strongly (B)
Disagree
(E) Slightly (F)

Agree

FMy parents feel that because we live
§‘learn French.

Strongly (B)
Disagree
(E) Slightly (F}

Agree

Moderately (C) Slightly (D) Neutral
Disagree Disagree .

Moderately (G) Strongly

Agree Agree

in Canada, I should

Moderately (C) Slightly (D) Neﬁtral
Disagree . Disagree R
Moderately (G) Strongly

Agree Agree

§If Canada should lose the French culture of Quebec, it
iwc 11d indeed e a great loss.

1
I
|
i

. (A) Strongly (B)

= Disagree

_(E) Slightly (F)
Agree

~ Studying French can

Moderately (C) Slightly (D) Neutral
- Disagree - Disagree

Moderately (G) Strongly

Agree Agree’

be important. for me because it will

make me a more knowledgeable person.

(A) Strongly (B)
Disagree

(E) Slightly (F)
Agree

The worst danger to
years has come from

(A) Strongly (B)
Disagree

(E) Slightly (F)
Agree

'

Moderately (C) Slightly. (D) Neutral
Disagree " sDisagree

Moderately (G) Strongly

Agree Agree

real Canadianism during the last fiftyf
foreign ideas and agitators.

Moderately (C) Slightly (D) Neutral
Disagree Disagree :
Moderately (G) Strongly

Agree Agree.
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56. My parents urge me to seek h- by - rachar Toar
having problems with my Franrs
(2.) Strongly (B) Mod: at i
’ Disagree Dis' re Ji re

(E) Slightly (F) Moderately (G) Strongly
Agree Agree Agree

57. I really enjoy learning French.

(A) Strongly (B) Moderately {C) Slightly (D) Neutral
Disagree Disagree Disagree

(E) Slightly (F) Moderately (G) Strongly
Agree Agree Agree

58. My parents feel that I should continue studying French all
through school.

(A) Strongly (B) Moderately (C) sSlightly (D) Neutral
Disagree Disagree Disagree

(E) Slightly (F) Moderately (G) Strongly
Agree Agree Agree

59. If I were visiting a foreign country I would like to be
able to speak in the language of the people.

(A)  Strongly (B) Moderately (C) Slightly (D) .Neutral
Disagree Disagree Disagree

(E) Slightly (F) Moderately (G) Strongly

Agree Agree Agree
60. I always feel that the other students speak French better
than.- I do. ‘

(A) Strongly (B) Moderately (C) Slightly (D) Neutral
Disagree Disagree ' Disagree

(E) Slightly (F) Moderately (G) Strengly
Agree Agree . Agree

146




61. French Canadians have ?reserved much of the beauty oOf
. the old Canadian folkways.

(A) Strongly (B) Moderately (C) Slightly (D) Neutral
Disagree Disagree Disagree

(E) Slightly (F) Moderately (G) Strongly
‘ Agree Agree : Agree

62. I would really like to&learn a lot of foreign languages.

(a) Strongly (B) Moderately (C) Slightly (D) Neutral
' Disagree Disagree Disagree

(E) Slightly (F) Moderately (G) Strongly

Agree Adree Agree
63. Fre.ch-Canadians add a distinctive flavour to the Canadian
culture. )

(A) Strongly (B) Moderately (C) sSlightly (D) ©Neutral
" Disagree Disagree Disagree

(E) Slightly (F) Moderately (G) sStrongly
Agree ‘ Agree A Agree

64. I often wish I could read newspapers and magazines ‘in
another language.

(A) Strongly (B) Moderately (C) Slightly (D) Neutral
- Disagree Disagree ' Disagree

(E)  Slightly (F) Moderately (C) Strongly
Agree Agree *  Agree

65. TFrench is an important part of the school programme.

(A) Strongly (B) Moderately (C) Slightly (D) Neutral
Disagree Disagree Disagree

(E) Slightly (F) Moderately (G) Strongly
Agree Agree Agree




66.

67.

68.

If I should ever meet a French- speaklng person,
_feel relaxed talking with him.

(A) Strongly (B)
Disagree

(E) Slightly (T)

Agree
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Moderately

Disagree

Moderately

‘Agree

(C)

(G)

I would
Slightly (D) Neutral
Disagree
Strongly
Agree

I would study a foreign language even if it were not

required.

(A) Strongly (B)
Disagree

(E) Slightly - (F)
Agree '

Moderately
Disagree

Moderately
Agree

(C)

(G)

Slightly (D)

Neutral
Disagree :

Strongly
Agree

Teachers should tell children what to do and not try to

find out what the children want.

(A) Strongly (B)

Disagree

(E) Slightly (F)
Agree

Moderately
Disagree

Mode}ately

Agree

145_

(C)

(G)

Slightly <«(D) Neutral

Disagree

Strongly
Agree
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PART IV

Instructions

On the answer sheet please answer each of the following

items by darkening the. letter of the alternative which: appears
to be most applicable to you. We would like to remind you that
no individual teacher will have access to the questionnaire or
any other information which" you give us. We would urge you to
be as accurate as possible since the success of this 1nvest1—
gatlon depends upon it.

N
o

1.

I find studying Fremuch:

(a) not interesting at all.
(b) no more interesting than most subjects.

'(c) very interesting.

I actively think about what ‘I have learned in my French
classes.

(a) hardly ever.
(b) once in a while.
(c) very frequently

If there were French—speaklng families in my neighbourhood,
I would: !

(a) never speak French with them.

(b) speak French with them only if I had to.
(c) . speak French with them sometimes.

(d) speak French with them as much as possible.

If I had the opportunity and knew enough French, I would
read French magazines and newspapers:

(a) never.
(b) not very often.
(c) as often as I could.

St
}

If my teacher wanted someone to do an extra French
assignment, I would:

. (a) " definitely not volunteer.

(b) only do it if the teacher asked me dléectly
(c) definitely volunteer.

| S

M
Lo

Io
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11.

12.
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If there were a French Club in my school, I would:

(a) definitely not join
(b) attend meetings once in a while.
(c) be most interested in joining.

How much do you think acquiring good French language skills
will help you in your future studies? .

(a) will be no help.

(b) will be practically no help.
(c) will be of some help.

(d) will be a great help.

If T had the opportunity to speak French outside of school,
I would:

»
(a) never speak it.
(b) speak it occasionally, using English whenever possible.

(c) speak French most of the time, using English only if
really necessary.

After I get my French assignments back, I:

(a) Jjust throw them in my desk and forget them.

(b) look them over, but don't bother correcting mistakes.
(c) always rewrite them, correcting my mistakes.

During French class, I would like:

(a) to have as much English as possible spoken.

(b) to have a combination of French a#l English spoken.
(c) to have only French spoken.

~When I hear a French song on the radio, I:

(a) change the station.

(b) listen to the music, paying attentlon only to.the
easy words.

(c) listen carefully and try to understand all the words.

If I had the Opportunity to see a French play, I would:

(a) not go.
(b) go only if I had nothing else to do.
(c) definitely go.
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13. If French were not taught in school, I would:

&8
(a) not bother learning French at all.
(b) try to obtain lessons in French somewhere else.
(c) pick up French !> everyday situations (i.e., read

French books an. iewspapers, try to speak it whenever
possible, etc..... ).

14. If it were up to me whether or not to take French, I:

(a) would drop it.
(b) don't know whether I would take it or not.
(c) would definiteiy take it.

15. If the opportunity arose and I knew enough French, I would
watch French T.V. programmes:

(a) never.
(b) sometimes.
(c) as often as possible.

1ls6. When it comes to French homework, I:

(a) Jjust skim over it.
(b) put some effort into it, but not as much as I could.

(c) work very carefully, making sure I understand every-
think. , ,

!
17. Compared to my other couises, I like French:

(a) least of all.

(b) the same as all the others.
(c) the most.

18. When I have a problem understanding something we are
learning in French class, I:

(a) just forget about it.
(b) only seek help just before the exam.
(c) immediately ask the teacher for help.

19. How important do you think acquiriné»good French‘language
skills is to your future studies?

(a) not at all important.
(b) not too important.
(c) important.

- (d) very important.




20,

21.
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When I am in French class, I:

(a)
«b)
(c)

Considering how T study French,

I:
(a)

(b)
(c)

never say anything.
answer only the easier questions.
volunteer answers as much as possible.

I can honestly say that

will pass on the basis of sheer luck or
because I do very little work.

do just enough work to get along.
really try to learn French.

intelligence,

157
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Student Ouestionnaire Scale Location Key

Scale

Item Numbers

Integrative orientation

Ethnocentrism¥*

Instrumental orientation
Future orientation
French classroom anxiety*

French use anxiety

Self-rating in French

Attitudes towards learning
French

Desire to learn French
Motivational intensity

Attitudes towards French
Canadians

Interest in foreign
languages

Parental encouragement

—

1, 9, 47,

5,
37,

7, 10,
55, 68

4, 15, 45,

7, 19

32, 36, 41,

le,
33%,

18* F
35,

3, 4

8*,
40,

22*%,
49%*,
1,

12,

3, 4,
14,

6,
15,
C 2,

18,

5’ 9,,

20, 21

3,
46,

23,
53,

25,
61,

6,
59,

11,
62,

13,
64,

.2’

'39’

12,
52,

17,

14,

27*,
43,

28%,

51,

11,

31,

19,

24,

50

20’

54

48, 60

29*’
66

30%,
57, 65

38

8,
17

10,

13,

le,

42,. 44,

63

21, 34,

67

26,
58

(Part

(Part

(Part

(Part.

(Part

(Part

(Part

(Part

(Part

(Part

(Part

(Part

(Part

III)

ITT)
III)
Iv)

III)

ITIT)

I)
I11)
Iv)
Iv)
I1I11)
I1I1)

ITT)

* gscores need to be rever

sed
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Appendix C
PARENT QUESTIONNAIRE

All responses will be kept strictly confidential and
can not be traced to any individual. If you do not want to
answvar any particular item you do not have to. However, you
should realize that the usefulness of your questionnaire will
be lessened to the extent that you do not answer each item.
Wie, therefcre, urge you to answer all items unless it is
important to you personally to omit certain ones. Please
respond as openly as possible. ‘ ’

GENERAL INFORMATION

1. Age:
2. Mothe. Tongue:
3. Occupation:
4. Please indicate with a check mark (V/) all languages
that are spoken in your home:
English
" French
German
Italian
Spanish
ot. . - lease specify)
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5. Please indicate which language you speak well:
French ;
German : »
Italian
Spanish

Others (please specify)

6. Level of education completed
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PART I

Instructions

Following are a number of statements with which some
people agree and others disagree: There are no right or wrong
answers since many people have different opinions. We would
like you to indicate youxr opinion about each statement by
circlino the alternative below it which best indicates the
extent to which “'cu disagree or agree with that statement.

