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The Development of Bilingual Proficiency is a large-scale, five-year research
project which began in September 1981. The present Final Report of the project is the
third in a series. It follows an interim Year 1 Report, produced in September 198 at the
end of the first year of the project, and a Year 2 Report, produced in September 1983.

There are three volumes in this Final Report of the project, each concentrating on
specific issues investigated in the research: the nature of language proficiency (Volume
I), the effect of classroom treatment on language proficiency (Volume II), and the
relevance of social context and age for language learning (Volume II). Each volume is
introduced by an identical 20-page overview of all the studies carried out in the context
of the Development of Bilingual Proficiency (DBP) Project. The overview includes brief
summaries of the individual studies together with an indication as to ‘vhere the complete
report of each study is to be found (either in the Year 2 Report or in Volume I, II, or III
of the Final Report). Within the complete reports of individual studies contained in this
Final Report, references to other Development of Biiingual Proficiency Project studies
appear either as 'Year 2 Report' or, when they form part of the Final Report, as chapter
numbers only. Note that Chapters | and 2 appear in Volume I, Chapters 3-6 in Volume II,
and Chapters 7-10 in Volume III.
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we wish to acknowledge the financial support provided in the form of a five-year
negotiated grant (No. 431-79-0003) by the Social Sciences and Humanities Research
Council of Canada, and the administrative and financial contribution of the Ontario
Institute for Studies in Education.

B.H., P.A., J.C., M.S.

vii




PROJECT STAFF

(from September 1983)*

Principal Investigators:
Patrick Allen, Jim Cummins, Birgit Harley, Merrill Swain

Project Managers:
Birgit Harley, Sharon Lapkin

Research Officers:
Margarida Aguiar, Jud Burtis, Susanne Carroll, Maria Frénlich, Vince Gaudino,
Mary Lou King, Laurette Lévy, José Lopes, Francoise Peiletier, Bruno Piche, Jorge
Ramos, Mireille Tremblay, Virginia Won (Pang)

Graduate Assistants:
Jane Appeit, Eva Bild, Patrick Conteh, Giselle Corbeil, Vera Held, Richard Kruk,
Bill Marshall, Josée Mazzilli, Anne Riddle, Emilia Rivas-Arraiz, Kathryn Shred,
Nina Spada, Yilin Sun, Tim Tomlinson

Post-doctoral Fellows:
Monica Heller, Janice Johnson

Statistical Consultant:
Jamshid Etezadi-Amoli

Text-processing Specialist:
Ellen Jeske

Secretaries:

Joyce Howlett, Doreen Panowyk, Donna Schillaci

* For staff members in previous years, see earlier reports

viii




Introduction

THE DEVELOPMENT OF BILINGUAL PROF.CIENCY PROJECT:
OVERVIEW OF STUDIES

1. PURPOSE

The purpose of this five-year research project has been to investigate issues
concerning language proficiencyl and its development in educational contexts for
children learning a second language. The research has concentrated on the following
major issues: the nature of language proficiency; the impact of instructional practices
on language learning; the relationship between social-environmental factors and bilingual
proficiency; and the relationship between age and language proficiency. In this overview
of the project, studies focussing on each of these issues are cummarized.

2. THE NATURE OF LANGUAGE PROFICIENCY

The focus and ultimate goal of all studies carried cut within the Development of
Bilingual Proficiency Project is the improvement of educational practices as they relate
to second language learning and teaching. Because so much of school practice relates
rather narrowly to the teaching and learning of grammatical aspects of the target
language, it was considered essential to broaden the scope of the typical educational
definition of language proficiency to incorporate discourse and sociolinguistic
dimensions, and to consider the differential demands that context-reduced versus more
context-embedded language tasks may make on the learner.

2:] Large-scale Proficiency Study
(Year 2 Report)

Objectives. The primary purpose of the large-scale proficiency study conducted
during the first two years of the Project was to determine whether the three
hypothesized traits, representing key components of language proficiency, could be
empirically distinguished. It was hypothesized that grammatical, discourse, and socio-
linguistic competence would emerge as distinct components of second language
proficiency which may be differentially manifested under different task conditions. A
secondary purpose of the study was to develop a set of exemplary test items and scoring
procedures that cou’ ! be used, or modified for use, in further studies involving the
measurement of the hypothesized traits. A final purpose of the study was to provide a
broadly based description of the target language proficiency of the second language
learners tested, in relation to that of native speakers.

Subjects. A total of 198 students was involved in the study. Of these, 175 were
grade 6 early French immersion students from the Ottawa region, and 23 were grade 6
native speakers from a regular Francophone school in Montreal. The immersion studenis,
in six intact classes, had received 100% of their schooling in French in kindergarten to
grade 2 or 3, since when they had been taught in English for a gradually increasing
portion of each day. At the time of testing, about 50% of their school subjects were
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being taught in French, and tne other 50% in English. This sampnle of classroom second
language learners was selected because of the theoretically interesting and educationally
innovative nature of their intensive school-based language learning experience, and
because they were at an age where they were sufficiently proficient in the se.ond
language to be able to cope with a wide range of types ot language tasks.

Instruments. A multi-method multi-trait design was used to determine the extent
to which grammatical, discourse, and sociolinguistic dimensions of the immersion
students' French proficiency were distinguishable. To measure oroficiency on each iriit,
three methods of testing were used: oral production, multiple choice, and written
production. A matrix with nine test cells was thus created, consisting of three tests of
grammar, three of discourse, and three of sociolinguistics. The oral production task for
each trait was administered to a randomly selected sub-sample of 69 immersion students
and ten native speakers, representing ten-eleven subjects from each class.

Grammatical competence was operationalized for the purposes of this study as
rules of mozrphology and syntax, with a major emphasis on verbs and prepositions. The
grammar oral production task consisted of a guided individual interview in which the
interviewers' questions were designed to elicit a variety of verb forms and prepositions i
French, as we!l as responses that were sufficiently elaborated to score for syntactic
accuracy. The content of the interview questions (e.g. favourite pastimes, trips taken)
was at the same time designed to focus the subject's attention on communication rather
than the code. Grammatical scoring was based on the student's ability to use certain
grammatical forms accurately in the context of particular questions. The group-
administered grammar multiple choice test consisted of 45 written items which also
assessed knowledge of the verb system, prepositions, and other syntactic rules, including
written agreement rules. The student's task was to select the correct response from
three alternatives provided. The third grammar task, written production, consisted of
two short compositions to be written in 15 minutes each -- one a narrative and the other
a letter of request. Both this written production task and a parallel discourse written
production task -- also involving a narrative and a request letter — were assessed for
grammatical proficiency.  Scoring foc.ssed on grammatical accuracy in verbs,
prepositions, and other rules of syntax and morphology.

The discourse trait was defined as the ability to produce and recognize coherent
and cohesive text (written or oral). For the ind*vidual discourse oral production task, the
student was required to retell the story of a silent movie and to present arguments in
support of an opinion. This task was rated on 5-point scales both globally and in detail
for coherence and cohesion, focussing, for example, on the student's ability to make
clear and accurate reference to characters, objects, and locations, to produce a logically
connected text, and to fulfill the basic task required. The discourse multiple choice task
consisted ot 29 short written passages from each of which a sentence had been omitted.
The student was required to select from three alternatives the sentence that best fit the
context. The discourse written production task, like the grammar written production
task, consisted of a narrative and a request letter. All four (grammar and discourse)
tasks were rated for proficiency in discourse un the same kinds of features that were
assessed in the discourse oral production task.

Sociolinguistic competence, the third trait dealt with in this proficiency study, was
operationalized as the aw'lity to produce and recognize socially appropriate language in
context. The individue; oral production task involved a set of slides with taped
descriptions representing situations of different levels of formality. The student's task
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was to respond appropriately with a request, offer, or complaint. Scoring focussed on
the student's ability to shift register appropriately. Thus sociolinguistic proficiency was
measured by difference scores, calculated by subtracting the number of formal
'politeness' markers produced by the student in informal variants of situations from those
produced in formal variants of the situations. The sociolinguistic multiple choice test
Consisted of 28 items, each with three alternative ways of expressing a given
sociocultural function. The choices were all grammatically accurate but not equally
apprepriate. The student's task was to select the most appropriate of the choices in the
given situation. Scoring of responses was weighted according to the choices made by
native speakers. The sociolinguistic written production task involved the writing of a
formal request letter and two informal notes, all of which could be categorized as
directives. The request letter written as part of the discourse written produciion task
was also scored for sociolinguistic proficiency. As for the oral production task, scoring
was based _n difference scores, calculated by subtracting the number of formal markers
produced in the notes from those produced in the letters.

Reliability and generalizability of scores. The component within-test scores were
combined to produce a single overall score for each of the nine trait-method cells in the
matrix. The composition of each of these overall sc.res was calculated to maximize
validity and reliability. Op the multiple choice tests, the reliability of the immersion
students' total scores ranged from .58 on the sociolinguistic test to .75 on the discourse
test. Generalizability studies were conducted on those cells for which sufficient dat:
were available: the sociolinguistic oral production test and the three written production
tests. G-coefficienis for these tests, based on the subsample of orally tested students,
were comparable to the muitiple choice test reliabilities.

Testing a model of proficiency. In order to determine whether the three traits —-
grammatical, discourse, and sociolinguistic competence -- could be empirically
distinguished, two kinds of analyses were performed: {a) factor analysis, and (b) a
comparison of the group means of the learners and native speakers.

The factor analysis based on the 69 orally tested immersion students failed to
confirm the hypothesized three-trait structure of proficiency. Instead, confirmatory
factor analysis by means of LISREL produced a two-factor solution. One of these
factors was interpretable as a general language proficiency factor; it had positive
loadings from all cells in the nine-test matrix except for the sociolinguistic written
producticn test. The highest loadings on this general factor were from the three
grammatical tests. The second factor was interpretable as a written method factor; it
had loadings from the three multiple choice tests and from all three written production
tests. The tests loading on this method factor appeared to be tapping the kind of
literacy-oriented linguistic proficiency that is typically learned in classrooms. The lack
of trait structure emerging from the factor analysis may have been due to the
homogeneity of the immersion student sample. Within their classroom setting these
students had all had very much the same kind of exposure to French, and strong
opportunities for some students to develop proficiency in one area, and other students to
develop proficiency in a different area, were lacking.

A different kind of result emerged from comparisons of immersion and native-
speaker scores on the various tests. On all three grammar tests, the immersion students'
mean score was considerably lower than that of the native speakers (p .0l), and they
also scored generally lower on the sociolinguistic tests than did the native speakers. On
the discourse tasks, however, the scores of the immersion students were close or
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equivalent to those of the native speakers and there were no significant between-group
differences. The immersion students' strong performance in discourse may have been
due *o positive transfer from prior experier ce in their mnther rongue. In contrast to the
factor analysis results, then, these comparative findings, showing very different results
for discourse as oppcsed to grammar and sociolinguistics, provide some evideince in
support of a distinctiont - :n traits,

Conclusions. It was concluded that, although the three hypothesized language
proficiency traits vere not empirically distinguished via the factor analysis, this result
may have been dependent on the rel: Sively homogeneous language learning background of
the immersion population studied. This did not necessarily mean that the traits would
not be distinguishable in a more heterogeneous language learning population. From an
educational perspective it was clear that the analysis of proficiency into different
components was diagnostically revealing of the second language strengths and
weaknesses of the immersion students. It was decided that two kinds of further studies
were indicated to probe issues concerning how different dimensions of proficiency
develop as a function of the immersion students' specific language learning experience:
(a) small-scale in-depth studies of specific aspects of the immersion students' second
language proficiency based on the data already collected (see 2:2 - 2:3 below), and (b) the
study )of language learning activities in the immersion classroom setting (see 3:3 - 3:4
below).

2:2 Transfer in Immersion Students' Compositions
(Year 2 Report)

Hypotheses and design. Given the shared mother tongue, English, of the immersion
students and the dominance of English in the wider school and outside-school
environment of the immersion program, mother tongue transfer was expected to be a
continuing factor in the siudents' written production at the grade 6 level. In a smal.-
scale study of compositions written by 22 native speakers and 22 of the orally tested
immersion students from two randomly selected classes in the larger proficiency study,
evidence was sought for the hypothesis that mother tongue transfer may be manifested
in the way in which the learners were distributing semantic information across syntactic
elements in the second language, without necessarily making outright errors.

One of the composition topics assigned in the large-scale proficiency siudy, Au
secours!, involved writing a story about the rescue of a kitten from a tree. The students'
stories on this topic contained a very similar series of events, involving several changes
of location. The focus of the present study was on how the immersion students were
expressing the location/direction distinction in these stories, given that there are
characteristic differences between French and English in this linguistic domain. While in
English, prepositions generally serve an important role in conveying <¢nhe
location/direction distinction (e.g. at/to, in/into), in French there is a general tendency
for direction to be expressed in the verb, and for prepositions (e.g. 3, dans, sur) to be
neutral with respect to the location/direction distinction. It was hypothesized that the
immersion students would rely on prepositions rather than the verb to express the notion
of direction. .

Findings. A comparison of directional expressions in the Au secours: stories
written by the immersion students and the native speakers showed that, as expected, the
immersion students were much less likely than the native speakers to mark direction in
the verb, preferring a non-directional verb of motion such as courir together with a
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preposition to express the directional notion. The immersion students, at the same time,
sometimes erronzously u-~d French prepositions unmarked for direction as if they were
carrying the directional « tinction, and also tended to make more use than the native
speakers of prepositional p- -ases expressing direction, even on those occasions when they
alsu used directional verbs. This latter tendency did not necessarily lead to error. Th-
findings of the study thus pro' .Je support for the hypothesis that the immersion students
would show a systematic tendency to rely more heavily on prepositions to express the
notion of direction than the native speakers.

Conclusions. It was concluded that the students may need more focussed classroom
input that would alert them to such characteristics of French that are different from
English, together with more opportunities for expressing the relevant dist’ :tions in their
second language.

2:3  Lexical Proficiency in a Second Language
(Final Report, Vol. I)

In the large-scale proficiency study described above (2:1), there were no measures
specifically designed to assess lexical proficiency, not because lexical proficiency was
considered unimportant but because it was assumed to enter into performance on all the
tasks assigned. In the present study, the two narratives and three request letters written
by 69 immersion students and 22 native speakers in the context of the various written
production tests were re-analysed from a lexical perspective, with verbs being selected
as the focus for the study. The purpose of the study was threefold: (a) to compare
different quantitative measures of immersion students' lexical proficiency in their
second language (L2) writing; (b) to examine the relationship between wr’ ten lexical
proficiency and other aspects of their L2 communicative competence, and (c) to describe
the students' lexical use in relation to that of native speakers.

(a) Measures of lexical proficiency. Five quantitative measures of lexical
proficiency were developed and statistically compared. One of these was a 'lexical error
rate', while the other four were variations on the theme of lexical richness, labelled
respectively 'number of lexical types', 'lexical variety', 'lexical s} _cificity', and "lexical
sophistication'. All the measures, except for 'number of lexical types' were controlled
for length of text. For each student the data from the five written compositions were
lumped together. Two of the relatively difficult measures were retained as the most
appropriate for further use in a factor analysis. The first was 'lexical specificity', which
consisted of the number of different verb types used by each student, not counting the 20
most frequent verbs in French or those that were used in the instructions to the
compositions, divided by the number of verb items produced. The second measure was
"lexical sophistication', representing those relatively infrequent verbs not found in a basic
word frequency list, also divided by the number of verb items produced.

(b) Lexical measures and L2 proficiency. Three mutually exclusive hypotheses
arising from previous work were examined via factor analysis: (1) that lexical proficiency
is equally involved in all three of the components of language proficiency examined in
the large-scale proficiency study: namely, grammar, discourse, and sociolinguistics; (2)
that lexical proficiency is part of the grammar component; or (3) that lexical proficiency
is a separate component, distinct from the other three components of language
proficiency.
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Confirmatory factor analyses showed that an acceptable solution to fit any one of
these three hypotheses could be found, and that there was no conclusive evidence
favouring any one of the three hypotheses over the other two. One interesting findin
was that in the three- and four-factor solutions corresponding to hypotheses (2) and (3
respectively, a grammar factor and a discourse factor emerged, which had not previously
been found in the large-scale study where no lexical measures had been included.

(c) Lexical use of immersion students and native speakers. A comparison of the
verb lexis used by the immersion students and the native speakers in their compositions
revealed that the immersion students tended to make proportionately more use of high-
coverage verbs, and less use of some morphologically or syntactically complex verbs such
as pronominal and derived verbs. The inflectional complexity of some high coverage
verbs did not appear to be a deterrent to their use although inflectional errors
(considered grammatical rather than lexical errors) did occur. Semantic and syntactic
incongruence with their English mother tongue (L1) emerged as an important factor in
the immersion students' non-use of some French verb types and in the lexical errors they
made. At the same time, the students demonstrated positive L1 transfer in the use of
some cognate verbs in French.

Conclusions. It was suggested that the immersion students' stock of lexical items
would benefit from more classroom activities designed to increase their use of L2
derivational resources and to emphasize the use of more specific vocabulary.

2:4 Communicative Skills of Young L2 Learners
(Year 2 Report)

Purpose and data base. This exploratory study involved a detailed investigation of
methods of scoring oral L2 performance and of the interrelationships among various
aspects of L2 proficiency. The study was based or a subset of data previously collected
in the context of another Modern Language Centre project. It consisted of oral tasks in
English with 22 Japanese immigrant students in grades 2, 3, 5 and 6, together with
academic tests of reading and vocabulary in the L2,

Findings. A coriparison of global rating scales and detailed frequency scores as
measures of specific aspects of oral L2 performance indicated that the two kinds of
measurement were substantizlly correlated where there was suffici<nt variability in the
data. An exploratory factor analysis of 26 variables, including measures of oral
performance and academic test scores, yielded three orthogonal factors, interpreted as
general English proficiency (including all the academic tests), vocabulary, and
communicative style (consisting of interview variables). No separate factor was found
for measures of fluency. Both the general English proficiency factor and the vocabulary
factor were affected by length of residence in the L2 community, and general English
proficiency was also affected by the students' age. Neither length of residence nor age
was related to communicative style.

Conclusions. It was concluded that language proficiency results are strongly
affected by the testing method (e.g. academic reading test, oral interview, story-telling
task), and that an inherent difficulty in validating models of L2 proficiency is that
measures faithfully reflecting a particular construct may not have adequate
psychometric properties, while other psychometrically acceptaile measures may fall
short of representing the construct.




2:5 Metaphor Cor orehension in Children's L1 and L2
(Final Report, vol. I)

Purpose and design. This study compared the development of metaphor
comprehension in Spanish-English bilingual children and monolingual English-speaking
children, in order to test the hypothesis that metaphoric processing in bilinguals, as well
as monolinguals, is consirained more by age and mental-attentional capacity than it is by
language proficiency., Subjects were 20 Hispanic and 20 monofingual English-speaking
children in each of three age groups: 7-8, 9-10, and 11-]12 years, selected on the basis of
a 'Figural Intersections Test' as being of normal mental capacity, which increased with
age. An oral language proficiency test and a metaphor compreliension task in_English
were individually administered to each child. Hispanic children were also tested for oral
proficiency in Spanish, and a subsample was tested for metaphor comprehension in
Spanish. The language proficiency tests were similar to verbal IQ tests, while the
metaphor comprehension task involved the oral interpretation of ambiguous metaphors,
such as "my sister was a rock." The relative complexity of the children's metaphoric
interpretations was coded with reference to the degree of semantic transformation
involved in mapping an aspect of the vehicle (predicate) onto the topic (subject). The
coding scheme had previously been shown to have good reliability and developmental
validity for monolingual Ei.glish-specking children. °

Findings. On the English proficiency test, Hispanic children scored significantly
lower than the monolingua! English-speaking children, and the Hispanic children resident
in Canada for less than three years scored lower than those resident for more than three
years. On the Spanish proficiency test, on the other hand, the more recent immigrants
scored significantly higher than the long term residents. Performance on the metaphor
comprehension task in English was, as predicted, found to be more strongly related to
age and mental capacity scores than to oral language proficiency scores. While the
bilingual Hispanic cnildren did less well on the metaphor comprehension task than did the
monolingual English-speaking sample as a whole, this was found to be related to the
presence in the English-speaking sample of some students from a school in a higher
socio-economic area. These children of middle-class background did better on the
metaphor task than did the monolingual English-speaking children from the same schools
as the bilingual children in working class areas. When the children of middle class
background were removed from the sample, there was no main effect for language group
on the metaphor scores, although the Hispanic children did less well on one of the two
topics. Regression analyses indicated that the bilingual Hispanic children wer~ similar to
the subsample of English-speaking children from the middle-class neighbourhood in that
English proficiency contributed little to the variance in their metaphor scores. Another
finding was that conceptual structures developed in the first language appeared to
facilitate metaphor comprehension in the second language, since for Hispanic children
resident in Canada for less than three years, Spanish proficiency correlated more highly
with metaphor scores in English than did English proficiency.

Conclusions. The findings of the study were in keeping with the hypothesis that,
for bilingual as well as monolingual children, measured language proficiency was less
predictive of metaphor performance than were age and non-verbal mental capacity
scores. On a standardized test of English proficiency, the bilingual children scored
significantly lower thar their English-speaking schoolmates. On the metaphor task,
however, the bilingual children performed almost as well as their English-speaking peers.
This finding suggests that the metaphor task may be a more appropriate measusre of
conceptual skills in the second language than is a verbal IQ test.
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3. CLASSROOM TREATMENT STUDIES

Several studies were undertaken to examine the relationship between instructional
practices and the development of proficiency in a second language. During the first two
years of the Project, a major focus was on the development and validation of a classroom
observation instrument designed to capture the essential features of comrunication in
the L2 classroom. This instrument was subsequently used in a process-product study
which examined the impact on L2 proficiency of different instructional practices
observed in core French classes. Two other studies grew out of the large-scale
proficiency study described in 2:] above. One of these involved the analysis of some
specific aspects of language use and learning activities observed in French immersion
classrooms, with a view to interpreting some of the earlier proficiency findings. The
other study consisted of a classroom experiment in the French immersion setting,
designed to enhance grammatical pr. ficiency in the use of past tenses. These studies are
summarized below.

3:1 Development and Validation of COLT Observation Instrument
(Year 2 Report, Final Report, Vol. I)

The development of a new classroom observation scheme was motivated by the
need to describe as precisely as possible some of the features of communication
occurring in the second language classroom, and to distinguish between analytic and
experiential orientations to language instructionn. The COLT - Communicative
C..entation of Language Teaching -- scheme was derived from the communicative
competence framework underlying the large-scale proficiency study and from a review
of current issues in communicative language teaching.

Observation categories. The COLT observation scheme is divided into two parts.
Part 1, filled out by observers during the class, identifies different types of classroom
activities and categorizes thern in terms of: (a) participant organization (whole class
activity, group work, individual work); (b) the content, or subject-matter, of the activit
(e.g. classroom management, explicit focus on language form or function, other topics);
(c) student modality %listening, speaking, reading, writing); and (d) materials in use (the
type of material, length of text, inteaded users, and amount of control exerted on
student language use). Part II of the COLT, which is later coded from a tape-recording
of the class on a time-sampling basis, analyses communicative features of teacher-
student interactions. Seven superordinate categories are identified: (1) use of target
language (L1 or L2); (2) information gap (the level of predictability in an interaction); (3)
sustained speech (length of utterances); (4) reaction to code or message; (5) incorporation
of preceding utterances (how the participants react to each other's contributions); (6)
discourse *nitiation (by teacher or student); and (7) relative restriction of linguistic form.

Validat'on. The observation scheme was piloted in 13 classes, mainly at the grade
7 level. There were four core French classes, two extended French and two French
immersion classes, and five ESL classes in the sample. Each class was visited twice by
two observers. Analysis of the Part I data entailed calculating the percentage of
classroom time spent on the subcomponents of the various categories: participant
organization, content, student modality, and materials. In the analysis of Part II, each
verbal interaction feature was calculated as a proportion of its superordinate category.
Results indicated that the COLT observation scheme was capable of capturing
differences in the instructional orientation of the four types of classes. In core French




and ESL classes, for example, there was a heavier emphasis on form and more teacher
control than in the extended French and immersion classes where there was a greater
focus on meaning. Extended text was most often used in the immersion classes, and non-
pedagogic materials were most often used in immersion and ESL classes. Sustained
speech was least characteristic of the core French classes and most evident in French
immersion and ESL classes. These comparative findings, intended as descriptive and not
evaluative, generaily met prior expectations concerning the various programs, except for
some aspects of the ESL classes.

Conclusions. The ability of the COL1 observation scheme to capture differences in
instructional orientation was seen as an indication of its validity and as an important
step toward identifying what makes one set of instructional techniques more eifective
than another.

3:2 The Core French Observation Study
(Final Report, Vol. 1)

In this process-product study, the COLT observation scheme was used to describe
instructional practices in eight core French classes at the grade 1! level. Instructional
differences were then analysed in relation to L2 proficiency outcomes in the different
classes.

Subjects and procedures. The core French program was selected for study because
the students' L2 proficiency could be assumed to derive largely from the classroom. The
eight classes, from the metropolitan Toronwo area, were preselected with the help of
school board personnel to represent a range of L2 teaching practices. Early in their
grade 11 year, the students were given a series of pre-tests of French proficiency,
including some tasks from the large-scale proficiency study. The tests consisted of: (a) a
multiple choice grammar test; (b) two written production tasks (a formal request letter
and an informal note) which were scored for both discourse and sociolinguistic features;
(c) a multiple choice listening comprehension test calling for the global comprehension of
a series of recorded texts; and (d) an individual oral interview administered to a
subsample of students from each class and scored for proficiency in grammar, discourse
and sociolinguistics. During the schocl year, each class was visited four times for
observation with the COLT scheme (in October, January, March and April). Observation
periods lasted 40 or 70 minutes, depending on the duration of the class, and were tape-
recorded. In May, the classes were post-tested with the same tests, and those students
interviewed at the time of pre-testing were reinterviewed.

Analysis of COLT observations. Based on the Part I and Part II categories of the
COLT observation scheme, it was possible to rank order the eight classes on a bi-polar
composite scale from 'most experiential' to 'most analytic', based on the percentage of
class time spent on practices defined as experiential in contrast tc analytic. In the two
most experiential classes, for example, there was proportionately significantly more
topic control by students, more extended written text produced by the students, more
sustained speech by students, more reaction (by both teacher and students) to message
rather than code, more topic expansion by students, and more use of student-made
materials than in the other classes. These two classes were labelled 'Type E' classes, in
contrast to the remaining 'Type A' classes, where significantly more analytic features
were in evidence, including a higher proportion of topic control by teachers, minimal
written text by students, student utterances of minimal length, student reaction to code




rather than message, and restricted choice of linguistic items by students. The COLT

analysis revealed at the same time that none of the classes was prototypically
experiential or analytic, but instead intermediate along the bi-polar scale. The COLT
findings were supported by teacher questionnaires providing information about classroom
activities throughout the year.

The relationship of COLT findings to L2 proficiency. It was predicted that the
Type A classes would be significantly higher on both written and oral grammatical
accuracy measures than the Type E classes, but that the Type E classes would score
higher on all other proficiency measures, including discourse and sociolinguistic
measures, and scores on global listening comprehension. However, based on the post-test
scores adjusted for differenc:s in pre-test scores, no significant differences were found
between the Type E and Type A classes, although a near-significant difference (p  .06)
emerged in favour of the Type A classes on the grammar multiple choice test. When the
two Type E classes were compared to the two most analytic Type A classes (labelled
Type A*), the Type A* classes did significantly better on the grammar multiple choice
test (and specifically on agreement rules), but no other significant differences were
found. A detailed correlational analysis relating the use of specific COLT features to L2
proficiency outcomes showed that there were both experiential and analytic features
that were positively related to adjusted post-test scores. The profile of a successful
core French classroom with respect to proficiency was identified as one in which a
generaily experiential approach was used with relatively more time devoted to features
such as information gap, reaction to message, and topic incorporation. At the same
time, positive correlations were found between a number of form-focuss«d, teacher-
directed activities and proficiency outcomes. It was concluded that analytic and
experiential approaches may be complementary rather than two ends of a continuum.

Qualitative analysis. In light of the fact that one of the two Type E classes made
the most gain in overall proficiency and that the other Type E class made the least gain,
the transcripts of these two classes were reviewed for qualitative differences that had
not been captured by the COLT. The high-scoring class was found to engage frequently
in communicatively rich interaction involving feedback and negotiation of meaning,
while the low-scoring class received less feedback and spent more time on stereotyped
routines. It was concluded on the basis of these findings that observation procedures
based on COLT needed to be supplemented by more detailed forms of discourse analysis.

3:3 The Immersion Observation Study
(Final Report, Vol. II)

Classroom observatisns were carried out in nine grade 3 and ten grade 6 early total
immersion classes in the Toronto and Ottawa regions, for the purpose of obtaining
information en classroom processes and interpreting earlier immersion L2 proficiency
findings. Each class was observed and tape-recorded for a full school day, including any
instruction in English. All the tape-recordings were then transcribed. Analyses of some
aspects of language use in the immersion classes are presented in the Project report.
Further analyses are planned as time and finances permit.

Vocabulary instruction in immersion classes. L2 vocabulary-related classroom
activities observed in the grade 6 immersion classes were analysed in the light of a

classification scheme for describing such activir'3s, and in relation to different kinds of
linguistic knowledge involved in vocabulary learning. The analysis is qualitative rather
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than quantitative. The classification scheme focusses on the following distinctions: (a)
planned/unplanned instruction — the extent to which vocabulary instruction is seen as a
purposeful activity; (b) systematic/haphazard instruction — the degree of systematicity
with which specific features of vocabulary are taught; (c) writtenforal activities — use
of each medium for vocabulary instruction is seen to have a differential effect on lexical
knowledge; (d) cross-linguistic/L2 based approaches to vocabulary teaching -~ a role for
controlled use of the LI is noted; (e) control of vocabulary selection — this may be by
text authors, teacher or students; (f) the linguistic focus of teaching — whether the focus
is on interpretation in context, conventional meaning, or other structural aspects of
vocabulary. Linguistic aspects of vocabulary knowledge are categorizet! in terms of
phonology, morphology, syntax, discourse semantics, graphology, and sociolinguistics.
Analysis of the immersion classes in the light of these descriptors indicated th; t most
planned vocabulary teaching occurred during reading activities organized around
particular themes, during which students learned to proncunce words that they read
aloud, to interpret passages, and in which the meanings of unfamiliar words were
explained. Unplarined, spontaneous teaching of vocabulary was often student-initiated,
as a specific word was needed to express an idea. The focus of both the planned and
unplanned vocabulary teaching was mainly on interpretation and meaning. Given its
association with reading activities, the teaching of new words emphasized written
varieties of French and spelling. One example of how the students' prior knowiedge
could be drawn upon was provided by a teacher who drew attention to formal
resemblances in the L2, enabling students to arrive at the meaning of an unfamiliar
derived word. With some exceptions, the presentatior of structural information about
vocabulary was limited to the separate grammar lesson. Errors in gender, for example,
tended to be only haphazardly corrected during other activities. There was no evidence
that the teachers were focussing on sociolinguistic or discourse-related aspects of
vocabulary. It was concluded that vocabulary teaching in the immersion classes occupied
a rather narrow place in the overall teaching plan, and was mainly preoccupied with
meaning and interpretation with insufficient planned attention to other aspects of
vocabulary knowledge.

Vous/tu input. The underuse of vous as a politeness marker by early immersion
students had been noted in the earlier proficiency study. The classroom observations
provided an opportunity to relate these findings to use of vous and tu in the classroom
context. Uses of tu and vous by the ten grade 6 immersion teachers and by the students
in their public talk were counted and classified according to the functions they served:
singular, plural, or generic; formal or informal. Teachers were found to use tu and vous
about equally often, with tu generally being used to address individual children and vous
to address the class as a whole. Occasionally, however, tu was used to the class and vous
to individual students, leaving room for potential confusion. There was scarcely any use
of vous by the teachers as a politeness marker, and its infrequency in this function in the
classroom context was seen as a rezson for its underuse as a politeness marker by early
immersion students. Their underuse of vous in its plural function was at the same time
attributed in part to the ‘inding that, although used relatively frequently by teachers,
very few opportunities appeared to arise for stucent production of vous plural in the
classroom context. In conclusion, it was hypothesized that students would benefit from
functionally-oriented instruction in the use of vous/tu, and opportunities to use them
appropriately.

Student talk i1 teacher-fronted activit.es. It had previously been hypothesized that
shortcomings in the grammatical competence of early irnmersicn students may be due to
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a lack of opportunity to produce ‘'comprehensible output’, i.e. precisely conveyed
messages demanding more rigorous syntactic processing than that involved in
comprehension. In order to determine the opportunities that the immersion students had
to talk in class, transcripts based on 90 minutes of French class time in each of the nine
grade 3 and ten grade 6 classes were analysed, as well as the English portion of the day
in the grade 6 classes. In general, the transcripts captured public talk rather than
private, individual conversations. Each student turn was categorized according to length
(minimal, phrase, clause, and sustained), and source (e.g., whether teacher- or student-
initiated, preplanned or unplanned, linguisticaily restricted in some way or not, reading
alcud from text, or reciting from memory). The findings indicated that in the 90-minute
French portion of the day, student talk was less than two thirds as frequent as in the
English portion of the day. Sources of student talk in French were very similar for the
grade 3 and grade 6 students, the most frequent source being teacher-initiated student
talk where the students' response was highly linguistically constrained, which appeared to
encourage minimal responses from the students. Extended talk of a clause or more
appeared to be encouraged when students initiated talk and when they had to find their
own words. However, less han 15% of student turns in French were found to be
sustained, i.e. more than a clause in length, when reading aloud was not included. It was
concluded that greater opportunities for sustained talk in French by the immersion
students are needed, and that this might be accomplished through group work, the
Provision of more opportunities for student-initiated talk, and through the asking of more
open-ended questions by teachers.

Error treatment. An analysis of the grade 6 immersion teachers' correction of
errors was based on the complete French transcripts of the ten classes observed. It
focussed on the grammatical and pronunciation errors corrected by the teachers, the
proportion of such errors corrected, and the systematicity of error correction. The
highest proportion of error was observed in frequently used grammatical features such as
gender, articles, and verbs. Only 19% of grammatical errors overall were corrected, but
gender, article, and verb errors were more often corrzcted than other grammati_al
errors. About two-thirds of pronunciation errors were corrected. A lack of consistent
and unambiguous teacher feedback was noted.

3:4 Functional Grammar in French Immersion
\Final Report, Vol. I)

This experimental study was designed to investigate the effect on immersion
students' French proficiency of an approach to grammar teaching which involved the
provision of focussed input in a problematic area of French grammar and provided
students with increased opportunities for meaningful productive use of the target forms.
Following a workshop with teachers, a set of classroom materials aimed at teaching the
meaning distinctions between two major past tenses, the imparfait and the passé
composé, were introduced for an eight-week period into grade 6 early immersion classes
in six schools. These experimental classes were compared on pre-~tests, immediate post-
tests, and on delayed post-tests (three months later) with comparison grade 6 immersion
ciasses in six other schools who were not exposed to the materials. The tests consisted
of narrative compositions previously used in the large-scale proficiency study, as well as
specially constructed cloze tests with rational deletions, and oral interviews
administered to a sub-sample oi students in each class. All the tests were designed to
assess the students' ability to make appropriate use of past tenses and were scored
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accordingly. There were two forms for each test, administered across testing sessions in
a counterbalanced design.

The classroom materials. Adapted from an existing bank of activities focussing on
the imparfait and the passé composé, the materials were divided into eight units, each to
be used in a specific week. The teaching approach emphasized the integration of
grammar teaching with worthwhile subject matter content and the person=! experience
of students. The orai and written activities, providing focussed input and opportunities
for practice in using the two tenses, included the following: reading a simplified French-
Canadian legend, discovering how the imparfait and passé composé served ditferent
functions in the legend, illustrating aspectually contrasting sentences, applying proverbs
to the legend and to the students' own experiences, miming the progressive function of
the imparfait, working in small groups to create new legends, and producing albums of
childhood memories.

Findings. On the immediate post-tests, with adjustment made for pre-test scores,
the experimental classes were significantly ahead of the comparison classes on two out
of three measures: the cloze test and the oral interview. Three months later, however,
at the time of delayed post-testing, there were no significant differences between the
experimental and comparison groups on any of the tests. Both groups had improved their
test performance over time. Evaluations of the materials by the experimental teachers
at the end of eight weeks indicated general satisfaction with the materials, although
some problems were noted with specific activities. Teachers indicated that they spent
on average about ! 1/2 hours per week on the material. From some of their comments,
it appeared that certain activities promoted more attention to subject matter content
than to linguistic code, and informal observations in some classes indicated that past
tense errors often went uncorrected during the 'Proverbes' activity. It was noted that
one class with a teacher who was observed to provide fr.-quent corrective feedback
obtained the best results of all the classes on the composition test. Questionnaires
administered to experimental and comparison group teachers at the time of the delayed
post-testing indicated that the latter had also spent time working on the target verb
tenses.

Conclusions. It was concluded that the teaching approach had succeeded in
accelerating grammatical development in the experimental classes, but that to promote
more long-term benefits some revision was needed in the materials, including more
specific guidelines to teachers about the provision of corrective feedback. The fact that
the control classes also appeared to have worked on past tenses was an additional factor
that was surmised to have affected the long-term results.

&.  SOCIAL CONTEXT AND AGE

The relationship between individual and social-environmental factors and the
development of bilingual proficiency was =xamined in several minority and majority
language learning contexts. In one large-scale study of Portuguese-Canadian students,
the reiationship between language use patterns, language attitudes, and bilingual
proficiency was investigated by means of correlational and regression analyses, while in
a small sample of beginring school-aged children of Portuguese home background, a
detailed study of language interaction at home and at school was carried out with a view
to relating interactional variables to later academic achievement. In another minority
context, an ethnographic study focussed on students attending a French language
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elementary school in Toronto. Finally, two studies examined the relationship between
age and language learning: one among Japanese immigrant students of different ages
and the other among Anglophone majority students learning French in three different
school programs.