Following is a sample item. Circle the alternative below
the statement which best indicates your feeling.

1. Cuy Laflear is the best player to have ever played
in the National Hockey League.

Strongly Moderately Slightly Neutral -
Disagree ~ Nisagree Disagree

Slightly Moderately Strongly

Agree Agree Agree

In answering this gquestion, you should have circled one
of the above alternatives. Some people would circle Strongly
Disagree, others would circle Strongly Agree, and still others
would circle one of the alternatives in between. If for example
.you moderately agree w1th this statement, then you circle
"Moderately Agree":

eg. Strongly Moderately Sllghtly Neﬁtral

‘Disagree Disagree Disagree
Slightly " Moderately Strongly
Agree Agree Agree

Which one you circle would indicate your own feelings based on
. everything you know and have heard. ©Note there is no right or
wrong answer. All that is important is that you .indicate your
personal feeling.

For each of the items on the following pages, we want you
to give your immediate reactions. Don't waste time thinking
about each statement. Give your immediate feeling after reading
each statement. On the other hand, please do not he careless as
it is important that we obtain your true feelings

-
a7
i
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English Canadlans should make a greater effort to learn
the French language.

Strongly

" Disagree .

Slightly
Agree

I really

Strongly
Disagree

Slightly
Agree

Moderately
Disagree

Moderately
Agree

encourage my child

Moderately
Disagree

Moderately
Agree

Slightly
Disagree

Strongly
Agree

to study

Slightly
Disagree

Strongly
Agree

Neutral

French.

Neutral

If a person does not watch out someone will make a fool
out of him. A

Strongly
Disagree

Slightly
Agree

Moderately
Disagree

Moderately
Agree

Slightly
Disagree

Strongly
Agree

Neutral

If I were visiting a forelgn country T would llke to be
speak the language of the people.

able to

Strongly
Disagree

Slightly
Agree

Moderately '
Disagree

Moderately
Agree ‘

Slightly

Disagree

Strongly
Agree

Neutral

People who do not belleve that we have the best kind of

government in the world should be made

Strongly
Disagree

Slightly
Agree

Moderately

o ~ Disagree

el
" Moderately
Agree

Slightly
Disagree

Strongly
Agree

to legve the country.

Neutral

™
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Studying French can be important because I think it would
someday be useful for my child in getting a_ good- job.

Strongly
Disagree

Slightly
Agree

Strongly
Disagree

~Slightly

Agree

Moderately
Disagree

Moderately
Agree
b/

Moderately
Disagree

Moderately
Agree

slightly

~Disagree -

\
Strongly
Agree

Slightly

Disagree

Strongly
Agree

‘Neutral

‘I enjoy meeting an&‘listening to people who speak other
languages.

Neu+~ral

Studying French can be important because I think it would
make my child a more knowledgeable person.

Strongly
Disagrea

Slightly
Agree

Moderately
Disagree

Moderately
Agree

Slightly
Disagree

Strongly
Agree

Neutral

The more I get to know the French-Canadians, the more

I want to be fluent in their language.

Strongly
Disagree

Slightly
Agree

Moderately
Disagree

Moderately
Agree

Slightly
Disagree

_Strongly

Agree

Neutral

I show considerable interest in anything to do with my
child's French courses.

Strongly

Disagree

Slightly
Agree

Moderately

Disagree

Moderately
Agree

Slightly
Disagree

Strongly
Agree

Neutral



11.

12.

13.

14.

15.
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Some of our best citizens are of French-Canadian descent.

'Strongly

Disagree

Slightly
Agree

I try to

Strongly
Disagree

Slightly
Agree

Moderately
Disagree

Moderately
Agree

help my child with

Mogerately
Disagree

Moderately
Agree

Slightly
Disagree

Neutral

Strongly
Agree

his/her French.

Slightly Neutral

Disagree

Strongly
Agree

<

I want to read the literature of a foreign language in
the original.

Strongly
Disagree

Slightly
Agree

Studying
my child

Strongly
Disagree

Slightly
Agree

Moderately
Disagree

Moderately
Agree

Slightly
Disagree

Neutral

Strongly
Agree

French can be important because it would allow
-0 meet and converse with more and varied people.

Moderately
Disagree

Moderately
Agree

Slightly Neutral

Disagree

Strongly
Agree

The French-Canadian heritage is an important part of our

Canadian

Strongly
Disagree

Slightly
Agree

identity.

Moderately
Disagree

Moderately
Agree

1

Slightly

Neutral
Disagree '

Strongly
Agree

SN,



16.

17.

18.

19.

20.
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There is only one right way

Strongly Moderately
Disagree Disagree
Slightly Moderately
Agree Agree

to do things.

Slightly Neutral
Disagree

Slightly

Agree

If Canada shéuld lose the French culture of Quebec, it
would indeed be a great loss.

Strongly Moderately
Disagree Disagree
Slightly Moderately
Agree Agree

Slightly Neutral

Disagree

Strongly
Agree

Studying French can be important because other people

would respect my child more
a foreign language.

Strongly Moderately
Disagree Disagree
Slightly Moderately
Agree Agree
Studying

my child

Canadian art and literature.
Strongly Moderately
Disagree Disagree
Siightly Moderately
Agree Agree

I feel that my child should

- French studies.

Strongly Moderately
Disagree Disagree
Slightly Moderately
Agree Agree

if he/che has a knowledge of

Slightly Neutral

Disagree

Strongly
Agree

French can be important because it would enable
to better understand and appreciate French-

Slightly Neutral

Disagree

Strongly
Agree

devote more time to his/her

Slightly

Neutral
Disagree '

Strongly
Agree
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21. Only people who are like myself have a right to be happy.

.Strongly Moderately .Slightly Neutral.
Disagree Disagree Disagree

Slightly Moderately Strongly

Agree Agree Agree

22. I would study a foreign language if I had the opportunity.

Strongly Moderately Slightly Neutral
Disagree Disagree Disagree

Slightly Moderately Strongly

Agree Agree Agree

23. Studying French can be important for my child because it
' will allow him/her to be more at ease with fellow Canadians
who speak French.

%

Strongly Moderately " slightly Neutral
Disagree Disagree Disagree :
Slightly Moderately Strongly

Agree Adree Agree

‘e

24. Studying a foreign language is an enjoyable experience.

Strongly Moderately - Slightly Neutral
Disagree Disagree Disagree

Slightly Moderately Slightly.

Agree - Agree Agree

25. Studying French can be important primarily because my child
would need it for a future career.

Strongly Moderately Slightly Neutral
Disagree Disagree Disagree

- Slightly Moderately Strongly
Agree Adgree Agree




26.

27.

28.
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The worst danger to real Canadianism during the last fifty’

years has come from foreign ideas and agitators.

)

Strongly Moderately Slightly Neutral
Disagree Disagree Disagree

Slightly - Moderately Strongly

Agree Agree T Agree

Studying French can be important because my child would
by able to participate more freely in the activities of

other cultural groups. »
Strongly Moderately Slightly Neutral
Disagree Disagree Disagree :
Slightly , Moderately : Strongly

Agree Agree o Agree

I urge my child to seek help from the teacher if. he/she
is having problems with French. :

Strongly. Moderately Slightly Neutral
Disagree Disagree Disagree .
Slightly Moderately Strongly

Agree . Agre= Agree

. o 165
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PART II

4.

Instructions

Please answer the follow1ng items by circling the lettey’
of the alternative which appears most applicable #{o/you. We
would like to remind you that the information you rov1de is
not associated with your name and is therefore secret. We
would urge you to be as accurate as possible. j

9

‘

29, ~ If I had the opportunlty and knew enough French, I would
. read French maga21nes and newspapers:
(a) never.
(b) 'not very often.
(c) as often as I could.

30. I have spokenvto my child's French teacher about his/her
- progress:

(a) never. ,
(b) a few times. . o j
(c) often.

31. If I had the opportuni;y to see a French play, I would:

(a) not go.
(b} go only if I had nothlng else to do.
(c) definitely go.

32. I sit and watch Frquh television programs with my child:
(a) never. . :
(b) once in a while.
(c) often

33. ‘How mach do you think acquiring good French skills will
help your child in his/her future stud1es9

(a) will be no help. .

(b) will be practically no help
(c) will be of some-help. °

(d) will be a great help.

165
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(W :
34. If there were French-speaking families in my neighbour-
hood: '

a) I would never speak French with them.

(b) I would try to speak French with .them
only if I had to.

(c) I would try to speak French with them
sometimes.

(d) I would try to speak French with them as

much as possible.

35. I ask my child for French translations of English words:

(a) never.
(b) rarely.
(c) often.

36. If the opportunity arose and I knew enough French, I
would watch French T.V. programmes:

(a) never.
(b) sometimes.
(c) as often as possible.

37. Of the bocks and magazines I buy for my family:
(a) none of them are French.
(b) a few of them are French.
(c) many of them are French.

38. If I was given the opportunity to learn French:
(a) I would definitely not take it.
(b) I don't know whether I would take it or not.
(x) I would definitely take it.

39. I ask my child about his/her French courses:

\ (a) never.

a
(b) sometimes. .
(c) often.

16
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40. I think studying French would be:
(a) not interesting at all
(b) no more interesting than most subjects.
(c) very interesting.

41.

How important do you think acquiring good French
language skills is to your child's future studies?

) not important at all.
) /not too important.
) fairly important.
) important.
. very important.

\\ ; 1(;&
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Parent Questionnaire Scale Location Key

Scale

Item Numbers

Integrative orientation
Ethnocentrism*
Instrumer.cal orientation
Future orientation

Attitudes towards French
Canadians

Interest in foreign languages

Desire to learn French

Parental encouragement

Motivational intensity

14, 19, 23, 27

3, 5, 16, 21, 26

&, 8, 18, 25

33, 41

1, 9, 11, 15, 17

22, 24

29, 38

40

31, 34, 36,

2, 1o, 12, 20, 28

30, 32, 35, 37, 39

(tart
(Part
(Part
(Part

(Part

(Part

(Part
(Part

(Part

I)

I)

I)
II)

I)
I)
I1)

I)

II)

&

* scores need to be reversed

164,
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Appendix D

TEST ADMINISTRATION SCHEDULE

Test

Student Questionunaire

0.I1.S.E. Test de Mots a
Trouver, Niveau 7

0.I.S.E. Test de Comprehension
Aurale, Niveau 7

I.E.A. Reading Test,
Population IVS

Modern Language Aptitude Test
(also Elementary Modern
Language Aptitude Test;

Lorge-Thorndike Intellige.iTe
Test

Parent Questiranaire

Administration Date

December, 1978

March, 1979
March, 1979
March-April, 1979

December, 1978

November, 1978

March, 1979
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Appendix E

LETTER TO PARENTS

Y

Second Language Learning
Evaluation Project

St. Patrick's Elementary School
290 Nepean Streaet

Ottawa, Ontario -

K1R 5G3 ‘

March 26, 1979

237-5600, Ext. 166
Dear Parent,

As you may already know, we are conducting a research
project concerning the late immersion program in the Ottawa
Separate Schools. Because parental views are very important
in the context of program evaluation and program planning,
we need to know ho's you fr~ 1 about a number of thin- “-hat
may be related to pupil ‘orm~r~2e in this progre ..