4:1 Language Use, Attitudes and Bilingual Proficiency of
Portuguese Canadian Childrc:: {Final Report, Vol. HI)

Purpose and design. In this study, the bilingual proficiency of grade 7 students
from an important language minority group in Toronto was studied in relation to fami!,
background variables, the students' patterns of language use, and their language
attitudes. Theoretical issues examined were: (a) the nature of language proficiency
indicated by the pattern of relationships within languages; (b) the cross-lingual
dimensions of language proficiency indicated by the pattern of relationships across
languages; and (c) the extent to which proficiency in English and Portuguese could be
predicted by language use and attitude variables.

The sample consisted of 191 students enrolled in Portuguese heritage language
programs in seven inner-city Toronto schools. More than half these students were of
Azorean background. The students all completed two questionnaires. Cne was a
language use questionnaire concerning family background (e.g. birthplace, parents'
language use, education, and occupations), language use patterns (use of Portuguese and
English at home, in school, and in the community), and self-ratings of proficiency in
English, Portuguese, and French. The other was a language attitude questionnaire which
investigated dimensions such as integrative and irstrumental orientations towards
English and Portuguese, language use preferences in different contexts, the role of
English and Portuguese in the students' ethnic identity, perceived attitudes of parents
towards the students' education and language use, attitudes towards Portuguese dialects
and language mixing, cultural assimilation, and attitudes towards French. Tests in
English and Portuguese were also administered. In each school the students were divided
randomly into three groups. One group did multiple choice grammar tests in English and
Portuguese. A second group received a multiple choice discourse test in each language
similar to the one administered in the large-scale proficiency study (see 2:1 above).
Students in this group were also given individuai oral tests in English and Portuguese,
each of which contained tasks to be scored for grammar, discourse, and sociolinguistic
proficiency. The sociolinguistic task in each language was adapted from the oral
sociolinguistic test administered in the large-scale proficiency study. A third group of
students in each school was given sociolinguistic written production tests in each
language, again based on the test designed for the large-scale proficiency study.

The nature of language proficiency and its cross-lingual dimensions. A
considerable degree of interrelationship was found among Portuguese self-ratings,
multiple-choice discourse scores in Portuguese, and the various oral measures of
Portuguese proficiency. A principal components analysis suggested a global Portuguese
proficiency dimension, supplemented by academically related aspects of proficiency.
Few relationships, cn the other hand, were found among the measures of oral English
proficiency, apparently because of a generzlly high level of performance giving rise to a
lack of variability in scores. Across languages, self-ratings of proficiency in Portuguese.
English, and French tended to be significantly related to each other. Further relatively
strong cross-lingual relationships were observed for each set of written measures: i.e.
between multiple choice grammar scores in English and Portuguese, between multiple
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choice discourse scores in each language, and between written sociolinguistic scores in
each language. These findings provided strong evidence for the interdependence of
cognitive-academic skills across languages.

Predictors of bilingual proficiency development. Multiple regressions revealed that
a considerable amount of the variance in the self-ratings of Portuguese proficiency could
be related to attitudinal and language use variables such as students' acceptance of
Portuguese, their knowledge and pride in Portuguese culture and achievements, their use
of Portuguese media, exposure to Portuguese in the home, and their acceptance of and
liking for French. Ceiling effects on the English self-ratings appeared to be at least
partly responsible for the much weaker correlations found with attitude and use
variables, although pusitive relationships were found with acceptance of English, use of
English with siblings, and acceptance of French. The amount of exposure to Portuguese,
both in Portuguese language classes and in the form of visits to Portugal, attendance at
Portuguese mass, and Portuguese TV watching, appeared to be strongly related to
measures of Portuguese proficiency, with weaker relationships noted between attitude
variables and Portuguese proficiency. Minimal relationships were found between
language use and attitude variables and the English proficiency mcasures, although there
was evidence to suggest that positive attitudes towards Portuguese and students' use of

Portuguese at home and in the community were in no way detrimental to their English
proficiency.

Comparison with Azorean native speakers. A comparison of the Toronto students’
test scores in Portuguese with those obtained by €9 grade 6 students in the Azores
revealed that there were highly significant differences favouring the Azorean group on
most measures of Portuguese proficiency. As in the large-scale proficiency stuay
involving French immersion students (see 2:1 above), differences were most apparent on
measures of grammar. The strong relationship found between Toronto students'
attendance at Poriuguese language classes and proficiency in Portuguese was seen as an
indication that, in their minority context, more intensive exposure to P:rtuguese in an
academic context could be advantageous for the bilingual development of the Toronto
students.

4:2 Longitudinal Study of Young Portuguese Background Children: Bilingual
Proficiency Development and Academic Achievement (Final Report, Vol. III)

Purpose and design. The major purpose of this ongoing study is to investigate the
development of proficiency in both Portuguese and English in the transition from home
to school. Twenty children from Portuguese backgrounds are being followed from the
junior kindergarten year through grade | with respect to patterns of language interaction
in the home, performance on a variety of language proficiency and literacy awareness
measures, and (in grade 1) reading performance. Patterns of interaction in the home and
knowledge of Portuguese and English will be used as predictors of English reading
performance in grade 1. Thus, the study addresses theoretical issues such as the
interdependence of L1 and L2 as well as practical issues related to the interaction
between home and school variables in affecting the extent to which minority students
are successful academically. The study also will provide a corpus of longitudinal data for
analysis of students' developing proficiency in their two languages.

Methodology. The main sample consists of 20 Toronto students receiving the entire
battery of tests. These are the Draw a Person Test, the Record of Oral Language (i.e.
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sentence repetition) (English and Portuguese), Letter Identification (Engiish and
Portuguese), Concepts about Print (English and Portuguese) and, in Year 3 (Spring 1987),
Test of Writing Vocabulary (English and Portuguese) and Gates McGinitie Reading Test
(Comprchension subtest). (For test references, see complete study in Chapter 8.) In

addition, children were taped in their homes for one and a half hours each year oi the
study.

Twenty-six grade | students (average age 7) in the Azores were also administered
the Concepts about Print test, an oral interview, and Test of Writing Vocabulary (Clay
1979) in Portuguese for comparison purposes with the grade 1 Toronto data. In addition,
six five-year-old students in the Azores were taped for one and a half hours in their
homes. Data were also collected in Mainland Portugal from ten five-year-old children in
a village situated a hundred kilometres northwest of Lisbon. A Portuguese version of the
Record of Oral Language was constructed and administered to the children. Six of the
ten were randomiy chosen to be taped in the home.

Current status of the study. All the Year | home recordings have been transcribed
and scoring schemes developed for grammar and pragmatics. A sample of students’
transcripts have been scored but not the entire group. The Year 3 data will be collected
in May and June of 1987. Subsequent to this data collection, a proposal will be developed
to complete the transcription and data analysis relating home language use and
proficiency in literacy-related aspects of English and Portuguese to English reading
performance at the grade | level.

4:3 Ethnographic Study of a Yoronto French Language School
(Year 2 Report; see also Heller 1984)

In this ethnographic, sociolinguistic case study of a French-language elementary
school in Toronto, patterns of language choice and language use were investigated in
relation both to the micro-level interactional context and to the macro-level context of
school and community. The study examined the role that the use of French and English
played in the development of students’ social identities.

Methodology.  Micro-level data were collected in the school by means of
participant observation over a six-month period, mainly in a grade 7/8 class, and through
tape-recordings of eight students who each wore a tape-recorder for two entire school
days. Four of the students were selected as ethnolinguistically representative of the
school and the other four were randomly selected. Macro-level data were collected
through a school-wide parent questionnaire and in interviews with school administrators,
staff, members of the Parent-Teacher Association, and an ethno-linguistically
representative subsample of parents.

Findings. Just over half the parents returned their questionnaires, which indicated
considerable heterogeneity of family origins, linguistic backgrounds, and goals with
respect to bilingualism and the maintenance of French. For example, over 40% of the
families were of linguistically mixed marriages (usually with a francophore mother), 30%
wer e francophone, 11% anglophone, and the remainder from a great variety of linguistic
backgrounds. Very few parents and under half the children were Toronto-born. Family
homes were widely dispersed over half of the city, making it hard for students to
maintain friendships outside school. In-school observations revealed that there were
three distinct groups of students: English-dominant, bilingual, and French-dominant.
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The first two preferred to speak English among themselves, and the third -- a minority --
preferred French. Access to the different peer retworks depended on appropriate
language choice. Each group experienced its own tensions: French-dominant students
reported pressure from peers to speak English outside class, while for English-dominant
students, performance in French in class could be stressful. Bilingual students were
observed to take part in occasional bilingual word-play and code switching, which was
seen as their way of resolving the social tensions they experienced from their

intermediate position and suggested that, for them, French and English were separate
domains.

Conclusions. The heterogeneity of the school population and the varied linguistic
experiences of the students were seen to militate against the formation of a monolithic
French identity. Instead, observed patterns of language use indicated a close connection
for the students between language choice and their evolving social identities.

4:4 Age on Arrival, Length of Residence, and Interdependence of Litecacy Skills
among Japanese Immigrant Students (Final Report, Vol. IIT)

Purpose and design. This study investigated the cross-lingual dimensions of
language proficiency and the relationship between age and second language acquisition,
with a focus on the development of reading and writing skills. We hypothesized that
despite the dissimilarity of languages and writing systems, significant positive
relationships would be found between Japanese minority children's L1 reading and writing
skills and their acquisition of English reading and writing. An investigation of the
relationships between Japanese and English proficiency appears to provide a stringent
test of the interdependence hypothesis, which posits a common underlying proficiency
for bilinguals, since the two languages have little in common at a surface structure level.

Subjects in the study consisted of 273 students between grades 2 and 8 attending
the Japanese School of Toronto Shokokai Inc. Students were testex in May and June 1984
with measures of reading and writing in both Japanese and English. The reading
comprehension subtest appropriate to students' grade level of the Gates-McGinitie
Reading Test was given to all students who had been in Canada for at least six months as
a measure of English reading skills. The Kyoken Standardized Diagnostic Test of
Reading Comprehension published by the Research Institute for Applied Education in
1981 was given as the measure of Japanese reading skills. In addition, a letter-writing
task in English and Japanese was administered to all children.

Scores on the English and Japanese reading tests were converted to T-s¢ ‘es to
permit comparability across grades with the influence of age removed. In addition,
English grade equivalent scores were used in some analyses as an approximate index of
students' absolute level of English reading skills. A variety of indices of writing skills in
Japanese and English were assessed.

Results. The results of correlational and regression analyses provide a consistent
picture in relation to the acquisition of English reading and writing skills and their
relationship to students' Japanese reading and writing proficiency. First, although the
sample as a whole performs close to the mean (i.e. Japanese norms) in Japanese reading
skills, there is a clear negative relationship between length of time in Canada and
students' Japanese reading proficiency. The negative effect of length of residence on
Japanese writing, however, appears minimal. Age of arrival in Canada appears to be a
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more potent force in predicting maintenance of Japanese writing skills than length of
residence. Similarly for Japanese reading, the older students are when they come to
Canada, the better prospects they have for strong continued development of Japanese
reading skilis. This effect is not entirely - ie to the fact that students who arrive at
older ages tend to have spent less time away from Japan, since the partial correlation
between age of arrival and Japanese T-score r. nains significant even when length of
residence is controiled.

It appears that students require about four years' length of resicence, on the
average, to attain grade norms in English reading skills. There appears to be some
tendency for students who arrive at the age of 6-7 to make somewhat more rapid
progress towards grade norms than those who arrive at older ages.

When length of residence is controlled, a significant relationship emerges between
Japanese reading skills and English reading. Students' age of arrival in Canada (AOA) is
also strongly related to English rcading (controlling for length of residence), suggesting
the influence of general cognitive raturity in mediating the cross-lingual relationship of
cognitive/academic skills. General cognitive maturity, however, cannot account fully
for the interdependence of reading skills across languages since significant relationships
across languages were found for reading T-scores, in which the effects of age have been
removed,

Writing performance was less closely related across languages than was the case
for reading. This may be partly a function of the different types of measures used in
each case (standardized reading tests v. non-standardized writing tasks). However,
Consistent significant relationships were obtained between Japanese writing and both
English reading and writing measures. For some variables (e.g. Spelling) there was strong
evidence of a specific cr- “s-lingual relationship that was not mediated by more general
cognitive/academic proficiencies.

Conclusions. In general, the data are consistent with previous studies in supporting
the interdependence of cog ~itive/academic skills across languages. They also suggest
that at least four years is required for students from highly educated backgrounds to
attain grade norms on English academic tasks and that continued development of L!
academic skills to a high level (i.e. that of students in the home country) is a formidable
task for students who arrive in the host country at an early age (particularly prior to
formal schooling) but is considerably less problematic for students who arrive after
several years of schooling in their hcme country.

4:5 Starting Age and Oral French L2 Proficiency in Three Groups of
Ciassroom Learners {Final Report, Vol. HI)

and design. The purpose of this study was to determine whether there are
specific long-term advantages in oral L2 proficiency that can be associated with
intensive L2 exposure at an early age in a total French immersion classroom setting.
Three groups of grade 10 learners, with 11-12 subiects per group, were interviev'ed and
given an oral sociolinguistic test in French: one group was from an early total immersion
program which had begun in kindergarten, while the other two groups (from a late
immersion and an extended French program respectively) had started their intensive
exposure to French much later, in grade 7. A group of 12 native French speakers in
grade 10 was also included in the study. The guided oral interviews were designed to
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provide students with ccnmunicztive contexts for the use of a range of verbs and verb
forms. Transcripts of the interviews were analysed with respect to verb use and oral
fluency in French. Scoring of verbs consisted of assessing the use of target verb forms in
the context of specific questions, while the ~~~assment of oral fluency was based on the
nature and frequency of markers of disfluency and the linguistic contexts in which they
occurred. The sociolinguistic oral test was based on the one used i the large-scale
proficiency study (see 2:1 above).

Results. Group comparisons of the students' verb 'ise indicated that the early
immersion students were significantly more native-like on some variables (imparfait,
conditional, use of pronoun complements in clitic position), but were no more native-like
than the other learner groups on other variables such as use of number and person
distinctions, time: distinctions, and lexical variety, and in some instances tended to be
less native-like than one or both of the other groups. The analyses of fluency revealed
that in most types of disfluency, the three learner groups produced significantly more
disfluencies thar. the native speakers but did not differ from one another. There was
some evidence, however, that the early immersicn students were producing fewer cut-
offs and 'uh', 'um' etc. transition markers. The early immersion students were also less
likely than the late immersion students to use transition markers in within-phrase
locations, where such disfluencies were hypothesized to be more disruptive to discourse
coherence than in between-clause or between-phrase locations. These findings indicated
some advantages in oral fluenc:’ for the early immersion students who had started their
intensive L2 program at a young age. Results on the sociolinguistic oral test, however,
showed that the early immersion students did not manifest any general advantage over
the other learner groups in sociolinguistic proficiency. While the early immersion groups
displayed a slightly greater tendency to use attenuating conditional verb forms in formal
social situations, they tended to be less sensitive to the appropriate use of the second
person forms vous and tu than the late immersion and extended French students, whose
intensivz exposure to French in school had begun much later.

Conclusions. With respect to oral L2 proficiency, it appeared that there were some
advantages to an early start in a French immersion program in the area of fluency and in
the use of the verb system, but no advantage in the sociolinguistic domain. Some
weaknesses in the verb system were also observed. As in other studies conducted in the
early immersion context, a need for more emphasis on problematic areas in the target
language system was indicated, along with greater opportunities for sustained oral and
written expression.

5. CONCLUSIONS

The overall conclusions of the studies can be summarized with respect to the
nature of bilingual proficiency and the influences on its development both in classroom
and natural settings.

The nature of proficiency. At the inception of the study, the primary methodology
envisaged for investigating the nature of language proficiency and its cross-lingual
dimensions was confirmatory factor analysis. However, as a result of the findings of our
Years 1-2 study of proficiency among French immersion students, in which little
evidence emerged for the hypothesized trait structure, we became more explicitly
conscious of the fact that the relationships between different components of language
proficiency were a function of the specific language learning experiences to which
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particular samples of individuals were exposed. This perspective implies a wider variety
of analytic methods for investigaving the nature of proficiency; specifically, we can
discover a considerable amcunt about the nature of proficiency by observing its
behaviour as a function of individual, social and educational conditions. Thus, we shall
first consider the findings of our factor analytic studies and then examine findings of
other studies that elucidate the nature of proficiency.

All studies that examined the relationships among different components of
proficiency found significant correlations ameng written tests (including the core French
observation study - see 3:2 above). These relationships were found across languages in
the grade 7 Portuguese study (4:1), the Japanese study (4:4), and the metaphor
comprehension study (2:5). Some evidence emerged for an oral factor (e.g. a
communicative style dimension in the "Communicative skills of young L2 Jearners" study
— 2:4) but the relationships among oral measures were considerably less strong than for
the written measures. Similarly, some cross-lingual relationships among oral measures
were found in the Portuguese grade 7 study but again the relationships were only
marginally significant. These data are consistent both with the notion of a specific
dimension of proficiency related to the ability to process language in context-reduced or
decontextualized situations and with the hypothesis that this dimension is interdependent
across languages.

There was considerably less evidence in the factor analyses for the hypothesized
trait structure distinguishing grammatical, discourse, and sociolingui‘tic aspects of
proficiency. However, discourse and grammar factors did emerge in the lexical
proficiency study (2:3) and there was also some evidence for a separate vocabulary
factor. The limitations of placing exclusive reliance on factor analysis for confirming
hypothesized trait structures are illustrated in the fact that in this lexical study several
mutually exclusive solutions produced an acceptable fit to the data. Also, in the original
proficiency study (2:1), comparison of French immersion with native French speakers
produced evidence that discourse skills were distinguishable from grammar and
sociolinguistic skills, in that differences between L2 learners and native speakers were
found only for the latter two aspects of proficiency.

Thus, consistent with the position advanced by Cziko (1983), the lack of strong
support for the hypothesized trait structure in the factor analyses does not lead us to
abandon the concept of traits. They are conceptually distinguishable and educationally
important even if they are not statistically verifiable in relatively homogeneous school
populations.

Classroom treatment. Our classroom treatment findings from different program
settings lead to three main overall conclusions. First, there is evidence from both the
core French and the immersion observation studies that the analytic focus and the
experiential focus may be complementary rather than two ends of a continuum, and that
they may provide essential support for one another in the L2 classroom. Second, the
quality of instruction is clearly important in both analytic and experiential teaching.
Analytic teaching will be successful in developing L2 proficiency only if it is
appropriately matched to the learners' needs, while experiential teaching should involve
communicatively rich interaction which offers plenty of opportunities for production as
well as global comprehension on the part of the student. Third, learners may benefit if
form and function are more closely linked instructionally. There is no doubt that
students need to be given greater opportunities to use the target language.
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Opportunities alone, however, are not sufficient. Students need to be motivated to use:
language accurately, appropriately, and coherently. In all these respects, the 'how' and
'when' of error correction will be a major issue for future investigation.

It seems reasonable to conclude that in all the programs under investigation - core
French, heritage ianguages, and French immersion -—- much more work needs to be done
in the area of curriculum design. Such work should include research to determine what
combinations of analytic and experiential activities are most effective for different
types of student. Another comparatively neglected area from the research point of view
is teacher training and professional development. This area is likely to become more
important at a time when more and more teachers are breaking away from their former
dependence on prescribed pedagogic formulas and are increasingly making their own,
more flexible, decisions about what can be done in the classroom.

Individua! and social variables. With respect to the influence of individual and
social variables on the development of proficiency, we can think of these effects in
terms of the relative influence of attributzs of the individual (e.g. cognition, personality)
versus the target language input received by the indivicual. With respect to attributes,
for example, .t is clear from the Portuguese grade 7 and Japanese studies (4:1 and 4:4
above), as well as the immersion age study (4:5) that cognitive attributes of the learner
play a significant role in at least certain aspects of target language acquisition. In the
grade 7 Portuguese study and the Japanese study, children's cognitive/academic
proficiency in their L1 was significantly related to the level of cognitive/academic
proficiency attained in the L2. The relatively strong performance of late immersion
students in comparison to those in early immersion is consistent with the notion that the
learner's cognitive maturity (as indicated by age) is positively related to efficiency of L2
acquisition (at least up to the point where cognitive development reaches a plateau,
possibly in the early to middie teens).

There is some evidence that cognitive attributes are more related to acquisition of
certain aspects of proficiency than to others. For example, L1 cognitive/academic skills
are more rlosely related in the Portuguese grade 7 study to performance on L2 written
(context~. .duced) tasks than is the case for oral tasks. Also, discourse proficiency
appears to be somewhat less influenced by input/exposure variables than is the case for
grammar, as illustrated by the native-speaker comparisons in the larga-scale proficiency
study (2:1) and Portuguese grade 7 study as well as in the regression analyses for
Portuguese proficiency in the latter study (4:1).

In short, one way of thinking about the trait structurc and its relationship to
psychological variables is to distinguish between aspects of proficiency that are
relatively more dependent on input from the environment for their full development than
on attributes of the individual (e.g. oral grammar) and those that rely probably as much
on individual attributes (e.g. cognitive skills, personality variables) as on input for their
development (e.g. oral and written discourse, context-reduced proficiency generally).
We would see sociolinguistic aspects of proficiency (particularly in the oral mode) as
intermediate between grammar and discourse with respect to their relative dependence
on input versus attributes. In the case of sociolinguistic proficiency, personality
variables are likely to be at least as important as cognitive variables but input is clearly
also crucial, as demenstrated by the immersion observation study (3:3), which showed
minimal input to studerts regarding sociolinguistic variation. The relatively greater
problems that early immersion students experience with grammar and sociolinguistic
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proficiencies in comparison to discourse is consistent with this position, as is the more
evident influence of exposure variables (e.g. visits to Portugal) on grammar than on
discourse skills in the Portuguese grade 7 study.

In conclusion, the picture of bilingual proficiency that emerges from our studies is
one of a dynamic evolving complex of traits that become differentiated from each other
as a function both of variation in the input from the classroom or wider environment and
the individual attributes of the learner.

Footnote

1 In recognition that abstract, underlying language competence is not directly

measurable, but inevitably coloured by the method of elicitation used, the term
‘proficiency’ is used in this report in a global sense to encompass both competence
and performance aspects of grammar, discourse, and sociolinguistics that are
measured by our tests.
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PERSPECTIVES ON LEXICAL PROFICIENCY
IN A SECOND LANGUAGE

Birgit Harley, Mary Lou King and Jud Burtis

1. INTRODUCTION

There is abundant evidence that lexical proficiency, or knowledge of 'lexemes'
(Lyons 1977: 19), is a crucial aspect of communicative competence in a second language
(L2}, One kind of evidence comes from studies of native-speaker reactions to learners'
errors: for example, in three separate studies conducted by Johansson (1978), Lepicq
(1980) »~d Politzer (1978), an identical finding was that native speakers rated lexical
errors more severely than errors of other kinds. Each of these studies included several
categories of morpho-syntactic as well as lexical errors, and in Politzer's study,
phonological errors were also among those rated. From the comments of raters; Lepicq
concluded tha® comprehensibility of a learner's message was a major factor in the native
speaker evaluations.

Another indication of the importance of lexical proficiency to communication in a
second language comes from observations of learners' behaviour in conversation. Studies
of communication strategies (see e.g. Faerch and Kasper, 1983) show that learners
perceive the problems they have in making themselves understood as primarily lexical in
nature. Learners' appeals for assistance, gestures, and paraphrases, for example, focus
on gaps in vocabulary rather than on grammatical structure or pronunciation difficulties,

as is evident in the following examples from French immersion students in grade 5
(Harley and Swain, 1978):

(1)  j'ai um ... 'spray paint'?

(2) le devant de le car (makes crashing noise)

(3) et le bateau a -- euh um étai* comme un sousmarin (meaning that the boat

'capsized').

The focus of learners on content words rather than grammatical functors may not
only be observable from their speech behaviour, but can also emerge as a
learning/communication strategy explicitly stated by a learner in an untutored learning
environment. Shapira (1978) reports on one such learner in the U.S.A. who says: "I'm
hear and put more attention the big words," and that "little words is no too important for
me."  The learner in question was found to have made no progress in acquiring
grammatical morphemes in English over a four-month period of observation. (The
development of her vocabulary was not, however, assessed.)
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Such empirical observations raise interesting questions about the relationship of
lexical proficiency to other aspects of L2 communicative competence. Is a high degree
of lexical proficiency necessarily accompanied by superior control of morpho-syntactic
structures, or does one develop relatively independently of the other? What relationship
does lexical proficiency have to other aspects of communicative competence such as
discourse competence (the ability to interpret and produce discourse coherently and
cohesively) or sociolinguistic competence (the ability to interpret and produce language
that is socially appropriate in context) (Canale 1983; Year 2 Report).

The present study was designed to examine these and other related issues
concerning the development of lexical proficiency in French by English-speaking students
enrolled in an early French immersion program.l The purpose of the study, which
focusses on the verb vocabulary used in written compositions, is threefold:

(1) to compare different quantitative measures of the students' lexical
proficiency in their second language;

(2) to examine the relationship between lexical proficiency and other aspects of
their L2 communicative competence; and

(3)  to describe the learners' lexical use in relation to that of native speakers of
French in order to gain insights into the L2 Jexical acquisition process.

2. THE DATA BASE

As part of a study investigating the factorial structure of second language
proficiency in a sample of 69 grade 6 immersion students in six different classes (Swain
1985, Year 2 Report), the students were required to produce several written
compositions. These compositions provide a substantial set of data from each student
which can be further examined from a lexical perspective. In addition, comparison data
are available from a grade 6 class of native speakers of French in Montreal. The time
assigned for each of three compos;tion-writing sessions was 30 minutes, with 15 minutes
allotted to a narrative and 15 minutes to a request letter in each of two testing sessions,
and 15 minutes to a request letter and 15 minutes to two short notes in a third session.
These writing tasks were originally designed to be scored for grammatical, discourse, and
sociolinguistic competence as indicated in Figure 1, P. 60. The instructions given for
each task supplied the students with much of the noun vocabulary they needed to write
their compositions, while the notes offered little opportunity overall to demonstrate
lexical proficiency. For the purposes of the present study of lexical proficiency,
therefore, it was decided to focus on the use of verb vocabulary in the two narratives
and three request letters, which provided ample opportunities to demonstrate proficiency
in the use of this major open lexical class.

Topics for the narratives were (1) the rescue of a kitten from a tree, and (2) a bank
robbery. The letters, all addressed to adults, were on the following topics: (1) a request
to keep a puppy in an apartment; (2) a request to borrow a bicycle; and (3) a request for
information on pollution for a school project. The exact instructions given to students
for the two narratives and three letters are reproduced in Appendix A, p. 64.
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As a preliminary step in the analysis of the use of verb lexis, a list of items was
compiled for each student, registering each occasion of use ('token') of a particular verb
lexeme, or verb 'type', as well as each lexical error that was made, and identifying the
Composition in which it occurred. Any instance of a verb lexeme in finite, infinitive, or
participle form was included in the list; thus il est allé, nous allons, aller, en allant all
counted as tokens of the lexical verb type, aller. Participles functioning as adjectives
were also included: for instance, fatigue in T'homme fatigué. When used as a predicate,
constructions such as I'homme est fatigue, il est mort were identified as finite instances
of the verb types fatiguer and mourir respectively.¢ Not counted as tokens were forms
of &tre, avoir and ailer when used as auxiliaries, and frozen verb forms occurring as part
of a fixed expression {e.g., s'il vous plait, est-ce que). The occurrence of ezch verb token
was listed in the infinitive form of the relevant verb lexeme. Each item was at the same
time coded as to whether it had occurred in an obligatory context for a finite verb, an
infinitive, or a participle.

In general, le francais fondamental (Gougenheim, Michéa, Rivenc and Sauvageot
1964) was used as a guide in determining what constituted a distinct verb type. This
basic French word frequency jist contains more than | »000 werd types based on an oral
corpus, of which roughly 200 are verbs. The occasional distinction that this frequency
list makes between reflexive (pronominal) and non-reflexive verbs was dropped for the
purposes of the quantitative analyses. The reason for this was twofold:

(1) immersion students often did not make a distinction between reflexives and
non-reflexives (e.g. amuser might be used instead of stamuser).

(2) errors in pronouns and auxiliaries of reflexive verbs had been treated as
grammatical errors in Allen et al. (1983) and therefore were not scored as
lexical errors. It would not have made sense to give a student credit for
having two correct lexical types s'amuser and amuser if in fact only one
form, amuser, had been produced.

A few additional distinctions, not found in le francais fondamental, were made in
the present study: for example, separating causative faire (e.g. elle a fait bouillir la
soupe) from other non-causative uses of faire, and distinguishing uses of a polysemous
verb such as laisser as instances of one of two types, meaning roughly 'to allow' and 'to
leave'.

As the list of verb items was compiled, each item was simultaneously coded as
lexically acceptable or not. An item was considered lexically unacceptable (an error) if
it contained a major malformation of the verb stem (e.g. étuliser instead of utiliser), was
not a French verb (e.g. blower), or violated native-like lexical use in the context (e.g.
16108: le chat est tres peur). Criteria were lenient, allowing a doubtful case to be
scored as lexically acceptable (for full details see Appendix B, p. 66). Grammatical
errors were disregarded; these included errors in associated pronouns (including reflexive
pronouns), homophonous spelling errors, errors in tense and finiteness, and errors of
agreement in number and gender.

Three researchers were involved in compiling and coding the list of verb items:
two native speakers of French and one competent non-native french speaker. Most of
the listing and coding was done by one of the native speakers. Following completion of
the list, a reliability check was carried out by a second coder. Based on compositions
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from 15 immersion students and five native speakers, 97% agreement was found on the
listing of items. Coding of lexical errors initially produced some major discrepancies
between coders -- of 31 errors noted in the same 28 compositions by one or other of two
native-speaker coders, there was initial agreement on only eight errors. Following
clarification of the criteria for determining lexical errors, these disagreements were
resolved, mostly in favour of the original judgment of the principal coder. A final
reliability check on the coding of lexical errors revealed a respectable correlation of .83
(p<.01) between coders with respect to numbers of errors produced by each of 13
students. Some discrepancy remained, however, in pinpointing specific errors: of 70
errors noted by one or both coders, there was agreement on 33 (47.1%).

3. MEASURES OF LEXICAL PROFICIENCY

Using the data base for immersion students described above, five different
quantitative measures were developed with a view to determining appropriate indicators
of the students' L2 lexical proficiency in the production of written text.3 These
measures were then statistically compared in correlational analyses in order to examine
the extent to which they were providing similar information about each student's lexical
skills relative to the skills of other students.

The first measure can be labelled 'lexical error rate', while the other four are
variations on the theme of lexical richness (Faerch, Haastrup and Phillipson 1984). They
will be referred to respectively as number of lexical types', 'lexical variety', 'lexical
specificity', and 'lexical sophistication' (Linnarud 1983).

3:1 Lexical Ecror Rate

A first step in developing this measure was to determine how it should be
calculated to control for differences in the length of compositions written by the
students. A student writing very long compositio.is, for example, might make the same
number of errors as a student writing very short compositions, but the proportion of
error would be quite different for the two individuals.

Three possibilities were considered as indicators of composition length: (a) the
total number of verb items listed for each student, (b) the number of correct verb tokens
listed for each student, and (c) the number of obligatory contexts for finite verbs
produced by each student. A correlational analysis revealed that these three measures
of length were very closely related, with intercorrelations of .98 between (a) and (b), .92
between (b) and (c), and .95 between (a) and (c). It was decided, therefore, to retain only
measure (a) — number of verb jtems -- since this was the measure that correlated best
with each of the other two and that contained the most complete information,

Having determined an appropriate measure of composition length, a lexical error
rate was arrived at for each student by dividing the number of lexical errors by the
number of verb items in the compositions: for example, 5 errors ¢ 45 items =.l1.

An alternative, 'equal-base' method of calculating the lexical error rate was also
considered, in which length of composition was controlled by eliminating all verb items
produced by each student above a certain cut-off point for each composition. These cut-
off points were established by reference to the approximate minimum number of items
produced by any student on a particular composition (see Table 1, p. 44), giving a total
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of 36 items for almost all students. The number of errors produced by each student up to
the cui-off point was then divided by 36 (or number of items produced if less than 36) to
produce the alternative measure of lexical error rate. A correlational analysis revealed
that this measure was providing much the same information as the origiral measure of
lexical error rate (Pearson correlation coefficient .87) in which the total number of verb
items used by each student served as the base. It was decided to retain only the original

measure based on all verb items since this contained more information than the equal-
base method of calculation.

The measure of lexical error rate decided upon may thus be considered a relatively
stable measure, affected little by the varying length of text produced by the students
and even less by the various different ways of calculating length of text. A cautionary
note needs, however, to be made with respect to content validity. Only those items that
were considered lexically unacceptable by the lenient criteria of Appendix B were
included in this measure, which thus probably represents a rather conservative estimate
of the lexical errors that students were making. Another cautionary observation is that
an individual student occasionally made the same type of error more than once. No
effort was made to determine lexical error types, as opposed to error ‘tokens', given the
difficulty of determining what should count as the 'same’ error. As has been pointed out
in earlier studies of French immersion students’ L2 production, (e.g. Harley and Swain
1978, 1984), outright errors are in any event a gradient phenomenon.

3:2 Number of Lexical Verb Types

This is the most straightforward of the measures of lexical richness that was
calculated. It represents a count of each student's verb types that were identified in the
master list, with 26 verb types removed tha: had occurred in the instructions to the
compositions (see Table 2, p. 45). A problem with this measure, however, is that it does
not take into account the length of text produced by each student. It can be predicted
that students who produce longer texts will tend to use more different verb types, and
this is in fact confirmed in the present study by a relatively high .68 correlation found
between number of lexical verb types and length of text (i.e. the number of verb jtems
listed for each student). While length of text may be partially dependent on prior
vocabulary knowledge, it is clearly also dependent on a variety of other factors, such as
linguistic skills of various kinds, speed of writing, and interest in the assigned topics. An
indication of the effect of genre and topic on composition length, for example, is
provided in Table 3, p. 46, which shows that on average the grade 6 students in the
present sample tended to write longer narratives than request letters and within genres,
to write more on animal topics than on other themes. While the topics were held
constant for all students, and there was a significant tendency for those who wrote
relatively long compositions un one topic also to be writing relativeiy long compositions
on other topics (see Table 3), it is likely that some students were more stimulated by
particular topics than were other students. In order to prevent such factors from

affecting lexical proficiency scores, therefore, it was decided to develop other measures
of lexical richness which would contrc! for length of text.

3.3 Lexical Variety

This measure is the closest to the familiar 'type/token’ ratio (see e.g. Faerch et al.
1984). In this instance, the verb types of each student (with the 26 verbs that were
provided in instructions removed, as in 3:2 above) were controlled for length of text by
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dividing by the total of the verb items listed, including both lexically acceptable and
lexically unacceptable items.

3:4 Lexical Specificity

This measure is similar to the above lexical variety measure, except that some
further verb types are dropped: namely, those verbs that are reported hy Muller (197%)
as being among the 20 most frequent French verbs listed in each of three different
sources: le francais fondamental based on oral French and two frequency lists based on
writien French texts. These verbs (see Table &, p. 47) are all of very general meaning,
and they overlap in some instances with verbs provided in the instructions tc the
compositions. Their elimination from the list of types enables us to gauge the extent to
which studerts are using verbs of less high coverage, or more specific meaning, in
French. This reduced list of verb types is divided, as before, by the total of verb items
to create the measure entitled 'lexical specificity'.

3:5 Lexical Sophistication

This is a measure of the extent to which a student is using relatively infrequent
verbs. Only those verb types are selected from the data base that appear neither in e
francais fondamental (where roughly 200 verbs are listed) nor in the instructions to the
compositions. This considerably reduced list of types is then divided by the total of verb
items as in other measures.

3:6 Equal Base Measures of Richness

Figure 2, p. 61, summarizes the information contained in each of the above
measures. As was the case for the measure of lexical errors, an alternative, equal base
method of controlling for length of text, whereby a cut-off point of 36 items was used as
a base for each student (see p. 26), was also examined with respect to the measures of
lexical richness: number of verb types, lexical variety, lexical specificity, and lexical
sophistication. Generally high correlations were found between the equal base method of
calculation and the original measures: Pearson correlations were .60 for number of verb
types, .74 for lexical variety, .78 for lexical specificity and .83 for lexical sophistication
(all significant at the p<.001 level). As might be anticipated, the single original
measure that did not embody a control for length of text - number of verb types — had
the lowest correlation (.60) with the equal base method of calculation, where a control
for length is built in. With respect to the other three measures of richness, it may be
noted that when length of text is held constant, a strong association is maintained with
the students' relative standings o the original measures. Only the original measures,
therefore, which are based on the full data set and thus contain more information about
each student, were maintained in further analyses.

3:7 Split-half Reliabilities

An effort was made to determine split-half reliabilities for the various measures of
lexical proficiency described. Thece were calculated for the 68 immersion students by
dividing the verb items listed for each student into 'odd itemt and 'even item' subtests.
Split-half reliabilities obtained for each of the lexical measures are provided in Table 5,
P. 48. With the exception of number of lexical types, they are generally low, possibly
because the verb item base for each subtest was too small and unstable. To test the
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hypothesis that size of data base was a factor in the low reliability coefficients, a second
set of split-half reliabilities was calculated, including only those students who had
produced at least 50 verb items. This made for two subtests based on a minimum of 25
items each. Despite the fact that the sample size was thereby reduced from 68 to 53,
split-half reliabilities were improved for the three ratio measures of lexical richness --
variety, specificity, and sophistication (see Table 5) - and especially for specificity and
sophistication. This finding suggests that in working with such lexical measures, a
substantial text base is necessary, and that the split-half measures obtained for the 68
students do not provide an adequate test of the reliability of the original lexical
measures.

An alternative method of calculating split-half reliability was tried with the lexical
sophistication variable, whereby four out of the five compositions were divided into two
subtests, each containing a narrative » :d a letter (the bank robbe.y and the request to
keep a puppy versus the rescue of a kitten and request to borrow a bicycle). The
resulting &L was .375 for the sample of 63 students, very close to the .362 obtained by
the odd/even item method. When the sample was reduced to the same 53 students as
before, a slightly lower ol was obtained of .328. It should be noted that in this instance,
a minimum of 50 verb items was not necessarily maintained for every student in the
reduced sample, in that only four out of the five original compositions were included in
the analysis. It was concluded that this method of calculating split-half reliabilities was
also adversely affected by the problem of size of data-base.