To our knowledge, parents' feelings about second
langueye programs have never been systematically studied.
Thus, if you are able to provide us with the following
information we will be very grateful. Specifically we would
appreciate your cooperation in filling out the enclosed
questionnaire. This will require approximately one-half
hour of your time. Despite your busy schedule, would ‘it be
possible for you to fill out this questionnaire and have your
child return it in the enclosed envelope to the principal of
the school by April 6, 19792

We would like to emphasize that any information you
provide will be absolutely confidential. To insure this, we
have developed a coding system whereby the scores of each
child will be given a code number. Following initial coding,

165
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the information can in no way be traceable to you or your
children. Your child's code number is printed on the
enclosed questionnaire. This is necessary in order .for us
to correlate data provided by parents and chiléren parti-
cipating in the study. The code will be kept by the
princi~nal investigator at his University of Ottawa office,
who, o: =2 all data have been obtained will destroy the code,
and the eby, any link between the code number and individual
names. :

Should you have more than one child bring home one of
these questionnaires, please fill out and return only one
questionnaire, but below the code number include the code
number of the unfilled questionnaire. Spouses are asked to
£i11 out their questionnaires independently.

We greatly appreciate your participation in this project.

Sincerely,
HPE, SPC/cm : H.P. Edwards, Ph.D.
Enclosures Principal Investigator

University of Ottawa

S.P. Colletu:a, M.A.
Research Officer

Second Language Learning
Evaluation Project

16
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Appendix F

Analysis of variance summary table for the I.Q. by SES analysis,

L

Source ss - df MS F P
Main Effects 951.98 1 951.98 5.75 .02
SES . 951.98 1 951.98 5.75 .02
Explained 951.98 1 951.98 5.75 .02
Residual 14085.29 85 165.71
Total 15037.27 86 174.85




Lppendix G

SPECIFICATION OF MATRICES FOR Th. . .v ANALYSES

1, Gardner Model
é (BE = FULL, PIXED) ' e = pous, Fusm)
IR PIR ERR VRN [N TIS [ NP 4
AN R N R 1 I O R I S VAR 1 3 $1
0 1B A0 0 ol M Taga ol )
00 1 045 0 0 13 0 0 0 63
00010007{4-000;2 ¢4 L
000 0 01 0 0| s _00'6 5 "
00 0 0 0 1 0| 7 00 0 6 |
000 0 0 0 0 L7 00 0|33 61
4_)( (L% = ID)
15 |n oo oo |8l /1 1 10 0] £l 0
R0 0 |]g jol— [ x={o010||§2 o (L
0 o] 0] e _o'o y Lga_' 0




- 149 = e

A LY = FULL, FIXED)

— - -
Yl A1 0 0 0 0 0 0
Y2 A2 0 0 0 0 0 0 €2
Y3 A3 0 0 0 0 0 © €3
v4 0 A4 0 0 0 0o 0 €4
Y5 0 0 As 0 0 0 0 £5
Y6 o 0 46 0 0 0 0 o €6
Y7 0 0 A7 0 0 0 0 ‘A1 1 €7
Y8 0 0 0 A8 0 0 0 &8
Y9 0o 0 0 0 0 0 0 M2 €9
Y10 0 0 "0 0 0 0 0 €10
Y1l 6 0o 0o o As 0 0 n3 €11
Y12 0 G 0 0 Alo 0 0 ‘ €12
Y13 = 0o 0 0 0 All 0 0 Nae | £13
Y14 0 0 0 0 Al2 0 0 € 14
Y15 o 0 0 0 Al3 0 0 Ns €15
Y16 0o 0 0 0 Ala4 0 0 £16
Y17 0 0 0 0 Als 0 0 Né 17
Y18 o 0 o0 0 0 0 0 | | €18
Y19 0o 0 0 0 0 0 0 N7 £19
Y20 0 0 0 0 0 0 0 B - €20
Y21 0o 0 0 0 0 0 0 €21
Y22 0 0 -0 0 0 0 0 €22
Y23 0 0 0 0 0 0 0 €23
Y24 0 0 0 0 0 0 0 €24
Y25 0o 0 O 0 0 0 0 £ 25

. Y26 0o 0 0 0 0 0 0 <26

170




0 (PH = 3Y, FIXED)

- F1 § EY -
k d)l
§2 i"3
SN VR
L. _

L= —4
5t
—

——

3
72
53

55
56
51

S152 554 S5 S s14

Y1

y?2

Y (PS = DI, FREE)

%

4

VY6

Y7

170

- OST -



9& (TH = DI, FREE)

Sl Q8 B ES 6 G &) Q) €1 €13 €14 €15 15 -

9

SEI! f

LY

£3 %
£ e4

£5 o

£16 - N | 16

- TST -—

peb
“ |

e



At

617

¢18
¢19
¢ 20
¢21
¢ 22
€23
é24
¢ 25

{26

(continued)

- L1

I

) €19

10

19

&0

20

11

2l

£

22

(23

23

L2

24

NS

25

- ST -



2. Fxpanded Model

N1

2
£ (BE = FULL, FIXED
-1 M2 M3 M4 N5 w6 T o
1 0 AL g2 o0 0 0
0 1 A3 g4 o0 o0
0 0 1 0 45 0 0
0 0 0 1 o0 o0 #fs6
0 0 0 0 1 &7 48
o 0 0 0 0 1 o0
o 0o o o0 f9 0 1
(LX = 1D)
AL 0 0 F;l
o A2 0 £2
0 0 43 : 3
R B A | L.; .

n2
n3
A 4
s
"6
N7

Jd1
4 2
43

r e

J1 92

53 34
0 0
0 0
0 0
0 0
X1

X2

X3

FULL, FIXED)

£l

;2

£3

-

41
£ 2

Wy
w

- €GT -



- 154 -

Ax (LY = FULL, FIXED)

Yl AL o0 0 0 0 0 0o | £l
Y2 A2 0 0 0 0 0 0 €2
Y3 A3 0 0 0 0 0 0 £3
Y4 0 A4 0 0 0 0 0 £ 4
Y5 0 0 45 0 0 0 0 £5
Y6 0 0 A6 0 0 0 T &6
Y7 0 0 A7 0 0 0 0 N1 &7
Y8 0 0 0 AS 0o 0 0 £ 8
Y9 0 0 0 A9 0 0 0 n2 . €9
710 0 0 0 Alo 0 0 0 £ 10
Y1l 0 0 0 0 All 0 0 %3 €11
Y12 0O 0 0 0 Al2 0 0 | e12
Y13 = o 0 .0 0 Al3 0 0 N4 €13
Y14 0 0 O 0 Al4 0 0 C g 14
Y15 0 0 0 U AlS 0 0 hs £ 15
Y16 0O 0 O 0 {ls 0 0 £ 16
v17 0 0 0+ 0 AL7 0 0 N6 £ 17
Y18 0 0 0 0 0 Al8 0 £ 18
Y19 0 0 0 0 0 Al9 0 "7 €19
Y20 0o 0 0 0 0 A20 0 -7 €20
Y21 0 0 o0 0 0 A21 0 €21
Y22 0 o0 0. 0 0 0 A22 £ 22
¥23 " 0 0 0 0 0 A23 € 23
Y24 0 0 0 0 0 0 A24 ' € 24
Y25 0 0 0 0 0 0 A25 £ 25
Y26 0O 0 0 0 0 0 A26 & 26"
L N L _ =




ﬂ (PH = SY, PIXED)

51§
19 .
FERERIRY
I Y b 4

B
(TH
¢ = FIXED, TERQ)

n

y s
§ = DI, FREE)

&5 6
Y4
ys
- V6
18:

SST -—



S

¢l

€2

L3

iy
L5
(6
£ 7
£ 8
£ 9
€ 10

£ 11

¢ 12 |

(THg = DI, FREE) _
3

€1 ¢2 ¢ | | |
F | ‘2 (3 ¢4 65”66 &7 &8 ¢9 €10 £11 €12 €13 €14 €15 €16

12
13
14

15

16

155



6

At

(17
¢ 18
¢ 19

€ 20

(2
£ 23
¢

€25

€ 26

(continued)

81T 18 E1S 20 €21 €22

°17

18

19
20

21

154

€23

23

£24

24

£25

23

€26 -~

26




Appendix H

CORRELATION MATRICES FOR THE FACTOR ANALYSES OF THE PARENT QUESTIONNAIRES

TABLE 4.1

parent Questionnaire Variahles Code

1 Sex

2 Integrative Orientation

3 Ethnocentrism

4 Instrumental Orientation

5 Future Orientation

6 Attitudes Towards French Canadians
1T Interest in Foreign Languages

8 Desire to Learn French

9 Parental Encouragement
10 Motivational Intensity_




TABLE H.?

Correlation matrix for the Factor Analysis of the Parent Questionnaire

2 .18 100

3 - .00 .04 1.0

b0 .52 - .26 100

5 .28 .47 - .16 47 1.0

6 -.01 .60 .29 .25 .22 1.0

6 8L 06 08 56 Lo

s 0 0L 00 52 6 Lo

o 36 45 -5 7 s .2 s0 51 Loo

10 18 .30 - .15 .20 .22 .28 133 .48 .53 1.00

185




TABLE 1.3

Correlation matrix for the Factor Analysis of the fathers' questionnaires only

4 62 - .28 1.00

6 .65 .26 0 .28 1.00
754 .07 .26 .53 .62 1.00
s .53 .05 .21 .39 .57 .69 1.00

9 .52 - .17 .48 .58 6 .55 .54 1.00

0 .41 - .06 .27 .14 .38 .32 .50 .53 .00

1&5J{¢\




TABLE H.4

!

Correlation matrix for the Factor Analysis of the mothers' questionnaires only'

ud

21,00
30010 1.00 R
§ .37 - .23 1,00
5 0033 -.19 .27 1.00
6 .55 .33 .06 .16 1.00
7 S 43 05 06 .26 .45 1.0
8.2l -.02 - 1 495 1.00

9 1 .23 -7 17 .32 .12 38 48 Lo

————

0 43 =23 09, 25 L8 31 51 100

N . $
19 |
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Appendix I

CORRELATION MATRIX FOR THE LISREL IV ANALYSES

Y1 Y2 Y3 Y4 Y5 Y6
vt 100
Y2 .29 1.00
Y3 .18 .23 1.00
Y4 . .06 13 .07 1.00
Y5 .09 .30 .08 .28 1.00
Y6 - .02 .15 - .05 .35 .59 1.00
Y7 11 .25 .08 .31 .62 .80
< Y8 26 14 .08 21 02 42
Y9 . .lo 23 03 27 67 64
Y10 .18 .19 .02 .31 .13 .64
Y1l .13 .13 - 06 .23 .18 .64
Y12 - .01 m .22 .03 .14 .92 .35
- Y13 .09 29 © .14 32— .67 .14
Y14 .06 .09 - .09 .44 .21 - .59
Y15 .07 .26 16 - .33 .55 | ,.52
Y16 .14 .16 - .07 .40 .31 .75
Y17 .05“ .30 .17 .45 .55 .74
’ v18 02e. - .16 .- .09 03 - .04 .08
Y19 .10, - .09 .05 15 . - .01 .00
Y20 - .18 .06 .10 - .17 .10 - .04'
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Yl Y3 Y3 Y4 Y5 Y6
Y21 .07 .05 ~ .06 - .17 .03 .07
Y22 .13 .08 .03 - .08 .04 .01
Y23 .00 .01 ~ .06 - .15 .03 .07
Y24 .03 .09 - .21 .07 .03 .19
Y25 .04 .02 .04 - .02 .02 .01
Y26 .06 .13 ~ .07 - .01 .08 .04
X1 .10 .04 .01 .00 .53 .09
X2 .19 .38 .05 .21 .08 .28
X3 .04 .14 .12 .11 .61' .12

Y7 Y8 Y9 Y10 Y1l Y12
Y7 .00
Y8 .34 .00
Yo .71 .38 l.Od
Y10 .61 .66 .43 .00
Yll .73 .46 .45 .61 .00'
Yl2 .37 .19 .52 - .15 .10 .00
Y13 .79 .33 .71 .50 .68 .48
Yl4 .55 .54 .35 .60 .60 .05
Y15 .80 .37 .68 .55 .62 .35
Y16 .74 .51 .57 .73 .75 .01
Y17 .75 .49 .58 .65 .58 .32

192
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Y7 Y8 Y9 Y10 Y11l Y12
Y18 .03 .16 - .0l .13 .16 .06
Y19 .02 .32 .11 .17 .04 .05
Y20 .03 .22 .15 .02 .03 .07
Y21 .05 .10 .05 .10 .11 .01
Y22 .01 .19 .04 .02 .14 .01
¥23 .08 .19 .13 .03 - .06 .05
Y24 .12 .03 .02 .14 .14 .01
Y25 .04 .31 .13 .05 - .05 .02
Y26 .02 .19 .05 .16 .14 .11
X1 .18 .23 - .23 .13 .19 .65
X2 .26 .18 .19 .33 .27 .04
X3 .14 - .22 .38 .33 - .14 .68
Y13 Y14 Y15 Y16 Y17 Y18
Y13 1.00
Y14 .43 1.00
Y15 .85 .45 1.00
Y16 .67 .72 .73 1.00
Y17 .75 .59 .75 .70 1.00
Y18 .10 .00 - .07 .06 .07 .00
Y19 .05 - .05 .02 .12 .10 .53
Y20 .06 - .07 .05 .06 .14 .13
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Y13 Y14 Y15 Y16 Y17 Y18
Y21 .11 .08 - .04 .04 .08 .82
Y22 .12 .00 .04 .10 .04 .37
Y23 .07 .09 .04 .01 .08 .25
Y24 .16 .03 .02 .10 .04 .79
Y25 .01 .04 .08 .06 20 .17
Y26 .02 .04 ~ .03 .07 .08 .74
X1 .24 .22 - .17 .19 .09 .13
X2 .20 .29 .24 .29 .32 .15
X3 .33 L12 .17 .11 .17 .10
Y19 Y20 Y21 Y22 Y23 Y24
Y19 .00
Y20 .70 1.00
Y21 .66 .42 1.00
Y22 .41 .50 .43 .00
Y23 .41 .60 11 .00 .00
Y24 .28 .13 .68 .22 .29 .00
Y25 .67 .67 .38 .25 .68 .01
Y26 .63 .41 .76 .38 .15 59
X1 .01 .01 - .16 .05 .04 .07
X2 .13 .02 - .05 .18 .06 .04
X3 .02 .18 .03 .16 .07 .12

19
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Y25 Y26 X1l X2 X3
¥25 .00
Y26 .52 .00
X1 .01 .03 1.00
X2 .02 .06 .22 .00
X3 .01 .14 - .36 .05 .00

195
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Appendix J

LATENT CONSTRUCTS AND THEIR CORRESFONDING

MEASURED VARIABLES

Latent Constructs Measured Variables
Symbol Label Symbol Label
(1) I.Q. (X1) Canadian Lorge-Thorndike
Intelligence Test
(52) Language (X2) (a) Modern Language
Aptitude Aptitude Test

(grades S8 and 10)

(b) Elementary Modern
Language Aptitude
(grades 7 and 8)

(£3) Socio—economic (X3) Statistics Canada
Status (SES) Census Information
(71) Linguistic Outcome (Y1) I.E.A. Reading Test,
Population IVS
(Y2) 0.I.S5.E. Test de Mots
d Trouver, Niveau 7
(Y3) 0.I.S.E. Test de
Compréhension Aurale,
Niveau 7
(%2) Non-Linguistic (Y4) Opportunity to Use
Outcome French
(43) Motivation (¥Y5) Student Motivational
Intensity
(Y6) Student Desire to Learn
French
(¥Y7) Student Attitudes Towards

Learning French

1384
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T.atent Constructs Measured Variables
Symbol Label Symbol Label
() Self- (Y8) Student French Classroom
Confidence with Anxiety
French
(Y9) Student French Use
Anxiety
(Y10) Student Self-Ratings in
French
(R5) Attitudes (Y1l) Student Attitudes Towards
French-Canadians
(v12) Student Future Orientation
(Y13) Student Instrumental
: Orientation
(Yl4) Student Ethnocentrism
(Y15) Student Integrative
Orientation
(Yle) Student Interest in

Foreign Lancuages

(Y17) Student Perceived
Parental Encouragement

(M6) Passive Parental (Y18) Parental Desire to Learn
Influence French
(Y19) Parental Interest in

Foreign Languages

(Y20) . Parental Attitudes Towards
French-Canadians

(Y21) Parental Integrative
T Orientation




Latent Constructs

Symbol Label
(%n7) Active Parental

Influence

169 -

Szmbok
(¥22)

(¥23)
(Y24)

(¥Y25)

(Y26)

19

Measured variables
Label

Parental Ethnocentrism

Parental Instrumental
Orientation

Parental Future
Orientation

Parental Encouragement

Parental)Motivational
Intensity
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Appendix K

FIRST ORDER DERIVATIVES

TABLE K.l

First Order Derivatives of the LISREL IV Analysis of the

Expanded Model

Structural Equation Model

7L 2 73
Equation 1 .00 -.01 .00
Equaf&on 2 -.01 .00 .00
Equation 3 -.09 -.29 .00
Equation 4 .25 .33 .65
Equation 5 .14 .02 .00
Equation 6 -.07 -.12 .00
Equation 7 -.25 .46 01

7 gl g2
Equation 1 -.08 .00 .00
Equation 2 -.14 .00 .00
Equation 3 -.10 .63 -.04
Equation 4 .00 -.19 -.36
Equation 5 .00 .11 -.40
Equation 6 .00 .12 .08
Equation 7 .00 -.41 .37

.00
.00
.02
.00
.76
-.10

-1.12

S

-.09
-.28
.24
.00
.00
.00

.01l

.00

.53

.00

.00
.01

.00

.00

.00
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TARLE K.l {(continued)

Measurement Model

n N2 n3 4 75 16 n7
val .00 -.01 .03 .12 .02 -.09 .09
¥2 .00 .02 -.01 .04 -.01 .10 .10
¥3 .00 -.03 .01 .02 ~.00 .05 .04
v4 .01 .00 .00 -.00 ~.01 11 .14
¥5 -.12 ~.03 .00 .35 .01 .04 .14
¥6 .24 -.03 .00 -.25 -.00 -.10 .09
¥7 -.06 .35 .00 -.03 .06 .09 .03
v8 -.02 .01 .10 .00 -.41 -.06 .05
v9 -.15 -.18 -.53 .00 -.35 .04 .07
vlo  -.15 -.24 -.44 .00 .00 .14 .01
Y11 .07 .15 .00 -.22 .00 -.16 .23
Y12 -.06 .02 -.04 .32 .00 .04 12
Y13 -.12 .18 .01 .24 .00 -.24 .12
Y14 .06 -.31 -.01 -.28 .00 .13 .07
Y15 -.06 .14 .02 .08 .00 .36 .34
Y16 .09 -.21 .00 -.45 .00 -.04 .13
v17  -.19 ~.39 ~.00 -.30 .00 -.14 12
Y18 .26 -.39 -.01 ~.04 .00 .00 .01
¥i9 .03 .19 .03 ~.20 .00 .00 .01
20y
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TABIE K.l (continued)

nwo oMz oW
Y20 -.10 .16 .00
Y21 -.19 .70 -.01
Y22 -.12 .05 .01
¥23 .01 .14 .05
Y24 .08 ~.26 -.06
Y25 -.00 ~.02 .03

Y26 .14 -.18 21
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TABLE K.2

First Order Derivatives of the LISREL IV Analysis of the

Modification 1 Model

Equation
Equation
Equation
Equation
Equation
Equation
Equation

Equation
Equation
Equation.
Equation
Equation
Equation
Equation

nl
.00

.03

~.08
.26
.13
-.07

-.23

72
-.01

.00
~.32

.38
-.05
-.11

.56

.00
=-.07
.62
-.19
11
.12

-.41

Structural Equation Model

73
.00
.00
.00
.65
.00
.00

.01

.00
-.12

-.07

.08

.37

-.10

-1.12

-~.04
-.28
.24
.00
.00

.00

.00
.54
.00
.00

.01

-.08

.00

.00

.00

2UZ
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TABLE K.2 (continued)

Y1
Y2
Y3
Y4
Y5
Y6
Y7
Y8
Y9
Y10
Y11
Y12
Y13
Y14
Y15
Y16
Y17
Y8

Y19

.00
.00

.00

.25

.07

.06

.10

.26

.03

Measurement Model

-.02

.36

-.01
-.18

-.27

.16

.02

-.30

.15

-.20

-.38

-.39

.19

.00

.00

.00

.10

.00

.01

.02

"4
-.12
.04
.02
-.04

.35

.00
.00

.00

.32

.24

.08

-.03

-.20

.01

.00
.00
.00
.00
.00
.00
-.00

.00

.05

A1

.04

.08

.04

15

.04

.13

.36

.00

.00
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TABLE K.2 (continued)