3:8 Correlations Among Measures of Lexical Proficiency

Table 6, p. 48, shows the correlations obtained among the various measures of
lexical proficiency described in 3:1-3:5 above. It indicates that there were positive
relationships among all four measures of lexical richness, with lexical specificity showing
the highest correlations with the other richness measures (.51 with number of verb types,
.88 with lexical variety, and .61 with lexical sophistication, all significant at the p<.01
level). The lowest correlation among tne richness measures was .25 (p < .05) between
number of verb types and lexical sophistication.

In general, there was little relationship found between the measures of lexical
richness and the lexical error rate. Only between the lexical variety measure and lexical
error rate was there a significant correlation of -.34 (p< .05), indicating a slight
tendency for those students with greater lexical variety to be making fewer lexical
errors.

Two measures of lexical proficiency were selected for further use in a factor
analysis (see Section 4 below). Lexical error rate was discarde¢ owing to its skewed
distribution and doubts about its meaningfulness as a measure of lexical competence (see
3:1 above). Also eliminated was the number of verb types' measure, since it did not
incorporate any control for length of text. Of the remaining three measures of lexical
richness, lexical specificity and lexical sophistication were retained in preference to
lexical variety. The latter relatively easy measure of richness was seen as the least
discriminating between 'good' and 'poor’ vocabulary users in the present sample of L2
learners in that it incorporated highly frequent verbs such as avoir, aller, dire, pouvoir,
whose use or non-use would tend to depend more on what a particular student had to sav
than on differential knowledge in relation to other students in the sample.
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4. _EXICAL MEASURES AND L2 PROFICIENCY

In the theoretical framework designed to study the structure of 12 proficiency
{Year 2 Report), three components of communicative competence were distinguished:
grammatical competence, discourse competence, and sociolinguistic competence (see
Figure 4, p. 63). It was hypothesized that these three types of competence ('traits')
would be distinguished via factor analysis. Results of a confirmatory factor analysis
preserited in the Year 2 Report did not confirm the existence of the three traits as
independent components of L2 communicative competence; instead a two-factor solution
was found. The factors in this solution were identified as a general factor of second
language proficiency, and a method factor that represented the context-reduced testing
situation common to multiple choice tests and tests based on written compositions.

No special effort was made, at the time when the matrix of tests was developed, to
design tasks thai. would focus specifically on aspects of lexical competence. However, it
was suggested that vocabulary knowledge would enter, to som:e extent, inco performance
on all the tasks (Year 2 Report). An earlier position taken by Canale and Swain ( 1980),
had been that vocabulary knowledge was part of grammatical competence.

4:1 Hypotheses

Arising from these two different perspectives on the relationship of vocabulary
knowledge to L2 proficiency, the following hypotheses were of particular interest in the
present study, using the grade 6 immersion data available from the original proficiency
study in the Year 2 Report and incorporating the two new lexical measures — lexical
specificity and sophistication -~ discussed in Section 3:

(1) That lexical competence is involved in all these components of language
proficiency and that the iexical measures will therefore load on a general

factor if there is one, or on all fact.:s equally in an analysis without a
general factor;

(2)  That lexical competence is a part of grammatical competence, and that the
lexical measures will therefore load most heavily on a grammatical factor
(provided that there is one in the analysis).

Aside from these two mutually exclusive hypotheses, a third hypothesis, also
incompatible with the other two, arises from preliminary analysis of second language
data obtained from grade 3 French immersion students in another research project at the
Ontario Institute for Studies in Education (Communicative French language testing:
Consolidating and disseminating results of three recent evaluation projects in the MLC):

(3} That lexical competence is relatively distinct from the other components of
language proficiency, and that the lexical measures will therefore constitute
their own separate factor, or else have relatively high uniqueness by virtue of
not sharing common variance with the other tests of language proficiency.

4:2 The Analysis

The starting peint for the new analysis was a confirmatory factor analysis based on
the nine proficiency measures of the earlier study, which le- to the two-factor solution
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that was presented in the Year 2 Report. The lexical measures were added to this set of
variables, and the analysis was repeated.*

The correlation matrix on which the analysis is based is shown in Takle 7, p. 49.
All correlations are Pearson product-moment correlations except those involving the
discourse oral measure, which are polyserial correlations. Because the two lexical
measures were somewhat similar, and based on the same data set, it was decided that
the factor analysis should allow for correlated errors between these two variables. In
fact, the three composition measures in the original set of nine measures were also based
on partially overlapping data sets (see Figure 1, p. 60) although no provision was made
for correlated errors in the original analysis. Therefore, a preliminary analysis was run
that permitted correlated errors between all measures based on compositions. This
analysis indicated that the correlations between errors for the two lexical measures,
between errors for lexical sophistication and discourse composition, and between errors
for discourse composition and sociolinguistic composition, were large enough to be
important, but that the others were not. In order to minimize the number of free

parameters, correlated errors were then allowed for these three pairs of tests only in the
iollowing analyses.

Two-factor analysis. The results of the two-factor analysis are shown in Table 8,
P. 50. The chi-square of 43 degree. of freedom was 40.50 (p = .580), the adjusted
goodness of fit index was .839, and the root mean square residual was .069. These
measures of the overall fit of the model may be compared with those for the models to
follow, and they show that the fit of the present model is acceptable. This seems to
confirm hypothesis 1, since in this model lexical proficiency is considered to be part of a
general language proficiency factor, represented here by factor 1. However, against
hypothesis 1 is the fact that the communalities of the lexical measures in this solution
are quite low - .11 for lexical specificity and .24 for lexical sophistication. Insofar as
the lexical measures have variance in common with other variables in the set, that
variance falls on the general language-proficiency factor; but most of their variance is
unique. In fact, the ioadings for lexical specificity are low and non-significant on both
factors (.26 on the common factor, and .21 on the second factor which may be
interpreted as a context-reduced written method factor), while the loa - for lexical
sophistication on the method tactor is also low (.:22). Lexical sophisticat. .1 does have 2
significant loading on the common factor (.41).

Three-factor analysis. On the basis of results from a three-factor exploratory
factor analysis which gave some indication of separate grammatical and discourse
factors as well as a context-reduced written method factor, it was decided to try a
confirmatory factor analysis with a three-factor model, in which the common factor oi
the above two-factor model was replaced by two factors, possibly correlated,
representing grammatical and discourse competence respectively. This would allow us to
test hypothesis 2 by looking at whether the lexical measures load more heavily on the
grammatical or discourse factor. Since there is no sociolinguistic factor in this model, it
is unclear where the sociolinguistic measures should load. It was decided on the basis of
the loadings in the exploratory analysis to let the scciolinguistic oral and multiple choice

measures load on the grammatical factor, and the sociolinguistic composition measure on
the discourse factor.

In an initial run for the three-factor model, lexical measures were allowed to load
on either the grammatical or discourse factors (as well as on the context-reduced
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method factor). However, the factor analysis did not converge for this model, and it was
therefore re-run with the lexical measures allowed to load only on the grammatical
factor (as well as on the method factor). Hypothesis 2 could still be examined because
the factor analysis pro, m™ provides 'modification indices', which show whether there
would be a significant in.urovement if a given measure were allowed to load on another
factor. In this case we examirsd whether there would be a significant improvement if
the lexical measures were allowed to load on the discourse factor.

Results for this three-factor mudel are shown in Table 9, p. 51. The overall fit for
this model is slightly better than for the two-factor model. Chi-square is 33.67 with 42
degrees of freedom (p = .817); adjusted goodness of fit index is .865; and the root mean
square residual is .063. The correlation between the two trait factors is .53. The
communalities of the lexical measures are similar ¢to those for the two-factor model (.14
and .25 for specificity and sophistication, respectively), and the loadings on the
grammatical factor for these measures are similar to or better than their loadings on the
general factor before (.31 and .44, respactively; only the latter is significant). With
regard to hypothesis 2, the modification indices show that there would not be a
significant improvement in fit if the lexical measures were allowed to load on the
discourse factor as well as on the grammatical factor. Hypothesis 2 is therefore
supported, in that insofar as lexical measures load on trait factors, it is on the
grammatical rather than the discourse factor. However, the large uniquenesses of the
lexical measures remain in the three-factor model.

Four-factor analysis. In order to examine hypothesis 3, a four-factor model was
tested, with the fourth factor being a separate lexical factor. Again this model v as
tased on results from an exploratory analysis, where a solution with four factors was
obtained in which the factors were id.'ntified as grammatical, discourse, context-reduced
and lexical. Eince the sociolinguistic oral measure loaded mainly on the lexical factor in
the exploratory analysis, it was constrained to load on that factor in the confirmatory
analysi.” as well. The outcome of this analysis is shown in Table 10, p. 52.

This model fits again somewhat better than the two- and three- factor models.
The chi-square, with 39 degrees of freedom, is 29.21 (p = .873); the adjusted goodness of
fit index is .875; and the root mean square residual is .059. The communality for lexical
specificity remains quite small at .15 but the communality for sophistication increases
to .43, This is reflected in the ">a s of the lexical measures on the lexical factor:
specificity is only .18, while sophistication is .52. This high loading for lexical
sophistication on the lexical factor is not significant, however. The loadings of the
lexical me. _ures on the grammatical factor are reduced to .16 and .08 for specificity and
sophistication, respectively.

4:3 Discussion

The three models that have been presented correspond to the three hypotheses that
were to be tested, and all three fit reas nably well. Model 2 fits somewhat better than
model 1, and model 3 fits sumewhat beiier than model 2, but each successive model is
also more complex than the previous one, and has more parameters, so that one must
consider whether the gain in fit is worth the loss in simplicity. The overall fit of the
three models by itself, therefore, provides no conclusive evidence favouring any one of
the three hypotheses over the other two.
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However, the low communalities of the lexical measures, especially in the two- and
three-factor solutions, suggest that these measures do not share a great deal of variance
with the other measures of language proficiency. These low communalities must be
considered in light of the reliabilities of the lexical measures, which are not especially
high, and it is possible that more reliable measures of lexical richness would correlate
more highly with the other measures of proficiency obtained. Nevertheless, the low
communalities do suggest that hypothesis 3 may be at least partially correct, and that
lexical proficiency may be somewhat separate from other aspects of second language
proficiency.

The second factor analysis provides some evidence as well in favour of hypothesis
2, because it shows that if language proficiency is factor-analysed into separate
grammatical and discourse traits, then lexica} measures, insofar as they fall on any of
the factors, fall on the grammatical rather than the discourse factor. This suppeits
hypothesis 2, that lexical competence is part of grammatical competence although with
two conditions: first, not all of lexical competence seems to be captured by this
grammatical component, since the communalities of the lexical measures remain low in
the three-factor solution. And second, separate grammatical and discourse factors do
not fit the present set of data very much better than a single general factor does, yet
this two-trait model must be assumed in order to show that the lexical measures fall on
the grammatical factor.

It is hypothesis 1 that receives the least confirmation from the present data. It is
only in model 1 where there are no trait factors that lexical proficiency seems to be
involved equally in all the aspects of proficiency examined. In the models that contain
trait factors, models 2 and 3, one finds that the lexical measures go partly with grammar
and partly as a separate factor and hence are not involved equally in the various aspects
of language proficiency.

Apart from these results concerning the lexical measures, the factor analyses that
have been presented are interesting because they show that grammatical and discourse
factors can be found in the present data. Grammatical and discourse factors had not
emerged in previous exploratory analyses involving only the nine non-lexical measures,
although other evidence for their existence had been found (see Year 2 Report). These
factors first emerged in an exploratory three-factor analysis, in which the new lexical
measures were included, where the grammatical measures clearly clustered on one
factor and the discourse measures on another. The third factor was interpreted as a
context-reduced method factor.

This three-factor solution did not contain a separate sociolinguistic factor, and the
loadings of these measures were therefore forced to fall on the existing grammatical and
discourse factors. Sociolinguistic oral and sociolinguistic multiple choice loaded mostly
on the grammatical factor which can be interpreted as indicating the importance of
knowing the appropriate grammatical forms in these tests. Sociolinguistic composition
loaded most heavily on the discourse factor, which can be interpreted as showing the
importance of discourse skills in carrying out this composition tack. These empirically
determined loadings were then used to place the sociolinguistic tests on appropriate
factors in the confirmatory three-factor analysis presented above.

In the same way, th ‘lour-facter confirmatory analysis was based on a
corresponding exploratory analysis in which a lexical factor emerged. Again there was
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no sociolirguistic factor, and this time the sociolinguistic oral measure fel] primarily on
the lexical factor. This may be interpreted to indicate that there are various
sociolinguistic 'formulae' that are important in this test that are learned as single
chunXs, interpretable as lexical units.

J.  LEXICAL USE OF IMMERSION STUDENTS AND NATIVE SPEAKERS

In sections 3 and 4 above, measures of the lexical proficiency of immersion
students have been examined in relation to each other and in relation to measures of
other aspects of their language proficiency. In this section, the use of French verb
vocabulary by the immersion students is compared with that of 22 native speakers of

French at the same grade level. The purpose of this analysis is to gain insights into the
nature of the lexical proficiency of immersion students.

5:1 Some Hypotheses

We would not expect the immersion students in this study to have as large or rich a
vocabulary available for productive use in their compositions as the native speakers,
given the relatively confined classroom context of their exposure to the second language.

Based on hypotheses proposed by Levenston (1979) we can predict some ways in which
these learners' verb vocabulary may be limited:

(1) they will prefer high-coverage verbs which can be generalized to use in a
large number of contexts; and

(2) they will fail to use verbs that present problems of various kinds —semantic,
syntactic, morphological, phonological or orthographic.

We may also predict that cross-linguistic influence (Kellerman 1984) from the LI
will be an important factor in the lexical use of the immersion students (e.g. Adjemian
1983, Blum-Kulka and Levenston 1983, ljaz 1985, Ringbom 1978). Plum-Kulka and
Levenston, for ¢ "ample, argue that all L2 learners make the initial a.sumpt.on of word-
for-word translation equivalence as a working hypothesis in dealing with the L2, and
indeed that 'positive transfer' is an important way of increasing one's control of the L2
lexicon. Adjemian, in discussing the kinds of lexical rules and prope.ties incorporated in
recent versions of generative grammar, hypothesizes that L2 learners will make use of
ready-made hypotheses based on L1 lexical rules or features wherever they perceive
them to fit the available L2 data.’ Adjemian (1983:254-5) is careful to point out that he
is not "attempting to predict actual learner behavior but only potential learner
behavior." With respect to immersion students, then, it may be predicted that:

(3)  they will show a tendency not to use lexical verbs for which there is no direct
translation equivalent in the L1; and

(4)  they will project aspects of their L1 lexical knowledge onto their developing
interlanguage lexicon.

These predictions are examined below.
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5:2 Relative Frequencies of Verb Types

Table 11, p. 53, indicates that the native speakers produced on average
significantly more text (in terms of numbe- of verb items), more verb types, and more
non-francais fondamental verbs than did the immersion students. Table 1! also shows
that the native speakers did significantly better on all the lexical measures in which
length of text was controlled for: lexical error rate, variety, specificity, and
sophistication. These initial comparisons thus indicate, as might be expected, that the
lexical proficiency of the second language ‘earners in the immersion classroom setting is
not on a par with that of native speakers of ‘he same age.

Notwithstanding these overall differences, Table 12, p. 54, shows that there is a
significant tendency for the immersion students and the native speakers to use certain
verbs with greater relative frequency than other verbs. The order of frequency with
which the two groups use 158 high-coverage verbs from le francais fondamental
(excluding those provided in the instructions to the compositions) correlates at .64
(p < .01). When only those 22 very high frequency verbs of general meaning are
considered which appear in the top twenty on several frequency lists (Muller 1974), an
even higher correlation between the immersion students and native speakers is found
(.881, p<.0001). These findings indicate that the immersior: students, in dealing with
the assigned composition topics, are quite similar to the native speakers in finding
certain verbs of general meaning relatively more available or useful than others in
expressing their ideas.

The relative frequencies with which both the native speakers and the immersion
students use verbs from le francais fondamental also correlate positively, but not as
strongly, with the order found in the frequency list itself. The correlations with le
francais fondamental are very si',.dar for the two groups: .42 (p < .01) for the immersion
students and .43 (b .Cl) for the rative speakers, when 158 verbs are taken into account,
.59 (p <.001) for mersion <. udents and .47 (p< .01) for the native speakers when
only the 22 highe: iency verbs 2~c taken into acc~unt.

The fact that ti.e correlations with le francais fondamental are not as high as they
are betweea the immersion students and the native speakers is an indication of the
importance of context, and also age, in considering the use of vocabulary by second
language learners. Le francais fondamental is a frequency, list based on the oral
vocabulary of adults across a wide range of conversational topics. In the present study,
we are dealing with written vocabulary used by 11-12 year olds on five specific, assigned
compositions. Clearly, there is nonetheless some relationship between le francais
fondamental frequencies and those found for the grade 6 immersion students and native
speakers, suggesting that at least some French verbs are more readily used than others in
a great variety of discourse: contexts -- by native speakers as well as L2 learners. It is
important to note that the iinmersion students have not been exposed to French learning
materials which are based on vocabulary specifically drawn from le frangais
fcndamental, as is the case for some French language texts designed for use in regular
'core' French classes. it would be of relevance, however, to determine the extent to
which the immersion lexical frequencies correlate with those demonstrated in immersion
teacher talk. Such an analysis could be done in the future from the grade 6 classroom
transcripts used as the data base in Chapter 5, although these classes are not the same as
those in the present study. Alss of relevance is to consider the extent to which the high
frequency French verbs listed in le francais fondamental are matched by near-congruent
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high frequency verbs in English. West's (1953) A General Service List of Englisa Words
suggests that there are strong cross-linguistic similarities. Among the most frequent
English verbs and modal auxiliaries listed by West, for example, are: have, say,
can/could, make, go, come, see, take, know, like.

523 Lexical Repertoire of Immersion Students

A comparison of the number of different verb types produced by the 22 native
speakers and a randomly selected subsampie of 22 immersion students reveals that the
immersion students are operating in their compositions with a much smaller stock of
verb types. Table 13, p. 55, shows that the 22 immersion students used a combined total
of 176 different verbs in their compositions, while the native speakers used 279, or 59%
more verb types than the immersion students. While both groups included most of the
verbs that were provided in the instructions to the compositions as well as the very high
frequency verbs listed by Mutler (1974), a major difference in the use of verbs that are
not included in le frangais fondamental is evident. The 22 immersion students used 53
such 'sophisticated' verbs between them while the 22 native speakers, with a combined
pool of 142, used more than 2 1/2 times as many different sophisticated verbs as the
immersion students. The native speakers' pool of such verbs was not only larger in
absolute terms but also larger in proportion to the total number of verb types in their
combined production: 50.9% of the native speakers' verb types versus 30.1% of the
immersion students' verb types. In keeping with our initial hypothesis, these findings
show the second language learners as relatively more likely to select high frequency verb
types than the native speakers whiie drawing on a smaller pool of verb types.

A further indication of the relatively restricted pool of verb types ..awn upon by
the 22 immersion students is the fact that only 38 verb types were used exclusively by
these immersion students and not by the native speakers (see Table 13). All other verb
types in the immersion pool of 176 were also used by one or more native speakers. In
contrast, the number of verb types used exclusively by the native speakers was 141,
including 108 verb types not listed in le francais fondamental nor provided in the

composition instructions (versus 19 such verbs used exclusively by the 22 immersion
students).

5:4  Comparison of Immersion and Native-speaker Use of Verb Lexis

As already indicated (see 5:2 above), the immersion students were rated as having
considerably more lexical errors n their compositions than were the native speakers, and
they tended to make greater relative use of high frequency verbs. An analysis of the
errors made by the immersion students provides some important clues as to the kinds of
lexical problems they may be having, but it is equally important both in relation to L2
acquisiticn theory and from a practical diagnostic perspective to consider the ways in
which their use of French verb lexis differs fron. that of native speakers without these
differences necessarily resulting in errors.

In line with hypotheses 3 and 4, a distinct tendency can be observed for the
immersion students to prefer those verb types in French that will fit into syntactic
frames and argument-predicate structures that are congruent with English, and to avoid
those verb types that have no direct, or relatively uncommon translation equivalents in
English. Outrigh® errors may be noted when verbs are selected by learners on the
assumpticn that they are fully congruent with English with respect to the frames into
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which they will fit when in fact they are only partially congruent. In some cases, this
can result in the wrong choice of verb (e.g. student no. 56108: le chat qui est trés peur),
in other cases, the error may be located elsewhere than in the verb jtself (e.g. 16108: je
vais au maison des Dupont et je demande pour une échelle). Note that pour in the latter
example will have been scored as a grammatical, and not a lexical error, in the context
of the present study.

Harley (i press) presents one example of a semantic domain where the immersion
students dernonstrate a preference for expressing the relevant information in a way that
is congruent with English. In a study based on data from one of the narrative
compositions in the present study, she shows that a subgroup of the immersion students
are less likely to select verbs combining the notion of motion and direction than are
native speakers, preferring often instead to express the notion of direction in a
preposition phrase, as is characteristic of English (see e.g. Talmy 1975, Vinay &
Darbelnet 1977). Further evidence of this pattern of use by immersion students is now
available for the full sample of students in the present study. Table 14, p. 56, shows
that the immersion students were making substantially less use than the native speakers
of a number of common French verbs combining the notions of motion and direction:
arriver, descendre, monter, partir, rentrer, and sortir. < the other hand, they were
making as much, or considerESIy more use of several other verbs of motion which have
direct translation equivalents and which in general can be fitted more readily into
semantic and syntactic frames that are common in English. Among these verbs were the
two highest frequency motion verbs in French, aller and venir. While their broad general
meaning and high frequency in French may have been one factor in their selection by the
immersion students, it is noteworthy that, in combination with preposition phrases or
adverbials, they are sometimes pressed into service by the immersion students to express
the more spacific directional notions of e.g. sortir, rentrer, etc. along the lines of
English come out, go in/home: e.g. 66114: Apres un heure, Madame Dupont a_venu au
baicon, elle a vu le petit chat et criais "Oh mon petit Puff". Elle est allé dans 1a maison
et téléphoné les pompiers). Of the remaining four motion verbs used as much, or more
often, by the immersion students, three (courir, grimper, and sauter) have direct
translation equivalents in English ‘run’, 'climb" and 'jump', while their relatively frequent
use of the fourth, entrer, more explicitly directional in character, is in contradiction to
their general tendency to make less use of such verbs than the native speakers. Perhaps
in this case, positive transfer of the cognate 'enter' in English and the classroom use by
teaciicrs of "Entrez!" can be suggested as possible influences.

The apparent general tendency to seek translation eqiiivalents in the second
language that will fit the same kind of structural frame may be promoted by the
existence of numerous cognates in the two languages. These can be a distinct asset to
the learner. If we look, for example, at the 19 sophisticated verbs that were unique to
the pool of verb types used by the subsample of 22 immersion students, we find that 14
of them have cogna*es or near-cognates in English (see Table 15, p. 57). Problems can
also arise, of course, with false cognates or partially congruent items. An example in
the narrative compositions is when approximately one third of the immersion used the
verb chasser in the sense of 'to chase' in an inappropriate context, which was scored as
an error by the native-speaking raters (e.g. 46120 les policiers chasse (sic) les bandits et
met dans prison). On occasion, students are even led to irivent cognates (e.g. 26102: il ne
bargue pas 'he doesn't bark'), on the assumption that there are not only regular semantic
and syntactic correspondences between English and French lexical verbs but also
phonological and orthographical ones.
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Along with the multifaceted phenomenon of lexical transfer, the issue of inherent
complexity within the second language needs also to be examined. Together these
factors may combine to cause problems (hypothesis 2). Inherent complexity may, for
example, have played a role in the differential use by immersion students and na.ive
speakers of some modal types of verbs in French, i.e. verbs that express semantic
distinctions similar to those of the English modal auxiliaries (can, may, must, etc.). As
can be seen from Table 16, p. 58, the native speakers tended in their request letters to
make substantially more use than the immersion students of aimer and vouloir (e.g.
16204: j'aimerais vous demandez la permission d'utilisé la bicyclette qui est dan le
garage; 16213: je voudrais que vous me la préteriez jusque 3 la fin d'aolt). In these
formulations of requests, it may be noted that the native speakers frequently used
conditional forms of the verbs in question. The immersion students may have avoided
using this type of request frame precisely because it would have involved the use of the
relatively complex conditional verb form. Instead, the immersion students in making
their requests were much more likely to use lais. 2r in the sense of 'tc allow' and pouvoir,
often in combination with s'il vous plait. In the letters asking to keep a puppy in an
apartment and to borrow a bicycle, for example, the immersion students typically
requested permission in the following manner: 36108: S'il vous plait, laisser moi garder
mon chien; 26127: Est-ce que je peux juste gardé pour 5 jours...; 66121: Alors, monsieur,
est-ce que tu peux me préter ta bicyclette? While the form of the immersion students’
requests may in general have been inherently simpler from a grammatical point of view
than those of the native speakers, this does not rule out the possibility that the greater
use of pouvoir in a direct question frame also reflects a tendency in English to phrase
such requests with can/could. Further data in the form of English compositions from the
same-aged students are needed to examine this issue.

Inherent complexity may have combined with other factors to make the use of
pronominal verbs rare among immersion students, even wnen credit is given for omitted
reflexive pronouns (scored as grammatical errors). Thus, in addition to inherent morpho-
syntactic complexity with respect to the use of pronouns and the marked auxiliary é&tre,
relative infrequency of use of pronominal verbs in the French of immersion teachers,
together with lack of congruence with English structural frames, may have affected the
pattern of immersion students' lexical use in this area. A count of pronominal verb types
indicates that the native speakers used 52 such verbs between them, or 18.6% of their
combined verb types, compared with only 16, or 9% of the verb types used by the
subsample of 22 immeision students.

Apart from the suggested influence of morpho-syntactic complexity in the low use
ot 'polite' conditional forms and of pronominal verbs, inflectional complexity does not
appear to have been a deterrent to the use of specific verb types. The subsample of 22
immersion students together used proportionately a slightly greater variety of 'irregular'
verb types from the second and third groups (e.g. finir, prendre, devoir) than did the

native speakers: 52:176, or 29.5% of total verb types, for the immersion students versus
65:279, or 23.3% of verb types in the native speaker group. The inflectional complexity
of such verbs appears to have been reflected in conjugatior: errors (considered
grammatical errors in the context of this study) rather than in the avoidance of specific
verb types. It may be noted that many high coverage verbs in French are irregular in
this sense. In fulfilling the expectations of hypothesis 1, therefore, the learners' lexical
use is bound to be in some conflict with hypothesis 2.
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Derijvational complexity, on the other hand, appears to be a more useful predictor
of Jower use of certain verb types by the immersion students and the native speakers.
However, since derivationally complex verbs tend also to be relatively low in frequency
(note that there are nc derived verbs in Muller's (1974) list), it is not possible to say
whether frequency/utility or derivational complexity is the more important consideration
in the relatively low use of such verbs. The subsample of 22 immersion students
produced an estimated 25 derived verb types between them, representing 14.2% of their
pool of 176 verb types, while the native speakers produced 54 derived verb types, or
19.5% of their pool of 279 verb types.6 If derived verbs are divided into (a) those that
are derived from other verb forms by affixation (e.g. apporter, disparaitre, emporter,
ramener), and (b) those that are derived from other parts of speech such as nouns or
adjectives with or without affixation (e.g. affoler, encercler, paniquer » then it appezars
that the immersion students are more likely to use (a) than (b§. Nineteen out of the 25
derivationally complex verb types that they used (76%) may be considered derived by
affixation from other verb forms; among the native speakers, the proportion was 33:54,
or 61%. Of the six verbs used by immersion students which can be considered derived
from other parts of speech, five have cognates in English (approcher/'approach!,
garder/'guard’, masquer/'mask', respecter/'respect, téléphorier/'telephone’,). These
findings suggest that the immersion students are transferring such items from their L1
and making little use of L2-internal derivational resources of the kind that link different
parts of speech. In order to determine whether the immersion students' patterns of
affixation were simiiar to those of the native speakers, verb prefixes used with more
than one verb type in the native speaker group's compositions were examined. Table 17

l (p. 59) shows that re-/L-is the most widely distributed form of prefix, followed by en.,

then a-, é- and dé-.~ Among the subsample of 22 immersion students, re-/r- is also the
most widely distributed prefix, followed by a-, dé- and €-. ‘There is no use by these
immersion students of the prefix en-. One way in which the lexical resources of
immersion students could be enlarged is by focussing attention in the classroom on
derivational processes of affixation, perhaps with particular emphasis on those which
appear currently to be underused.

In sum, this brief comparative analysis of verb lexis used by the immersion students
and the native speakers provides general support for the hypotheses presented in section
J:1. The immersion students tended to make proportionately more use of high-coverage
verbs than did the native French speakers (hypothesis 1), and to make less use of some
syntactically and morphologically complex verbs such as pronominal and derived verb
types (hypothesis 2). It may be noted that, in line with hypothesis 1, these complex verbs
tend not to be among the most frequent, high-coverage verbs in French. Inflectional
complexity, on the other hand, which is characteristic of a number of high frequency
verbs in French, does not in general appear to have been a deterrent to their use by the
immersion students (with the possible exception of request verbs that might have
entailed the use of conditional forms). Semantic and/or syntactic incongruence with
English L1 is clearly an important factor in the immersion students' non-use of some L2
verb types and in many of their lexical (as well as Zrammatical) errors (hypotheses 3 and
4). At the same time, there is evidence to suggest that lexical similarities between the
L1 and the L2, specifically in the form of cognates, help to increase ..e students' L2
lexical resources.
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6. CONCLUSION

The present study has compared several different measures of immersion students’
lexical proficiency as demonstrated in their productive use of verb lexemes in written
compositions. Two measures of lexical richness - specificity and sophistication -- were
selected for use in a factor-analytic study. These were chosen in preference to a
measure of lexical errors, given the lack of agreement by native-speaker judges in rating
of errors. Clearly other kinds of lexical measures, based on different L2 tasks, are also
needed to gain a fuller understanding of the students' lexical competence. In particular,
little is yet known about the receptive lexical proficiency of immersion sudents.

Based on the factor analyses described in section 4, no strong conclusions can be
drawn concerning the relationship between lexical richness and other aspects of
immersion students' proficiency in French, although there is at least some evidence to
suggest that there are aspects of lexical proficiency that represent a somewhat separate
dimension of L2 proficiency for these students. An interesting additional finding was
that grammcztical and discourse factors emerged in the three factor solution that had not
previously been found in the main proficiency study (Year 2 Report).

The descriptive comparison of lexical use by the immersion students and native
speakers of French revealed different patterns of use that were in line with general
predictions that had previously been made concerning L2 lexical development. The
adherence of immersion students to mostly high coverage verbs and patterns of lexical
use that are congruent with their English L1 suggest a number of implications for
classroom practice. The students' stock of available lexical items might, for example,
benefit from more activities designed to increase their use of derivational processes in
the second language, and from an emphasis on the use of specific terms rather than more
general, high-coverage terms. An explicit classroom focus on particular semantic
domains, such as directional expressions, where the Ll-influenced lexical use of tf-
immersion students tends to differ systematically from that of the native speakers,
might also be beneficial. In short, there appears to be a need for further examination of
different aspects of the lexical proficiency of immersion students, and for classroom
experimentation :nvolving a variety of approaches to the teaching of lexical competence.
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Footnotes

1

The program in which these students are enrolled consists of 100% schooling in
French from kindergarten to grade 2, following which a period of English language
arts is introduced in grade 3. The English portion of the day is gradually increased
so that by grade 6 the students are receiving about 50% of their schooling in
French and the other 50% in English.

Given the difficulty in determining, for specific cases, whether such constructions
should be interpreted as &tre + adjective, or as resultative auxiliary (8tre) -
participle, it was decided to include all such constructions as if they were auxiliary
+ past participle.

Note that in these analyses, the original sample of 69 immersion students is
reduced by | to 68, owing to the elimination of a student who was found to be an
outlier on several critical variables.

At the same time an accent measure was added, and is incorporated in Tables 7 -
10. It took the form of a 4-point rating scale based on data from the original
grammatical oral measure. Since this variable was not directly relevant to the
present study of lexical competence, it is not considered further.

Based on Kellerman (1979), Adjemian is allowing for the possibility that learners'
general perccptions of language relatedness may influence their willingness to
transfer lexical items.

Verbs were listed as derived if they contained a non-inﬂectip:)al affix (e.g.
disparaitre) or were derived from another part of speech (e.g. téléphoner). The
designation of 'derived' was based on a consensus of two researchers with linguistic
training.
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Table 1

Cut-off Points for Equal-base Method
of Assessing Lexical Proficiency

Composition
Narr. 1 - rescue of kitten
Narr. 2 - bank robbery
Letter 1 - keeping puppy
Letter 2 - borrowing bicycle

Letter 3 - pollution project

53

Cut-off point
10
8
8
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(se)

barrer
commencer
convaincre
demander
déménager
donner
dormir
écrire
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Tabje 2

Verb Types Provided in Instructions to Compositions
and Eliminated from Measures of Lexical Richness

envoyer
étre
(se) faire
garder
(s imaginer
louer (location)
(se) présenter
(se) servir

!

(se)

suivre
travailler
trouver
utiliser
voir

vouloir
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Table 3

Comparison of Length of Five Compcsitions
Written by 68 Immersion Students

Analysis of variance

Source SS MS F
Between compositions 4 2750.21 687.55 79.72
Error 268  2311.39 8.62

Multipl2 comp- risons

Comparison Value of cornparison

Narratives: . _scue of kitten vs. 2.22%
bank robbery

Letters: keeping puppy vs. 1.28
borrowing bicycle

Topics: Animals v3. other 3.50%

Genre: letters vs. narratives 4,21 %

*  aparison greater than the critical for Scheffé, o =.05

Correlations in length

Bank Keeping Rescue Borrowing
Robbery Puppy of kitten  bicycle
Keeping puppy 31 %%
Rescue of kitten Shxx 37 %%
Borrowing bicycle 33k bl xx 36t
Info. on pollution J23% 20% 24% J36% %
#*p<.05 *%* p< 0!

001
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Table 4*

High frequency verbs in French
(in declining order of frequency) deleted from

numerator of lexical specificity measure

1]
o
(2]

8tre 1 1 1
avoir 2 2 2
faire 3 3 3
dire 4 5 4
pouvoir 5 4 8
aller 6 6 5
voir 7 7 6
savoir 8 3 7
vouloir 9 9 10
venir 10 10 11
falloir 11 12 9
devoir 12 11 17
croire 13 15 14
trouver 14 14 19
donner 15 13 20
prendre 16 16 12
parler 17 17 18
aimer 18 20 26
passer 19 19 16
mettre 20 21 15
tenir 22 18 25
arriver 33 29 13

*Adapted from Muller (1974).

a  Trésor de la langue francaise

b Frequency Dictionary of French Words (Juillard, Brodin & Davidov: .ch 1970)
-- written corpus

¢}z francais fondamental (Gougenheim, Michéz, Rivenc & Sauvageot 1964) .-
oral corpus
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Table 5

Split-half Reliabilities (cl) Based on Odd-item/Even-item
Scores on Measures of Lexical Proficiency

Measure Reliability
N = 68 N =532
Lexical error rate 308 278
No. of verb types .798 723
Lexical variety 375 420
Lexical specificity 274 J16
Lexical sophistication .362 572

Those students who produced at least 50 verb items across the five
compositisn tasks.

Table 6

Corre:lations Among Lexical Proficiency Measures

Lexical Verb types Lexical Lexical
error rate variety specificity
Verb types -0.18
Lexical
Lexical
Lexical
sophistication -0.]3 25% L5%% Ll x¥

* p< .05 *% p< 01
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Table 7

Correlations of All Measures

GO GM GC DO DM DC SO SM SC SPEC SOPH ACCT.

GO 1.000

GM 0.203 1.000

GC 0.317 0.594 1.000

DO 0.127 0.032 0.085 1.000

DM 0.241 0.426 0.403 0.250 1.000

DC 0.233 0.469 0.503 0.256 0.462 1.000 )
SO 0.069 0.070 0.228 0.124 0.098 0.014 1.000

SM 0.345 0.336 0.441 0.146 0.285 0.331 0.160 1.000

SC 0.003 0.206 0.142 0.170 0.355 0.531 -0.043 0.098 1.000
SPEC  0.046 0.292 0.315 0.120 0.057 0.125 0127 0.128 0.072 1.000 -
SOPH 0.126 0.393 0.322 0.196 0.165 0.015 0.327 0.177 -0.083 0.60> £.000 b

ACCT 0.329 0.139 0.216 0.196 0.143 0.148 0.145 0.243 -0.015 0.273 0.z63  1.000

Key to

GO grammatical oral SO sociolinguistic oral

GM grammatical multiple choice SM sociolinguistic multiple choice
GC grammatical composition SC sociolinguistic composition
DO discourse oral SPEC lexical specificity

DM discourse multiple choice SOPH lexical sophistication

DC discourse composition ACCT accent
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Table 8

Confirmatory Factor Analysis, 2-Factor Solution

Factor 1 Factor 2

General Written
GO 55 -—
GM 35 71
GC 53 57
DO .32 -—
DM 34 A5
DC .37 .53
SO .33 -—
SM 52 24
SC .00 .33
SPEC .26 21
SOPH Al 22
ACCT Sl -—

Chi-square with 43 degrees of freedom = 40.50, p = .58
Adjusted goodness of fit index = .839
Root mean square residual = .069

Communalities

.30
.63
.60
.10
.32
N
.11
.33
A1

A1
24
.26
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Table 9

Confirmatory Factor Analysis, 3-Factor Solution

Factor 1 Factor 2 Factor 3

Grammar Discourse Written Communalities
GO 52 -- — 27
GM 31 - 73 .63
GC A8 - 63 62
DO - .62 -— .38
DM - A6 NS M1
DC - A48 57 57
SO o35 - - .12
SM A48 - 28 .32
SC - .28 28 .15

SPEC 31 - 19 A4
SOPH A4 - 22 25

§
' ACCT S5 - - .30

Correlation between factors 1 and 2 = .53

Chi-square with 42 degrees of freedom = 33.67, p = .82
Adjusted goodness of fit index = .865
Root mean square residual = .063
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Table 10

Confirmatory Factor Analysis, 4-Factor Solution

Factor 1 Factor 2 Factor 3

Grammar Discourse Lexis
GO .58 - -—
GM .29 - -
GC 52 - -
DO - A6 -
DM - Sl -
DC - 62 -
SO - - I8
SM 35 - -
SC - .37 -
SPEC .16 -— .18
SOPH .08 - .52
ACCT 49 - -—

Correlation between factors | and 2 = .60
Correlation between factors 1 and 3 = .4}

Chi-square with 39 degrees of freedom = 29.21, p = .87

Adjusted goodness of fit index = .875
Root mean square residual = .059

62

Factor 4
Written

81
35

.39
46

.21
'21

25
33

Communalities

34
J75
59
.21
A1
.60
.33
.36
18

A5
43
24




33

Table 11

Comparisons Between Immersion Student and

Native Speaker Means on Lexical Measures

Variable

No. of verb items

No. of verb types

Lexical error rate

Lexical variety

Lexical specificity

Lexical sophistication

Group

Imm
Nat

Imm
Nat

Imm
Nat

Imm
Nat

Imm
Nat

Imm
Nat

X

59.56
70.64

25.41
37.86

0.06
0.01

0.43
0.54

0.29
0.40

0.08
0.17

SD

11.90
16.63

-3.43

-8.09

5.73

-7.14

-7.01

-7.38

.001

.000

.000

.000

.000

.000
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Spearman Correlations of Use of Verbs by Inmersion Students
and Native Speakers with Frequencies in le francais fondamental

Table 12

and Muller's List of High Frequency Verbs

N
Imin 69
Nat 22

N
Imm 69
Nat 22

Based on those verbs used by either group and also iisted in le frangais
fo.idamental, excluding verbs provided in instructions to compositions.

FF3
Alex*
A28% %

Muller listb

SUEL L]

Not excluding verbs prcvided in instructions.

p<.0J
p< .001

Imm?2

640%*

Imm

B8%%
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Table 13

Verb types generated by 22 Immersion students
and 22 Native speakers

' All types

Total pool:
Imm or Nat 317
Imm Total 176
Nat Total 279
Overlap 138
imm Uaique 38
INat Unique 141

a

Numerator for Variety
Numerator for Specificity
Numerator for Sophistication

Excluding Excluding
provided verbs? provided & high

294

154
257

117

37
140

frequency verbs

271

134
235

98

36
137

Excluding
le frangais

fondamental a%d

provided verb

161

53
142

34

19
108

S




Table 14

Mean Use per Student of Some Verbs of
Motion in Two Narrative Compositions®

Native speakers Immersion students
(N =22) (N = 69)

Verbs used much more
often by native speakers

arriver 96 .28
descendre .82 A3
monter 1.09 .30
partir J73 .30
rentrer 78 .13
sortir 77 .35

Verbs used as much
or more often by
immersion students

aller 87 .88
courir 1.23 1.78
entrer .32 .65
grimper S5 S5
sauter .32 68
venir 99 95

Includes only verbs for which X use is at least .33 for one of the groups.
Those items rated as errors are not included.
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Table 15

Cognates and Partial Cognates Among the 19 "Unique'
Sophisticated Verbs of 22 Immersion Students

French English
adorer adore
alarmer alarm
apparaitre appear
apprécier appreciate
avoir la permission (have) permission
commander -
découper -
degonfler -
demeurer -
démolir demolish
garder guard
isoler isolate
masquer mask

punir punish

se rapprocher approach
rattacher attach
respecter respect
situer situate
tressaillir -

M the sense of surveiller

o
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Table 16

Mean Use per Student of Some Modal
Types of Verbs in Request Letters®

Native speakers (N = 22) Immersion stud nts {N = 69)

Keeping Borrowing Info. on Keeping Borrowing Info. on
puppy bicycle pollution  puppy bicycle pollution
aimer .35 .32 64 .03 .09 04
laisser .27 .05 .00 .67 .30 .00
(permission)
pouvoir .36 .32 .00 .61 77 .00
(permission)
pouvoir 64 .86 46 1.03 1.14 97
(total)
vouloir 77 .68 .36 46 .25 14

3 Not including those items rated as errors

e
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Table 17
Distribution of Derivational Prefixes Across

Different Verb Types Among Immersion
Students and Native Speakers

No. of different verb types with given prefix.

Imm (N = 22) N Spkrs (N=22)
9 15
0 9
4 6
3 3
1 3
36

% The form < >-/em- did not always have the same meaning

R9
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Lexical error rate

Lexical types

Lexical variety

Lexizal sperificity

Lexical sophistiction
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lex. errors in verbs
all verb items

verb types - verbs in instructions

verb types -~ verbs in instructions
all verb items

verbs in instructions
hi-frequency verbs
all verb items

verb types -

verbs in instructions

verb types - L erbs in le francais fondamental

all verb items

Figure 2
Calculation of Lexical Proficiency Measures
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Figure 3
Distribution of Scores on Lexical Measures




Traits

Methods Grammatical Discourse Socio-
linguistic

1,1 1,2 1,3
Oral production Interview Movie retelling Slide-tape
and discussion situaticns

Multiple choice Test de Discours a Socio-
Grammaire Choix Multiple linguistique

3,1 3,2 3,3
Written production Rédaction Rédaction Ecrire en
frangaise francaise frangais
Narrative: Narrative:
Au secours Aux voleurs
Letter: Letter:
La bicyclette  Le chien

Figure &
Matrix of Traits and Methods and Tests Used to Assess Each
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Appendix A
Instructions for Compositions
Narratives:
Au secours!

Ecris une petite histoire sur le sauvetage d'un petit chat se trouvant dans le haut d'un
arbre.

Commence avec je début suivant:

C'était un beau dimanche d'été et sur le balcon de la maison des Dupont un petit chat
dormait tranquillement. Tout d'un coup trois chiens

Aux voleurs!
Ecris une petite histoire sur un important vol de banque. Commence avec le début
suivant:

Ce jour-1a, comme d'habitude, la banque était pleine de monde. Tout d'un coup, trois
bandits

Letters:

Imagine-toi que ta famille déménage et que le nouveau propriétaire ne veut pas que tu
gardes ton petit chien dans votre nouvel appartement.

Ecris une lettre au propriétaire pour le convaincre de te donner la permission de garder
ton petit chien.

Sers-toi de I'espace ci-dessous:

Cher monsieur,

Imagine-toi que ta famille loue une maison 2 la campagne pendant le mois d'aoit. Dans
le garage, qui est barre, tu vois une belle bicyclette dix-vitesses.

Ecris une lettre au propriétaire de la maison pour le convaincre de te donner la
permission d'utiliser la bicyclette.

Sers-toi de I'espace ci-dessous:
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Cher monsieur,

Imagine que tu travailles & un projet sur la pollution. Dans deux semaines, ca sera 2 toi
de présenter ton projet 3 la classe. Tu as été voir 3 la bibliotheque mais tu n'as pas
trouve le matériel nécessaire. FEcris une lettre au Service de I'environnement pour leur

demander de t'envoyer en urgence des informations et des photos pour faire ta
presentation.
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Appendix B

Criteria for Judging Lexical Errors

A.  The following are not counted as lexical errors; the verb is listed in 1ts correct
form:

1. homophonous errors in the stem (e.g., miowler for miauler: listed as
miauler) ST

2.  grammatical errors such as:

errors in gender, number, or tense (e.g., elle sont sorti);

omission, substitution, or addition of preposition or reflexive
pronoun (e.g., ils vont for ils s'en vont: listed as s'en aller; il le
vient faire for il vient de le faire);

use of an incorrect but recognizable form of an irregular verb
(e.g., je vais le mis for ... mettre;

use of the incorrect auxiliary (e.g., il a passé for il est passé).

B.  The #ollowing are counted as lexical errors:

1. major morphological errors in the stem (e.g. miower for miauler;
protecter for protéger); the scorer should be lenient, but not beyond his
or her tolerance as a native speaker; the stem should remain

essentially French in form to be considered correct;

2. lexical errors in the use of the verb in context (e.g., dire for parler;
chasser for poursuivre; préter for emprunter).

If there is no evidence of error (for example, if it is possible in the
context that the student meant chasser in the corract French sense),
the verb is accepted as correct.
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Chapter 2

THE DEVELOPMENTAL GROWTH OF METAPHOR COMPREHENSION
IN CHILDREN'S FIRST AND SECOND LANGUAGE

Janice Johiison

The study examines the development of metaphor comprehension in minority
(Spanish-English) and majority (English) language children in Canada.l Previous work
with English-speaking school-aged children has resul‘ed in development of a coding
method and a measurement scale for assessing the degree of conceptual sophistication in
childrer''s spontaneous metaphor interpretations (Johnson 1982, Johbnson and Pascual-
Leone 1984). Using this method, level of metaphoric understanding has been found to be
largely determined by the child's mental-attentional capacity (working memory, general
level of cognitive development), and to a much lesser extent by the child's level of
linguistic sophistication or general knowledge structures. The present study examines
metaphor comprehension in developmental samples who differ widely in English
proficiency, but are equated on mental capacity. It thus makes a stringent test of the
claim that metaphoric processing is constrained more by mental-attentional capacity
than by linguistic sophistication.

In the study "linguistic proficiency" is operationalized in terms of traditional
measures: The main measure is a standardized test of oral language proficiency
(Woodock 1980, 1981); secondary measures are a story-retelling task and teacher ratings
of proficiency (DeAvila and Duncan 1983). Although the metaphor interpretation task is
not referred to as a "proficiency measure", it clearly Coes reflect a kind of proficienzy,
that is, the degree to which the child can use the first or second language for conceptual
(i.e., metaphoric) processing at the level of abstraction appropriate for his or her level of
cognitive development. Grammatical correctness is not important in the metaphor task,
and it is not necessary to use complex vocabulary to convey a conceptually sophisticated
understanding. The development of one's conceptual repertoire is likely facilitated by
language, but is not equated with language. In the study, "level of cognitive
development" is operationalized in terms of a content-free mental-attentional capacity
that grows with age; this capac: v is measured with a nonverbal task which has bean
shown to have good validity across ci..cural groups. A major goal of the study is to tease
apart constraints that linguistic proficiency and cognitive development sepzrately place
on children’s level of metaphoric interpretation.

Prior to a description of the stucy, some relevant issues from the field of second
language learning are discussed.

1.  THE DEVELOPMENT OF BILINGUALISM

Cummins (e.g. 1984b) has proposed that "anguage proficiency" can be
conceptualized along two orthogonal dimensions. One dimensijon, which he labels
"context-embedded vs. context-reduced", relates to the amount of contextual support
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available for expressing or receiving meaning. In context-embedded communication the
participants can actively negotiate meaning and the language is supported by situational
cues. By contrast, context-reduced communication relies primarily or: linguistic cues to
meaning. An example might be carrying on a conversation (embedded) vs. writing a
composition (reduced).

The second dimension concerns the extent to which the linguistic task is
cognitively demanding vs. cognitively undemanding. A cognitively undemanding
communicative task is one in which the linguistic 1 _ols have become largely automatized
or overlearned — such a task requires relatively little active cognitive involvement or
mental effort. Cognitively demanding communication tasks, on the other hand, involve
linguistic tools that have not been overlearned and, therefore, require active cognitive
involvement. Cummins (1984b) conceptualizes cognitive involvement "in terms of the
amount of information that must be processed simultaneously or in close succession by
the individual in order to carry out the activity." It is this second dimension that seems
most related to cognitive developmental aspects of language proficiency, and it is this
dimension which is of most concern here. Cummins (1984b) has proposed that "any
language task which is cognitively-demanding for a group of individuals is likely to show
a moderate degree of interdependence across languages" (p. 14).

A related issue concerns the theoretical assumption of "separate underlying
proficiency" vs. "common underlying proficiency" in bilingualism (Cummins, Swain,
Nakajima, Handscombe, Green, and Tran 1984). The first position assumes that
proficiency in L1 and L2 are separate; the second assumes that L1 and L2 proficiency are
in*ardependent. As Cummins et al. (198#) point out, these assumptions have important
ir lications for bilingual education, because "if L1 and L2 proficiency are
manifestations of a common underlying proficiency, then instruction in either language
is, theoretically, capable of promoting the proficiency underlying academic proficiency
in both languages" (p. 61). Cummins et al. (1984) present evidence supporting the
interdependence position, particularly in the case of cognitively demanding linguistic
tasks.

A different, although similar, dimensionalization of linguistic skills has been
proposed by Bialystok and Ryan (1985). Bialystok and Ryan propose the dimension of
"high vs. low analyzed knowledge" and the dimension of "high vs. low cognitive control".
The analyzed knowledge dimension refers to the extent to which the linguistic task
requires a knowledge of the structure of language. This dimension is related to
Cummins' context dimension in that contextualized uses of language usually do not
require highly analyzed knowledge. The control dimension refers to the need to select
and coordinate information. High cognitive control tasks require the selection and
coordination of information. A task requires low cognitive control when the aspects
relevant for solving the task are salient or when the subject has automatized the
relevant control function. The control dimension is thus analogous to the cognitive-
demandingness dimension proposed by Cummins, and is again the dimension of most
concern here. Bialystok and Ryan (1985) state that "high control skills should transfer
quite readily to other languages while tasks based on highly analyzed knowledge are
like' to remain language specific. Thus, language learners should benefit most directly
from previous language experience when operating in domains requiring high control."

In the metaphor task subjects are presented with novel sentences for which they
must construct interpretations. Being novel, the task cannot be solved with purely




69

automatized structures, and has been shown to reguire the use of mental effort, the
amcunt of mental effort needed varying with the level of the interpretation. The task is
thus a cognitively demanding (or-a high cognitive control) one, and according to the
above presented theoretical proposals, performance on such a task may be controlled
more by general cognitive factors than by purely linguistic ones. In addition, one would
expect to find linguistic interdependence in the context of such a task. Consistent with
such proposals, the present study examines the extent to which a content-free (i.e.,
nonlinguistic) cognitive capacity constrains development of metaphor comprehension in
L1l and L2. It also examines the extent to which the conceptual repertoire developed
through L1 predicts level of metaphor comprehension in L2. The next section presents a
possible cognitive-psychological interpretation of some of the theoretical constructs
advanced above.

2. A COGNITIVE DEVELOPMENTAL PERSPECTIVE

The general theoretical framework used here is the theory of constructive
operators of Pascual-Leone (1970, Pascual-Leone and Goodman 1979). This theory
conceptualizes the psychological organism in terms of a modified "spreading activation"
model composed of two interacting systems: (a) a content-specific system of schemes
and (b) a content-free system of resource processés. Schemes are content-specific
informational or knowledge-processing units. The subject's repertoire of schemes is his
or her repertoire of knowledge structures. There are schemes for particulars of
experience, for actions, for conceptual entities, for linguistic entities. The schemes one
possesses are the result of one's learning history.

The only resource process to be discussed explicitly here is the M-operator. The M
operator represents a limited amount of mental attentional energy (or mental capacity)
that can be used to boost the activation of task-relevant schemes that are not
sufficiently activated by the situation or by other organismic resources. In simple terms,
M corresponds to the number of separate pieces of information, not directly activated by
the input, that the subject can actively keep in min_ at any one time. Such capacity is
related to Spearman's (1927) g factor and to the modern notion of mental effort
(Kahneman 1973) or working memory (e.g. Case, Marini, McKeough, Dennis and Goldberg
1986). This construct can be used to explicate, in part, the notions of "cognitively
demanding" and "high cognitive control" tasks.

M is a limited-capacity resource. The maximal number of schemes that an
individual can simultaneously boost with M is called his or her M-power. The theory
posits that M power (when measured behaviourally) grows in a discontinuous fashion:
Maximal M power increases linearly every other year during normal cognitive
development from an M power of one mental unit at 3 and & years of age to an M power
of 7 mental units at 15 years and older. Pascual-Leone (1970) has proposed that a growth
in M power due to maturation is the .ransition rule in Piaget's deveiopmental stages.
There has been much empirical work supporting the validity of the proposed M power
values -- including research with various socioeconomic, cultural, and linguistic groups
(Case 1975; DeAvila, Havassy and Pascual-Leone 1979; Globerson 1983; Miller 1980).

One can characterize a cognitively demanding task as one which requires the
application of the M operator for its successful completion; this is opposed to a task
whose solution is controlled by salient or overlearned aspects of the task situation.
However, the degree of task demandingness is relative .o the task and to the M power of
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the subject. One can characterize subjects in terms of their M power (by measuring it
behaviourally). Similarly, one can characterize task performances terms of their M
demand. The M demand of a task performance is the minimal amount of M power needed
to generate the performance. This amount can be estimated by means of theory-guided
task analysis. A task with an M demand of 3 mental units will normatively be demanding
for a 7-year-old, less demanding for a 9-year-old, and beyond the capacity of a 5-vear-
old (the proposed M power of 5-, 7-, and 9-year-olds is, respectively, 2, 3, and 4 mental
units). One source of the interdependence between L1 and L2 in cognitively demanding

linguisti~ tasks may be the M power required for successful performance in either
language.

M capacity is a content-free cognitive resource, an attentional energy that must
apply on content structures or schemes. If the performance can be produced with
overlearned or automatized structures, then little M capacity will be reqguired for the
performance (i.e., the task will be cognitive undemanding or require low cognitive
control). If the task requires structures tuat are specific to a given language (e.g., a task
requiring highly analyzed knowledge, such as the grammar of a specific language) then a
main constraint on performance will be whether or not the child has learned those
structures. If, however, the language task is a cognitively demanding one and it requires
structures that are not specifically linguistic, then M power is likely to be the main
constraint on performance. This is the claim made for the raetaphor interpretation task,
that it is a cognitively demanding task requiring experiential structures, which can be
gained from interaction with the environment, and conceptual structures the learning of

which may be facilitated by language learning, but which are not language specific (cf.
Johnson, Fabian and Pascual-Leone 1986).

3. SUMMARY OF THE PRESENT STUDY AND HYPOTHESES

The study used a developmental design, with children of English and of Spanish
home-background at each of three age ievels: 7-8, 9-10, and 11-12 years. All children
were assessed for M power, using a nonverbal measure, and within each age group the
English annd Hispanic children were matched on age and M power score. The children
were also tested for oral language proficiency and metaphor interpretation in English.
The score for a metaphor item reflects the cognitive complexity of the metaphor
interpretation and is scaled according to the M demand of the interpretation. Th~
Hispanic children were also tested for oral language proficiency in Spanish, and a

subsample were tested for metaphor interpretation in Spanish.

3:1 Hypotheses

* That there will be no overall difference between the Hispanic and English students

in measured M power, although there w.il be overall differences in English oral
language prc “iciency.

* That the develpmental sequence of emergence of kinds of metaphor

intzrpretations already found for monolingual English-Canadian children will be
found for Hispanic children. That is, the same deveicomental scale of metaphor
comprehension will apply across language groups and across languages.

* That across ages the metaphor performance of both Hispanic and English samples

will be more strongly determined by age and by measured M power than by
measured oral language proficiency.
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That relevant conceptual structure: deveioped in Li will facilitate metaphor
comprehension in L2: or recent immigrants, oral language proficiency in Spanish

will predict English metaphor performance better than does oral language
proficiency in English,

That on the metaphor task, Hispanic children with high proficiency in both Spanish
and English will perform equal to or better than age-matched English monolinguals.

This last hypothesis is suggested by evidence that bilingualism yields cognitive
benefits (e.g., Barik and Swain 1976, Ben-Zeev 1977, Bialystok and Ryan 1985, Cummins
1981, 1984a, DeAvila and Duncan 1980, Harley, Hart, and Lapkin in press, lanco-Worral!
1972). If this is the case, one could expect bilingual students (at least those with high
proficiency in both languages) to exhibit metaphor performance superior to that of age-
matched monolingual students. In support of this hypothesis is Bountrogianni's (1984)
finding that bilingual Canadian-Greek children performed better on a proverb
interpretation task (in English) than did monolingual Canadian children. It is not
suggested that bilingualism can increase one's M capacity (which is seen as increasing
maturationally), but rather that it may foster growth of one's conceptual repertoire.

4 METHOD

4:1

Subject Selection

Subjects were initially recruited from grades 2, 4, and 6 of three separate schools

' in working-class areas of North Toronto. Parental permission. forms were sent home with

all children in these grades who, according to school records, had Spanish or English as
the horne language; the forms were written in the home language. Attached to the
permission form was a questionnaire to be completed if parents agreed to their child's
participation (see Appendix; p. 107). The questionnaire asked what had been the first
language learned by the child and which languages were currently spoken {a) by the child
at home, (b) by adults in the child's home, (c) by other children in the home, and (d) by
the child outside the home. For each :anguage they listed, parents rated on a five-point
scale the frequency of use in the various situations.

All children with permission were tested in class groups with a nonverbal measure
of mental capacity (i.e., M power). This measure was the Figural Intersections Test (FIT;
de Ribaupierre and Pascual-Leone 1979, Pascual-Leone and Smith 1969); instructions
were given in English and Spanish. Each FIT jtem shows a number of discrete geometric
shapes on the right-hand side of a page and the same shapes in an intersecting
configuration on the left-hand side. The number ot shapes varies from two to eight; this
number defines the class of an item. Subjects must locate in the intersecting
configuration the one area where all shapes from the discrete set overlap. The FIT M-
power score corresponds to the highest item class that the subject passes reliably (i.e.,
75% correct), given reli sble passing on all lower classes. Previous rezearch has shown
the FIT to be quite culture-free (DeAvila, Havassy and Pascual-Leone 1979, Miller 19%0).

To ensure a normal developmental sample, subjects were selected to have an M-
power score within the normal range for their age group. Specifically, subjects were
selected to have an M-power score within one unit above or below the theoretically

predicted, and usually found, M-power for their age (e.g., the predicted M-power of 7-

and 8-year-olds is three mental units, thus, selected 7- and 8-year olds had a FIT score of
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of 3, 4, or 5). Subjects were selected into three age groups: 7-8, 9-10, and 11-12 years
(henceforth these groups are referred to as 7, 9, and I1). Further criteria for selection
of Hispanic subjects were that Spanish be their first larguage, their parents speak
Spanish at home often or always, and the child speak Spanish at home at least
sometimes. A further criterion for English children was that English be the only
language spoken by the child and the parents; that is, the English sample was chosen to
be monolingual. '

Twenty Hispanic children per age group were selected, but because of the ethnic
composition of the schools it was not possible to select a full matching sample of
monolingual English children from the same schools. This necessitated going to a tourth
school in a more middle-class area to okiain additional monolingual English children.
Children with English home language in grades 2, 4, and 6 of the fourth school were
tested with the FIT, and were added to the pool of English subjects. The final sample
consisted of 20 Hispanic and 20 English children in each of three age groups; within age
group the two language samples were matched on age and on M-power score. About 40%
of the Hispanic children were immigrants from Latin America; the remainder were born
in Canada. Table ! (p. 91) shows descriptive statistics for the two samples (the
"Standard Scores" »>nd "Teacher Rating" are discu sed below; note tha the SD for age is
in months). The ;.rguage grouns do not differ on age or measured M-capacity; M-
capacity increases significantly with age, F(2, 114) = 78.6, p<.001.

2 Measurement of Oral Language Proficiency

The author (a native English speaker) tested the selected children individually in
English with a metaphor interpretation task and an oral lunguage proficiency task. Two
to three weeks later a second female tester (a native Spanish speaker) tested all Hispanic
children for oral language proficiency in Spanish and a subsample (10 subjects per age
group) for metaphor comprehension in Spanish. Within language, testing for metaphor
interpretation was followed by testing for oral language proficiency in a single half-hour
session. The oral language proficiency test was the Oral Language subscale of the
Woodcock Language Proficiency Battery (Woodcocl 1980, 1981); English and Spanish
versions of the test were used. The Oral Language subscale consists of three subtests:
picture vozabulary, antonyms/synonyms, and verbal analogies (see Appendix for sample
items). The content is not unlike that of a verbal IQ test. The test yields a number of
szores: (aj a score for each of the subtests, (b) a summary score for the subscale (called
the c:al "cluster" score by Woodcock), and (c) a standard score whict is like a deviation
IQ (mean of 100 and_SD of 15); scores (a) and (b) retain developmental variznce, score (c)
does not.

Descriptive statistic. for the English and Spanish standard scores appear in Table 1.
English children score significantly better on oral language proficiency (standard score)
in English, ji(1, 114) = 63.97, p<.001.

Immediately following the Woodcock, subjects were given a story retelling task
(DeAvila and Ouncan 1982). Children listened to a short tape-recorded story while
looking at cartoon pictures illustrating the story. The child was then asked to rstell the
story in her own words. To date, the English story retelling data have not b:en scered.
A native Spanish speaker scored the Spanish data on a 5-point level-of-oral-productive..
proficiency scale (DeAvila and Duncan 1983).

83



73

In addition the classroom teachers rated the English proficiency of their Hispanic
students. Th's rating was done with the "Observation Form" {-om the Language
Assessment Scales (DeAvila and Duncan 1983; see Appendix). Teachers rated on a 7-
point scale {-3 to +3) their students’ English proficiency in 10 areas. Items included
ability to communicate in English in five different situations (e.g., explaining how to play
a game, giving an oral report to the class) as well as ability in English pronunciation,
comprehension, vocabulary, syntax, and general communicative competence. The overall
score is the mean of the ratings on the 10 items.

4:3 Creation of Si'eamgles

Among the Engtish children, subjects from the middle-class school scored
significantly hetter on the Woodcock than did subjects from the working-class schools,
F(l, 54, = 14.23, p<.001; the English sample was therefore divided into two subsamples,
bated on SES. Aiong the Hispanic children, recent immigrants scored significantly
lower on the English Woodcock than did long-term residents, F(1, 67) 9.94, p = .002, so
the Hispanic sample was . artitioned ii.to two subsamples based on length of residence.
Table 2 (p. 92) shows the mean scores of the subsamples on the independent variables;
subsamples are middle- and working-class English, and Hispanic immigrants resident in
Canaca for three years or less versus Hispanics resident in Canada more than three yzaars
(most of these born in Canada; note that of the immigrants resident more than three
years, ali had in fact been resident at ]least five years).

The match on age and 1 power is maintained across the four subsamgles (again M
power increases significantly with age); but on the English standard score each subsample
differs significantly (p < .01) from the others, vsith middle-class English scoring highest,
followed by working-class English, long-term Hispanic residents, and finally recent
Hispanic immigrants. On the Spanish standard score, the effect is reversed, with recent
immigrants scoring significantly higher than long-term residents. Teacher rating of
English proficiency was significantly lower for recent immigrants than for long-term
residents, F(l, 54) = 16.8, p<.00l. So on a nonverbal measure of developmental
in*elligence (i.e., M power) there are age differences, but no differences acrosc
subsamples. The subsamples clearly differ, however, on linguistic sophistication in
English.

4:% Dependent Variable; Metaphor Comprehension

The dependent var.able was score on a metaphor interpre:ation task. Children
were asked to interpret orally in English each of 11 ambiguous metaphors (see Table 3, p.
93). Data will be reported on six of the mei.phors. These items have been used in
previous research; the additional metaphors were practice or filler items. The metaphor
items of interest were constructed by combining ina " was a " sentence-
frame each of two svbject terms (my sister and my shirt) with each of three predicate
terms (mirror, rock, and butterfly). A subset of the Hispanic subjects were later tested
for metaphcr comprehension in Spanish. The Spanish metaphors of interest were direct
translations of the six main English metaphors (see Table 3).

Subjects were first asked to define the nouns used in the metaphors, to ensure that
they were familiar with the terms and their meanings. All svhjects received the
metaphors in the order listed in T.ble 3. Each metaphor item was read aloud, and the
subject was asked to give a possible meaning for the sentence. Subjects sometimes gave
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more than one meaning for an item; they were given credit for their highest level
spontaneous response to each item. The same procedure was followed for testing in
English and Spanish; the subject was required to respond in the appropriate language.
The metaphor-interpretation interviews were tape recorded for later transcription, and
the transcripts were used in coding the interpretations. Nc identifying or other
information on the subjects appeared on the transcripts; thus, the coding was done blind
as to the subjects’ age and language group (cf course, language group was apparent in the
Spanish metaphors).

Coding of metaphor ‘~terpretations. I terminology traditional to the field of
metaphor, the subject term (e.g., my sister) is labeled the topic of the metaphor, and the
predicate term (e.g., rock) the vehicle. The topic is what tF!e metaphor is about, and the
vehicle is the expression used metaphorically to say something about the topic. The
author has proposed (Johnson 1982; Johnson, Fabian, ard Pascual-Leone, in press;
Johnson and Pascual-Leone 1984) that in comprehending a metaphor the subject selects
some semantic aspect or facet of the vehicle (e.g., "physical hardness" for rock) and
maps it to the topic. A "mapping" is some sort of mental transforma’ .on that the subject
applies on the vehicle's semantics to accommodate it to the semantics of the topic. This
model is novel in the metaphor literature, because it proposes diffarent kinds of mapping
processes which correspond to varying degrees of semantic transformation in metaphor
comprehension.

It is proposed that the semantic process of comprehending a metaphor involves: (1)
selecting some facets or aspects oi the vehicle that are potentially applicable to the
topic; and (2) then mapping these facets to the topic to evaluate analytically the
appropriateness of the mapping. The mapping is done by ineans of semantic combinators;
these are semantic transformations that corvert one or more semantic facets into other
different facets. The author posits various kinds of semantic combinztors to represent
varying degrees of semantic transformation. The term combinator serves to convey a
mental operation that combines the semantics of the topic and of the vehicle to generate
a metaphor interpretation. The author has developed a method for coding metaphor
interpretations in terms of vehicle facets and semantic combinators. The combinators
are developmentally ordered, based on the cognitive complexity (i.e., the M demand) of
their application. Three semantic combinator kinds are discussed briefly here: the
Identity, Analogy, and Predicate combinators. These are not the only combinators, but
they are frequently used in metaphor interpretation, and they serve to convey the notion
of increasing degrees of semantic transformation.

The Identity combinator is a.: instance of a low level of metaphor processing. In
any metaphoric mapping, the subject first selects a facet or facets from his or her
knowledge structure for the vehicle. In an Identity mapping the subject finds a facet in
the vehicle that has (or cotld have) the same name and semantic definition in the topic
and does a direct mapping of the facet from v .hicle to topic. The facet is mmapped
without any change in meaning. An example is the following response to "My sister was
arock": "She was hard, like if vou felt her hand you couldn't squish it or anything." The
rock facet used is "hardness", the defining statement of which could be ((rocks do not
change shape under .he application of external physical fcrce)). Here the subicct selects
a salient facet of rock and maps it to sister without changing the sense of the facet.
Note that for a recponse to be scored acr an Identity the mapped fucet(s) must be
compatible with the semantics of the topic; responses which violate this condition arz
coded with a lower level combinator.
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A second example of an Identity mapping is the following response to "My sister
was a mirror"s "I could see myself in her eyes." The relevant vehicle facet is the mirror
"image" facet, a description of which is ((a mirror gives back a reproduction or likeness
in two dimensions of whatever is in front of it)). The facet is mapped unchanged from
mirror to (a part of) sister; that is, the sister's eyes reflect back an image in the same
way a mirror does.

The Analogy combinator is an instance of an intermediate jevel of metaphor
processing. In an Analogy mapping the selected vehicle facets undergo a change in sense
as they apply from vehicle to topic. This change represents an accommodation of the
vehicle faceis to the semantics of the topic. An example is the following response to
"My sister was a rock": "She was Lnyielding; she had a hard personality." Here the
"hardness" vehicle facet is accommodated to the topic by inserting topic-relevant.
content into the vehicle facet striicture. So, referring back te the "hardness" roci: facet,
when it is apphied to sister: "does not change shape" becomes "does not change
behaviour" and "external physical force" becomes something like "verbal instruction" or
"psychiological pressure". In an Analogy mapping, the vehicle facet and the (semantically
different) topic facet it maps are subsumed by a higher level and generic facet.

A second example of an Analogy mapping is the following response to "My sister
was a mirror": '"Maybe she was copying what other people do." This response is based on
the mirror "image" facet described above, plus another facet referring to the movement
of the image ((a mirror gives back an image that conforms to or reproduces changes in,
or movements of, the object in front of it),. Here the facets are mapped to siste.- with a
change in sense; that is, they are applied with the sense of behavioural rather than
optical reproduction.

The Predicate combinator is an instance of the next higher level of processing; it
applies within the topic after the vehicle-to-topic mapping. The Predicate serv:c to
express the result of the initial mapping in terms that closely conform to the pragmatics
of the topic. The Predicate is an elaboration of the mapped facet(s) by means of a
concept or an instantiation that is relcvant to the topic, but is not relevant to the
vehicle. An example is the following response to "My sister was a rock": "She was
mean.” This response is based on an Analogical mapping of two rock facets, namely the
"hardness" facet and a facet corresponding to the rock's capacity to hurt one. Over the
result of this mapping the subject applies the Predicate or concept "mean"; thus someone
who is psychologically "hard" and who can cause harm is described in sister terms as
being "mean". Note that the concept "mean", which is based on the vehicle facets "hard"
and "hurtful", carnot itself be appiied to rock (rocks may be hard, but they're not mean!);
it can only apply to the topic (sister).

Another Predicate example is the following response to "My sister was a mirror":
"Like the sister is like a mirror -- like the sister would usually do most the szme stuff
that you do. Like would copy what you, like just say my sister, like I buy a chocolate bar
and then she'd go ‘Mom, ~3an I buy a chocoiate bar? Cause she bought ona.' Like she'd do
what the other person did." This response is based on an Analogical mapping like the one
described above ("she was ropoying"), but now the subject instantiates (Predicate) this
Analogy by describing a particular example of copying behaviour.

Metephor score. These three semantic combinators are progressive
accommodations of the vehicle facets to the semantics of the topic. Using Pascual-
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Leone's method of task analysis (e.g., Pascual-Leone 1980; Pascual-Leone and Goodman
1979), the mental-capacity demand (i.e., the cognitive-developmental complexity) of
these and other semantic combinators has been estimated, and these complexity
estimates have been used to construct a gquantitative scale of metaphoric processing
(Johnson 1982; Johnson and Pascual-Leone 1984). Note that level of metaphoric
processing is defined in terms of degree of accommodation of the vehicle facets to the
semantics of the topic. M demand actually increases with processing level, because each
successive leval requires the subject to take into consideration more semantic aspects of
the topic.

The quantitative metaphor-interpretation scale ranges from 0 for complete failure
to make a semantic mapping (e.g., denial that the sentence is meaningful) to 7 for a
conceptual Predicate (the instantiation type of Predicate is scored slightly lower). The
validity and reliability of this scale have been established in previous work with English
monolingual children (Johnson 1982, Johnson and Pascual-Leone 198%4). In this earlier
work, metaphor score increased significantly with age and, across ages, was highly
correlated with chronoiogical age, r(160) = .80, mental capacity, r = .67, and mental age,
r = .77. The just described method 'as used to code and quantify the metaphor
interpretations in the present study. On the 8-point coding scale there was 81%
agreement between the author and an independent coder who scored a subset of the
transcripts.

5. RESULTS: METAPHORS INTERPRETED IN ENGLISH
5:1 Full English and Hispanic Samples

Figure 1 (p. 101) illustrates results for the full English and Hispanic samples on the
English metaphors. The top curves (A) show the relation between age, language group,
and the quantified metaphor score averaged across the six £nglish metaphor items.
Pecformance increases with age, and the two curves are colinear. The rolinearity
suggests that the age-bound causal factor in metaphor comprehension is largely
independent frora the specific language-bound causal factor. English subjects perform
somewhat better than Hispanic subjects.

An Age x Language-group x Topic x Vehicle (3 x 2 x 2 x 3) analysis of variance was
performed on the quantified metaphor score. There was a large and significant main
cffect for Age group, F(2, 113) = 87./1, p< .00l, as well as a significat effect for
Language group, F(1, 113) = 9.01, p< .003.

The lower curves in Figure 1 (B) nlustrate a significant Age x Language-group x
Topic effect, E_(Z, 113) = 3.64, P = .029; at least at the older ages, the Language-group
effert seems to be due mainly to lower Hispanic performance on items with the shirt
topic. his effect may be due to a deficient linguistic repertoire for discussing shirts in
the Hispanic children. These children speak Spanish at home, and it is the home context
in which shirts are most likely to be discussed. Away from home, the children sneak
mainly English, and characteristics of sisters (and of other peopie) seem more likely to
be topics of conversa:ion in this context than are properties of shirts.

Additional significant effects were for (a) Age x fopic, F(2, 113) = 5.1, p = .u07; (b)

Vehicle, F(2, 226) = 33.2, p < .001; and (c) Topic x Vehicle, F(2, 226) = 3.6, p = .029. (a)
Seven-year-olds tended to do better on items with the shirt topic, whereas older subjects
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dic better on sister-topic items. (b) Overall, the best performance was on items with he
rock vehicle; (c) this vehicle effect was strongest for items with the shirt topic.

Results confirm, as predicted, that the same developrr :ntal scale of metaphor
comprehension applies to both ianguage groups. An analysis of covariance was done to
determine whether differences in English oral language proficiency would account for
the main effect of language group; English standard score was used as covariate in an
Age x Language-group x Topic X Vcaicie analysis. This analysis yielded a significant
main effect for Age, F(2, 112) = 90.9, p < .00!; but no significant effect for Language-
group. The significant Age x Topic, Age x Language-group x Topic, Vehicle, and Topic x
Vehicle effects described above were obtained again. Thus controlling for English
proficiency eliminates the main effect for Language, but not the interaction.

Figure 2 (p. 102) illustrates results when the subjects are partitioned by their
measured M-power (i.e., score on the FIT) rather than by age. For both language groups,
performance increases with increasing M-power, and again the curves are colinear. The
greatest performance increase is across M-power levels of 3 to 5 mental units; this range
corresponds to the estimated range of M~demands of the proposed levels of metaphoric
processing (Johnson 1982; Johnson and Pascual-Leone 1984). An M-power x Language-
group x Topic x Vehicle (3x 2 x 2 x 3) ANOVA was perforrned on the metaphor score. In
this analysis subjects with measured M-power of 2 and 3 were combined into one group,
and subjects with M-power 5 and 6 were also combined; this was done to avoid small cell
sizes and seemed justified due to small metaphor performance differences at the
extremes of the empirical M-power scale. Thus the M-power groups in the ANOVA were
M power of -3, 4, and 5-6 mental units. There was a significant effect for M-power,
Fl2,113) = 49.9, p< .001, as well the various effects reported above, involving language-
group, topic, and vehicle. There were significant interactions for M-power x Topic and
M-power x Language-group x Topic, paralleling those found with Age. English subjects
showed no effect of Topic. Among Hispanic subjects, those in the lowest M-power group
performed better with shirt items than with sister items; those in the highest M-power
group performed better with sister; and those with M-power of 4 mental units showed no
topic effect. In the highest M-power group, the language effect was due to lower
Hispanic performance on shirt items; in this group performance on sister items was
comparable across Hispanic and English <ubjects. The tendency for younger (and lower M

power) subjects to perform better with shirt items and for older (and higher M power)

subjects to perform better with sister items has been found in previous research (Johnson
and Pascual-Leone 1984; Johnson, Fabian, and Pascual-Leone, in press).