Y20
Y21
Y22
Y23
Y24
Y25

Y26

.01

.08

.14

12
.16
.70
.05

.14

-.26
-.02

-.18

3
.00

-.00

.05
-.06
.03

.21

"
-.04
.19
.02
-.04
.12
-.06

.07

s
-.02
.01
-.00
.03
-.02
.0l

.17

76
.00

.00

-.04

-.02

.04

-.03

~.04

7

-.01
.00
.00
.00
.00

.00

U 4
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TARLE K.3

First Order Derivatives of the LISREL IV Analysis of the

Modification 2 Model

Structural Equation Model

nL 12 3 74 5 6
Equation .00 -.01 .00 .01 .00 .08
Equation .04 .00 .00 .04 .02 11
Equation .01 -.31 .00 .08 .00 .18
Equation .26 .38 .64 .00 .57 12
Equation .14 -.03 .00 .75 .00 .00
Equation -.07 -.10 .01 -.10 .00 .00
Equation -.23 .54 -.02 -1.05 .02 .00

K g1 22 g3
Equation -.07 -.01 .00 -.14
Equation -.14 -.11 -.13 -.04
Equation -.20 .00 -.23 -.19
Equation .00 -.19 -.36 .24
Equation .00 .03 -.41 .02
Equation .00 .12 .08 .00
Equation .00 -.30 .34 .00

U5
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TABLE K.3 (continued)

Y1
Y2
Y3
Y4
Y5
Y6

Y7

Y1l
Y12
Y13
Y14
Y15
Y16
Y17
Y18

Y19

n1

.00
.00
.04
.12
.20
.09
.02
.16
.15
.10
.07
.12
.08
.06
.14
.18
.26

.03

Measurement Model

2
-.01
.02
-.J3
.00
-.01
-.03
.35
-.01
-.18
-.27
.20
-.00
.15
-.30
.13
-.18
-.36
-.39

.19

13
.03
-.01
.01
.00
.00
.00
.00
11
-.54
-.43
.08
-.11
-.10
.06
-.06
11
-.02
-.02

.03

iy
-.12
.04
.02
-.04
.38
-.28
-.08
.00
.00
.00
-.19
.29
.22
-.25
.09
~.42
-.25
-.03

-.20

5
.01

.01

.02
.09
.04
.02
.05
.41
.38
.00
.00
.00
.00
.00
.00
.00
.00

.00

.10
.05
11

.05

.14

.04

.15

.03

.14

.30

.00

.00

.10
.04
.14
.16
.07
.07
.05
.07
.00
.25
11
.12
.08
.30
.15
.12
.01

.01

_2UG
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TARLE K.3 (continued)

Y20

Y21

Y22

Y23

Y24

Y25

Y26

.20
.12
.0l
.08
.00

.14

.70
.05
.14
-.27
-.03

-.18

.02
.04
-.04
.03

.22

g
-.04
.19
.02
-.04
12
~.06

.07

a5

.03
-.00
.03
~.02
.02

.17

6

.00

.04

77
.03

-.01
.00
.00
.00
.00

.00

U
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TABLE K.4

First Order Derivatives of the LISREL IV Analysis of the

M~dification 3 Model

Equation
Equation
Equation
Equation
Equation
Equation
Equation

Equation
Equation
Equation
Equation
Equation
Equation
Equation

7L
.00
.03
-.03
.10
-.02
-.07

.02

=.21
.00
.00
.00
.00

712
-.01

.00
-.36

.00
-.16
-.12

.85

-.01
-.11
.00
-.13
.16

.12

%3
.00
.00
.00

-.10
.03

-.01

-.05

-.12

—-.18

.08

.32

Structural Equation Model

~-.02
.01
-.12
.00
.00
-.03

.05

-.14
~-.04

.25
.00
.00

.00

.00
.02
.0n
-.07
.00
-.02

.03

.13
.20
.03
.00
.00

.00
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TABLE K.4 (continued)

Measurement Model

w2 0w w5 M
Y1 .00 .01 .02 -.08 .01 -.10 -.09
Y2 .00 .02 -.01 .05 -.01 .10 11
Y3 .00 .03 01 .04 .00 .04 .05
Y4 .03 .00 .00 -.01 -.02 .13 .13
YS .12 01 .00 .44 .10 .05 .15
Y6 .22 .00 .00 -.18 -.05 -.05 -.06
Y7 .08 .37 .00 -.04 -.02 .14 .08
Y8 .01 .02 .17 .00 .10 -.11 -.10
Y9 .13 ;14 -.41 .00 -.29 .03 .10
Y10 .03 .05 .24 .00 .17 .09 .01
Y1l .10 21 .08 -.17 .00 -.18 24
’Y12 .07 .01 -.12 .29 .00 .03 .10
Y13 .10 .15 -.12 .30 .00 -.22 -.11
Y14 .10 .29 .07 -.17 .00 .15 .10
Y15 .05 14 -.07 .15 .00 .28 .26
Y16 17 .15 .13 -.34 .00 -.06 -.15
Y17 17 .34 -.03 -.06 .00 -.17 -.12
Y18 .26 .39 -.00 -.05 .01 .00 -.05
Y19 .03 .19 .02 -.11 -.02 .00 .02
205



. TABLE K.4 (continued)

Y20
Y21
Y22
¥23
Y24
Y25

Y26

-.14
.00

.05

.10

"2
.16
.69
.05
.14

~-.28

-.03

~-.25

&

.01

.04

.08

M4
.02
.20
.03
.01

~-.05

-.02

-.01

.02

.05

~-.04

-.02

.03

-.02

W
.03
.01
.00
.00
.00
.00

.00
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Appendix L

STANDARDIZED SOLUTIONS

TABLE L.1

Standardized Solution of the LISREL IV Analysis of the
Expanded Model

Structural Equation Model

71 "2 7 714 75 76
Equation 1 1.00 .00 .20 .01 .00 .00
Equation 2 .00 1.00 .35 .05 .00 .00
Equation 3 .00 .00 1.00 .00 .98 .00
Equation 4 .00 .00 .00 1.00 .00 .00
Equation 5 .00 .00 .00 .00 1.00 1.49
Equation 6 .00 .00 .00 .00 .00 1.00
Equation 7 .00 .00 .00 .00 .00 | 1.03

o 23 £2 £3
Equation 1 .00 -.00 .41 .00
Equation 2 .00 .03 .10 .00
Equation 3 .00 .00 .00 .00
Equat.ion 4 .28 .00 .00 .00
Equation 5 =-1.39 .00 .00 .00
Equation 6 .00 .00 .00 -.00
Equation 7 1.00 .00 .00 -.14

<1
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TABLE L.l (continued)

Measurement Model

Standardized Solution

Latent Construct Measured Variable Coefficient

Linguistic Outcame IEA Reading Test .35
Population IVS
OISE Test de Mots .81
a Trouver, Niveau 7
OISE Test de Compréhension 27
Aurale, Niveau 7

Non-Linguistic Opportunity to Use 1.00

Outcamne French

Motivation Student Motivational .65
Intensity
Student Desire to .87
Learn French
Student Attitudes Towards .92
Learning French

Self~Confidence Student French .77

With French Classroom Anxiety
Student French Use .49
Anxiety '
Student Self-Ratings .86
in French

Attitudes Student Attitudes Towards .74
French~Canadians
Student Future Orientation .37
Student Instrumental .90
Orientation




TABLE L.1 (continued)

Latent Construct

Attitudes ({(continued)

Passive Parental
Influence

Active Parental
Influence

Measured Variable

Student Ethnocentrism

Student Integrative
Orientation

Student Interest in
Foreign Languages

Student Perceived
Parental Encouragement

Parental Desire to
Learn French

Parental Interest in
Foreign Languages

Parental Attitudes Towards
French .anadians

Parental Integrative
Orientation

Parental Ethnocentrism

Parental Instrumental
Orientation

Parental Future
Orientation

Parental Encouragement

Parental Motivational
Intensity

Standardized Solution
Coefficient

.61

.89

.82

.85

.87

.71

.42

.93

.42

.06

.40

.81
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TABLE L.2

Standardized Solution of the LISREL IV Analysis of the
Modification 1 Model

Structural Equation Model

g 2 3 74 75 6
Equation 1 1.00 .00 .21 .00 .00 .00
Equation 2 .00 1.00 .40 .00 .00 .00
Bquation 3 .00 .00 1.00 .00 .98 .00
Equation 4 .00 .00 .00 1.00 .00 .00
Equation 5 .00 .00 .00 .00 1.00 1.4:
Equation 6 .00 .00 .00 .00 .00 1.00
Bquation 7 .00 .00 .00 .00 .00 1.03
7 51 82 £3
Equation 1 .00 .00 .41 .00
Equation 2 .00 .00 .00 .00
Bquation 3 .00 .00 .00 .00
BEquation 4 .29 .00 .00 .00
BEquation 5 -1.38 .00 .00 .00
BEquation 6 .00 .00 .00 -.00
BEquation 7 1.00 .00 .00 -.14

214
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TARLE L.2 (continued)

Measurement Model

Standardized Solution

Latent Construct Measured Variable Coefficient
Linguistic Outcame IEA Reading Test .35
Population IVS
OISE Test de Mots .81
a Trouver, Niveau 7
OISE Test de Campréhension .27
Aurale, Niveau 7
Non-Linguistic Opportunity to Use 1.00
Outcame French
Motivation Student Motivational .65
o Intensity
Student Desire to .87
Learn French
Student Attitudes Towards .92
Learning French
Self-Confidence Student French : .76
With French Classroam Anxiety
Student French Use .49
Anxiety
Student Self-Ratings .86
in French
Attitudes Student Attitudes Towards .74
French-Canadians
Student Future Orientation .37
Student Instrumental .90

Orientation
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TABLE L.2 (continued)

Standardized Solution

Latent Construct Measured Variable Coefficient

Attitudes (continued) Student Ethnocentrism .61
Student Integrative .89
Orientation
Student Interest in .82
Foreign Languages
Student Perceived .85
Parental Encouragement

Passive Parental Parental Desire to .87

Influence Learn French
Parental Interest in .71
Foreign Languages
Parental Attitudes Towards .42
French-Canadians

- Parental Integrative .93

Orientation

Active Parental Parental Ethnocentrism .42

Influence
Parental Instrumental .06
Orientation
Parental Future .71
Orientation :
Parental Encouragement .40
Parental Motivational .81
Intensity
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TABLE L.3

Standardized Solution for the LISREL IV Analyc'ls of the
Modification 2 Model

P

Structural Equation Model

Y 712 73 74 15 76
Equazion 1 1.00 .00 .20 .00 .00 .00
Equation 2 .00 1.00 .40 .00 .00 .00
Equation 3 .00 .00 1.00 .00 .97 .00
Equation 4 .00 .00 .00 1.00 .00 .00
Equation 5 .00 .00 .00 .00 1.00 1.36
Equation 6 .90 .00 .00 .00 .00 1.00
Equation 7 .00 .00 .00 .00 .00 1.03
7 g1 32 23
Equation 1 .00 .00 .41 .00
Equation 2 .00 .00 .00 .00
Equation 3 .00 -.15 .00 .00
Equation 4 .29 .00 .00 .00
Equation 5 1.27 .00 .00 .00
Equation 6 .00 .00 .00 -.00
Equation 7 1.20 .00 .00 -.13

21
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TARLE L.3 (continued)

Measurement Model

Standardized Solution

Latent Construct Measured Variabhle Coefficient

Linguistic Outcaome 1FA Reading Test .35
Population IVS.
OISE Test de Mots ‘ .81
3 Trouver, Niveau 7
OISE Test de Campréhension .26
Aurale, Niveau 7

Non-Linguistic Opportunity to Use 1.00

Outcane French

Motivation Student Motivational .68
‘Intensity
Student Desire to .86
Learn French
Student Attitudes Towards .92
Learning French

Self-Confidence Student French .76

With French Classroom Anxiety
Student French Use .49
Anxiety
Student Self-Ratings .86
in French

Attitudes Student Attitudes Towards .76
French~Canadians
Student Future Orientation .33
Student Instrumental .88
Orientation

218
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TARIE L.3 (continued)

Latent Construct

Attitudes (continued)

Passive Parental
Influence

Active Parental
Influence

Measured Variable

Student Ethnocentrism

Student Integrative
Orientation

Student Interest in
Foreign Languages

Student Perveived
Parental Encouragement

Parental Desire to
ILearn French

Parental Interest in
Foreign Languages

Parental Attitudes Towards
French-Canadians

Parental Integrative
Orientation

Parental Ethnocentrism

Parental Instrumental
Orientation

Parental Future
Orientation

Parental Encouragement

Parental Motivational
Intensity

Standardized Solution
Coefficient

.64
.87

.84
.85
.87
7
42
.93

.42

.71

.40

.81

21y
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TARIE L.4

Standardized Solution for the LISREL IV Analysis of the
Modification 3 Model

Structural Equation Model

AL 72 73 74 75 716
Equation 1 1.00 .00 .22 .00 .00 .00
Equation 2 .00 1.00 .43 .00 .00 .00
Equation 3 .00 .00 1.00 .00 .96 .00
Equation 4 .00 .00 .00 1.00 .00 .00
Equation 5 .00 .00 .00 .87 1.00 2.41
Equation 6 .00 - .00 .00 .00 .00 1.00
Equation 7 .00 .00 .00 .00 .00 1.00
77 31 s2 g3
Equation 1 .00 .00 .41 .00
Equation 2 .00 .00 .00 .00
Equation 3 .00 .16 .00 .00
Equation 4 .20 .00 .00 .00
Equation 5 2.51 .00 .00 .00
Equation 6 .00 .00 . .00 .00
Equation 7 1.00 .00 .00 -.14

224
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TABIE L.4 (continued)

Measurement Model

Standardized Solution

Latent Construct Measured Variable Coefficient

Linguistic Outcame IEA Reading Test .35
Population IVS
OISE Test de Mots .81
d Trouver, Niveau 7
OISE Test de Campréhension .27
Aurale, Niveau 7

Non-Linguistic Opportunity to Use 1.00

Outcome French

Motivation Student Motivational .72
Intensity
Student Desire to .93
ILearn French
Student Attitudes Towards .98
Iearning French

Self-Confidence Student French .68

With French Classroom Anxiety
Student French Use .55
Anxiety
Student Self-Ratings .91
in French

Attitudes Student Attitudes Towards .81
French-Canadians
Student Future Orientation .33
Student Instrumental .93
Orientation

R2,
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TABLE L.4 (continued)

Standardized Solution

Latent Construct Measured Variable Coefficient
Attitudes (continued) Student Ethnocentrism .70
Student Integrative .92
Orientation
Student Interest in .91
Foreign Languages
Student Perceived . .91
Parental Encouragement
Passive Parental Parental Desire to .86
Influence Learn French
Parental Interest in .72
Foreign Languages
Parental Attitudes Towards .43
French—-Canadians
Parental Integrative .93
Orientation
Active Parental Parental Ethnocentrism .43
Influence
Parental Instrumental .07
Orientation
Parental Future .72
Orientation
Parental Encouragement .42
Parental Motivational .85
Intensity

R2%
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Appendix M

t~VALUES

TABLE M.l

t—Values of the LISREL IV Analysis of the Expanded Model

Structural Equation Model

71 2 13 “ 5 16
Equation 1 .00 .00 1.43 .09 .00 .00
Equation 2 .00 .00 2.94%* .39 .00 .00
Equation 3 .00 .00 .00 .00 7.75%* .00
Equation 4 .00 .00 .00 .00 .00 .00
Equation 5 .00 .00 .00 .00 .00 1.41
Equation 6 .00 .00 .00 .00 .00 .00
Equation 7 .00 .00 .00 .00 .00 10.12%*
" 71 %2 %3
Equation 1 .00 ~.01 2.92%* .00
Equation 2 .00 .25 .83 .00
Equation 3 .00 .00 .00 .00
Equation 4 2.11* .00 .00 .00
Equation 5 -1.35 .00 .00 .00
Equation 6 .00 .00 .00 ~.03
Equation 7 .00 .00 .00 -2.16*
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TABLE M.l (continued)

Measurement Model

Standardized Solution
Latent Construct Measured Variable Coefficient

Linguistic Outcame IEA Reading Test 1.64
Population IVS

OISE Test de Mots -
d Trouver, Niveau 7

OISE Test de Campréhension 1.43
Aurale, Niveau 7

Non-Linguistic Opportunity to Use -
Outcame French

Motivation Student Motivational 6.42%%
Intensity

Student Desire to 10.95%=*
learn French

Student Attitudes Towards -
Learning French

Self-Confidence Student French 4, 34%%
With French Classroam Anxiety
Student: French Use 3.50**
Anxiety
Student Self-Ratings -
in French
Attitudles Student Attitudes Towards 3.04**
French~Canadians
Student Future Orientation 7.74%*
Student Instrumental 5.06**
Orientation '
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TARLE M.l (continued)

Standardized Solution

Latent Construct ‘Measured Variable Coefficient

Attitudes (continued) Student Ethnocentrism 7.65%*
Student Integrative 6.98%*
Orientation
Student Interest in 7. 23%%
Foreign Languages
Student Perveived -
Parental Encouragement

Passive Parental Parental Desire to 10.96*%*

Influence Iearn French
Parental Interest in 7.30*%*
Foreign Languages
Parental Attitudes Towards 3.58%%
French~Canadians
Parental Integrative -
Orientation

Active Parental Parental Ethnocentrism 3.64%%

Influence
Parental Instrumental .47
Orientation
Parental Future 6.73%*
Orientation
Parental Encouragement 3.39%*
Parental Motivational -
Intensity

* p<.05
** p«<.Cl
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TABLE M.2

t-Values of the LISREL IV Analysis of the Modification 1 Model

Structural Equation Model

71 273 s s
Equation 1 .00 .00 1.50 .00 .00 .00
Equation 2 .00 .00 3.39%* .00 .00 .00
Equation 3 .00 .00 .00 - .00 7.75%* .00
Equation 4 .00 .00 .00 - .00 .00 .00
Equation 5 .00 .00 .00 .00 .00 1.42
Equation 6 .00 .00 .00 .00 .00 .00
Exjuation 7 .00 .00 .00 .00 .00 10.11**
72 71 23 £3
liquation 1 .00 .00 2.99%* .00
Equation 2 .00 .00 .00 .00
Equation 3 .00 .00 .00 .00
Equation 4 2.13% .00 .00 .00
Equaticn 5 -1.35 .00 .00 .00
Equation 6 .00 .00 .00 ~-.03
Equation 7 .00 .00 .00 -2.17*

2206
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TABLE M.2 (continued)

Measurement Model

Standardized Sclution
Latent Construct Measured Variable Coefficient

Linguistic Outcame IEA Reading Test l.64
Population 1VS

OISE Test de Mots -
i Trouver, Hiveau 7

OISE Test de Campréhension 1.43
Aurale, Niveau 7

Non-Linguistic Opportunity to Use -
Outcare French

“Mptivation Student Motivational 6.39%*
Intensity

Student Desire to 10.94%*
Iearn French

Student Attitudes Towards -
learning French

Self-Confidence Student French 4, 34%*

With French Classroam Anxiety '
Student French Use 3.50%*
Anxiety
Student Self-Ratings -
in French

Attitudes Student Attitudes Towards 3.03%*
French-Canadians
Student Future Orientation 7.73%*
Student Instrumental 5.07**
Orientation

22y
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TABLE M.2 (continued)

Stindardized Solution

Latent Construct Measured Variable Coefficient
Attitudes (continued) Student Ethnocentrism 7.65%*
Student Integrative 6.99%*
Orientation
Student Interest in 7.24%%

Foreign Languages

Student Perceived -
Parental “Encouragement

Passive Parental Parental Desire to ' 10.96%**
Influence Learn French
Parental Interest in 7.30%%*

Foreign Languages

Parental Attitudes Towards 3.58%%
French-Canadians

Parental Integrative -
Orientation

Active Parental Parental Ethnocentrism 3.64%*
Influence
Parental Instrumental .47
Orientation

Parental Future 6.73%*%
Orientation

Parental Encouragement - 3.39%*

Parental Motivational -
Intensity

* p<.05

** p<.0l
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TABLE M.3

t-Values of the LISREL IV Analysis of the Modification 2 Model

Structural Equation Model

(an (3 13 (& g}
Equation 1 .00 .00 1.47 .00 .00
Equation 2 .00 .00 3.39%%* .00 .00
Equation 3 .00 .00 .00 .00 8.19**
Equation 4 .00 .00 .00 .00 .00
Equation 5 .00 .00 .00 .00 .00
Equation 6 .00 .00 .00 .N0 .00
Equation 7 .00 .00 .00 .00 .00
il 31 w2 23
Equation 1 .00 .00 3.02%* .00
Equation 2 - .00 .00 .00 .00
Equation 3 .00 -2.85%* .00 .00
Equation 4 2.15* .00 .00 .00
Equation 5 ~1.32 .00 .00 .00
Equation 6 .00 .00 .00 -.04
Equation 7 .00 .00 .00 -2,14%

o~

.00

.00

1.38

.00

10.07%*

Q ' , 22221}
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TABLE M.3 (continued)