5:2 Subsamples

Analyses of variance. Recall that due to differences in performance on the English
oral language proficie.:ny test the two language groups were divided into subsamples:
middle-class vs. working-class English, and recent immigrant vs. long-term resiuent
Hispanics. Figure 3 (p. 103) shows the relation between age and mean metaphor score
for the four subsamples. Again, the curves are colinear and all subsamples show z strong
and significant performance increase with age.

A comparison of the two English subsamples yielded a significant main effect for
social class,.F(l, 5¢) = 5.13, p = .028; children from working-class areas perform
significantly less well on metaphor than do children from a middle-class area. The
English subsamples also exhibit the main effect for vehicle described above, F(2, 108) =

15.0, p < .001.
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Comparing the two Hispanic subsamples, there is no significant effect of length of
residence on metaphor score, F(l, 53) < 1.0. The Hispanic subsamples exhibit a main
effect for topic, F(l, 53) = 6.7, p = .013; overall, performance on items with the sister
topic is better than that on items with the shirt .opic. Hispanics also show the
significant effects of Topic x Age, F(2, 53) = 7.3, p< .002; Vehicle, F(2, 106) = 16.4, p <
-001; and Topic x Vehicle, F(2, 106) = 5.7, p < .005, described above.

Although Hispanic children clearly perform lower than middle-class English
children, F(l, 79) = 15.7, p < .00l; when Hispanic children are compared with their
working-class schoolmates there is no main effect for language-group, F(1, 87) = 1.66, p
> .20. The Hispanic vs. English working-class comparison yields a significanc Topic x
Language-group effect, F(l, 87) = 6.52, p < .012; the two language groups perform at the
sa.ne level on items witl the sister topic, but English subjects perform better on shirt-
topic items. The Hispanic versus English-subsamples comparisons yield additional Topic
and Vehicle main and interaction effects, which are not of great iaterest here.

Figure 4 (p. 104) shows results for the subsamples plotted by measured M-power
rather than by age. All subsamples show a significant increase in metaphor score with
increasing M-power. ANOVAs using M-power as a factor, rather than Age, yielded
resuits comparable with those reported above.

It would appear that, overall, socioeconomic class has a greater influence on level
of metaphor interpretaiion than does language group. This may be due to the
opportunities to enrich one's conceptual repertoire (in addition to the specifically
linguistic repertoire) that a middle-class upbringing provides.  Despite having
significantly lower English proficiency, Hispanic subjects do not perform worse on
metaphor than do their working-class English schoolmates. This is consistent with the
claim that the metaphor task is relatively insensitive to specifically linguistic variance.
It appears rather to measure the conceptual level and the constructive complexity (i.e.,
the cognitive-developmental difficulty) of metaphor interpretaions. As predicted, age
and i power exert the major effect on level of metaphor interpretation.

Correlations. Table 4 (p. 9%4) contains across ages correlations for the English
subsamples (correlations for the full English and Hispanic samples appear in the
Appendix, p. 107). The metaphor score is the mean across the six items. The M-power
ecore is performance on the nonverbal Figural Intersections Test. There are five
woodcock oral-language proficiency scores (prefaced with "E-" to denote English
proficiency): a score for each of three subtests (i.e., picture vocabulary,
antonyms/synonyms, and verbal analogies), a summary score (the aforementioned scores
retain developmental variance), and a standard score (normalized for age). The following
discussion focuses on the correlations of metaphor with age, M power, and English-
summary.

Metaphor is hizhly correlated with age in both subsamples. For middle-class
subjects, the correlations of age and M power with metaphor are higher than the
correlation of linguistic proficiency with metapher. For working-class iubjects, the
correlations of age and linguistic proficienc’ with metaphor are higher than tte
correlation of M power with metaphor. In native soeakers, when linguistic repestoire is
strong (i..., middle class), relatively more developmental variance in metaphor is
accounted for by general cognitive capacity than by specific linguistic skill. When
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linguistir repertoire is weaker (i.e., working class), relatively more variance in metanhor
is accounted for by differences in linguistic skill.

Table 5 (p. 95) rontains across ages correlations for the Hispanic subsamples.
Additional scores appe ..1ag in this table are those for Spanish (i.e., "S-") Woodcock oral-
language proficiency, Spanish story-retelling, and teacher rating of oroficiency in
English. The focus again is on correlations of metaphor with the age, M power, and
summary-language scores. The correlations of age and M power with metaphor score are
high in both subsamples (recall that M-power score is derived from a nonverbal measure).
For Hispanic children resident more than three years, the correlation of metaphor with
English proficiency is higher than the correiation of metaphor with Spanish proficiency.
For children resident three years or less, the correlation with Spanish proficiency is
higher than that with English; this is evidence for the prediction that conceptual
structures develooed in the first language will facilitate metaphor comprehension in the
second language.

Let us examine the correlations betwesn English and Spanish oral language
proficiency. For children resident more than three years, the correlations are fairly
kigh. Given a reasonable level cf proficiency in English, development in one language is
accompanied by development in the other. For children resident three years or less the
correlations are low and nonsignificant, with one exception. The exception is the verbal
analogies subtest. This subtest had fairly simple vocabulary and seemed to tap the
ability to find relations using language, that is, it appeared to be more a conceptual than
a specifically linguistic task. For subjects with very limited English proficiency, there is
evidence for linguistic interdependence when the task amphasizes conceptual ability
rather than linguistic skill. It would appear that conceptual structures developed by
means of the first language do transfer to the second language, but such transfer is
exhibited only when the second-language task does not penalize too heavily for limited
proficiency; in the current study, this sgpears to be the Case for the metanhor and verbal
analogies tasks.

Regression a.alyses. Stepwise multiple regression analyses are used to summarize
and clarify the sources of variance in metcphor development in the four subsamples.
Results of the stepwise regressions are shown ir Table 6 (p. 96). The dependent variable
was scored on the metapnor task; the independent variables were entered in the
following order: M power, English proficiency, and chronological age. This order should
serve to purify the sources of variance. M power would appear to be the purest sourre of
variance -- a nonverbal measure of developmental intelligence. Entered after M power,
the English proficiency measure should retain varianc~ that is more specifically
linguistic.  Finally, age entered last should carry variance reflectivc of general
experience. The table gives the cumulative variance accounted for (i.e., R2) at each
step in e regression, and the R2-change as each new variable is entered.

For English working-class children, language proficiency contributes a good deal of
variance to metaphor score, even after M power Las been partialled out; age adds some
variance beyond language. For English middle-class subjects, there is little variance
unique to language proficiency once M power has been partialled out; age contributes
variance beyond that carried by M power. For recent Hispanic immigrants, M power is
the major source of variance, English proficiency contributes no unique variance, and age
contributes some variance beyond M cara-ity. For longer-term Hispanic residents, M
power is again the major source of v.riance, but English proficiency and aze ezch
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contribute some additionai variance. Tnese resuits are in line with the prediction that,
across ages, metaphor performance would be more strongly determined by age and by
measured mertal capacity than by measured oral language proficiency. Note that for
Hispanic subjects when Spanish proficiency is entered before English proficiency, Spanish
contributes some unique variance to metaphor performance in English.

If the linguistic environment is rich (as it is likely to be in the middie class), then
menta! capacity may set the limit on performance level in metaphor interpretation.
Mental capacity needs structures o~ which to apply, however, and if the linguistic
environment is less rich (as it is likely to be in the working class). then linguistic
repertoire is likely to play a greater role in constraining metaphor comprehension. An
interesting result is that in the regression analyses, Hispanic subjects seem to exhibit the
correlational pattern of English middle-class children, despite the low English
proficiency scores of the Hispanic children. A major cogritive benefit of bilingualism
may be its bility to develop in children an enriched repertoire of conceptual/logical
structures. I use "conceptual/logical" to refer to language-based, but not specif.cally
linguistic, logical structures. This reperroire is not reflected in the measured English
proficiency of the Hispanic subjects but is reflected in their metaphor performance.

5:3  Analysis of Proficient Bilinguais

It was hypothesized that, on the metaphor task, Hispanic children with high
proficiency in both Spanish and Englist would perform equal to or better than age-
matched English monoli :guals. To test this prediction a different subsample nartitioning
of the subjects was riade. Within each age group of the Hispanic sample, six ‘proficient
bilingual" subjects were sel2cted, that is, subjects showing evidence of good proficiency
in botb languages In practice, good proficiency ir English was an English-Woodcock
standard score of 83 or higher. Cood proficiency in Spanish was a Spanish-Woodcock
standard score of 82 or higher or a standard score in the 70's accompanied by a Spanish
story-retelling score at the "proficient spez'cer" level (i.e., a score of 4 or 5). These
were the most st ’~gent criteria that could be applied and still yield a minimally
acceptable sample size.

The "proficient bilingual" (henceicrth culled "bilingual") sample was used in a
number of analyses. In a first analysis they were compared with the English subjects who
had been matched with the bilinguals in the initial subject selection (i.e., matched on age
and M-power score). Age x Language-group, 3 x 2, ANOVAS were done on M-power
score, English standard score, and metaphor score. None of the analyses yielded a
significant (main or interaction) effect for Language-group. Thus, the weak version of
the hypothesis — that proficient bilinguals w>ild perform as well as age-matched
monolinguals — was confirmed. There was no evidence, however, for bilingual
superiority in metaphor interpretation.

Similar analyses were done comparing the bilinguals with English subjects who were
selected to match the bilinguals, within age group, on English standard score. Again,
there were no significant effects for Language-group.

To determine whether the good performance of the Spanish bilinguals, relative to
matched English subjects, was due to their bilingualism or due simply to their being
selected to have bigh English scores, the bilinguals were compared with other Hispanic
subjects. Within age group, each proficient bilingual subject v+s matched with an
Hispanic subject whose English standard score was about the same, but whose Spanish
standard score was low. One might characterize the second sample as "marginal
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bilinguais”. Age x Bilingual-group ANOVAS yielded a significant Bilingual-group effect
f.r Spanish standard score (proficient bilinguals scored higher), but no other effects for
degree of bilingualism.

Larger sample sizes would likely be needed to provide a definitive answer, but the
analyses above suggest that, with the sort of measures used here, bilingualism yields
neither benefits nor deficits in level of metaphor interpretation.

6. RESULTS: METAPHOR INTERPRETATIONS IMN SPANISH
6:1 Sample and Procedure

As mentioned above a subsample of the Hispanic subjects was tested for metaphor
comprehension in Spanish. The subsample consisted of 10 subjects per age group,
selected to be representative of the full age-group sample on the English Woodcock
standard-score. "Representative" was defined in terms of the subsample's having about
the same mean score and dispersion oi scores as the full sample. Equal numbers of males
and females were selectzd. Table 7 (p. 97) lis*s the mean scores by age group for the
selected Hispanic subsample. By comparing with the full Hispanic-samole means listed
in Table 1 (p. 91), the reader can ascertain that the subsample is highly representative of
the full sample on the independent variables and on metaphor performance in English.

The Spanish metaphor interpretations were coded by the author in close
consultation with a native Spanish speaker, the person who had done the Sparnish testing;
the latter was familiar with the metaphor coding system.

6:2 Analyses of Variance

Figure 5 (p. 105) illustiates the metaphor performance in English and Spanish of the
subsample. In both languages performance increases with age, although in Spanish the
difference between ages 9-10 ard 1l-12 is diminished. in the youngest age group,
metaphor performance is better in Spanish than in English; at 9- to 10-years,
performance is about the same in the two languages; and in the oldest age group English
performance is better.

A 3 x 2 x 2 x 3, Age x Language x Topic x Vehicle ANOVA, with repeated meusures
on the last three factors ("Language" refers to English vs. Spanish metaphors), was
performed on the metaphor scores. The analysis yielded significant effects for Age,
F(2,22) = 18.2, p < .001; Age x Language, F(2,22) = 4.75 p < .02; Vehicle, F(2, 44) = 23.9,
p < .001; and Topic x Vehicle, F(2, 44) = 9.3 p < .001.

The Age and Age x Language effects were discussed briefly in the context of
Figure 5 above. The better Spanish metaphor performance of the 7-8-year-olds was
caused by an increase in number of interpretations at the Identity level. The better
performance in Spanish of the 9-10-year-olds was caused by un increase in
interpretations at the Analogy level. The worse performance in Spanish of the 11-12-
year-olds was caused by a decrease in interpreiations at the Predicate level. The
performance differential between the two languages was due to bet.er or worse
performance at the metaphor processing level predicted to be within the M capacity of
the age group (according to results of task analyses, 7-8 year olds have the M capacity
for ldentity-level responsing, 9-10's the capacity for Analogy-level responding, and 11-
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1Z's for Predicate-ievei; ci. Johnson 1982, Johnson et al. in press, Johnson and Pascual-
Leone 1984).

Items with the rock vehicle again produced the highest scor=s. There was a Topic
effect (sister items easier than shirt items) only for items with the butterfly vehicle.
For sister items, the rock vehicle was easiest, closely followed by butterfly, and then
mirror. For shirt items, the order was rock easiest, then mirror, then butterfly. These
same Topic x Vehicle effects have been found in previous resear~h (Johnson 1982'5.

Results confirm, as predicted, that the same developmental scale of metaphor
comprehension applies act 1ss languages (at least for English and Spanish). The specific
reasons for the language uifferentials in metaphor performance are not immediately
apparent. The performance increase from English to Spanish (7- to 10-year-olds) may be
due to being tested in the first language or may simply be a practice effect, subjects
having been tested first in English. (Note, however, that the increases occur only within
the metaphor processing level appropria*e for the age group.) The performance decrease
from English to Spanish at l1-12-years could be due to an insufficient linguistic
repertoire for responding at the Predicate level in Spanish. However, the decrease in
Predicate interpretations at this age is accompanied not by an increase in responding at
the Anaiogy level, but by an increase at the Identity level. This suggests that the reason
may be motivational. The tester noted that the oldest subjects seemed more reluctant
than the other ages to be tested in Spanish; as well these subjects may have found it
uninteresting to be tested a second time on basically the same task. This disinterest
could have manifested itself in an increased tendency to give minirnally effortful and
mi iimally acceptable responses (i.e., Identities). Testing of a larger sample with order
of language counterbalanced could provide clearer answers.

A 2 x 2, Length-of-Residence x Metaphor-Language ANOVA yielded no significant
effects for Length-of-Residence ( £ 3 yrs. vs. > 3 yrs.). Length of residence appears
to have no effect on the metaphor-performance ;evel of Hispanic subjects in either
language.

A 3 x 2x2x 3, M-power x Languzge x Topic x Vehicle ANOVA, with reveated
measures on the las* three factors was performed on the metaphor scores; as in the
previous analyses, the three M-power levels corresponded to scores of 2-3, 4, and 5-6 on
the FIT. The analysis yielde ! significant effects for M-power, F(2,22) = 15.2, p < .001;
M-power x Language, F(2,22) = 3.98, p = .03; M-power x Topic, F(2, 22) = 5.45, p = .01;
M-power x Language x Topic, F(2, 22) = 3.6, p = .04; as well as the Vehicle and Topic x
Vehicle effects reported above.

The M-power x Language x Topic effect is illustrated in Figure 6 {p. xxx). At the
lowest M-power level, subjects perform Letter in Spanish with both topics. At the
middle M level performance in Spanish is superior only on items with the shirt topic. At
the highest M level there is a cross-over: Subjects perform somewhat better in English
within each topic; but across languages, performance on sister items is better than that
on shirt items. Performance increases with increasing M power in both lang.ages and
with both topics; only with Spanish performance on shirt is there little increase between
the middle and highest M group. The reason for this could be the motivational one
mentioned above, a tendency to produce the least effortful acceptable response. There
are more Identity-level responses that are minimmally acceptable for shirt than for sis* r,
and the flattening of the Spanish shirt curve is largely due to a tendency for the hign M
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subjects 1o respond wiu, an Identity (i.e., "My shirt was colourful") to the item "My shirt
was a butterfly". The tendency for subjects with M power of 5 mental units to respond
with Identities on this item has been found also with English subjects in previous research
(Johnson 1982).

6:3 Correlations

Table 8 (p. 98) contains across ages correlations for the subjects tested in Spanish.
The correlations b _tween the English metaphor score and the independent variables ace
almost the same for the subsample as they were for the fi'I Hispanic sample {as the
reader can ascertain by comparing with the table of correlations in the Appendix, p.
113). The correlation between the English and Spanish metaphor scores is sizeable (r =
.81); the correlations of Spanisn metaphor with the independent variables are somewhat
lower thar those of English metaphor. Both metaphor scores correlate highly with age,
and for both scores the correlation with M-power is at least as high as the correlations
with the Woodcock language scores. English metaphor score correlates more highly with
English Woodcuck, whereas Spanish metaphor ¢ .rrelates more nighly with Spanish
Woodcock. The correlations further support the claim that metaphor interpretation is
constrained more by developmental factors than by specifically linguistic factors.

Table 9 (p. 99) contains correlations of the English and Spanish metaphor scores
with selecied independent variables, when the subsample is partitioned into recent
immigrants (resident 3 years or less, n = 13} versus long-term residents (more than ?
years, n = 17). The n's are rather low here, so the discussion focuses on the patterns of
correlation rather than on magnitudes. One may assume that for the recent immigrants
Spanish is the dominant language (their mean Woodcock English standard score was 75.3,
their Spanish s*andard score 89.2), and for the lrng-term residents English is the
domninant language (mean English standard score 90.8, Spanish star. Jard score 77.3). The
essence of the correiations in Table 9 may be that for the non-dominant language,
deveiopmental factors (age, M-power) predominate in accounting for developmental
variance in metaphor interpretation. In the dominant language linzuistic proficiency
takes on increased impnrtance. These natterns are further explored in the regression
analyses reported below.

6:4 Regression Analyses

Again stepwise multiple regressicn asalyses were used to surnmarize ard clarify
the sources of variance in metaphor deveiopment. Table 10 (p. 100} contains the results
of various regression analyses in terras of cumulative _1_2_2 and gz-change at each step.
The purpose of these regressions w2s not to obtain predictive regression equations, but to
gain understanding of the scurces of variance. The regressions on the full subsample
tested in English and Spanish reveal that mental capacity (i.e., M power, *‘hen entered
first in the regression) is the main source of developmental variance in metaphor
interpretation in both languages. Age, entered last, also contributes variance in both
languages. Language-based variance (W. .icock summary scores) is somewhat higher for
the English than for (he Spanish metaphors.

Table 10 also contains stezwise regressions for the subsample partitioned by length
of residence; again the focus is on the revression patterns rather than the magnitudes,
because the n's are low here. Again M-power score, when entered first, is the main
source of variance in all scores except one: For recent immigrants Spanish metaphor
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performance is mainly constrained by proficiency on the Spanish Woodcock. Note that
Spanish Woodcock score also centributes a fair bit of variance to the English metaphor
performance of these subjects.

The regressions by length of residence, on the English metaphor score, have
essentially the same pattern as those discussed previously for the full Hispanic sample
partitioned by length of residence (see Table 6, p. 96). The regressions by iength of
residence, on the Spanish metaphor score, are similar in pattern to the regressions by
social class for the English sample (see Table 6; in Table 10, reference is to the
regressions using Spanish summary score as independent variable). Recall that for the
middle-class English children, M power was the major source of va.'ance in metaphor
performance; whereas, for working-class English children language proficiency was also a
main source of variance. The interpretation was made that if the linguistic environment
is rich then mental capacity ray set the limit on performance level in metaphor; bu* if
the linguistic environment is less rich then linguistic repertoire is likely to play a greater
role in constraining metaphor comprehension. It was also suggested that a cognitive
benefit of bilingualism maybe its ability to develop in children an enriched repertoira of
conceptual/logical structures. It may be the case that vis-3-vis the native language the
recent immigrants' exposure to English may not have been sufficient to have had this
enriching effect, and these subjects thus reveal a correlational pattern similar to that of
the English working-class children.

7.  CONCLUSIONS

Let us first evaluate the hypotheses. The subject samples (and subsamples) were
matched on age and on a nonverbal measure of mental capacity, but they differed in
measured oral language proficiency. It was proposed that the metaphor task, although
clearly a language task, measured mainly level of conceptualization in metaphor
comprehension, and thus performance would be constrained more by cognitive-
developmental than by specifically linguistic capacities. This hyposthesis was clearly
upheld: In all analyses of variance the size cf the main effect for Age (or for M power)
greatly outweighed any sample effect (e.g., SES group, Language group). The metaphor
measure, the coding scheme and quantified score, was further validated; it captured well
develcpment in metaphor interpretation, in bcth English and Spanish, in Hispanic children
and, in English, across two SES levels of monolingual English children.

It was proposed that the metaphor task - being a cognitively demanding
conceptual task -- would show evidence of a "common underlying proficiency" (Cummins
et al., 1984) in the Hispanic children. The author sugges:s that an important aspect cf
interdependence across languages in cognitively demandi. , tasks is in fact not linguistic,
but is the developmental mental capacity (M rower) neaded to solve the task. Beyond
this, however, there was evidence for interdependence more clearly related to language.
This was in the correlations in the Hispanic children between Woodcock English
proficiency and Spanish metaphor performance and between Woodcock Spanish
proficiency and English metaphor. When the metaphor testing was in the "non-dominant”
language (i.e., English for recent Hispanic immigrants, Spanish for long-term Hispanic
residents) the cross-language correlation (between Woodcock and metaphor) was
generally higher than the within-language correiation. The basis of these correlations is
likely conceptual structures that are developed through language, but are not specifically
linguistic. These findings support the position of interdependence between L1 and L2, at
least at the conceptual level.
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Note that the Woodcock itself m.asures a particular type of proficiency; its
content — vocabulary, antonyms/synonyms, analogies — is also fairly conceptual,
although it requires finding the right words and so requires scme specifically linguistic
knowledge. Other measures of proficiency in the present study (the teacher rating of
English proficiency and the Spanish story re-telling task) appear to be less conceptual.
These measures seem to be valid; judging from their correlations with the Woodcock, but
they did not exhibit high correlations with metaphor nerformance.

It was hypothesized that Hispanic children with good proficiency in both English
and Spanish would perform as well as or better than age-matched English monolinguals.
The weak version of this hypothesis (i.e., equal performance) was confirmed, but there
was no evidence of "bilingual" superiority in level of metaphor performance.

The study does, however, contain evidence for possible cognitive bLenefits of
bilingualism. This is in the fact that despite very low scores on Woodcock English
proficiency, the Hispanic children do no worse on metaphor than do their working-class
schoolmates; and in the fact that the sources of variance in the His »anic children's
English metaphor performance are similar to those of the middle-class English children
(see the reg~2ssion analyses in Table 6, p. 96). Again it is suggested that a benefit of
bilingualism may be the development of an enriched repertoire of conceptual structures.
This enrichment is not evidenced in the Woodcock proficiency scores of the Hispanic
children (perhaps because this test demands too much specifically linguistic knowledge,
but it is evidenced in their good English metaphor performance and in the fact that this
performance is more constrained by developmental variance (i.e., M power) than by
language (Woodcock) variance.

Most of the Topic and Vehicle effects in the present study have been found as well
in previous research (Johnson 1982, Johnson and Pascual-Leone 198%4). The
developmental increase in the overall metaphor score (averaged across the six items)
seems due to increase in mental canacity. The topic and vehicle effects, however, may
be cdue more to effects of learning or motivation. Consistently, the best performance is
on items with the rock vehicle. At all ages the most frequently used rock facet is
“hard". Sister-relevant senses of "hard" are used commonly in everyday speech (e.g.,
"hard on me", "hard personality", "hard to get along with" -- all of these coded as
Analogies), and some subjects may have previcusly learned these senses. As well there
are a numbar of Predicates based on "harc¢" that may have been overlearned by the
children (e.g., for shirt - "starchy" or experiential situations were a shirt was made hard
— laundered badly, frozen out on the clothesline; for sister — "mean" or "stubborn").

Young children tend to perform better with shirt items and clder children with
sister items. This is likely due to an interaction between the item type and the
processing capacity of the subject. Shirt shares more physical facets with the vehicles
than does sister. This means that Identity mappings are more likely to be compatibie
with the semantics of shirt than with those of sister. Since the youngest children have
only the capacity for Identity-level responding, tF.ey have mere chance to exhibit this
capacity with the shirt items. An adequate interpretation ¢’ a sister-topic item is more
likely to require processing at the Analogy or Predicate level; the older children have
the capacity for responding at these higher -vels, and they perform better with sister
than with shirt.
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At least at the older age levels, the lower performance of Hispanic children
relative to English children is due to lower Hispanic performance on shirt items. Their
performance on sister items is comparable to that of English subjects (see Figure 1B, p.
101). As discussed earlier, this effect could be linguistic -- that the Hispanic children do
not have the linguistic repertoire to express themselves at a high level on the shirt items
(although their vocabulary for talking about sisters is adequate). The effect could also
be motivational, shirts are less interesting topics of conversation than are sisters, and
for shirt an Identity is a minimally appropriate (and minimally effortful) response; for
sister Identities are less acceptable. I speak here cf acceptability to the subject; the
interviewer accepts all interpretations without comment.

In conclusion, the study demonstrates the validity of the metaphor-interpretation
measure, across languages and across language groups. The metaphor task is a
cognitively demanding conceptual task, which appears to be more sensitive to
developmental than to linguistic variance. Despite lower scores on a standardized
English proficiency measure, Hispanic children do not periorm more poorly on English
metaphor than do their working-class English schoolmates, and Hispanic children snow
the same correlational pattern as do middle-class English children. Metaphor is cf the
essence of language, yet appropriately measured, metaphoric proficiency is related more
to general developmental level than to specific linguistic proficiency. This would seem
to indicate the advantage of measuring conceptual/logical intelligence by means of
metaphor processing instruments rather than by the so-called verbal IQ tests. This
change might render the assessment of conceptual/logical intelligence less prone to be
discriminatory in a multicultural society like ours.

a7
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Footnotes

1 Preparation of this chapter was assisted bv a

York University Faculty of Arts

Minor Research grant to the author. The author acknowledges the advice of Drs.

E. De Avila and J. Pascual-Leone.
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Table 1

Mean Independent Variable Scores by Age Group
For Full English and Hispanic Samples

English Hispanic
Sex (p) Male Fenale Tot Male Female Tot
7 9 11 20 8 12 29
9 7 13 20 7 13 20
11 10 10 20 11 9 20
Mean SD Mean SR

Age

7 7:9 (4.02) 7:9 (2.82)
9 9:9 (3.95) 9:;10 5.18)
11 11;:8 {3.96) 1i;8 (4.28)
M-Power

7 3.1 (0.79) 2.9 (0.97)
9 4.4 (0.77) 4.4 (0.73)
11 5.1 (0.60) 5.0 (0.57)
Engl ish Standard-Score

7 104.9 (10.31) 85.4 {12.77)
9 100.1 (6.99) . 83.2 (15.59)
11 101.8 (12.25) 85.4 (12.65)
Spanish Standard-Score

7 79.2 (13.58)
9 80.9 (14.82)
11 76.9 (15.33)
Teacher Rating

7 0.64 (1.64)
9 6.96 (1.60)
11 1 °6 (1.58)

1472




Sex (p)
7
9
11

11

Spanish
7
9

11

Teacher
7
9

11
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Table 2

English
Middle Working
Male Fen. Male Fem.
4 5 5 6
3 3 4 10
7 4 3 6
Mean SD Mean SR
7:¢ 4.1 7:9 4.1
9:;10 2.4 9:9 4.5
11;8 3.3 11;:9 4.7
3.1 0.8 3.1 0.8
4.7 0.8 4.3 0.8
5.1 0.7 5.1 0.5
Standard-Score
108.0 6.1 102.4 12.5
104.0 6.7 98.4 6.6
108.9 11.3 93.1 6.4

Standard-Score

Rating

143

Mean Independent Variable Scores by Age Group
for English and Hispanic Subsamples

Hispanic

{= 3 ¥rs. > 3 ¥rs.
Male PFen. Maie Fem.

4 4 4 8

2 4 5 9

5 2 6 7

Mean SD Mean Sp
8:0 4.4 7:6 4.4
9:9 6.0 9:10 5.0
11;8 4.4 11;7 4.3
2.9 1.1 2.9 0.9
4.4 0.6 4.3 0.8
5.1 0.4 5.0 0.7
76.8 10.0 1.2 11.2
71.0 17.6 886.4 11.8
74.0 7.9 01.6 10.2
85.1 12.0 7.2 13.6
89.8 11.5 77.1 14.8
87.9 15.4 71.6 12.1
-3.3 1.8 1.3 1.2
0.4 1.9 1.2 1.4
-0.1 1.6 2.2 0.8
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Table 3

Items Used in Netephor Interpretation Task

English version (1-3, 6, 9 are practice/filler items)
1. The boy ate like a bird.

N

The boy was as quiet as a mouse.
The evening breeze iz a feather.
My sister was a mirror.

My shirt was a rock.

His smile was a door.

My shirt was a2 butterfly.

My sister was a rock.

A cloud is a sponge.

O W W N oOH U b W

W

. My shirt was a mirror.

[y
[

My sister was a butterfly.

Spanish version (1-2, 5, 8 are practice/filler items)

1. El1 hombre trabaja como un burro.

2.

3.

El invierno es una nevera.

Mi hermana era un espeso.

(The man works like a burro)

(Winter is a refrigerator)

(My sister was a mirror)

4. Mi camisa era una roca. (My shirt was a rock)

5. 8Su corazon era una jarra. (His heart was a pitcher)

6. Mi camisa era una mariposa. (My shirt was a butterfly)

7. Mi hermana era nna roca. (My sister was a rock)

8. El cielo es un mar. (The sky is a sea)

9. HMi camisa era un espejo. (My shirt was a mirror)

10. Mi hermana era una mariposa. (My sister was a butterfly)

104
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Table &
Across-Ages Correlation Matrices for the English Subsamples

Metaphor Age  M-Power E-Sum'ry E-Stnd E-Vocab E-An/Syn
Middle Class School n = 26

Age 78

M-Power 64 78

E-Summary 59 87 77

E-Standard -172 022 182 51

E-Vocabulary 50 76 70 90 49

E-Ant/Syn 58 81 77 95 49 81

E-Analogy 53 76 58 84 40 59 73
Working Class Schools n = 34

Age 74

M-Power .53 71

E-Summary 72 72 57

E-Standard -062 -39 -198 33

E-Vocabulary 62 59 47 86 37

E-Ant/Syn 70 70 56 85 192 60

E-Analogy 57 62 45 88 29 68 60

Note. All r's significant at p <.05, unless noted otherwise.
2 Not significant.

1

1




Table 5
Across-Ages Correlation Matrices for the Hispanic Subsamples

Meta- M- E- E- E- E- E- S- S- S- S- S- E-
phor Age Power Sum Stnd Voc  An/Sy Anal Sum Stnd Voc  An/Sy Anal Teach

Resident in Canada 3 Years or Less n = 21
Age 86
M-Power 81 75
E-Summary 55 63 67
E-Standard ~ -20° -212 0% ¢l
E-Vocabulary 55 66 65 93 48

E-Ant/Syn 41 47 56 9 71 83

E-Analogy 54 66 64 89 52 71 77

S-Summary 64 72 55 33 2252 352 u® 43d

S-Standard 062 03® 03 072 1@ 152 .08 o4 70

S-Vocabulary 51 59 333 188 352 222 06 202 93 72

S-Ant/Syn 65 74 58 362 292 322 227 95 62 82

S-Analogy 65 70 70 57 012 48 iy 64 89 54 69 83 o
E-Teacher 072 _04® 04?5 63 412 51 55 122 2302 .36 7@ 13® b
S-Story 51 422 282 o4 _33@ (152 05 3@ 63 47 57 60 58

Resident in Canada More Than 3 Years n = 39
Age 78
M-Power 70 72
E-Summary 75 78 71
E-Standard 172 04 197 58
E-Vocabulary 6S 73 64 92 52
E-Ant/Syn 71 79 67 9 49 80
E-Analogy 66 64 65 90 61 74 80
S-Summary 59 62 56 79 48 73 80 66
S-Standard  -043  .21@ 0 22 el 202 212 20° 63
S-Vocabulary 45 54 49 72 47 56 74 60 93 63

S-Ant/Syn 55 55 36 60 262 54 62 50 84 50 64

S-Analogy 67 57 67 78 50 75 75 66 85 50 67 72
E-Teacher 43 258 288 55 57 53 43 52 42 288 34 34 49
S-Story 152 012 07 17@ 26* 202 122 1@ 3 4y 212 45 34

Note. All r's significant at p <.05, unless noted otherwise.

107

Q ‘a Not significant.
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Table 6

Summary Tables for Stepwise Multiple Regression
Analyses on English Metaphor Score, by Subsample

Independent Cumulative 52 Cumulative 32
Variable rZ Change r2 Change

English Sample

Working-Class Schools Middle-Class School
M-Power 284 284 411 411
E-Summary 543 .259 453 042
Age 616 073 638 .135

Hispanic Sample

Resident 3 Yrs. or Less Resident More than 3 Yrs.
M-Power .659 659 485 485
E-Summary .659 .000 613 127
Age 814 155 676 .063
M-Power 659 653 485 4385
S-Summary 710 051 D43 .058
E-Summary 710 .000 613 .070
Age 14 104 676 .063

108




Mean Scores by Age Gi

Sex (n): Male
Female

Age

M-power

English Standard
Spanish Standard
Teccher Rating
Spanish Story
English Metaphor

Spanish Metaphor

Mean

733

2.9
85.4
81.2
0.44

3.5

1.9

2.5

\»n \»n

SD
(5.07)
(1.00)

(14.08)
(17.87)
(1.67)
(0.71)
(0.87)
(0.99)
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Tabie 7

« Hispanic: Subsample Tested in Spanish

Age (years)

9

W

Mean
9;8
4.4

84.3
85.9
0.80
3.9
3.3
4.0

109

sD
(5.55)
(0.70)
(14.54)
(15.04)
(1.30)
(0.57)
(1.20)
(0.84)

Mean

1139
5.0
82.9G
80.20
1.18
3.3
4.9
4.4

11

W

SD
(4.33)
(0.67)

(13.61)
(17.54)
(1.89)
(0.79)
(0.64)
(0.79)



Table 8
Across-Ages Co~ :lation Matrices for the Hispanic Subsample Tested in Spanish (N = 30)
Eng.  Spa. M- E- E- E- E- E- S- S- S- S- S- E-

Met. Met. Age Lt-wer Sum Stnd Voc An/Sy Anal Sum Stn® Voc  An/Sy Anal Teach

Span. metaphor 81

Age 81 66

M-Power 69 57 69

E-Summary 67 a 4 1a 65a 57a

E-Standard 05 -15 -16 02 63

E-Vocabulary 57 36 56 47 93 63

E-Ant/Syn 61 302 6l 51 94 60 83

E-Analogy 66 47 59 59 83 47 64 70

S-Summary 52 55 57 57 50 082 352 4 59
S-Standard 06 11 o122 13® 08® 222 o~ 05 @ gy
S-Vocabulary 38 46 45 uy 39 072 272 37 68 94 76

S-Ant/Syn 56 55 64 48 48 022  33® 45 55 89 56 72

S-Analogy 57 53 55 65 55 152 4l 48 65 86 60 68 78 a
E-Teacher 25%  -102 1@ 1® el 63 61 59 43 04 072 06 012 27
S-Story 122 248 1572 96 05 197 122 07 102 6l 61 53 52 61 -102

Note. All r's significant at p < .05, unless noted otherwise.
2 Not significant.

1i1
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Table 9

Across-Ages Correlations Between Metaphor Scores and Selected

Independent Variables for Hispanic Subsample Tested in Spanish.
Sample Partitioned by Length of Residence in Canada

Resident 3 Yrs. or Less Resident More than 3 Yrs.
n-= 13 ns= 17

English Spanish English Spanish

Metaphor Metaphor Metaphor Metaphor
Spanish Metaphor 71 88
Age 83 57 80 72
M-Power 74 352 71 67
English-Summary 71 362 72 59
Spanish-Summary 61 71 54 413
Teacher Rating 142 -328 382 182
Spanish Story 422 492 00? 032

Note: All r's significant at p < .05, unless noted otherwise.
3 Not significant.




Independent
Variable

M-Power
E-Summary
S-Summary
Age

M-Power
S-Summary
E-Summary
Age

M-Power
E-Summary
Age

M-Power
S-Summary
Age

M-Power
E-Summary
Age

M-Power
S-Summary
Age

100

Table 10

Summary Tables for Stepwise Multiple Regression Analyses on
Metaphor Scores For Hispanic Subsample Tested in Spanish

English Metaphor Spanish Metaphor
Cumulative 52 Cumuylative 52
R Change R? Change

483
597
601
712

483
506
601
J12

S45
399
J44

545
653
JE9

498
601
701

498
512
682

Full Subsample N = 30

483 326 326
Jd14 336 010
004 387 051
Jd11 490 .103
483 326 326
023 385 059
095 387 .002
Jd11 490 .103

Resident 3 Yrs. or Less n = 13

S45 122 122
054 143 021
145 333 .190
S5 122 122
.108 505 .383
096 317 012

Resident More than 3 Yrs.n = 17

498 449 449
.103 477 028
.100 568 091
498 449 449
014 449 .000
170 375 126

1i3
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Figure 1

Full Hisparic and English samples. A: Mean metaphor point score
as a function of age and language group. B: Mean metaphor
point score as a function of age, language group, and topic
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Figure 2

Full Hispanic and English samples. Mean metaphor point score
as a function of measured M-power and language group




103

English:
Working Class @&— — —¢

Middle Class &— — o

Hispanic:
LE 3 Years Residence O—

GR 3 Years Residence AO—— 4

6
5_..
> |
< 41
w
2 3l
2
‘ | ] 1
7 9 [
AGE
Figure 3

Hispanic and English subsamples. Mean metaphor point score
as a function of age and subsample
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English:
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Figure &

Hispanic and English subsamples. Mean metaphor point score
as a function of measured M-power, and subsample
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Figure 5

Hispanic subsample tested in English and Spanish. Mean metaphor
point score as a function of age and test language
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Figure 6

Hispanic subsample tested in English and Spanish. Mean metaphor
point score as a function of measured M-power, test language, and topic
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Appendix

Language questionnaire completed by English parents
Language questionnaire completed by Hispanic parents

Table Al. Sample items from Oral Language subscale of the Woodcock (1980)
Language Proficiency Battery.