Measurement Model

Standardized Solution
Latent Construct Measured Variable Coefficient

Linguistic Outcame IEA Reading Test 1.63
Population IVS

OISE Test cde Mots -
a Trouver, Niveau 7

OISE Test de Campréhension 1.42
Aurale, Niveau 7

Non-Linguistic Opportunity to Use -
Outcame French

Motivation Student Motivational 6.76*%*
Intensity

Student Desire to 10.74**
Learn French

Student Attitudes Towards -
Learning French

Self-Confidence Student French 4.34**
With French Classroom Anxiety
Student French Use 3.50**
Anxiety
Student Self-Ratings -
in French
Attitudes Student Attitudes Towards 2.70%*
French—-Canadians
Student Future Orientation 7.89%*%
Student Instrumental 5.44*%
Orientation

o 23y
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TARLE M.3 {continued)

Latent Construct

Attitudes (continued)

Passive Parental
Influence

Active Parental
Influence

Standardized Solution

Measured Variable Coefficient
Student Ethnocentrism 7.85%%
Student Integrative 7.50%*
Orientation

Student Interest in 7.53%*

Foreign Languages

Student Perceived -
Parental Encouragement

Parental Desire toO 10.98%**
ILearn French

Parental Interest in 7.28%*
Foreign Languages

Parental Attitudes Towards 3.57%*
French-Canadians

Parental Integrative -
Orientation

Parental Ethnocentrism 3.64%*

Parental Instrumental .45
Orientation

Parental Future 6.71**
Orientation

Parental Encouragement 3.37**

Parental Motivational -
Intens:ity ‘

* p=<.05

** p=<.0l
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TATE M.4

t-Values of the LISREL IV Analysis of the Modification 3 Model

Structural Equation Model

AL 12 3 4 5 e
Equation 1 .00 .00 1.61 .00 .00 .00
Equation 2 .00 .00 3.74%* .00 .00 .00
Equation 3 .00 .00 .00 .00 8.71** .00
Equation 4 .00 .00 .00 .00 .00 .00
Equation 5 .00 .00 .00 6.63%* .00 1.71
Equation 6 .00 .00 .00 .00 .00 .00
Equation 7 .00 .00 .00 .00 .00  10.46**
‘a 29 32 23
Equation 1 .00 .00 3.01 .00
Equation 2 © .00 .00 .00 .00
Equation 3 .00 ~3.21%%* .00 .00
Equation 4 1.46 .00 .00 .00
Equation 5 -1.78 .00 .00 .00
Equation 6 .0n .00 .00 .01
Equation 7 .00 .00 .00 ~1.98%%*

232
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TABLE M.4 (continued)

Measurement Moczl

Standardized Solution
Latent Construct Measured Variable Coefficient

Linguistic Outcare IEA Reading Test 1.65
Population IVS

OISE Test. de Mots -
d Trouver, Niveau 7

OISE Test de Campréhension 1.44
Aurale, Niveau 7 ,
e ) a
Non-Linguistic Opportunity to Use =
Outcame French

Motivation Student Motivational 7.20%*
Intensity -

Student Desire to 11.72%*
ILearn French

Student Attitudes Towards -
ILearning French

Self-Confidence Student French 6.37%%
With French Classrocm Anxiety

Student French Use 4.80**
Anxiety

Student Self-Ratings -
in French

Attitudes Student Attitudes Towards 2.69%*
French-Canadians

Student Future Orientation 8.30%*

Student Instrumental 6.01%**
Orientation
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TABLE M.4 (continued)

Standardized Solution

Latent Construct Measured Variable Coefficient
Attitudes (continued) Student Ethnocentrism 8.27**
Stgdent Integrative 8.13**
Orientation
Student Interest in 8.14%*

Foreign Languages

Student Perceived -
Parental Encouragement

Passive Parental Parental Desire to 10.79**
Influence ~ Learn French

Parental Interest in 7.44%*
Foreign Languages

Parental Attitudes Towards 3.70**
French~Canadians

Parental Integrative -
Orientaticn

Active Parental Parental Ethnocentrism 3.67**
Influence
Parental Instrumental .58
Orientation

Parental Future 6.82%*
Orientation

Parental Encouragement - 3.56**

Parental Motivational -
Intensity

* p=<.05

** p<<,01

234
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avec la collaboration de Micheline de Séve.
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Mackey, William F.
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Language in Education and Society in Nigeria: a comparative biblio-
graphy and research guide.
Brann, C.M.B.

Eléments de correction phonétique du frangais.
LeBel, Jean-Guy

Langue, diglecte et diglossie littéraire.
Mackey, William F.
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Relations interethniques et problémes d'acculturation.
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La culture politique du Mouvement Québec Frangais.
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Cooperation and Conflict in Dual Societies: a comparison of French-

Canadian and Afrikaner nationalism.
Novek, Joél
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Le Zaire: deuxiéme pays francophone du monde?
Faik, Sully; Pierre, Max; N'Tita, Nyembwe & N’Sial, Sesep

7e Colloque 1976 — Actes / 7th Symposium 1976 — Proceedings.
Association canadienne de linguistique appliquée /
Canadian Association of Applied Linguistics

Les dispositions juridico-constitutionnelles de 147 Etats en matiére de
politique linguistique.
Turi, Giuseppe

Contribution g I'étude du problé me de la difficulté en langue étrangére.
Ragusich, Nicolas-Christian -

Linguistic Tensions in Canadian and Belgian Labor Unions.
Verdoodt, Albert

Contribution d l'étude de la nouvelle immigration libanaise au Québec.
Abou, Sélim

L'incidence de I'iige dans l'apprentissage d'une langue seconde.
Daigle, Monigue

The Contextual Revolt in Language Teaching.
Mackey, William F.

La langue frangaise en A frique occidentale francophone.
Kwofie, Emmanuel N.

Motivational Characteristics of Francopiiones Learning English.
Clément, Richard

Schedules for Language Background, Behavior and Policy Profiles.
Mackey, William F.

Difficultés phonétiques de I'acquisition du frangais, langue seconde.
Huot, France

Multilinguisme et éducation au Nigéria.
Brann, C.M.B.

Les systé mes approximatifs et l’enseignen:: .t des langues secondes.
High Locastro, Virginia

Le bilinguisme canadien: bibliographie analytique et guide du
chercheur.
Mackey, Willia:s

Un siécle de colloques sur la didactique des langues.
Mackey, William F.

L’irrédentisme linguistique: une enquéte témoin.
Mackey, William F.

Babel: perspectives for Nigeria.
Simpson, Ekundayo

Samuel Beckett: traducteur de lui-méme.
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Language Survey for Nigeria.
Osaji, Bede

L'univers familier de l'enfant africain.
Njock, Pierre-Emmanuel

The Social Psychology of Inter-ethnic Contact and Cross-cultural
Communication: An Annotated Bibliography.
Desrochers, Alain & Clément, Richard

Géographie du frangais et de la francité e.n Louisiane.
Breton, Roland J.-L.

Etude morphosyntaxique du parler acadien de la Baie S&inte-Marie.
Nouvelle-Ecosse (Canada).
Gesner, B. Edward

Multinational Schools as Language Learning Media.
Mackey, William F.

Translating in the Nigerian Mass Media: A Sociolinguistic Study.
Simpson, Ekundayo

Identité culturelle et francophonie dai:s ies Amériques (I111).
Baudot, Alain, Jaubert, Jean-Claude & Sabourin, Ronald

Les bangues de terminologie bilingues et multilingues: Etat de la
question.
Rondeau, Guy

Differences in Earnings by Language Groups in Quebec, 1970: An
Economic Analysis.
Vaillancourt, Frangois

The Role of France, Quebec and Belgium in the Revival of French in
Louisiana Schools.
Gold, Gerald L.

L’éducation des enfants de travailleurs migrants en Europe occidentale
(Bibliographie sélective).
Rosseel, Eddy

La distance interlinguistique lexicale.
Huot, Jean-Claude

Le francais parlé: analyse des attitudes des adolescents de la pille de
Québec selon les classes sociales.
Noél, Dany (Daniéle)

Bilingualism and Linguistic Segregation in the Schools of Brussels.
Elizabeth Sherman Swing

Apprentissage dans des contextes bilingues.
Rodrigue Landry

Exogamie et anglicisation dans les régions de Montréal, Hull, Ottawa et
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The Measurement of Language Diversity.
Brougham, James

Compte-rendu du colloque sur ‘Les mécanismes psychologiques sous-
Jacents @ 'apprentissage d’une langue seconde’.
Présentation: Jean-Denis Gendron & Richard Vigneault

The Uneasy Status of Literature in Second Language Teaching at the
School Level: An Historical Perspective.
Schloss, Brigitte

Difficultés d’apprentissage de la langue seconde chez I'immigrant adulte
en situation scolaire: Une étude dans le contexte québécois.
d’Anglejan, Alison

Une analyse phonologique d’un parler acadien de la Nouvelle-Ecosse
(Canada). (Région de la Baie Sainte-Marie).
Ryan, Robert W.

Problémes en enseignement fonctionnel des lzngues.
Actes du 1%F colloque sur la didactique des langues
Alvarez, Gerardo & Huot, Diane

Le processus du retour au connu dans la classe de langue.
Boulouffe, Jacqueline

Le francais parlé en situation minoritaire. (Volume I).
Mougeon, Raymond

Une analyse morphologique du groupe verbal du parler franco-acadien
de la région de la Baie Sainle-Marie, Nouvelle-Ecosse (Canada).
Ryan, Robert W,

Bilinguisme et traduction au Canada. Réle socioliriguistique du
traducteur.
Juhel, Denis

A Practical Application of a Study of Errors of College Francophone
Students Learning English.
Godin, Louise

Politique linguistique e! modalités d’application en Polynésie francaise.
Vers l'implantation du bilinguisme officiel francais-tahitien.
Turcotte, Denis

Méthodologie de la classe de conversation: vers un enseignement de la
compétence d communiquer.
Perez, Marcel

Codes linguistiques et alternance de codes: étude sociolinguistique du
comportement verbal d'immigrants hollandais d Calgary.
Van't Bosch, Agnés

Teacher Job Satisfaction and Modern Language Curricular Variables in
Alberta.
Nederveen, Paul

Identité culturelle: approches méthodol. .giques.

Actes du colloque IDERIC-CIRB tenu i Sophia Antipolis (France) du
25 au 30 mai 1981.

Présentés par: Jean-Denis Gendron, Alain Prujiner et Richard Vigneault

R4y



B-114
B-115

B-116
B-117

B-118

B-119
B-120
B-121
B-122
B-123
B-124

B-125

B-126

B-127

ERIC

Aruitoxt provided by Eic:

vii

Situations et modéles en didactique des langues.
Lemire, Gilles

Le francais parlé en situation minoritaire: Volume I1.
Cazabon, Benoit & Frenette, Normand

Interaction L1 — L2 ot stratégies d'apprentissage.
Actes du 2° colloque sur la didactique des langues.
Alvarez, Gerardo, Huot, Diane & Sheen, Ronald

Le “francais populaire” and French as a Second Language: A
Comparative Study of Language Simplification.
Kenemer, Virginia Lynn

Composition ethnique et politique linguistique en Nouvelle-Calédonie.
Adoption, implantation et diffusion du francais comme langue officielle
et véhiculaire uniqus.

Turcotte, Denis

Etude lexicale comparé du frangais acadien néo-écossais ot du frangais
standard.

Starets, Moshé

Contribution d I'étude des coarticulations des consonnes occlusives et
des voyelles en frangais.

Phon.tique combinatoire 1

Grégoire, Louise

Bibliographie sur le probléme linguistique belge.
Verdoodt, Albert

Canadian French and Finland Swedish — Minority Languages with
Outside Standards, Regionalisms and Adstrata.
Laurén, Christer

Certains problémes morphologiques de I'arménien parlé chez les
immigrants arméniens de premiére et deuxiéme génération d Montréal.
Kavassian, Sossy

Origine ethnique et attitude d 'égard de Ienseignement de la langue
Duala.
Dalle, Emile-Lesage

Perceptions de deux solitudes.

Etude sur les relations entre les deux communautés de langues
officielles du Nouveau-Brunswick.

Ravault, René-Jean

Contenu socio-culturél de quelques méthodes contemporaines de
frangais langue seconde ou étrangére: image de la famille dans les
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1965 et 1975.

Algardy, Frangoise

Six questions sur la valeur de la dichotomie L,-L,.

Mackey, William-F.
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SAVARD, Jean-Guy et RICHARDS, Jack C. . ~Zices - Zlite zu
vocabulaire fondamental frangais. Québec, 1970 -

KLOSS, Heinz. Les droits linguistiq..cs de s Qo
Etats-Unis. Québec, 1971, 84 p.

FALCH, Jean. Contribution a I'étude du statu. langue. .2 Buiop.
Québec, 1973, 284 p.

DORION, Henri & MORISSONNEAU, Christian (colligés et présentsés/
editors). Les noms de lieux et le contact des langues / Place Names and
Language Contact. Québec, 1972, 374 p.

LAFORGE, Lorne. La sélection en didactique analytique. Québec,
1972, 383 p.

TOURET, Bernard. L'aménagement constitutionnel des Ftats de
peuplement composite. Québec, 1973, 260 p.

MEPHAM, Michael S. Computation in Language Text Analysis. Québec,
1973, 234 p.

CAPPON, Paul. Conflit entre les Néo-Canadiens et les francophones de
Montréal. Québec, 1974, 288 p.

SAVARD, Jean-Guv & VIGNEAULT, Richard (présentation/presen-
tation). Les états miltilingues: problémes et solutions / Multilingual
Political Systems: problems and solutions. Textes de la Table Ronde de
1972/Papers of the Round Table in 1972. Québec, 1975, 591 p.

BRETON, Roland J.-L. Atlas géographique des langues et des ethnies de
I’Inde et du subcontinent. Québec, 1976, 648 p.

SNYDER, Emile & VALDMAN, Albert (présentation). Identité cultu-
relle et francophonie dans les Amériques. Québec, 1976, 290 p.

DARBELNET, Jean. Le fran¢ais en contact avec 'anglais en Amérique
du Nord. Québec, 1976, 146 p.

MALLEA, John R. (compiled and edited). Quebec’s Language Policies:
background and response. Québec, 1977, 309 p.

DORAIS, Louis-dacques. Lexique analytique du vocabulaire inuit
moderne au Qudbec-Labrador. Québec, 1878,:136 p.

CENTRE INTERNATIONAL DE RECHERCHE SUR LE BILIN-
GUISME / INTERNATIONAL CENTER FOR RESEARCH ON BILIN-
GUALISM. Minorités linguistiques et interventions: Essai de typologie /
Linguistic Minorities and Interventions: Towards a Typology. Compte
rendu du Colloque sur les minorités linguistiques tenu a I'Université
Laval du 15 au 18 avril 1977 / Proceedings of the Symposium on
Linguistic Minorities held at Laval University from April 15th to April
18tn 1977. Québec, 1978, 318 p.
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SAVARD, Jean-Guy & LAFCRGE, Lorne. Actes du 5¢ Congrés de
I'Association internationale de linguistique appliquée / Proceedings of
the 5th Congress of I'Association internationale de linguistique appli-
quée. ¢y.ébec, 1981, 464 p.

TURCOTITE, Denis. La politique linguistique en Afrique francophone:
une étude comparative de la Céte d'lvoire et de Madagascar. Québec,
1981, 219 p.

EQUIPE DE PROFESSEURS DE L'UNIVERSITE LAVAL. Test Laval:
formule A, classement en frangais langue seconde. Québec, 1971, Copie
échantillon/Sample copy.

EQUIPE DE PROFESSEURS DE L'UNIVERSITE LAVAL. Test Laval:

formule B, formule C, classement en francais langue seconde. Québec,
1976, Copie échantillon/Sample copy.
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SAVARD, Jean-Guy. La valence lexicale. Paris, Didier, 1970, 236 p.

MACKEY, William F. Le bilinguisme: phénoméne mondial / Bilingual-
ism as ¢ World Problem. Moniréal, Harvest House, 1967, 119 p.

MACKEY, William F., SAVARD, Jean-Guy & ARDOUIN, Pierre. Le
vocabulaire disponible du frangais. Montréal, Didier Canada, 1971, 2
volumes, 900 p.

STERN, H.H. (rédacteur). L’enseignement des langues et lécolier.
Rapport d'un collogue international. (Traduit au CIRB sous la direction
de William F. Mackey). Hambourg, Institut de I'UNESCO pour
I’éducation, 1971, 254 p.

KLOSS, Heinz. Laws and Legal Documents Relating to Problems of
Bilingual Education in the United States. Washington, D.C., Center for
Applied Linguistics, 1971, 92 p.

MACKEY, William F. Principes de didactique analytique. (Révisé et
traduit par Lorne Laforge). Paris, Didier, 1972, 713 p.

MACKEY, William F. & VERDOODT, Albert (editors). The Multi-
national Society. Rowley (Mass.), Newbury House, 1975, 388 p.

GIORDAN, Henri & RICARD, Alain (sous la direction). Diglossie et
littérature. Bordeaux-Talence, Maison des sciences de ’homme, 1976,
184 p.

MACKEY, William F. Bilinguisme et contact des langues. Paris,
Klincksieck, 1976, 539 p.

MACKEY, William F., ORNSTEIN, Jacob & al. The Bilingual Educa-
tion Movement: essays on its progress. El Paso, Texas Western Press,
1977, 153 p.

MACKEY, William F., & ORNSTEIN, Jacob (editors}. Sociolinguistic
Studies in Language Contact The Hague, Mouton, 1979, 460 p.

Collection Studies in Bilingual Education (Newbury House, Rowley, Mass.)
W.F. Mackey — General Editor

C-100

C-101

C-102

C-103

C-104

MACKEY, William F. Bilingual Educat:on in a Binational School: a
study of equal language maintenance through free alternation. 1972,
185 p.

SPOLSKY, Bernard (editor). The Language Education of Minority
Children: selected readings. 1972, 200 p. '

LAMBERT, Wallace E. & TUCKER, G. Rxchard Bilingual Education of
Children: the St. Lambert experiment. 1972, 248 p.

COHEN, Andrew D. A Sociolinguistic Approach to Bilingual Educa-
tion: Experiments in the American Southwest. 1975, 352 p.

GAARDER, A. Bruce. Bilingual Schooling and the Survival of Spanish
in the United States. 1977, 238 p.
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Ki.JSS, Heinz. The American Bilingual Tradition. 1977, 347 p.

MACKEY, William F. & ANDERSSON, Theodore. Bilingualism in Early
Childhood. 1977, 443 p.

MACKEY, William F. & BEEBE, Von-Nieda. Bilingual Schools for a
Bicultural Comraunity. 1977, 223 p.
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KLOSS, Heinz & McCONNELL, Grant D. (rédacteurs/editors). Compo-
sition linguistique des nations du monde. Vol. 1: L'Asie du Sud:
secteurs central et occidental / Linguistic Compusition of the Nations
of the World. Vol. 1: Central and Western South Asia. Québec, 1974,

- 408 p.

KLOSS, Heinz & McCONNELL, Grant D, (rédacteurs/editors). Compo-
sition linguistique des nations du monde. Vol. 2: L'Amérique du Nord /
Linguistic Composition of the Nations of the World. Vol. 2: North
America. Québec, 1978, 893 p.

KLOSS, Heinz & McCONNELL, Grant D. (rédacteurs/editors). Compo-
sition linguistique des nations du monde. Vol. 3: L’Amérique centrale
et I'’Amérique du Sud / Linguistic Composition of the Nations of the
World. Vol. 3: Central and South America. Québec, 1979, 564 p.

KLOSS, Heinz & McCONNELL, Grant D. (ridacteurs/editors). Compo-
sition linguistique des nations du monde. Vol. 4: L'océanie / Linguistic
Composition of the Nations of the World. Vol. 4 Oceania. Québec,
1981, 549 p.

KLOSS, Heinz & McCONNELL, Grant D. (rédacteurs/editors). Les
langues écrites du monde: relevé du degré et des modes d'utilisation.
Vol. 1: Les Amériques / The Written Languages of the World: a survey
of the degree and modes of use. Vol. 1: The Americas. Québec, 1978,
633 p.
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SAVARD, Jean-Guy. Bibliographie analytique de tests de langue /
Analytical Bibliography of Language Tests. Québec, 2e éd., 1977,
670 p.

CHIU, Rosaline Kwan-wai. Language Contact and Language Planning in
China (1900-1967). A Selected Bibliogranhy. Québec, 1970, 276 p-

MACKEY, William F. (rédacteur/editc:j Bibliographie internationale
sur le bilinguisme, deuxiéme édition, revue et mise jour / International
Bibliography on Bilingualism, Second edition, revised and updated.
Québec, 1982, 608 p.

AFENDRAS, Evangelos A. & PIANAROSA, Albertina. Bibliographie
analytique du bilinguisme chez 'enfant et de son apprentissage d'une
langue seconde / Child Bilingualism and Second Language Learning: a
descriptive bibliography. Québec, 1975, 401 p.

GUNAR, Daniel. Contact des langues et bilinguisme en Europe
orientale: bibliographie analytique / Language Contact and Bilingualism
in Eastern Europe: analytical bibliography. Québec, 1979, 391 p.
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