Rating form completed by teachers for Hispanic subjects

Table A2. Across-ages correlation matrices for full English and Hispanic samples.
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Please sign and return to the School by February 25

R N A e

I give my permission for to participate
{student's name)
I do not give my permission in the '"Metaphor" research project.
(signature of parent or guardian) (date)

Since we are studying children from various language groups, we need information
on tke language background of the children. If you are giving permission for your
child to participate, please complete the following questionnnaire. For questions
2 to 5, please write-in the language primarily spoken (first part of each question)
and any other languages spoken (second part). For each language, if it is the only
language spoken in the situation indicated by the question, check the box marked
"always"; if the language is spoken hardly at all, check the box marked "rarely";
if the use is somewhere between these extremes, check the appropriate intermediate
box.

1. What language was first learned by your chiid?

HOW MUCH OF THE TIME
some~ half the

2. What language is primarily spoker. by times time

your child at_home? ] L1 [
Any other language/s? D D D D D

What language is primarily spoken by

adults in the child's home?
— 0O O
[]

rarely often always

Any other language/s?

U
[

4. What language is primarily spoken by
other children in the child's home?

Any other language/s?

OO0 OO0

][]
O O™

5. What language is primarily spoken by
your child in informal social situations
{playgrourd, cafeteria, or on the street)?

L

Any other language/s?

L1 L]
. O

lE l{llC THANK YOU 121

P
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Eirme, por favor, y devuriva a la escuela en o antes del 25 febrero

—
Ll Doy mi permiso para que participe
(nombre del nifo/nifia)

[:] No doy mi permisc en la Investigacifn sobre metiforas.

(firma del padre o madre o tutor) (fecha)

S1 Vd. permite la participacién de su hijo/hija llene, por favor, el questionaric
siguiente acerca de las lenguas (idiomas) que su hijo/hija utiliza. En las preguntas
de niimeros 2 a 5, escriba primero acerca de la lengua utilizada mas frecuentemen:c v
luego (segunda linea) de otras lenguas. Para cada lengua marque la casilla apropiada.
Si es el Gnica lengua usada en la situacién que la pregunta describe, warque la
casilla de "continuamente'; si la lengua no se usa casi nada, marque la casilla de

"raramente"; si el uso es entre estos extremos, marque la casilla apropiada.

1. iCual fue la lengua materna (gfimera) de su hijo/hija?

CUANTO TIEMPO

Rara- A A tiempo A Continua-

mente veces medio menudo mente
2. (Que lengua (idioma) habla el hijo/hija
corrientemente en su hogar?

0

¢Otra(s) lengua(s)?

3. iQue lengua hablan los adultos corrientemente
en su hogar?

4. {Que lengua hablan otros niiios corrientemente
en el hogar se su hijo/hija?

OO0 00O OO
OO0 OO 00
O 00O Og

OO Ag

[
O
O
iOtra(s) lengua{s)? [:]
[
N

¢Otra(s) lengua(s)?

5. ¢Que lengua habla su hijo/hija corrientemente
en situaciones de la vida diaria (en la calle,
en la cafeterfa, en los juegos)?

10O
0 O
LI O
OO
0 [

¢Otra(s) lengua(s)?

MUCHAS GRACIAS
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Tabie Ai

Sample Items from the Oral Language Su! s. \le of the
Woodcock (1980) Language Proficiency vattery

Picture Vocabulary

The subject is asked to provide names for nictured objects or actions. The child is shown
a sequence of pictures and asked to verbally label each picture. One easy and one more
difficult items

No.2 (Subject is shown a picture of scissors), E points to picture and says "What is
this?"
Correct: scissors, shears

No. 26 (Subject is shown a picture of hinges), E points to picture and says "What are
these?"

Correct: hinges. Incorrect: clamps, latches.

Query: door holders, something for doors — "What are they called?"

Antonyms/Synonyms
In Part A, Antonyms, the subject mu-+ state a word whose meaning is the opposite of a

given word. In Part B, Syaonyms, the subject must state a word whose meaning is
approximately the same as a given word.

Antonyms:
No.l. Point to the first word on the subject's side and say "Tell me the opposite of
'down'." Correct: up.

No. 19 Pcint to the first word on the subject's side and say "Tell me the opposite of
‘authentic'."

Correct: fake, counterfeit, faise, fraudulent, imitation, phony, untrue.

Incorrect: artificial, duplicate, synthetic.

Query: copy, forgery, replica, reproduction -- "Tell me another word."

Synonyms:
No.2. "Tell me another word for "awn'."
Correct: grass, sod, yard. Incorrect: cut, mow.

No.20. Point to the first word on the subject's side and say "Tell me another word for
'chide'."

Correct: scold, rebuke, reprimand, reprove.

Incorred : kid, ridicule, tease.

Query: correct, punish -- "Tell me another word."
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Tavble Al, continued
Analogies
The subject must comg!ete oral statements of verbal analogies.
No.l  Point to the first item on the subject's side and say: "Scissors is to cut as pencil
is to ... " (pause).
Correct: write, color, draw, mark, record.
Query: pen — "Tell me another word."
No.23. "Victory is to winner as diploma is to ... " {pause).

Correct: graduate
Incorrect: college, graduation, loser, scholar, student.
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LAS® OUSERVATION FURM

ENGLISH
Student's name:

Person tiiling cut form:

Date:

Based on your personal know!edge, to what extent would this student have
difficuity In the following situations? Note that in filling out the seven
point scale, O (the midpoint) shou!d only be used for a neutral or "don't
know" opinion,

Difticutty No Difficulty

l« Expltaining in English to a monolingual

playmate how to play a game. . =3 =2 =1 0 +1 +2 +3
2. Giving directions in English for

getting to a friend's house from school, =3 =2 =1 0 +#1 +2 +3
3. Expilaining !n English to a teacher why

he or she did not complete a homework

assignment, =3 «2 =1 0 +1 +2 +3
4. Giving an oral report in English to the

class, =3 «2 =1 0 +1 +2 +3
5. Delivering an oral message in English from

the teacher to a monrolingual English

speaking secretary, 3 «2 =1 0 +1 +2 +3

Based on your personal knowie.,e rate the chiid .n the following oral language

areas.
Low Skilt High Skill

6. Engiish pronunciation: «3 =2 =1 0 +1 +#2 +3
7. English comprehension: «3 «2 =1 0 +1 +2 +3
8. English vocabulary: =3 =2 =1 0 +1 +2 +3
9. English syntax: =3 =2 =1 0 +1 +2 +3
10, General communicative comperence In

English: =3 =2 -1 0 +1 +2 +3

How long have you known tnis student?

This form may be reproduceu as necessary.
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Age
M-Power
E-Summary
E-Standard
E-Vocabulary
E-Ant/Syn
E-Analogy

Age
M-Power
E-Summary
E-Standard
E-Vocabulary
E-Ant/Syn
E-Analogy
S-Summary
S-Standard
S-Vocabulary
S-Ant/Syn
S-Analogy
E-Teacher

Metaphor

75
58
67
022
58
66
58

Meta-
phor

81
73
64
082
59
59
62
55
042
38
55
64
232

Age

73
66
082
61
63
61
62

-122
49
61
61
128

Across-Ages Correlation Matrices for Full English and Hispanic Samples

Table A2

English Sample n = 60

Hispanic Sample n = 60

Age  M-Power E-Sum'ry
74
76 62

-162 -032 51
67 =~ 55 28
72 62 92
66 49 38
M- E- E- E-
Power Sum Stnd Voc
62
112 68
55 9y 65
57 95 66 84
63 28 59 72
52 41 032 3]
012 .08 022 .15°
39 26 -118 172
by 36 -082 28
67 59 192 51
162 63 72 61

Note. All i's significant at p <.05, unless noted otherwise.

E-Stnd

46
by
45

E-

An/Sy

79
38
-082
25
33
53
57

E-Vocab E-An/Syn

E-
Anal

73
65

S-

Sum

72

S-
Stnd

S.
Voc

S- S-
An/Sy Anal
76

-03@ 248
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The Development of Bilingual Proficiency is a large-scale, five-year research
project which began in September 1981. The present Final Report of the project is the
third in a series. It follows an interim Year 1 Report, produced in September 1982 at the
end of the first year of the project, and a Year 2 Report, produced in September 1983,

There are three volumes in this Final Report of the project, each concentrating on
specific issues investigated in the research: the nature of language proficiency (Volume
1), the effect of classroom treatment on language proficiency (Volume II), and the
relevance of social cor.text and age for language learr.. .g (Volume IIl). Each volume is
introduced by an identical 20-page overview of all the studies carried out in the context
of the Development of Bilingual Proficiency (DBP) Project. The overview includes brief
summaries of the individual studies together with an indication as to where the complete
report of each study is to be found (either in the Year 2 Report or in Volume I, II, or III
of the Final Report). Within the complete reports of individual studies contained in this
Final Report, references to other Development of Bilingual Proficiency Project studies
appear either as 'Year 2 Report' or, when they form part of the Final Report, as chapter
numbers only. Note that Chapters 1 and 2 app=ar in Volume I, Chapters 3-6 in Volume II,
and Chapters 7-10 in Volume III.

The authors wish to acknowledge the contribution of the many individuals and
organizations who have played a role in the Development of Bilingual Proficiency Project
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Introduction

THE DEVELOPMENT OF BILINGUAL PROFICIENCY PROJECT:
OVERVIEW OF STUDIES

l. PURPOSE

The purpose of this five-year research project has been to investigate issues
concerning language proficiencyl and its development in educational contexts for
children learning a second language. The research has concentrated on the following
major issues: the nature of language proficiency; the impact of instructional practices
on language learning; the relationship between sociai-environmental factors and bilingual
proficiency; and the relationship between age and language proficiency. In this overview
of the project, studies focussing on each of these issues are summarized.

2. THE NATURE OF LANGUAGE PROFICIENCY

The focus and ultimate goal of all studies carried out within the Development of
Bilingual Proficiency Project is the improvement of educational practices as they relate
to second language learning and teaching. Because so much of school practice relates
rather narrowly to the teaching and learning of grammatical aspects of the target
language, it was considered essential to broaden the scope of the typical educational
definition of language proficiency to incorporate discourse and sociolinguistic
dimensions, and to consider the difterential demands that context-reduced versus more
context-embedded language tasks may make on the learner.

2:i Large-scale Proficiency Study
(Year 2 Report)

Objectives. The primary purpose of the large-s:ale proficiency study conducted
during the first two years of the Project was to determine whe.her the three
hypothesized traits, representing key components of language proficiency, could be
empirically distinguished. It was hypothesized that grammatical, discourse, and socio-
linguistic competence would emerge as distinct components of second language
proficiency which may be differentially manifested under different task conditions. A
secondary purpose of the study was to develop a set of exemplary test items and scoring
procedures that could be used, or modified for use, in further studies involving the
measurement of the hypothesized traits. A final purpose of the study was to provide a
broadly based description of the target language proficiency of the second language
learners tested; in relation to that of native speakers.

Subjects. A total of 198 students was involved in the study. Of these, 175 were
grade 6 early French immersion students from the Ottawa region, and 23 were grade 6
native speakers from a regular Francophone school in Montreal. The immersion students,
in six intact classes, had received 100% of their schooling in Fren % in kindergarten to
grade 2 or 3, since when they had been taught in English for a gradually increasing
portion of each day. At the time of testing, about 5% of their school subjects were
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being taught in French, and the other 50% in English. This sample of classroom second
language learners was selected because of the theoretically interesting and educationally
innovative nature of their intensive school-based language learning experience, and
because they were at an age where they were sufficiently proficient in the second
1. nguage to be able to cope with a wide range of types of language tasks.

Instrumients. A muiti-method muiti-trait design was used to determine the extent
to which grammatical, discourse, and sociolinguistic dimensions of the iramersion
students' French proficiency were distinguishable. To measure proficiency on each trait,
three methods of testing were used: oral production, multiple choice, and written
production. A matrix with nine test cells was thus created, consisting of three tests of
grammar, three of discourse, and three of sociolinguistics. The oral production task for
each trait was administered to a randomly selected sub-sample of 69 immersion students
and ten native speakers, representing ten-eleven subjects from each class.

Grammatical competence was operatirnalized for the purposes of this study as
rules of morphology and synta¥, with a major emphasis on verbs and prepositions. The
grammar oral production task consisted of a guided individual interview in which the
interviewers' questions were designed to elicit a variety of verb forms and prepositions in
French, as well as responses that were suificiently elaborated to score for syntactic
accuracy. The content of the interview questions (e.g. favourite pastimes, trips taken)
was at the same time designed to focus the subject's attention on communication rather
than the code. Grammatical scoring was based on the student's ability to use certain
grammatical forms accurately in the context of particular questions. The group-
administered grammar multiple choice test consisted of 45 written items which also
assessed knowledge of the verb system, prepositions, and other syntactic rules, including
written agreement rulas. The student's task was to select the correct response from
three alternaiives provided. The third grammar task, written production, consisted of
two short compositions to be written in 15 minute; each -- one a narrative and the other
a letter of cequest. Both this written production task and a parallel discourse written
production task — also involving a narrative and a request letter - were assessed for
grammatical profic.ency.  Scoring focussed on grammatical accuracy in verbs,
Prepositions, and other rules of syntax and morphology.

The discourse trait was defined as the ability to produce and recognize coherent
and cohesive text (written or oral). For the individual discourse oral production task, the
student was required to retell the story of a sile movie and to present arguments in
support of an opinion. This task was rated ¢ 5- - at scales both globally and in detail
for coherence and cohesion, focussing, for example, on the student's ability to make
clear and accurate re! -ence to characters, objects, and locations, to produce a logically
connected text, and to iulfill the basic task required. The discourse multiple choice task
consisted of 29 short written passages from each of which a sentence had been omitted.
The student was required to select from three alternatives the sentence that best fit the
context. The discourse written production task, like the grammar written production
task, consisted of a narrative and a request letter. All four (grammar and discourse)
tasks were rated for proficiency in discourse on th~ same kinds of features that were
a sed in the discourse oral production task.
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Sociolinguistic competence, the third trait dealt with in this proficiency study, was
opzrationalized as the ability to produce and recognize socially appropriate language in
context. The individual oral production task involved a set of slides with taped
descriptions representing situations of different levels of formality. The student's task

137
)




gy

£
v
-

was to respond appropriately with a request, offer, or complaint. Scoring focussed on
the student's abilily to shift register appropriately. Thus sociolinguistic proficiency was
measured by difference scores, calculated by subtracting the number of formal
'politeness' markers produced by the student in informal variants of situations from those
preduced in formal variants of the situations. The sociolinguistic multiple choice test
consisted of 28 items, eack with three alternative ways of expressing a given
sociocultural function. The choices were all grammatically accurate but not equally
appropriate. The student's task was to select the most appropriate of the choices in the
given situation. Scoring of responses was weighted according to the choices made by
native speakers. The sociolinguistic written production task involved the writing of a
formal request letter and two informal notes, all of which could be categorized as
directives. The request letter written as part of the discourse written production task
was also scored for sociolinguistic proficiency. As for the oral production task, scoring
was based on difference scores, calculated by subtracting the number of formal markers
produced in the notes from those produced in the letters.

Reliability and generalizability of scores. The component within-test scores were
combined to produce a single overall score for each of the nine trait-method cells in the
matrix. The composition of each of these overall scores was calculated to maximize
validity and reliability. On the multiple choice tests, the reliability of the immersion
students' total scores ranged from .58 on the sociolinguistic test to .75 on the discourse
test. Generalizability studies were conducted on those cells for which sufficient data
were available: the sociolinguistic oral production test and the three written production
tests. G-coefficients for these tests, based on the subsample of orally tested students,
were comparable to the muitiple choice test reliabilities.

Testing a model of proficiency. In order to determine whether the three traits —
grammatical, discourse, and sociolinguistic competence — could be empirically
distinguished, two kinds of analyses were performed: (a) factor analysis, and (b) a
comparison of the group means of the learners and native speakers.

The factor analysis based on the 69 oraily tested immersion students failed to
confirm the hypothesized three-trait structure of proficiency. Instead, confirmatory
factor analysis by means of LISREL produced a two-factor solution. One of these
factors was :interpretable as a general language proficiency factor; it had positive
loadings from all cells in the nine-test matrix except for the sociolinguistic written
production test. The highest loadings on this general factor were from the ihree
grammatical tests. The second factor was interpretable as a written method factor; it
had loadings from the three multiple choice tests and from all three written production
tests, The tests loading on this method factor appeared to be tapping the kind of
literacy-oriented lingui-tic proficiency that is typically learned in classrooms. The lack
of trait structure emerging from the factor analysis may have been due to the
homogeneity of the immersion student sample. Within their classroom setting these
students had all had very much the same kind of exposure to French, and strong
opportunities for some students to develop proficiency in one area, and other students to
dgevelop proficiency in a different area, were lacking.

A different kind of result emerged from comparisons of immersion and native-
speaker scores on the various tests. On all three grammar tests, the immersion students'
mean score was considerably lower than that of the native speakers (p .0l), and they
also scored generaily lower on the sociolinguistic tests than did the native speakers. On
the discourse tasks, however, the scores ¢« ‘he immersion students were close or
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equivalent to those of the native speakers ind there were no significam between-group
differences. The immersion students' strong performance in discourse may have been
due to positive transfer from prior experience in their mother tongue. In contrast to the
factor analysis results, then, these comparative findings, showing very different results
for discourse as opposed to grammar and sociolinguistics, provide some evidence in
support of a distinction between traits.

Conclusions. It was concluded that, although the three hypothesized language
proficiency traits were not empirically distinguished via the factor analysis, this result
may have been dependent on the relatively homogeneous language learning background of
the immersion population studied. This did not necessarily mean that the traits would
not be distinguishable in a more heterogeneous language learning population. From an
educational perspective it was clear that the analysis of proficiency into different
components was diagnostically revealing of the second language strengths and
weaknesses of the immersion students. It was decided that two kinds of further studies
were indicated to probe issues concerning how different dimensions of proficiency
develop as a function of the :mmersion students' specific language learning experience:
(@) small-scale in-depth studies of specific aspects of the immersion students' second
language proficiency based on the data already collected (see 2:2 - 2:3 below), and (b) the
study )of language learning activities in the immersion classroom setting (see 3:3 - 3:4
below).

2:2 Transfer in Inmersion Students' Compositions
(Year 2 Report)

Hypotheses and design. Given the shared mother tongue, English, of the immersion
students and the dominance of English in the wider school and outside-school
environment of the immersion program, mother tongue transfer was expected to ke a
continuing factor in the students' written production at the grade 6 level. In a small-
scale study of compositions written by 22 native speakers and 22 of the orally tested
immersion students from two randomly selected classes in the larger proficiency study,
evidence was sought for the hypothesis that mother tongue transfer may be manifested
in the way in which ti:e learners were distributing semantic information across syntactic
elements in the second langu: ~e, without necessarily making outright errors.

One of the composition topics assigned in the large-scale proficiency study, Au
seccurs:, involved writing a story about the rescue of a kitten from a tree. The s.udents'
stories on this topic contained a very similar series of events, involving several changes
of location. The focus of the present study was on how the immersion students were
expressing the location/direction distinction in these stories, given that there are
characteristic differences between French and English in this linguistic domain. While in
English, prepositions generally serve an important role in conveying the
location/direction distinction (e.g. at/to, in/into), in French there is a general tendency
for direction to be expressed in the verb, and for prepositions (e.g. 3, dans, sur) to be
neutral with respect to the location/direction distinction. It was hypcthesized that the
immersion students would rely on prepositions rather than the verb to express the notion
of direction.

Findings. A comparisop of directional expressions in the Au secours! stories
written by the immersion students and the native speakers showed that, as expected, the
immersion students were much less likely than the native speakers to mark direction in
the verb, preferring a non-directional verb of motioin such as courir together with a
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preposition to express the directional notion. The immersion students, at the same time,
sometimes erroneously used French prepositions unmarked for direction as if they were
carrying the directional distinction, and also tended to make more use than the native
speakers of prepositional phrases expressing direction, even on those occasions when they
also used directional verbs. This latter tendency did not necessarily lead to error. The
findings of the study thus provide support for the hypothesis that the immersion students
would show a systematic tendency to rely more heavily on prepositions to express the
notion of direction than the native speakers.

Conclusions. It was concluded that the students may need more focussed classroom
input that would alert them to such characteristics of French that are different from
English, together with more opportunities for expressing the relevant distinctions in their
serond language.

2:3  Lexical Proficiency in a Second Language
(Final Report, Vol. 1)

In the large-scale proficiency study described above (2:1), there were no measures
specifically designed to assess lexical proficiency, not because lexical proficiency was
considered unimportant but because it was assumed to enter into performance on all the
tasks assigned. In the present study, the two narratives and three request letters written
by 69 immersion students and 22 native speakers in the context of the various written
production tests were re-analysed from a lexical perspective, with verbs being selected
as the focus for the study. The purpose of the study was threefold: (a) to compare
different quantitative measures of immersion students' lexical oroficiency in their
second language (L2) writing; (b) to examine the relationship between written lexical
proficiency and other aspects of their L2 communicative competerce, and (c) to describe
the students' lexical use in relation to that of .:a%ive speakers.

(3) Measures of lexical proficiency. Five quantitative measures of lexical
proficier.cy were developed and = ‘istically c.mpared. One of these was a 'lexical error
rate', while the other four wr ‘ations o, the theme of lexical richness, labelled
respectively 'number of lexicat y 'lexical varic.y'. lexical spe ificity', and 'lexical
sophistication'. All the measure .xcept for - aber of lexizal types' were controlled
for length of text. For each student the data from the five written compositions were
lumped together. Two of the relatively difficult measures were retained as the most
appropriate for further use in a factor analysis. The first was 'lexical specificity', which
consisted of the number of different verb types used by each student, not counting the 20
most frequent verbs in French or those that were used in the instructions to the
compositions, divided by the number of verb items produced. The second measure was
'lexical sophistication', representing those relatively infrequent verbs nct found in a basic
word frequency list, also divided by the number of verb items prodJuced.

(b) Lexical measures and L2 proficiency. Three mutually exclusive hypotheses
arising from previous work were examinea via factor analysis: (1) that lexical proficiency
is equally involved in all three of the components of language proficiency examined in
the large-scale proficiency study: namely, grammar, discourse, and sociolinguistics; (2)
that lexical proficiency is part of the grammar component; or (3) that lexical proficiency
is a separate component, distinct from the other three componenis of language
proficiency.
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Confirmatory factor analyses showed that an acceptable solution to fit any one of
these three hypotheses could be found, and that there was no conclusive evidence
favouring any one of the three hypotheses over the other two. One interesting findin
was that in the three- and four-factor solutions corresponding to hypotheses (2) and (3
respectively, a grammar factor and a discourse factor emerged, which had not previously
been found in the large-scale study where no lexical measures had been included.

(c) Lexical use of immersion students and native speakers. A comparison of the
verb lexis used by the immersion students and the native speakers in their compositions
revealed that the immersion ztudents tended to make proportionately more use of high-
coverage verbs, and less use of some morphologically or syntactically complex verbs such
as pronominal and derived verbs. The inflectional complexity of some high coverage
verbs did not appear to be a deterrent to their use although inflectional errors
(considered grammatical rather than lexical errors) did occur. Semantic and syntactic
incongruence with their English mother tongue (L1) emerged as an important factor in
the immersion students' non-use of some French verb types and in the lexical errors they
made. At the same time, the students demcnstrated positive L1 transfer in the use of
some cognate verbs in French.

Conclusions. It was suggested that the immersion students' stock of lexical items
vould benefit from more classroom activities designed to increase their use of L2
derivational resources and to emphasize the use of more specific vocabulary.

2:4 Communicative Skills of Young L2 Learners
(Year 2 Report)

Purpose and data base. ' This exploratory study involved a detailed investigation of
methods of scoring oral L2 performance and of the interrelationships among variot
aspects of L2 proficiency. The study was based on a subset of data previously collected
in the context of another Modern Language Centre project. It consisted of oral tasks in
English with 22 Japanese immigrant students in grades 2, 3, 5 and 6, together with
academic tests of reading and vocabulary in the L2,

Findings. - A comparison of global rating scales and detailed frequency scores as
measures of specific aspects of oral L2 performance indicated that the two kinds of
measurement were substantially correlated where there was sufficient variability in the
data. An exploratory factor analysis of 26 variables, including measures of oral
performance and academic test scores, yielded three orthogonal factors, interpre:ed as
general FEnglish proficiency (including all the acadcmic tests), vocabulary, and
communicative style {(consisting of interview variables). No separate factor was found
for measures of fluency. Both the general English proficiency factor and the vocabulary
factor were affected by length of residence in the L2 community, and general English
proficiency wac also affected by the students’ age. Neither length of residence nor age
was related to communicative style.

Conclusions. It was concluded that language proficiency results are strongly
affected by the testing method (e.g. academic reading test, oral interview, story-telling
task), and that an inherent difficulty in validating models of L2 proficiency is that
measures faithfully reflecting a particular construct may not have adequate
psychometric properties, while other psychometrically acceptable measures may fall
short of representing the construct.
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2:5 Metaphor Comprehension in Children's L1 and L2
(Final Report, Vol. I)

Purpose and design. This study compared the development of metaphor
comprehension in Spanish-English bilingual children and monolingual English-speaking
children, in order to test the hypothesis that metaphoric processing in bilinguals, as well
as monolinguals, is constrained more by age and mental-attentional capacity than it is by
language proficiency. Subjects were 20 Hispanic and 20 monolingual English-speaking
children in each of three age groups: 7-8, 9-10, and 11-12 years, selected on the basis of
a 'Figural intersections Test' as being of normal mental capacity, which increased with
age. An oral language proficiency test and a metaphor comprehension task in English
were individually administered to each child. Hispanic children were also tested for oral
proficiency in Spanish, zand a subsample was tested for metaphor comprehension in
Spanish. The language proficiency tests vere similar to verbal IQ tests, while the
metaphor comprehension task involved the oral interpretation of ambiguous metaphors,
such as "my sister was a rock." The relative comgplexity of the children's metaphoric
interpretations was coded with reference to the degree of semantic transformation
involved in mapping an aspect of the vehicle (predicate) onto the topic (subject). The
coding scheme had previously been shown to have good reliability and developmental
validity for monolinguai English-speaking children.

Findings. On the English proficiency test, Hispanic children score . significantly
lower than the monolingual English-speaking children, and the Hispanic children resident
in Canada for less than three years scored lower than those resident for more than three
years. On the Spanish proficiency test, on the other hand, the more recent immigrants
scored significantly higher than the long term residents. Performance on the metaphor
comprehension task in English was, as predicted, found to be more strongly related to
age and mental capacity scores than to oral language proficiency scores. While the
bilingual Hispanic children did less well on the metaphor comprehension task than did the
monolingual English-speaking sample as a whole, this was found to be related to the
presence in the English-speaking sample of some students from a school in a higher
socio-economic area. These children of middle-class background did better on the
metaphor task than did the monolingual English-speaking children from the same schools
as the bilingual children in working class areas. When the children of middle class
background were removed from the sample, there was no main effect for language group
on the metaphor scores, although the Hispanic children did less well on one of the two
topics. Regression aralyses indicated that the bilingual Hispanic children were similar to
the subsample of English-speaking children from the middle-class neighbourhood in that
English proficiency contributed little to the variance in their metaphor scores. Another
finding was that conceptual structures developed in the first language appeared to
facilitate metaphor comprehension in the second language, since for Hispani< children
resident in Canada for less than three years, Spanish proficiency correlated more highly
with metaphor scores in English than did English proficiency.

Conclusions. The findings of the study were in keeping with the hypothesis that,
for bilingual as well as monolingul children, measured language proficiency was less
predictive of metaphor performance than were age and non-verbal mental capacity
scores. On a standardized test of English proficiency, the bilingual children scored
significantly lower than their English-speaking schoolmates. On the metaphor task,
however, the bilingual children performed almost as well as their Englisb-speaking peers.
This finding suggests that the metaphor task may be a more appropriate measur~ of
conceptual skills in the second language than is a verbal IQ test.
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3. CLASSROOM TREATMENT STUDIES

Several studies were undertaken to examine the relationship between instructional
practices and the development of proficiency in a second language. During the first two
rears of the Project, a major focus was on the development and validation of a classroom
observation instrument designed to capture the essential features of communication in
the L2 classroom. This instrument was subsequently used in a process-product study
which examined the impact on L2 proficiency of different instructional practices
observed in core French classes. Two other studies grew out of the large-scale
proficiency study described in 2:1 above. One of these involved the analysis of some
specific aspects of language use and learning activities observed in French immersion
Classrooms, with a view to interpreting some of the earlier proficiency findings. The
other study consisted of a classroom experiment in the French immersion setting,
designed to enhance grammatical proficiency in the use of past tenses. These studies are
summarized below.

3:1 Development and Validation of COLT Observation Instrument
(Year 2 Report; Final Report, Vol. I)

The development of a new classroom observation scheme was motivated by the
need to describe as precisely as possible some of the features of communication
occurring in the second language classroom, and to distinguish between analytic and
experiential orientations to language instruction. The COLT — Communicative
Orientation of Language Teaching — scheme was derived from the communicative
competence framework underlying the large-scale proficiency study and from a review
of current issues in communicative language teaching.

Observation categories. The COLT observation scheme is divided into two parts.
Part 1, filled out by observers during the class, identifies different types of classroom
activities and categorizes them in terms of: (a) participant organization (whole class
activity, group work, individual work); (b) the content, or subject-matter, of the activity
(e.g. classroom mana ement, explicit focus on language form or function, other topics);
(c) student modality %listening, speaking, reading, writing); and (d) materials in use (the
type of material, length of text, intended users, and amount of control exerted on
student language use). Part II of the COLT, which is later coded from a tape-recording
of the class on a time-sampling basis, analyses communicative features of teacher-
student interactions. Seven superordinate categories are identified: (1) use of target
language (L1 or L2); (2) information gap (the level of predictability in an interaction); (3)
sustained speech (length of utterances); (#) reaction to code or message; (5) incorporation
of preceding utterances (how the participants react to each other's contributions); (6)
discourse initiation (by teacher or student); and (7) relative restriction of linguistic form.

Validation. The observation scheme was piloted in 13 classes, mainly at the grade
7 level. There were four core French classes, two extended French and two French
immersion classes, and five ESL classes in the sample. Each class was visited twice by
two observers. Analysis of the Part I data entailed calculating the percentage of
classroom time spent on the subcomponents of the various categories: participant
organization, content, student modality, and materials. In the analysis of Part II, each
verbal interaction feature was calculated as a proportion of its superordinate category.
Results indicated that the COLT observation scheme was capable of capturing
differences in the instructional orientation of the four types of classes. In core French
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and ESL classes, for example, there was a heavier emphasis on form and mcre teacher
control than in the extended French and immersion classes where there was a greater
focus on meaning. Extended text was most often used in the immersion classes, and non-
pedagogic materials were most often used in immersion and ESL classes. Sustained
speech was least characteristic of the core French classes and most evident in French
immersion and ESL classes. These comparative findings, intended as descriptive and not
evaluative, generally met prior expectations concerning the various programs, except for
some aspects of the ESL classes.

Conclusions. The ability of the COLT observation scheme to capture differences in
instructional orientation was seen as an indication of its validity and as an important
step toward ideutifying what makes one set of instructional techniques more effective
than another.

3:2 The Core French Observation Study
(Final Report, Vol. II)

In this process-product study, the COLT observation scheme was used to describe
instructional practices in eight core French classes at the grade 11 level. Instructional
differences were then analysed in relation to L2 proficiency outcomes in the different
classes.

Subjects and prccedures. The core French program was selected for study because
the students' L2 proficiency could be assumed to derive largely from the classroom. The
eight classes, from the metropolitan To:cnto area, were preselected with the help of
school board personnel to represent a range of L2 teaching practices. Early in their
grade 11 year, the students were given a series of pre-tests of French proficiency,
including some tasks from the large-scale proficiency study. The tests consisted ofs (a) a
multiple choice grammar test; (b) two written production tasks (a formal request letter
and an informal note) which were scored for both discourse and sociolinguistic features;
(c) a multiple choice listening comprehension test calling for the global comprehension of
a series of recorded texts; and (d) an individual oral interview administered to a
subsample of students from each class and scored for proficiency in grammar, discourse
and sociolinguistics. During the school year, each class was visited four times for
observation with the COLT scheme (in October, January, March and Agril). Observation
periods lasted 40 or 70 minutes, depending on the duration of the class, and were tape-
recorded. In May, the classes were post-tested with the same tests, and those students
interviewed at the time of pre-testing were reinterviewed.

Analysis of COLT observations. Based on the Part I and Part II categories of the
COLT observation scheme, it was possible to rank order the eight classes on a bi-polar
composite scale from 'most experiential' to 'most analytic', based on the percentage of
class time spent on: practices defined as experiential in contrast to analytic. In :he two
most experiential classes, for example, there was proportionately significantly more
topic control by students, more extended written text produced by the students, more
sustained speech by students, more reaction (by both teacher and students) to message
rather than code, more topic expansion by students, and more use of student-made
materials than in the other classes. These two classes were labelled '"Type E' classes, in
contrast to the remaining 'Type A' classes, where significantly more analytic features
were in evidence, including a higher proportion of topic control by teachers, minimal
written text by students, student utterances of minimal length, student reaction to code
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rather than message, and restricted choice of linguistic items by students. The COLT
analysis revealed at the same time that none of the classes was prototypically
experiential or analytic, but instead intermediate along the bi-polar scale. The COLT
findings were supported by teacher questionnaires providing information about classroom
activities throughout the year.

The relationship of COLT findings to L2 proficiency. It was predicted that the
Type A classes would be significantly higher on both written and oral grammatical
cccuracy measures than the Type E classes, but that the Type E classes would score
higher on all other proficiency measures, including discourse and sociolinguistic
measures, and scores on global listening comprehension. However, based on the post-test
scores adjusted for differences in pre-test scores, no significant differences were found
between the Type E and Type A classes, although a near-significant difference (p .06)
emerged in favour of the Type A classes on the grammar multiple choice test. When the
two Type E classes were compared to the two most analytic Type A classes (labelled
Type A*), the Type A* classes did significantly better on the grammar multiple choice
test (and specifically on agreement rules), but no other significant differences were
found. A detailed correlational analysis relating the use of specific COLT features to L2
proficienCcy outcomes showed that there were both experiential and analytic features
that were positively related to adjusted post-test scores. The profile of a successful
core French classroom with respect to proficiency was identified as one in which a
generally experiential approach was used with relatively more time devoted to features
such as information gap, reaction to message, and topic incorporation. At the same
time, positive correlations were found between a number of form-focussed, teacher-
directed activities and proficiency outcomes. It was concluded that analytic and
experiential approaches may be complementary rather than two ends of a continuum.

Qualitative analysis. In light of the fact that one of the two Type E classes made
the most gain in overall proficiency and that the other Type E class made the least gain,
the transcripts of these two classes were reviewed for qualitative differences that had
not been captured by the COLT. The high-scoring class was found to engage frequently
in communicatively rich interaction involving feedback and negotiation of meaning,
while the low-scoring class received less feedback and spent more time on stereotyped
routines. It was concluded on the basis of these findings that observation procedures
based on COLT needed to be supplemented by more detailed forms of discourse analysis.

3:3 The Immersion Observation Stucy
(Final Report, Vol. I)

Classroom observations were carried out in nine grade 3 and ten grade 6 early total
immersion classes in the Toronto and Ottawa regions, for the purpose of obtaining
information on classroom processes and interpreting earlier immersion L2 proficiency
findings. Each class was observed and tape-recorded for a full schoo! day, including any
instruction in English. All the tape-recordings were then transcribed. Analyses of some
aspects of language use in the immersion classes are presented in the Project report.
Further analyses are planned as time and finances permit.

G R R S B WD W

Vocabulary instruction in immersion classes. L2 vocabulary-related classroom
activities observed in the grade 6 immersion classes were analysed in the light of a
classification scheme for describing such activities, and in relation to different kinds of
linguistic knowledge involved in vocabularv learning. The analysis is qualitative rather
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then quantitative. The classification scheme focusses on the following distinctions: (a)
planred/unplannad instruction - the extent to which vocabulary instruction is seen as a
purposeful activity; (b) systematic/haphazard instruction -~ the degree of systematicity
with which specific features of vocabulary are taught; (c) written?oral activities -—- use
of each medium for vocabulary instruction is seen to have a differential effect on lexical
knowledge; (d) cross-linguistic/L2 based approaches to vocabulary teaching - a role for
controlled use of the L1 is noted; (e) control of vocabulary selection - this may be by
text authors, teacher or students; (f) the linguistic focus of teaching -- whether the focus
is on interpretation in context, conventional meaning, or other structural aspects of
vocabulary. Linguistic aspects of vocabulary knowledge are categorized in terms of
phonology, morphology, syntax, discourse semantics, graphology, and sociolinguistics.
Analysis of the immersion classes in the light of these descriptors indicated that most
planned vocabulary teaching occurred during reading activities organized around
particular themes, during which students learned to pronounce words that they read
aloud, to interpret passages, and in which the meanings of unfamiliar words were
explained. Unplanned, spontaneous teaching of vocabulary was often student-initiated,
as a specific word was needed to express an idea. The focus of both the planned and
unplanned vocabulary teaching was mainly on interpretation and meaning. Given its
association with reading activities, the teaching of new words emphasized written
varieties of French and spelling. One example of how the students’ prior knowledge
could be drawn upon was provided by a teacher who drew attention to formal
resemblances in the L2, enabling students to arrive at the meaning of an unfamiliar
derived word. With some exceptions, the presentation of structural information about
vocabulary was limited to the separate grammar lesson. Errors in gender, for example,
tended to be only haphazardly corrected during other activities. There was no evidence
that the teachers were focussing on sociolinguistic or discourse-related aspects of
vocabulary. It was concluded that vocabulary teaching in the immersion classes occupied
a rather narrow place in the overall teaching plan, and was mainly preoccupied with
meaning and interpretation with insufficient planned attention to other aspects of
vocabulary knowledge.

Vous/tu input. The underuse of vous as a politeness marker by early immersion
students had been noted in the earlier proficiency study. The classroom observations
provided an opportunity to relate these findings to use of vous and tu in the classroom

vatext. Uses of tu and yous by the ten grade 6 immersion teachers and by the students
in their public talk were counted and classified according to the functions they served:
singular, plural, or generic; formal or informal. Teachers were found to use tu and vous
about equally often, with tu generally being used to address individual children and yous
to address the class as a whole. Occasionally, however, tu was used to the class and vous
to individual students, leaving room for potential confusion. There was scarcely any use
of vous by the teachers as a politeness marker, and its infrequency in this function in the
classroom context was seen as a reascn for its underuse as a politeness marker by early
immersion students. Their underuse of vous in its plural function was at the same time
attributed in part to the finding that, although used relatively frequently by teachers,
very few opportunities appeared to arise for student producticn of vous plural in the
classroom context. In conclusion, it was hypothesized that students wouid benefit from
functionally-oriented instruction in the use of vous/tu, and opportunities to use them
appropriately.

Student talk in teacher-fronted activities. It had previously been hypothesized that
shortcomings in the grammatical competence of early immersion students may be due to
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a lack of opportunity to produce 'comprehensible output', i.e. precisely conveyed
messages demanding more rigorous syntactic processing than that involved in
comprehension. In order to determine the opportunities that the immersion students had
to talk in class, transcripts based on 90 minutes of French class time in each of the nine
grade 3 and ten grade 6 classes were analysed, as well as the English portion of the day
in the grade 6 classes. In general, the transcripts captured public talk rather than

ivate, individual conversations. Each student turn was categorized according to length
minimal, phrase, clause, and sustained), and source (e.g., whether teacher- or student-
initiated, preplanned or unplanned, linguistically restricted in some way or not, reading
aloud from text, or reciting from memory). The findings indicated that in the 90-minute
French portion of the day, student talk was less than two thirds as frequent as in the
English portion of the day. Sources of student talk in French were very similar for the
grade 3 and grade 6 students, the most frequent source being teacher-initiated student
talk where the students' response was highly linguistically constrained, which appeared to
encourage minimal responses from the students. Extended talk of a clause or more
appeared to be encouraged when students initiated talk and when they had to find their
own words. However, less than 15% of student turns in French were found to be
sustained, i.e. more than a clause in length, when reading aloud was not included. It was
concluded that greater opportunities for sustained talk in French by the immersion
students are needed, and that this might be accomplished through group work, the
provision of more opportunities for student-initiated talk, and through the asking of more
open-ended questions by teachers.

Error treatment. An analysis of the grade 6 immersion teachers' correction of
errors was based on the complete French transcripts of the ten classes .observed. [t
focussed on the grammatical and pronunciation errors corrected Jy the teachers, the
proportion of such errors corrected, and the systematicity of error correction. The
highest proportion of error was observed in frequently used grammatical featur- 5 such as
gender, articles, and verbs. Only 19% of grammatical errors overall were corrected, but
gender, article, and verb errors were more often corrected than other grammatical
errors. About two-thirds of pronunciation errors were corrected. A lack of consistent
and unambiguous teacher feedback was noted.

3:4 Functional Grammar in French Immersion
(Final Report, Vol. I)

This experimental study was designed to investigate the effect on immersion
students' French proficiency of an approach to grammar teaching which involved the
provision of focussed input in a problematic area of French grammar and provided
students with increased opportunities for meaningful productive use of the target forms.
Following a workshop with teachers, a set of classroom materials aimed at teaching the
meaning distinctions between two major past tenses, the imparfait and the passé
compose, were introduced for an eight-week period into grade 6 early immersion classes
in six schools. These experimental classes were compared on pre-tests, immediate post-
tests, and on delayed post-tests (three months later) with comparison grade 6 immersion
classes in six other schools who were not exposed to the materials. The tests consisted
of narrative compositions previously used in the large-scale proficiency study, as well as
specially constructed cloze tests with rational deletions, and orai interviews
administered to a sub-sumple of students in each class. All the tests were designed to
assess the students' ability to make appropriate use of past tenses and were scored
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accordingly. There were two forms for each test, administered across testing sessions in
a counterbalanced design.

The classroom materials. Adapted from an existing bank of activities focussing on
the imparfait and the passé composé, the materials were divided into eight units, each to
be used in a specific week. The teaching approach emphasized the integration of
grammar teaching with worthwhile subject matter content and the personal experience
of students. The oral and written activities, providing focussed input and opportunities
for practice in using the two tenses, included the following: reading a simplified French-
Canadian legend, discovering how the imparfait and passé composé served different
functions in the legend, illustrating aspectually contrasting sentences, applying proverbs
to the legend and to the students' own experiences, miming the progressive function of
the imparfait, working in small groups to create new legends, and producing albums of
childhood memories.

Findings. On the immedijate post-tests, with adjustment made for pre-test scores,
the experimental classes were significantly ahead of the comparison classes on two out
of three measures: the cloze tast and the oral interview. Three months later, however,
at the time of delayed post-testing, there were no significant differences between the
experimental and comparison groups on any of the tests. Both groups had improved their
test performance over time. Evaluations of the materials by the experimental teachers
at the end of eight weeks indicated general satisfaction with the materials, although
some problems were noted with specific activities. Teachers indicated that they spent
on average about | 1/2 hours per week on the material. From some of their comments,
it appeared that certain activities promoted more attention to ‘'subject matter content
than to linguistic code, and informal observations in some classes indicated that past
tense errors often went uncorrected during the 'Proverbes' activity. It was noted that
one class with a teacher who was observed to provide frequent corrective feedback
obtained the best results of all the classes on the composition test. Questionnaires
administered to experimental and comparison group teachers at the time of the delayed
post-testing indicated that the latter had also spent time working on the target verb
tenses.

Conclusions. It was concluded that the teaching approach had succeeded in
accelerating grammatical development in the experimental classes, but that to promote
more long-term benefits some revision was needed in the materials, including more
specific guidelines to teachers about the provision of corrective feedback. The fact that
the control classes also appeared to have worked on past tenses was an additional factor
that was surmiced to have affected the long-term results.

4. SOCIAL CONTEXT AND AGE

The relationship between individual and social-environr.aenta! factors and the
development of bilingual proficiency was examined in several minority and majority
language learning contexts. In one large-scale study of Portuguese-Canadian students,
the relationship between language use patterns, language attitudes, and bilingual
proficiency was investigated by means of correlational and regression analyses, while in
a small sample of beginning school-aged children of Portuguese home background, a
detailed study of language interaction at home and at school was carried out with a view
to relating interactional variables tc later academic achievement. In another minority
context, an ethnographic study focussed on students attending a French language




elementary school in Toronto. Finally, two studies examined the relationship between
age and language iearning: one among Japanese immigrant students of different ages
and the other among Anglcphone majority students iearning French in three different
school programs.

4:1 Language Use, Attitudes and Bilingual Proficiency of
Portuguese Canadian Children (Final Report, Vol. 1)

Purpose and design. In this study, the bilingual proficiency of grade 7 students
from an important language minority group in Toronto was studied in relation to family
background variables, the students' patterns of language use, and their language
attitudes. Theoretical issues examined were: (a) the nature of language proficiency
indicated by the pattern of relationships within languages; (b) the cross-lingual
dimensions of language proficiency indicated by the pattern of relationships across
languages; and (c) the extent to which proficiency in English and Portuguese could be
predicted by language use and attitude variables.

The sample consisted of 191 students enrolled in Portuguese heritage language
programs in seven inner-cCity Toronto schools. More than half these students were of
Azorean background. The students all completed two questionnaires. One was a
language use questionnaire concerning family background (e.g. birthplace, parents’
language use, education, and occupations), language use patterns (use of Portuguese and
English at home, in school, and in the community), and self-ratings of proficizncy in
English, Portuguese, and French. The other was a language attitude questionnaire which
investigated dimensions such as integrative and instrumental orientations towards
English and Portuguese, language use preferences in differeit contcxts, the role of
English and Portuguese ir: the students' ethnic identity, perceived attitudes of parents
towards the students' education and language use, attitudes towards Portuguese’ dialects
and language mixing, cultural assimilation, and attitudes towards French. Tests in
English and Portuguese were also administered. In each school the students were divided
randomly into three groups. One group did multiple choice grammar tests in English and
Portuguese. A second group received a multiple choice discourse test in each language
similar to the one administered in the large-scale proficiency study (see 2:1 above).
Students in this group were also given individual oral tests in English and Portuguese,
each of which contained tasks to be scored for grammar, discourse, and sociolinguistic
proficiency. The sociolinguistic task in each language was adapted from the oral
sociolinguistic test administered in the large-scale proficiency study. A third group of
students in each school was given sociolinguistic written production tests in each
language, again based on the test designed for the large-scale proficiency study.

The nature of language proficiency and its cross-lingual dimensions. A
considerable degree of interrelationship was found among Portuguese self-ratings,
multiple-choice discourse scores in Portugitese, and the various oral measures of
Portuguese proficiency. A principal components analysis suggested a global Portuguese
proficiency dimension, supplemented by academically related aspects of proficiency.
Few relationships, on the other hand, were found among the measures of oral English
proficiency, apparently because of a generally high level of performance giv'ng rise to a
lack of variability in scores. Across languages, self-ratings of proficiency in Portuguese,
English, and French tended to be significantly related to each other. Further relatively
strong cross-lingual relationships were observed for each set of written measuies: ..o-
between multiple choice grammar scores in English and Portuguese, between multiple
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choice discourse scores in each language, and between written sociolinguistic scores in
each language. These findings provided strong evidence for the interdependence of
cognitive-academic skills across languages.

Predictors of bilingual proficiency development. Multiple regressions revealed that
a considerable amount of the variance in the self-ratings of Portuguese proficiency could
be related to attitudinal and language use variables such as students' acceptance of
Portuguese, their knowledge and pride in Portuguese culture and achievements, their use
of Portuguese media, exposure to Portuguese in the home, and their acceptance of and
liking for French. Ceiling effects on the English self-ratings appeared to be at least
partly responsible for the much weaker correlations found with attitude and use
variables, although positive relationships were found with acceptance of English, use of
English with siblings, and acceptance of French. The amount of exposure to Portuguese,
both in Portuguese language classes and in the form of visits to Portugal, attendance at
Portuguese mass, and Portuguese TV watching, appeared to be strongly related to
measures of Portuguese proficiency, with weaker relationships noted between attitude
variables and Portuguese proficiency. Minimal relationships were found between
language use and attitude variables and the English proficiency measures, although there
was evidence to suggest that positive attitudes towards Portuguese and studerits' use of
Portuguese at home and in the community were in no way detrimental to their English
proficiency.

Comparison with Azorean native speakers. A comparison of the Toronto students'
test scores in Portuguese with those obtained by 69 grade 6 students in the Azores
revealed that there were highly significant differences favouring the Azorean group on
most measures of Portuguese proficiency. As in the large-scale prcficiency study
involving French immersion students (see 2:1 above), differences were most apparent on
measures of grammar. The strong relationship found between Toroute students'
attendance at Poutuguese language classes and proficiency in Portuguese was seen as an
indication that, in their minority context, more intensive exposure to Portuguese in an
academic context could be advantageous for the bilingual development of the Toronto
students.

4:2 Longitudinal Study of Young Portuguese Background Children: Bilingual
Proficiency Development and Academic Achievement (Final Report, Vol. )

Purpose and design. The major purpose of this ongoing study is to investigate the
development of proficiency in both Portuguese and English in the transition from home
to school. Twenty children from Portuguese backgrounds are being followed from the
junior kindergarten year through grade 1 with respect to patterns of language interaction
in the home, performance on a variety of language proficiency and literacy awareness
measures, and (in grade 1) reading performance. Patterns of interaction in the home and
knowledge of Portuguese and English will be used as predictors of English reading
performance in grade 1. Thus, the study addresses theoretical issues such as the
interdependence of L1 and L2 as well as practical issues related to the interaction
between home and school variables in affecting the extent to which minority students
are successful academically. The study also will provide a corpus of longitudinal data for
analysis of students' developing proficiency in their two languages.

Methodology. The main sample consists of 20 Toronto students receiving the entire
battery of tests. These are the Draw a Person Test, the Record of Oral Language (i.e.
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sentence repetition) (English and Portuguese), Letter Identification (English and
Portuguese), Concepts about Print (English and Portuguese) and, in Year 3 (Spring 1987),
Test of Writing Vocabulary (English and Portuguese) and Gates McGinitie Reading Test
(Comprehension subtest). (For test references, see complete study in Chapter 8.) In

add(i’ticn. children were taped in their homes for one and a half hours each year of the
study.

Twenty-six grade 1 students (average age 7) in the Azores were also sdministered
the Concepts about Print tesi, an oral interview, and Test of Writing Vocabulary (Clay
1979) in Portuguese for coraparison purposes with the grade 1 Toronto data. In addition,
six five-year-old students in the Azores were taped for one and a half hours in their
homes. Data were also collected in Mainland Portugal from ten five-year-old children in
a village situated a hundred kilometres northwest of Lishon. A Portuguese version of the
Record of Oral Language was constructed and administered to the children. Six of the
ten were randomly chosen 10 be taped in the home.

Current status of the study. All the Year | home recordings have been transcribed
and scoring schemes developed for grammar and pragmatics. A sample of students'
transcripts have beer scored but not the entire group. The Year 3 data will be collected
in May and June of 1.87. Subsequent to this data collection, a proposal will be developed
to complete the transcription and data analysis relati*r home language use and
proficiency in literacy-related asrects of English and P wuguese to English reading
performance at the grade 1 level.

4:3 Ethnographic Study of a Toron! " »nch Language School
(Year 2 Report; see aiso Heller 1.s%)

In this ethnographic, sociolinguistic case study of a French-language elementary
school in Toronto, patterns of language choice and language use were investigated in
relaticn both to the micro-level interactional context and to the macro-level context of
-“hoci and community. The study e :amined the role that the use of French and English
played in the development of students' social icentities.

Methodology. Micro-level data were collected in the school by means of
participant observation over a six-month period, mainly in a grade 7/8 class, and through
tape-recordings of eight students who each wore a tape-recorder for two entire school
days. Four of the stt ts were selected as ethnolinguistically representative of the
school and the other four were randomly selected. Macro-level data were collected
through a - “hool-wide parent questionnaire and in interviews with school administrators,
staff, members of the Parent-Teacher Association, and an ethno-linguistically
re~-~sentative subsample of parents.

Findings. Just over half the parents returned their questionnaires, which indicated
considerable heter« ;eneity of family origins, linguistic backgrounds, and goals with
resper o to bilingualism and the maintenance of French. For example, over 40% of the
families were of linguistically mixed marriages (usually with a francophone mother), 30%
were francophone, 11% anglophone, and the remainder from a great variety of linguistic
backgrounds. Very few parents and under half the children were Toronto-born. Family
homes were widely dispersed over helf of the city, making it hard for students to
maintain friendships outside school. In-school observations revealed that there were
three distinct groups of students: English-dominant, bilingual, and French-dominant.




The first two preferred to speak English among themselves, and the third — a minority -~
preferred French. Access to the different peer networks depended on appropriate
language choice. Each group experienced its own tensions: French-dominant students
repor*2d pressure from peers to speak English outside class, while for English-dominant
students, performance in French in class could be stressful. Bilingual students were
observed to take part in occasional bilingual word-play and code switching, which was
seen as their way of resolving the social tensions they experienced from their
intermediate position and suggested that, for them, French and English were separate
domains.

Conclusions. The heterogeneity of the schoo! nopulation and the varied linguistic
experiences of the students were seen to militate against the formation of a monolithic
French identity. Instead, observed patterns of language use indicated a close connection
for thes  'nts between language choice and their evolving social identities.

4:8 Age on Arrival, Length of Residence, and Interdeperidence of Literacy Skills
among Japanese Immigrant Students (Final Report, Vol. HI)

Purpose and design. This study investigated the cross-lingual dimensions of
language proficiency and the relationship between age and second language acquisition,
with a focus on the development of reading and writing skills. We hypothesized that
despite the dissimilarity of languages and writing systems, significant positive
relationships would be found between Japanese minority children's L1 reading and writing
skills and their acquisition of @nglish reading and writing. An investigation of the
reiationships between Japanese and English proficiency appears to provide a stringent
test cf the interdependence hypothesis, which posits a common u.derlying proficiency
for bilinguals, since the two languages have little in common at a surface structure level.

Subjects in the study consisted of 273 students between grades 2 and 8 attending
the Japanese School of Toronto Shokokai Inc. Students were tested in May and June 1984
with measures of reading and writing in both Japanese and English. The reading
comprehension subtest appropriate to students' grade level of the Gates-McGinitie
Reading Test was given to all students who had been in Canada for at least six months as
a measure of English reading skills. The Kyoken Standardized Diagnostic Test of
Reading Comprehension published by the Research Institute for Applied Education in
1981 was given as the measure of Japanese reading skills. In addition, a letter-writing
task in English and Japanese was administered to all children.

Scores on the English and Japanese reading tests were converted to T-scores to
permit comparability across grades with the influence of age removed. In addition,
English grade equivalent scores were used in some analyses as an approximate index of
students' absolute level of English reading skills. A variety of indices of writing skills in
Japanese and English were assessed.

Results. The results of correlational and regression analyses provide a consistent
picture in relation to the acquisition of English reading and writing skills and their
relationship to students' Jspanese reading and writing proficiency. First, although the
sariple as a whole performs close to the mean (i.e. Japanese norms) in Japanese reading
skills, there is a clear negative relationship between length of time in Canada and
students' Japanese reading proficiency. The negative effect of length of residence on
Japanese writing, however, appears minimal. Age of arrival in Canada appears to be a

17




more potent force in predicting maintenance of Japanese writing skills than length of
residence. Similarly for Japanese reading, the older students are when they come to
Canada, the better prospects they have for strong continued deveiopment of Japanese
reading skills. This effect is not entirely due to the fact that students who arrive at
older ages tend to have spent less time away from Japan, since the partial correlation
between age of arrival and Japanese T-score remains significant even when length of
residence is controlled.

It appears that students require abcut four years' length of residence, on the
average, to attain grade norms in English reading skills. There appears to be some
tendency for students who arrive at the age of 6-7 to make somewhat more rapid
progress towards grade norms than those who arrive at older ages.

When length of residence is controlled, a significant relationship emerges between
Japanese reading skills and English reading. Students' age of arrival in Canada (AOA) is
also strongly related to English reading (controlling for length of residence), suggesting
the influence of general cognitive maturity in rediating the cross-lingual relationship of
cognitive/academic skills. General cognitive maturity, however, cannot account fully
for the interdependence of reading skills across languages since significant relationships

across languages were found for reading T-scores, in which the effects of age have been
removed.

Writing erformance was less closely related across languages than was the case
for reading. This may be partly a function of the different types of measures used in
each case (standardized reading tests v. non-stardardized writing tasks). However,
consistent significant relationships were obtained between Japanese writing and both
English reading and writing measures. For some variables (e.g. Spelling) there was strong
evidence of a specific cross-lingual elationship that was not mediated by more general
cognitive/academic proficiencies.

Conclusions. In general, the data are consistent with previous studies in supporting
the interdependence of cognitive/academic skills across languages. They also suggest
that at least four years is required for students from highly educated backgrounds to
attain grade norms on English academic tasks and that continued development of LI
academic skills to a high level (i.e. that of students in the home country) is a formidable
task for students who arrive in the host country at an early age (particularly prior to
formal schooling) but is considerably less problematic for students who arrive after
several years of schooling in their home country.

4:5 Starting Age and Oral French L2 Proficiency in Three Groups of
Classroom Learners (Final Report, Vol. III)

Purpose and design. The purpose of this study was to determine whether there are
specific long-term advantages in oral L2 proficiency that can be associa:ed with
intensie L2 exposure at an early age in a total French immersion classroom setting.
Three groups of grade 10 learners, with 11-12 subjects per group, were interviewed aiid
given an oral sociolinguistic test in French: one group was from an early total immersion
program which had begun in kindergarten, while the other two groups (from a late
immersion and an extended French program respectively) had started their intensive
expr.dre to French much later, in grade 7. A group of 12 native French speakers in
grade 10 was also included in the study. The guided oral interviews were designed to
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provide students with communicative conte“ts for the use of a range of verbs and - =rb
forms. Transcripts of the interviews were analysed with respect to verb use and oral
fluency in French. Scoring of verbs consisted of assessing the use of target verb forms in
the context of specific questions, while the asscssment of oral fluency was based on the
nature and frequency of markers of disfluency and the linguistic contexts in which they
occurred. The sociolinguistic oral test was based on the one used in the large-scale
proficiency study (see 2:1 above).

Results. Group comparisons of the students' verb use indicated that the early
immersion students were significantly more native-iike on some variables (imparfait,
conditional, use of pronoun complements in clitic position), but were no more native-like
than the other learner groups on other variables such as use of number and person
distinctions, time distinctions, and lexical variety, and in some instances tended to be
less native-like than one or both of the other groups. The analyses of fluency ravealed
that in mact types of disfluency, the three learner groups produced significantly more
disfluencies than the native speakers but did not differ from one another. There was
some evidence, however, that the early immersion students were producing fewe. cut-
offs and 'uh', 'um' etc. transition markers. The early immersion students were also less
likely than the late immersion students to use transition markers in within-phrase
locations, where such disfluencies were hypothesized to be more disruptive to disccurse
coherence than in between-clause or between-phrase locations. These findings indicated
some advantages in oral fluency for the early immersion students who had started their
intensive L2 program at a young age. Results on the sociolinguistic oral test, however,
showed that the early immersion students did not manifest any general advantage over
the other learner groups in sociolirguistic proficiency. While the early immersion groups
displayed a slightly greater tendency to use attenuating conditional verb forms in formal
social situations, they tended to be less sensitive to the appropriate use of the second
person forms vous and tu than the late immersion and extended French students, whose
intensive exposure to French in school had begun much later.

Conclusions. With respect to oral L2 proficiency, it appeared that there were some
advantages to an early start in a French immersion program in the area of fluency and in
the use of the verb system, but no advantage in the sociolinguistic domain. Some
weaknesses in the verb system were also observed. As in other studies conducted in the
early immersion context, a need for more emphasis on problematic areas in the target
language system was indicated, along with greater opportunities for sustained oral and
written expression.

3. CONCLUSIONS

The overall conclusions of the studies can be summarized with respect to the
nature of bilingual proficiency and the influences on its development both in classroom
and natural settings.

The nature of proficiency. At the inception of the study, the .. imary methodology
envisaged for investigating the nature of language proficiency and its cross-lingual
dimensions was confirmatory factor analysis. However, as a result of the findings of our
Years 1-2 study of proficiency among French immersion students, in which little
evidence emerged for the hypothesized trait structure, we became more explicitly
conscious of the fact that the relationships between different components of language
proficiency were a function of the specific language learning experiences to which
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particular samples of individuals were exposed. This perspective implies a wider variety
of analytic methods for investigating the nature of proficiency; specifically, we can
discover a considerable amount about the nature of proficiency by observing its
behaviour as a function of individual, social and educational conditions. Thus, we shall
first consider the findings of our factor analytic studies and then examine findings of
other studies that elucidate the nature of proficiency.

All studies that examined the relationships among- different components of
proficiency found significant correlations among written tests (including the core French
observation study -- see 3:2 above). These relationships were found across languages in
the grade 7 Portuguese study (4:1), the Japanese study (4:4), and the metaphor
comprehension study (2:5). Some evidence emerged for an oral factor (e.g. a
communicative style dimension in the "Communicative skills of young L2 learners" study
-- 2:4) but the relationships among oral measures were considerably less strong than for
the written measures. Similarly, some cross-lingual relationships among oral measures
were found in the Portuguese grade 7 study but agair the relaticnships were only
marginally significant. These data are consistent both ...h the notion of a specific
dimension of proficiency related to the ability to process language in context-reduced or
decontextualized situations and with the hypothesis that this dimension is interdependent
across languages.

There was considarably less evidence in the factor analyses for t' 2 hypothesized
trait structure distinguishing grammatical, discourse, and sociolinguistic aspects of
proficiency. However, discourse and grammar factors did emerge in the lexical
proficiency study (2:3) and there was also some evidence for a separate vocabulary
factor. The limitations of placing exclusive reliance on factor analysis for confirming
hypothesized trait structures are illustrated in the fact that in this lexical study several
mutually exclusive solutions produced an acceptable fit to the data. Also, in the original
proficiency study (2:1), comparison of French immersion with native French speakers
produced evidence that discourse skills were distinguishable from grammar and
sociolinguistic skills, in that differences between L2 learners and native speakers were
found only for the latter two aspects of proficiency.

Thus, consistent with the position advanced by Cziko (1983), the lack of strong
support for the hypothesized trait structure in the factor analyses does not lead us to
ahandon the concept of traits. They are conceptually distinguishable and educationally
important even if they are not statistically verifiable in relatively homogeneous school
populations.

Classroom treatment. Our classroom treatment findings from different program
settings lead to three main overall conclusions. First, there is evidence from both the
core French and the immersion observation studies that the analytic focus and the
experiential focus may be com;lementary rather than two ends of a continuum, and that
they may provide essential support for one another in the L2 classroom. Second, the
quality of instruction is clearly important in both analytic and experientiil teaching.
Analytic teaching will be successful in developing L2 proficiency only if it is
appropriately matched to the learners' needs, while experiential teaching should involve
communicatively rich interaction which offers plenty of opportunities for production as
well as global comprehension on the part of the student. Third, learners may benefit if
form and functior are more closely linked instructionally. There is no doubt that
students need to be given greater opportunities to use the target language.
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Opportunities alone, however, are not sufficient. Students need to be motivated to use
language accurately, appropriately, and coherently. In all these respects, the 'how' and
'when' of error correction will be a major issue for future investigation.

It seems reasonable to conclude that in all the programs -inder investigation -- core
French, heritage languages, and French immersion -- much more work needs to be done
in the area of curriculum design. Such work should include research to determine what
combinations of analytic and experiential activities are most effective for different
types of student. Another comparatively neglected area from the research point of view
is teacher training and professional development. This area is likely to become more
important at a time when more and more teachers are breaking away from their former
dependence on prescribed pedagogic formulas and are increasingly making their own,
more flexible, decisions ab>ut what can be done in the classroom.

Individual and social variables. With respect to the influence of individual and
social variables on the development of proficiency, we can think of these effects in
terms of the relative influence of attributes of the individual (e.g. cognition, personality)
versus the target language input received by the individual. With respect to attributes,
for example, it is clear from the Portuguese grade 7 and Japanese studies (4:1 and 4:4
above), as well as the immersion age study (4:5) that cognitive attributes of the learner
play a significant role in at least certain aspects of target language acquisition. In the
grade 7 Portuguese study and the Japanese study, children's cognitive/academic
oroficiency in their L1 was significantly related to the level of cognitive/academic
proficiency attained in the L2. The relatively strong performance of late imn.. "sion
students in comparison to those in early immersion is consistent with the notion that the
learner's cognitive maturity (as indicated by age) is positively related to efficiency of L2
acquisition (at least up to the point where cognitive development reaches a plateau,
possibly in the early to middle teens).

There is some evidence that cognitive attributes are more related to acquisition of
certain aspects of proficiency than to others. For example, L1 cognitive/academic skills
are more closely related in the Portuguese grade 7 study to performance on L2 written
(context-reduced) tasks than is the case for oral tasks. Also, discourse proficiency
appears to be somewhat less influenced by input/exposure variables than is the case for
grammar, as illustrated by the native-speaker comparisons in the large-scale proficiency
study (2:1) and Portuguese grade 7 study as well as in the regression analyses for
Portuguese proficiency in the latter study (4:1).

In short, one way of thinking about the trait structure and its relationship to
psychological variables is to distinguish between aspects of proficiency that are
relatively more dependent on input from the environment for their full development than
on attributes of the individual (e.g. oral grammar) and those that rely probably as much
on individual attributes (e.g. -ognitive skills, personalicy variables) as on input for their
development (e.g. oral and written discourse, context-reduced p:oficiency generally).
We would see sociolinguistic aspects of proficiency (particularly in the oral mode) as
intermediate between grammar and discourse with respect to their relative dependenc~
on input versus attributes. In the case of sociolinguistic proficiency, personality
variables are likely to be at least as important as cognitive variables but input is clearly
also crucial, as demonstrated by the immersion observation study (3:3), which showed
minimal input to students regarding sociolinguistic variation. The relatively greater
problems that early immersion students experience with grammar and sociolinguistic
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proficiencies in comparison to discourse is consistent with this position, as is the more

evident influence of exposure variables (e.g. visits to Portugal) on grammar than on
discourse skills in the Portuguese grade 7 study.

In conclusion, the picture of bilingual proficiency that emerges from our studies is
one of a dynamic evolving complex of traits that become differentiated from each other

as a function both of variation in the input from the classroom or wider environment and
the individual attributes of the learner.

Footnote

1 In recognition that abstract, underlying langrage competence is not directly

measurable, but inevitably coloured by the method of elicitation used, the term
'proficiency’ is used in this report in a global sense to encompass bott competence

an performance aspects of grammar, discourse, and sociolinguistics that are
measured by our tests.
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Chapter 3

COLT OBSERVATION SCHEME: DEVELOPMENT AND VALIDATION
Patrick Allen, Maria Fr8hlich and Nina Spada

1. INTRODUCTION

In recent years the development of communicative competence has become the
explicit focus of many different second language programs. Although models of
communicative competence {(e.g. Canale and Swain 1980, Hymes 1972), and principles of
communicative language teaching (Breen and Candlin 1980, Johnson and Morrow 1981,
Munby 1978) have been discussed extensively in the literature and a great deal of
communicative teaching material (e.g. Byrne 1977, Fletcher and Hargreaves 1930,
Johnson and Morrow 1979) has been produced, very little research has been carried out to

examine the relationship between actual classroom practices and the development of
communicative competence.

Previous research in the area of second language teaching has often been primarily
product-oriented; that is, the focus has been on examining differences in proficiency
(i.e. the product) brought about by different teaching methods, e.g. the grammar
translation vs. the audiolingual method (e.g. Scherer and Wertheimer 1964, Smith 1970).
Although these studies had valuable aspects, they were frequently inconclusive because
reference to global methods proved insufficient to distinguish between actual classroom
activities; in other words, they did not take classroom processes into consideration.

Tn conduct a process-product study which would enable us to compare the effects
of instructional differences on the development of second language proficiency, at least
three prerequisites had to be fulfilled: (a) a model of communicative competence had to
be posited; (b) tests to assess learners' communicative competence had to be developed;

and (c) observation categories had to be created in order to relate what happens in the
classroom to learning outcomes.

All three issues have been addressed in the Development of Bilingual Proficiency
Project. In Year |, a concept of proficiency was ceveloped which proposed a
componential view of communicative competence --grammatical, discourse and socio-
linguistic competence (i.e. knowledge of the formal systems of lexis, morphology, syntax
and phonology; knowledge of the ways in which sentences combine into cohesive and
coherent sequences; and knowledge of the ways in which language is produced and
understood appropriately in different contexts). The underlying hypothesis was that
learners may develop competence in any of these areas relatively independently and that
second language programs may differentially affect the development of these
components of communicative ccmpetence. With respect to the second issue, tests were
developed to measure the various competencies for immersion and core French students.

The third aspect, the need for appropriate observation categories, resulted in the
development of an observation scheme referred to as COLT (Communic:tive Orientation
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of Language Teaching). The instructional variables selected for examination in the
COLT scheme were motivated by a desire to desscribe as precisely as possible some of
the features of communication which occur in second language class~ooms. Our concept
of 'communicative feature' was derived from current theories of communicative
competence, from the literature on communicative language teaching, and from a review
of recent research into first and second language acquisition. The observational
categories were designed (a) to capture significant features of verbal interaction in L2
classrooms, and (b) to provide a means of comparing some aspects of classroom
discourse with 'natural' language as it is used outside the classroom. One reason for
undertaking this research was to investigate the claim that a knowledge of the formal
aspects of language develops out of meaningful language use, rather than the other way
round. According to Evelyn Hatch, "the basic assumption has been ... that one first
learns to manipulate structures, that one gradually builds up a repertoire ... and then,
somehow, learns to put the structures to use in discourse. We would like to consider the
possibility that just the reverse happens. One learns to do conversation, one learns how
to interact verbally, and out of this interaction syntactic structures are developed"
(Hatch 1978: 404).

Although recent approaches to L2 instruction, e.g., communicative language
teaching, emphasize the need for a more meaningful and natural use of language inside
the classroom, there se¢ms to have been little research aimed at indica*ing the precise
differences, if any, in methodology and outcomes which distinguish these from more
traditional approaches. As a result of the controversy which surrounds such ill-defined
concepts as 'functional practice', 'meaningful discourse', and 'authentic language use', we
decided not to attempt a definition of communicative language teaching as a general
global concept, but rather to compile a list of indicators of communicative behaviour,
each of which could be separately observed and quantified. We hoped that this approach
would enable us to investigate the comm-unicative orientation of L2 classrooras,
especially in those cases where two or more teachers claimed to be following different
pedagogic approaches.

We found that ncne of the existing observation instruments (e.g., Moskowitz
1970, Fanselow 1977, Naiman et al. 1978) could be adopted in its entirety for the purpose
of our study. We therefore decided to develop our own observation scheme, which would
contain categories to measure features of communication typical of classroom discourse,
as well as categories to measure how closely these interaction patterns resemble the
ways in which language is used in non-instructional settings.

2, DESCRIPTION AND RATIONALE OF THE OBSERVATION SCHEME

The COLT observation scheme is divided into two parts (see Appendix A, pp. 54-
55). Part I describes classroom events at the level of activity, and Part II analyzes the
communicative features of verbal exchanges between teachers and students as they
occur within each activity. The decision to establish 'classroom activity' as the main
unit of analysis was based on the fact that this concept is familiar to teachers and
constitutes the focus around which most teaching is conceived and organized. The
retionale for Part II derives from tiie fact that the de-elopment of communicative
competence is a major concern in the current language teaching literature, and
constitutes one of the basic issues in the Development of Bilingual Proficiency Project.
In this section we vill present a brief discussion of the main parameters of the
observation scheme. The description of classroom activities will be dealt with tirst,
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followed by a presentation and disqussion of the communicative features of classroom
interaction proposed in this scheme.

2:1 Part I: Description of Classroom Activities

Althcugh the concept of classroom activity is intuitively and pedagogically
meaningful, a clear and unambiguous theoretical definition is not easily obtzined. For
this reason an operational definition containing five distinct parameters was tentatively
established. Each activity, including where appropriate the constituent subsections or
episodes (cf. Mitchell, Parkinson, and Johnstone 1981), is described with reference to the
five parameters, as follows:

L Activity type

IL Participant organization
Iil. Content

Iv. Student modalit+r

V. Materials

Each parameter includes severa! subsections, some of which are hierarchically
organized. They represent a combination of high and low inference categories. Although
the parameters and their constituent categories are intended to serve a descriptive
purpose, their selection is theoretically motivated in that they reflect current theories
of communicative competence, and other issues in first and second language learning
which have been influential in the development of L2 methodology. The five parameters
of Part I are described below:

I. Activity tyne

The first parameter of the observation scheme is open-ended, that is, no
predetermined descriptors have to be checked off by the observer. Instead, each activity
is separately described: e.g. drill, translation, singing, discussion, game, dictation, role-
play, reading aloud. Frequently, activities consist of two or more episodes: e.g. (a) the
teacher reads the words of a song aloud, (b) the students repeat the words after the
teacher, (c) the students sing the song. These would be described as three separate
episodes within one activity. The parameter ‘activity type' was left open so that the
scheme could accommodate the wide variety of activities occurring in various L2
programs at different age levels.

II.  Participant organization

This parameter describes three basic patterns of organization for classroom
interactions: Is the teacher working with the whole class or not? Are the students
divided into groups or are they engaged in individual seat work? If they are engaged in
group work, how is it organized? The various subsections are as follows:

1. Whole class

(@) Teacher to student cr class, and vice versa (one
central activity led by the teacher is going on;

the teacher interacts with the whole class and/or
with individual students).
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Student to student, or student to class and vice
versa (Students talk to each other, either as part
of the lesson or as informal socializing; one
central activity led by a student may be going
on, e.g. a group of students act out a skit and the
rest of the class is the audience).

(c) Choral work by students (The whole class or
groups participate in the choral work, repeating
a model provided by the textbook or teacher).

Greup work
(@) Groups all work on the same task.
(b)  Groups work on different tasks.

(Note: If possible, we indicate the number of
groups and the number of students in each group.
We also indicate whether the teacher or the
students specify the activities and the
procedures, snd the extent to which the teacher
mon1tors group work).

Group and individual work

(@) Individual seat work (Students work on their own,
all on the same task or on different tasks).

(b) Group/individual work (Some students are in-
volved in group wcrk, others work on their own).

The above low-inference categories are descriptive of how the students are
organized as participants in classroom interaction; however, the categories may also
reflect different theoretical approaches to teaching. In the literature on comm:nicative
language teaching, for example, group work is considered to be an important factor in
the development of 'fluency skills', or communicative competence (Brumfit 1981; Long,
Leslie, McLean, and Castanos 1976). The reason for this claim is that teacher-centred
approaches are thought to impose restrictions on the growth of students' productive
ability. In classes dominated by the teacher, students spend most of their time
responding to questions and rarely initiate speech. Moreover, student talk in teacher-
centred classrooms is frequently limited to the production of isolated sentences which
are assessed for their grammatical accuracy rather than for their communicative
appropriateness or value. Because the emphasis in group interactions is more likely to be
on the expression of meaning, and less likely to be on the linguistic accuracy of
utterances, classes which can be shown to provide more group activities may affect the
L2 development of learners in ways which are different from those that represent a
teacher-centred "lock-step' approach to instruction.
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I

Content

The 'content' parameter describes the subject-matter of the activities; that is,
what the teacher and the students are talking, reading, or writing about or what they are
listening to. Three major content areas have been differentiated: Management,
Languzage, and Other topics. The rationale for these categories arises from current
discussions of theoretical issues in first and second language acquisition, including
theories of communicative compatence, and also from a number of practical pedagogic
concerns. The content categories are as follows:

1. Management

(a) Classroom procedures
(b) Disciplinary routines

2. Explicit focus on language

(a) Form

(b) Function

(c) Discourse

(d) Sociolinguistics

3. Other topics

(a) Narrow range of reference
(b) Limited range of reference
(c) Broad range of reference

4, Topic control

(a) Control by teacher
(b) Control shared by teacher and student
(c) Control by student

The first content category, Management, has been separated from the other
content areas because it does not fall within the range of planned curriculum content,
but arises from the needs of the classroom situation. Management exchanges are of
particular interest in L2 learning because they often include examples of spontaneous
communication within the context of an otherwise grammatically-oriented classroom
(Brumfit 1976, Long 1983). Management also relates to authentic communication in that
the giving and receiving of directives of a procedural or disciplinary nature represents an
aspect of language use which is very common in the 'real world' outside the classroom.

The content areas Language and Other topics reflect the distinction between first
language acquisition in natural settings, and second language learning in the. classroom.
It has been repeatedly shown that in interactions with children acquiring their first
language the focus is on the message being conveyed, and that the vast majority of
corrections by caretakers refer to violations of meaning rather than of form (see Snow
and Ferguson 1977 for 'a discussion of this iss.ie}. The focus in the L2 classroom,
however, has typically been on the presentation of the language code and on the
correction of formal errors, especially in programs based on the grammar-translation or
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the audiolingual approaches. In view of the often limited success of more traditional
methods of L2 teach’ng and the claim that the process of L2 learning is in many ways
similar to .hat of first language acquisition (Corder 1971, Richards 1973), it has been
argued that L2 teaching methods should attempt to approximate the conditions under
which young children learn their first language. The question of whether the primary
focus of ins{ruction should be on meaning or on code is one of the crucial issues in this
debate.

'Explicit focus on language' and 'Other topics' are both divided into several
subsections. With regard to explicit focus on language, 'form' refers to grammar,
vocabulary, and pronunciation, *function' to illocutionary acts such as requesting, apolo-
gizing, and exp!-~‘ning, 'discourse' to the way sentences combine into cohesive and
coherent sequences, and 'sociolinguistics' to the features of utterances which make them
appropriate to particular social contexts. These four categories have been derived from
theories of communicative competence reflected in the work of Hymes (1972), Morrow
(1977), Munby (1978), Wilkins (1976), Canale and Swain (1980) and others, and on the model
of L2 proficiency proposed in the Year | Report of the Development of Bilingual
Proficiency Project. The assumption underlying the Language categories is that instruc-
tion which gives differential attention to these areas of competence may affect language
learning in a variety of ways.

With respect to Other topics, an attempt was made to find a small number of
superordinate categories to represent the potentially vast number of topics which can
arise in conversation. We :entatively suggest a tripartite system, i.e., topics of narrow,
limited, and broad range of reference. Underlying this clzssification is a belief that the
cognitive content cf instruction may have an effect on L2 learring. Topics of narrow
range refer to the immediate classroom environment, and to stereutyped exchanges such
as 'Good morning' or 'How are you?' which have phatic value but little conceptual
content. Included in this category are routine classroom references like establishing the
date, day of the week, what kind of weather it is, etc., or the use of other information
which is easily verifiable or recalled. Topics of limited range refer to information which
goes slightly beyond the classroom while remaining conceptually limited. Examples
would be routine social topics like movies, hobbies, and holidays; school topics including
extracurricular activities; and topics which relate to the students' immediate personal
and family affairs. Topics of broad range go well beyond the classroom and immediate
family environment, and involve reference to controversial public issues, currsnt world
events, abstract ideas, and reflective personal information such as 'What do you like
about living in Toronto?' It is often the case that when such topics are under discussion
ideas do not come automatically but require some degree of soul-searching and
originality. Communicative theorists believe that more time shouid be spent promoting
realistic broad-range discussions in the L2 classroom, rather than confining students to
the predictable routines of model dialogues and structural drills.

The final category relating to content is Topic control, that is, who selects the
topic that is being talked about: the teacher, the student, or both? Second language
programs differ widely with regard to the behaviours included in this category. It has
frequently becn pointed out, for example, that the audiolingual method constitutes a
strong claim about the role of the teacher in L2 education. In the literature on
communicative language teaching, on the other hand the teacher is not seen as an
authority figure or director of the student's work, but more as a counsellor, resource
person and guide. In a communicative curriculum such as the one proposed by Breen and
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Candlin (1980) the teacher and the students are seen as 'co-participants' and 'joint
negotiators' of the teaching process, and the students actively participate in the
selection of materials, topics and tasks. It was hoped that a close obs :rvation of classes
which differ in terms of topic control, together with an analysis of classroom treatment
and lear' .ng outcomes, would enable us to throw some light on the question of what
constitutes the most effective balance between teacher and student roles in L2
education.

IV. Student modality

This section identifies the various skills which may be involved in a classroom
activity. The focus is on the students, and the purpose is to discover whether they are
listening, speaking, reading, or writing, or whether these skills are occurring in combina-
tion. A category 'other' is included to cover such activities as drawing, modelling,
acting, or arranging classroom displays. We anticipated that a differential focus on the
various skills and their combinations might directly affect the development of particular
aspects of the learner's L2 competence.

V. Materials

This parameter introduces categories to describe the materials used in connection
with classroom activities. In addition to the type of materials involved (written, audio,
visual) consideration is given to the original source or purpose of the materials, and to
the way in which they are used. In the case of written or audio texts, we note whether
they are minimal in length (captions, isolated sentences, word lists) or extended (stories,
dialogues, connected paragraphs). The categories for materials were as follows in the
development study:

I. Type of materials

(@) Text
(b) Audio
(¢) Visual

2. Length of text

(a) Minimal
(b) Extended

3. Source/purpose of materials

(a) Pedagogic
(b)  Semi-pedagogic
(c) Non-pedagogic

4, Use of materials

(a) Highly controlled
(b) Semi-controlled
(¢) Minimallv controlled
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The third category involves us in making a judgement about whether the materials
were specifically designed for L2 teaching (i.e., pedagogic), or whether they were
originally intended for some other purpose (non. >edagogic). Frequently, materials from
outside the school environment are adapted for instructional purposes, hence the need
for an intermediate category. A real newspaper or magazine used in the classroom in its
original form would be an example of real-world, non-pedagogic, or 'other purpose'
matarial.  On the other hand, a simplified reader, or a textbook unit contrived to
illustrate a particular grammatical point, would be an example of materials specifically
designed to ha used for L2 instruction. In between, there is a category of semi-
pedagogic ma.erial which utilizes real-life objects and texts, but in a modified or
simulated form. An example of this might be a series of pictures or headlines from real
newspapers, presented in a textbook with accompanying captions and exercises, which
make the material more appropriate for the needs of the L2 learner. Advocates of the
communicative approach have claimed that 'authentic' materials are essential in order to
repare students for the kinds of discourse they will encounter outside the classroom
Breen 1982, Brumfit 198l, Phillips and Shettlesworth 1975). On. si the questions we
wanted to investigate was the way in which classrooms actually differ in the repertoire
of mate..als used, and how the differences may affect the type of L2 abilities that
students a<quire.

In the development study the final Part I category referred to the way in which the
materials are used, as distinct from the type: of materials +hey are. The use of materials
in the classroom may be highly controlled, semi-control]  or minimally controiled. For
example, consider three situations in which students . « being asked comprehension
questions based on a reading passage or pi~ture. In the first situation the discourse may
be highly controlled in that the questions and answers adhere quite closely to the text.
™ the second situation the discourse is semi-controlled, i.e., it extends occasionally
peyond the restrictions imposed by the textbook. In the third situation the textbook
simply provides the starti:. -point, and the ensuing conversation ranges widely over a
number of topics which emerge spontaneously from the contributions of the students. It
has been suggested, as a general principle, that a flexible treatment of materials,
particularly texts, will enable student. to develop their fluency, to "do many things
which are not entirely predictable ... but which wi'l indicate that their natural language
learning capacities are being exercised and encouraged" (Brumfit 1981: 48).

2:2 ™artlI: Communicative Features

The second part of the COLT observation scheme consists of an analysis of the
communicative features occurring within each activity. As ir. the case of the categories
of Part I, the communicative featur>s were motivat i by numerous discussions in the
current literature concerning communicative competence, communicative language
teaching, and first and second language acquisition. The following seven communicative
features have been isolated:

L. Use of target language

II.  Information gap

[I.  Sustained speech

IV. Reaction to code or message

V.  Incorporation of preceding utterances
VI. Discourse initiation

YIl. Relative restriction of linguistic form

165



31

All the features are coded for teachers and students, with the exception of disc - se

initiation and relative restriction of linguistic form, wnich are coded for students ly.
A discussion of the seven features follows.

I.  Use of target language g

This communicative feature is designed to measure the extent to which the target
langriage is used in the classroom. It is based upon the obvious assumption - not
necessarily evident in all teaching methods -- that in order for a second language to be
acquired it must be used by the students. This feature is covered by two categoriss in
the coding scheme: 'LI' refers to use cf the first language, and 'L2' refei . to use of the
second, or target, language.

II. Information gap

This communicative feature refers to the extent to which the information
requested and/or exchanged is unpredictable, i.e., not known in advance. Theories about
the nature of communication emphasize that a high degree of unpredictability is
characteristic of natural language use (Breen and Candlin 1980, Morrow 1981, Widdowson
1978, Canale 1983). In other words, communication must have a purpose — the giving,
receiving, or requesting of information. It is not surprising that if the information
requested is already known in advance, as is often the.case in L2 classrooms, the
motivation to communicate tends to be rather weak.

Although studies of first language acquisition have shown that thereis a high level
of predictability in many interactions between caretakers and children in the early
stages (MacLure and French 1981), the information gap increases rapidly as language
proficiency develops. In contrast, it appears that mar* L2 classroom interactions, even
at the intermediate and advanced levels, are marked by an absence of real information
..ap. Students may perceive very little reason to listen carefully or to t~ink about what
they are saying when the main pu~pose of the exercise is to dispizy their knowledge of
grammar without consideration oi the message being conveyed (cf. Mehan 1979). It
follows, then, that one of the aims of communicative language teaching is to engage
learners in activities where the message is reasonably unpredictable, in order to develop

information processing skills in the target language from the earliest possible stage (cf.
Johnson 1982).

The categories designed to czture this feature in the development study were the
follow.ng:

1. Requesting information

(a) Pseudo-requests (The speaker already possesses
the information requested).

(b)  Genuine requests (The informaticn requested is
not known in advance).
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2. Giving information

() Relatively predictable (The message is easily
anticipated in that theie is a very limited range
of information .at can be given. In the case of
responses, only one answer s possible
semantically, although there mzy be different
correct grammatical realizations).

(b) Relatively unpredictable (The message is not
easily anticipated in that there is a wide range
of information that can be given. If a number of
responses are possibls, they provide different
information).

IfI.  Sustained speech

This communicative feature is intended to measure the extent to which speakers
engage in extended discourse, or restrict their utterances to a minimal length of one
sentence, clause or word. The rationale for this feature is primarily pedagogic.
Although communication outside the classroom consists of minimal as well as sustained
discourse, L2 classrooms often restrict the length of the learner's output to one sentence
or less, and rarely provide opportunities for more extended speech (McEwen 1976,
Bialystok et al. 1979, Mitchell et al. 1981). If practice with normally sustained discourse
is considered to be important for the development of fluent speaking and listening skills,
then it is necessary for the teacher to create situations where such practice can take
place. The categories desigiied to measure this feature are:

I.  Ultra-minimal (uttetances which consist of one
word -- coded for student speech only).

2. Minimal (utterances which consist of one clause
or sentence -- for the teacher, one-word
utterances are coded as minimai).

3. Sustained speech (utterances which are longer
than one sentence, or which consist of at least
two main clauses).

IV.  Reaction to code or message

The fourth feature coded in Part II is closely related to the 'content parameter of
Part I — the puint at issue being whether the purpose of an exchange is to focus on the
language code (i.e., grammatical correctness) or on the message, or meaning, ' ing
conveyed. Research has siown that in first language acquisition attention is focuss «4 on
the meaning rather than on the well-formedness >f utterances (Snow and Ferguson 19/7,
de Villiers and de Villiers 1979, Wells 1981). Moreover, it appears that when children are

167




33

acquiring their first ianguage, correction of the code tends to confuse rather than help
the learner (Brown 1980, McNeill 1966). In the L2 literature, it has been suggested that
greater opportunities to focus on meaning will help the iearner approximate first
language acquisition conditions, and may lad to similar success (Macnamara 1973). In
the development study, this feature was covered by a single category, 'Explicit code
reaction', defined as 'A correction or other explicit statement which draws attention to
the linguistic incorrectness of an utterance'.

V.  Incorporatic: of preceding utterances

In conversation there are many ways in which participants may react to each
other's concributicns. One person may add a comment, or elaborate on a preceding
utterance. Another may ask a related question, or perhaps there may be no reaction at
all. Some studies of first languzge acquisition have suggested that expansions of a child's
utterance which add or requzst additional information and in which somewhat novel
forms are used *and to enhance the development of the child's linguistic competence
(Cross 1978, de Viiiers and de Villiers 1979, Ellis and Wells 1980, Wells, Montgomery, and
MacLure 1379, Wells 1981). Generally speaking, these studies suggest that "the best
environment for learning language contains a rich variety of sentences closely tied to
what the child currently produces" (de Villiers and de Villiers 1979: 109). It seems
reasonable to suppose that the same principle may apply in L2 iearning.

To allow coding for a limited selection of reactions to preceding utterances, six
categories were included in the development study. These were ordered according to
tneir potential for stimulating further topic-related discourse, as follows:

I.  No incorporation: No feedback or reaction is
given.

2. Repetition: Full or partial repetition of previous
utterance’s.

3.  Paraphrase: Completion and/or reformulation of
previous utterance/s.

4. Comment: Positive ¢. negative comment (not
correction) on previous utterance/s.

5. Expansion: Extension of the contcnt of preceding
utterance/s through the addition of related
information.

6.  Elaboration: Requests for further information
related to the subject matter of the preceding
utterance/s.
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VI. Discourse initiation

In first language communication among adult speakers as well as between children
and adults, interactants generally have equality in discourse roles and rights, that is,
they may not only respond to elicitations but they may also spontaneously initiate talk.
From an early age, children begin io engage in complex patterns of turn-taking
behaviour. It has been noted that in many mother/child interactions it is the child who
initiates the exchanges, and the mother — the 'teacher' as it were — who responds (cf.
MacLure and French 1981). These self-initiations are a gamble on the part of the child,
an exploration of different linguistic means to negotiate meaning. Thus children create
an opportunity to test their own hypotheses about the language *y fo--ing their
interactants to provide them with feedback and further input.

In many L2 classrooms the discourse roles of the learners seem to be the reverse of
their counterparts outside the classroom. The classroom appears to be an environment
which requires iar more elicited tha: self-initiated talk, thus restricting the purposes for
which language can be used. It follows that another principle of communicative language
teaching is that students should be encouraged to initiate discourse themselves, instead
of always having the role of respondent to questions imposed on them. To measure the
frequency of self-initiated turns by students in different types of classroom, the
category 'Discourse initiation' was included in the coding scheme.

VII. Relative restriction of linguistic form

In mother tongie communication speakers use a wide variety of linguistic forms to
express the meanings they wish to convey. Apart from sociolinguistic constraints
imposed, for example, by the situation or by the relative status of the interactants, the
grammatical structures and semantic choices are virtually unrestricted. The same lack
of restriction is evident in the speech of children acquiring their first language. As
indicated earlier, clildren experiment with language, try out their own strategies for
communication and - as their systematic errors reveal — develop and test hypotheses
about the language being learned. This constant proces: of meaning negotiation and
hypothesis testing appears to be a crucial factor in first language acquisition.

By contrast, L2 learners are typically expected to mimic specific grammatical
patterns in repetition or substition drills, and are rarely encouraged to experiment or to
use language freely. Often the feai is that creative, uncontrolled language use will lead
to many errors which might then prove difficult to eradicate. The literature on
communicative language teaching emphasizes the need for activities in which learners
can practise getting a message across with whatever resources happen to be available,
thus developing the type of skill which is referred to as 'strategic competence' (Canale
and Swain 1980). As in mother tongue acquisition errors are viewed positively, and are
considered to be a necessary step in the active process of hypothesis formation and
gradual approximation to the target language: "The student must be allowed to grope, to
play around with the language, to internalize it by using it and in using it to make
mistakes" (Brumfit 198l: 49). As with all the communicative features, however, it
remains an empirical question what techniques are pedagogically most effective in a
given classroom.

In the development study, three subcategories were proposed to permit an
investigation of the effect of different degrees of restriction on the development of 12
proficiency:
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i.  Restricted use: The production or manijpuiation
of one specific form is expected, as in a
transformation or substitution drill.

2. Limited -estriction: There is a choice of more
than one linguistic form but the range is very
narrow, e.g. responses to Yes/No questions,
statements about the date, time of day, etc.

3. Unrestricted use: There is no expectation of any
particular linguistic form, as in free con-
versatiion, oral reports, or personal diary writing.

2:3 Coding Procedures

Two sets of coding procedures were developed: one for the activity level analysis
(Part 1) and one for the exchange level analysis (Part II).

All coding in Part I is done in real time by two observers who are present in the
classroom during the observation period. The activities are timed, and the starting time
for each activity is entered in the left-hand margin of the coding form. In addition to a
written description of the type of activity (e.g. drill, dialogue repetition, conversation,
etc.), the observers place a check mark in the appropriate boxes under each of the four
major headings: participant organization, content, student modality, and materials. In
the course of a single activity, several subsections may be marked. For example, i:nder
the category 'participant organization' there may be instances of student-to-student
interaction, teacher-to-student interaction, and teacher-to-class interaction. In cases
like this, chec’ marks are placed in the appropriate boxes for each of these participint
interaction types, and a circle is drawn round the check mark in the box which represents
the primary focus or predominant feature of the activity. This procedure is followed
when coding all the Part I categories.

Part II coding is performed subsequent to the lesson, and is based on an audio-
recording of each of the classes observed. A time-sampling procedure within activity
types is followed. Coding starts at the beginning of each activity for one minute and is
resumed after a two-minute interval. During the one-minute coding periods, the
frequency of occurrence of each subcategory of the communicative features is recorded
by two coders. For an example of how the coding is performed, consider the following
interaction between a teacher and two students which occurred within a one-minute
coding period:

Utterance Communi.ative features
T:  What's the date today? L2/pseudo-request/minimal speech
Sy:  April 15th. L2/predictable information/ultra-

minimal speech/limited form

T:  Good. L2/comment/minimal speech
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T:  What's the date today? L2/pseudo-request/minimal speech
S2:  April 15th. L2/predictable information/ultra-
minimal speech/limited form
T:  Good. L2/comment/minimal speech

Consider now the following interaction between a teacher and a student which was
coded somewhat differently:

Utterance Communicative features
T: What did you do on the L2/genuine request/minimal speech
vseekend?
S: I went to see a movie. L2/ giving unpredictable information/
minimal speech/unrestricted form
T: That's interesting,. L2/comment/elaboration (genuine
What did you see? request fer information)/sustained
speech
Sz E.T. Ireally liked it. L2/giving unpredictabie
He's so cute. information/sustained speech/
unrestricted form
T: Yes, i saw it too and L2/comment/expansion/elaboration
really liked it. Did (genuine request for information,/
anyone else see it? sustained speech.

It will readily be seen that the first example represents a stereotyped routine marked by
pseudo-requests, predictable responses, and minimal speech patterns, while the secord is
much closer to natural language behaviour, and includes genuine requests, unpredictable
responses, and a reasonable amount of sustained speech.

The intention is that the coding procedures for Part I and Part II should permit the
investigators to provide a detailed description of the type of activities that are taking
place in L2 classes, together with a characterization of these activities in terms of a

wide range of linguistic-communicative and pedagogic factors that are thought to
influence L2 Jearning.

3. THE VALIDATION STUDY
3:1 Design of the Study
The aim of the validation study was to pilot-test the COLT observation scheme in a

variety of instructional settings. It is important to emphasize that the study was not
intended to evaluate the serond language classes and programs observed, but rather to
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determine whether this particular observation scheme was capabie of capturing
differences in the communicative orientation of L2 classrooms.

Sample. The study was conducted with a total of 13 classes, predominately at the
grade 7 level, in four different second language programs: four core French classes, one
history and one language arts class in both the extended French and French immersion
programs, and five ESL classes.

On a weekly basis, the core French classes received an average of 129 minutes of
instruction, the extended French class an average of 413 minutes, and the immersion
classes approximately 800 minutes. In the ESL classes the weekly amount of instruction
varied from 900 to 1800 minutes. these classes were 'self-contained?; i.e., students spent
all or most of the day with the ESL teacher. In addition to English language instruction,
students also received varying amounts of subject matter instruction.

The students in the core and extended French classes had started to learn French
at different grade levels, ranging from grades 1 to 5. For the immersion students the
length of exposure to French in school was more homogeneous. All of them had started
with full immersion in senior kindergarten. There may have been some differences in the
later grades regarding the proportions of the iay allotied to French and English
instruction respectively; however, no information was obtained on this aspect.

As was expected, the amount of previous ESL instruction varied greatly within
each ESL class. Some students had arrived a few months prior to our observation, others
had been in ESL programs for three years.

Regarding the students' language background, the FSL classes consisted
predominantly of monolingual anglophones (96.44%). Cf the ESL students, the majority
were of Chinese or Vietnamese origin (70.25%), with students speaking English as a
second dialect constituting the second largest group (10.74%),

The study was begun with a number of tentative Zapectations about the main
characteristics of the four types of program. These expectations were based on some
preliminary classroom observations, discussions with teachers, consultants, and school
board officials, and a review of textbooks and other teaching materials. Core French is
taught as a subject within a !imited time period, and classes in this program were
expected to contain a reiatively high proportion of form-focused, teacher-centered
activities. Since extended French involves the presentation and discussion of subject
matter material in addition to core French instruction, the language teaching in this
program was expected to be somewhat less structured and more meaning-oriented.
French immersion is designed for s.udents to receive the same education as they would
in the regular English program, except that the medium of instruction is French; French
immersion classes were therefore expected to provide greater opportunity for authentic
discourse and for the negotiation of significant meaning. ESL teaching in Toronto differs
from the three types of French program, since many more opportunities tor English
language acquisition exist outside the classrocm. As a .esult, it was expected that ESL
teachers would tend to use class time to practice various aspects of the language code
but that they would also seek to introduce comrnunicative enrichment material from the
"real world" outside the ctassroom whenever possible.
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It should be emphasized again that the purpose of the study was to validate the
observation instrument, rather than to evaiuate the programs described above. The
reasen for including classes from different L2 programs was to ensure that the COLT
Categories were capable of describing the activities in a range of instructional ettings.
No claim was being made at this stage in the research that the classes selected
constituted a representative sample from each program.

Procedures. Each class was visited twice by two observers. The observation period
per visit varied from 30 to 100 minutes, depending on the length of the lesson. The
classes were recorded on audiotape, with one exception. In this case, instruction was
totally individualised, i.e., the students were working on different topics, with different
teaching materials, for varying lengths of time. For this reason, it was not possible to
audiotape the class. Furthermore, only one of the Part I categories, Participant
organisation, could be reliably observed. Therefore, with the exception of Table I, the
tables in this section repo-t on the results of twelve classes only.

The coding procedure was similar to the one used in the development study.
Although the coding of Part I and Part Il was carried out independently, the coders
checked their entries for Part I immediately after each observation period and, for Part
Il, after s2ach minute of coding. Wherever necessary in coding Part II, the tape was
replayed and any problems were discussed. For this reason, it was not considered
necessary to calculate intercoder reliability coefficients.

3:2 Analysis and Findings: Part I

Initial analysis of the Part I data consisted of calculating the percentage of
classroom time spent on individual categories under each of the four major headings.
These calculations were carried out separately for each visit. Subsequently, tables were
prepared to present the dverage percentage of observation time coded for various
categories by class and by program.

To illustrate, let us consider two hypothetical 30-minute visits to Class | and Class
2 in Program X. During the first visit, Class | spent 10 minutes in group work, and for
the remaining 20 minutes the teacher interacted with the whole class (T -- S/C). During
the second visit, the class spent 15 minutes in whole class interaction, and 15 minutes in
group -vork. In Class 2, T -~ S/C interaction was coded as the dominant activity for the
whole class time during both visits. The following calculations were carried out:

Participant organization - percentage of time by visit

Whole class Group
T--S/C
Visit 1 Visit 2 Visit 1 Visit 2
Class | 66.67 50.GG 33.33 50.00
Class 2 100.00 100.00 G 0

Particinant organization - percentage of time by class

Wnole class Group
T--S/C
Class | 58.34 41.66
Class 2 100.00 0
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Participant organization - percentage of time by program

Whole class Group
T--S/C
79.17 20.83

It should be noted that the primary category checked off during an activity or the
one which occurred exclusively always received credit for the entire length of time that
the activity lasted. During an activity in which the teacher and students were
interacting meaningfully, for example, the occasional choral repetition of a word or
phrase would not be recorded. Therefore, only those categories which were recorded as
the exclusive or primary features of an activity will be presented in the following tables.

Participant organization. For the first major heading, percentages were calculated
for the following categories: Whole class, Group work, Individual seat work, and
Combination of group work/individual seatwork. Whole class is further subdivided as
follows: Teacher interacting with the whole class or individual students, Students
interacting with class or individual students while one central activity is going on, and
Choral work. The mean percentages by program are shown in Table 1 (p. 50).

As previously indicated, the study was begun with various expectations about which
categories would best describe the four types of programs. In core French, the
expectation was that there would be a great deal of whole class interaction with the
teacher addressing either the whole class or individual students, as well as a substantial
amount of choral work. Whole class interaction, but rot choral work, was thought to be
characteristic of extended French and French immersion programs. In the ESL classes,
more group work than whole class interaction was expected.

The data support these expectations to the extent that all the FSL programs were
characterized by a considerable amount of whole class interaction. However, the
expectation about choral work in core French was not supported, since the core French
mean of 14.4% for Choral work was largely attributable to one particular class. In the
ESL classes observed, individual seat work -- and not group work, as expected —
predominated.

Content. For the second major heading, ,°rcentages were calculated for the
following categories: Management, Explicit focus o: ;anguage, Other topics, and Topic
control, each of which is further divided into a number of subcategories (see section 2:1
above). For these categories, the expectation was that there would be predominant focus
on form in core French; focus on form as weil as other topics (particularly of limited and
broad range) in extended French, and relatively greate: focus on meaning than form in
French immersion and ESL.

Percentages were calculated first for those categories which had occurred
exclusively or had been marked as the primary feature of an activity. For exampie,
during one activity, a teacher may have focused exclusively on grammar (Form). During
another activity, Form and Sociolinguistics may have been checked off, but because the
teacher had made only a brief reference to sociolinguistic aspects of language use, Form
was considered the primary focus. Percentages were then determined for those
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categories which had occurred in combination: that is, in situations in which the
observers felt that two categories had received roughly equal emphasis. For example, a
core French class was practising verb endings for the second person singular and plural,
with explicit reference to the difference in the use of tu/vous when addressing friends

and strangers. Thus, the content of this activity was simultaneously Form and
Sociolinguistics.

The mean percentages of total observed time for Content cat gories are presented
in Table 2 (p. 50). In comparing programs, it becomes apparent that in the core French
and ESL classes, more than half of the class time observed invol-ed activities which
focused exclusively or primarily on Form (58.44% and 66.43%, respectively). By
contrast, in the extended French and the French immersion program, the focus on Form
decreases and the focus on meaning (i.e., Other topics) increases (40.58% and 62.53% in
extended French and French immersion, respectively).

This shift can be largely attributed to the teaching of subject matter, since subject
matter was coded as Other topics-broad range of reference. It is interesting to note that
the extended French program occupies something of a middle position between core
French and French immersion; Form is given substantial weight slightly more than one
third of the observation time, if combinations are included), although considerably less
than in core French and considerably more than in French immersion. It should be
pointed out, however, that the difference in the emphasis on Form between French
immersion and extended French may be attributable in part to the lower proficiency
level of the students in the latter program; at the time of the observations, students had
been in the extend . French program for only a few weeks.

It is also important to note which categories of Content were seldom or never
coded. One example is Discourse, which was defined as "explicit focus on the way
sentences combine into cohesive and coherent sequences." Although students were
exposed to oral and written discourse through listening and reading activities, explicit
reference to aspects of cohesion or coherence was never mad  Another category which
rarely appeared in the classes observed was Sociolinguistics. The major exception was
one of the French immersion classes, in which the language appropriate for journalistic
reports and advertisements was compared and discussed during an entire lesson.

I summary, with the exception of the ESL classes and their unexpectedly strong
emphasis on Form, the data supported initial expectations.

Topic control. The last set of Content categories reflect Topic control: that is,
who selects the topic and controls what is being read, written, or talked about.2 The
data for these categories are presented in Table 3 (p. 50). As expected, teachers
controlled topic selection and content most of the time ir. all four programs. Again, core
French and ESL, which have the two highest percentages of teacher control and the two
lowest percentages of teacher/student control, appear to be most similar.

Student modality. The data for Student modality — i.e., the particular skill or
combination of skills nvolved in a classroom activity -- are presented in Table 4 (p. 51).
Although these categories present useful information about the amount of time devoted
to listening, speaking, reading, and writing, they provide nc insight into how these skills
were being developed. Thus, the parameter of Student modality does not directly
address the issue of whether skills practice was more communicatively-based in one
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program than another. In the COLT, such differences would have to be captured in the
open-ended description under Activity.

Materials. The final major heading in Pact A of COLT is Materials. In this repci't,
differences among the programs in Type and Source of materials are presented.3

Type: Materials were classified as Text, Audio, or Visual. Since the development
of discourse competence may be affected by the extent to which students are exposed to
extended written texts rather than to isolated, disconnected sentences, Text was
subdivided into Minimal and Extended. Mean percentages by program are presented in
Table 5 (p. 51), which shows that Text was used predominantly in all programs and that
Visual played a substantial role only in core French.

It was expected that the use and production of minimal text would predominate in
core French, that a balance between minimal and extended text would be found in ESL
and extended French, and that extended text wouid predominate in French immersion.
These expectations were based on the assumption that classes which focused more on
teaching the language code would likely include more activities involving minimal texts
(e.g., worksheets with grammatical exercises) than would programs which incorporated

subject matter instruction. With the exception of ESL, the data supported these
expectations.

Source, the second subcategory of Materials, refers to the origin and purpose of the
teaching materials used. Were the materials designed for L2 teaching and learning (i.e.,
Pedagogic), or were they originally intended for some other purpose (i.e., Non-
pedagogic)? A third possibility is that non-pedagogic, or 'authentic,' materials may have
been adapted for instructional purposes, in which case they would be coded as Semi-
pedagogic.

Table 6 (p. 51) presents data on the origin/purpose of teaching materials by
program. Pedagogic materials comprised the largest percentage across all programs.
They were used most extensively in core French (83.69%), followed by extended French
(72.38 %), French immersion (67.56%), and ESL (63.99%).% Non-pedagogic materials
were used relatively frequently in the French immersion and ESL settings (24.13% and
15.75%, respectively), but rarely in the other two programs.

3:3  Analysis and Findings: Part II

Part 11 of the COLT observation scheme analyzes the communicative features of
verbal interaction during classroom activities. As already indicated (section 2:2 above),
it consists of the following seven communicative features: Use of target language,
Information gap, Sustained speech, Reaction to message/code, Incorporation of precedirg
utterances, Discourse initiation, and Non-restriction of linguistic form. All of these
categories are used for coding teacher and student talk, with the exception of Discourse
initiation and Restricticn of linguistic form, which are used for coding student talk only.

To compare communicative features of verbal interaction across programs, each
category in Part Il was calculated as a proportion of its superordinate feature. For
example, in the core French program the p:oportion of L2 use within the superordinate
category Use of target !anguage was .96; the proportion of Ll use was .04. These
proportions are presented by program in bar graphs; rigures 1 and 2 present the data for
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teacher and student verbal interaction, respectively®. In addition to a descriptive
comparison, One-way Analyses of Variance and Duncan Multiple Range Tests were
conducted to examine if the differences between programs reached statistical
significance,

Teacher verbal interaction. As indicated in Figure | (p. 52), teachers used the
target language most of the time in all four programs. They generally gav::
unpredictable information: for example, by giving directives or presenting new
information. No signifi*ant differences between programs were found for these
categories.

Teachers did not generally ask genuine questions -- i.e., questions to which they did
not already have the answer. Although differences between programs did not reach
statistical significance, it is interesting to note that the proportion of genuine requests
steadily increased from program to program in this order: core French (.l6), extended
French (.37), French immersion (.42), and ESL (.52).

There were important differences between programs in the category of Sustained
speech. Teacher turns in core French were rarely sustained; only 28% of core French
teacher turns were longer than a sentence. As in the case of Genuine requests, the
proportion of sustained teacher speaking turns in classrooms in the other programs
increased in the order: core French (.28), extended French (.52), French immersion (.57),
and ESL (.6l). The difference in proportion of sustained teacher turns between core
French and the remaining three programs was significant (F(3,14) = 5.37; p<.05).

The final communicative feature of teacher talk, Incorporation of student
utterances, reflects the ways in which teachers reacted to student utterances. As
indicated in Figure 1, teachers in all programs most frequently used Comments, such as
"Good" and "Right," in reacting to students' utterances; Paraphrase was used the least.
One interesting difference among programs involved the use of Expansions and
Elaborations. These categories occurred extremely rarely in core French and ESL, but
they were used at least to some degree (although the differences were not statistically
signficant) in extended French and French immersion. Despite the argument that
elaborations and expansions contribute to first language development, teachers in this
study rarely built on student responses to develop a topic or engaged students in further
discourse. It has to be remembered, however, that the sample was extremely small and
may not have been representative.

Student serbal interaction. As Figure 2 (p. 53) indicates, student verbal
interaction was almost always in the target language. It should be pointed out, however,
that students generally used the target language only while their teacher exercised
control over classroom activities. During seat work, most interaction occurred in the
native language. This is not reflect. 1 in the present data, since at those times the tape
recorder was usually turned off.

Students in core Frer.ch gave significantly fewer Unpredictable responses (.14) than
did students in the other thrze programs (F(3,14) = 4.38; p<.05). The greater proportion
of unpredictable responses in extended French (.41) and French immersion (.49) can be
partially attributed to the introduction of subject matter (i.e., history). When the focus
is on meaning and on topic; other than the language code, ttie opportunities for teacher
questions to which more th:in one answer is acceptable increase.
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Core French also differed from the other programs in t«:ms of length of student
speaking turns. The majority (.58) of ;tudent speaking turns in core French were
Ultraminimal; in the other three programs, student turns were much more often Minimal:
.56 in extended French, .46 in French immersicn, and .44 in ESL. Sustained turns were
almost non-existent (.03) in core French; they increased slightly in extended French (.11)
and rose to .29 and .3l in ESL and French immersion, respectively.

The final set of data in Figure 2 reflects the degree of restriction imposed on the
linguistic forms which students could use in producing target language utterances.
Unrestricted utterances were very infrequent in core French (.07) bui increased in the
order: ESL (.34), extended French (.47), and French immersion 7D,

The remaining three categories -- Reaction to message/code, Incorporation of
preceding utterances, and Discourse initiation — occurred extremely rarely in student
verbal interaction in all four programs and are therefore not included in Figure 2.

4.  DISCUSSION

The results of the validation study showed that many of the descriptive categories
introduced in Part I of the COLT were capable of differentiating between the four L2
programs observed. The categories of Content and Materials were particularly revealing
in this regard.

Expectations about the distinguishing characteristics of each program were largely
supported. The main exception was the ESL program, in which a great deal «f group
work in which students would discuss topics other than the language code was expected.
‘nstead, a strong focus on grammar and vocabulary was found, even during group work,
and students were frequently involved in individual seat work which did not foster
communication. When communication did take place during seat work activities, it was
generally in the students' first language. One possible reason for the focus on form in
the ESL classes is that the ESL learners in this study, unlike the FSL learners, had
considerable opportunity for acquisition outside the classt 2om and that because of this,
the ESL teachers may have felt that the language code was the appropriate focus for the
classroom.

To characterize each program according to the degree to which it was communica-
tively oriented - that is, to place each program on a ‘communicative continuum' -- the
investigators decided to select those features which are frequently mentioned in the
literature on communicative language teaching and to assign scores from | to 5
depending on the percentage oi time spent on each. The selected categories were as
follows:

- Group work

- Focus on meaning (including management and other topics) and any
combinations of form and the other content categories

- Topic control by teacher and stirdents or student alone

- Use of extended text
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- Use of semi- and non-pedagogic materials

The sco: es were based upon an interval scale; 0-19 percent of ciass time equalled a score
of 1, 20 to 39 percent a score of 2, etc. Thus a class which spent 15 percent of class time
on group work, 45 percent on other topics, 10 percent on activities controlled by

students, 90 percent on extended text, and 15 percent with non-pedagogic text received
individual scores of 1+3+1+54l, yielding a total of I].

When these calculations are made on the data, the following order was obtained:
Core French (6)

ESL (7)
Extended French (10)
French immersion (12)

In other words, core French was the least ‘communicasive' in terms of the categories,
and immersion the most. ESL and extended French occupied a place in between. It
snould be emphasized again that the purpose of this study was to determine whether tte
COLT scheme was capable of capturing differences in the com: unicative orientatior. of
different types of classroom. ~ results reported here cannot be interpreted as an
evaluation of the L2 programs observed, since the data base was far too small.
Moreover, one can assume that there would be considerable variability between teachers
within programs - a fact which has not been allowed for in this repor:

While results of the Part II analysis confirmed some of the findings of other stuc.cs
on Classroom interaction (e.g., Naiman, Fr8hlich, Stern, and Todesco 1978, Sinclair and
Coulthard 1975, Wells 1981) - for example, that students usually have the exclusive role
of responding to questions, which ace generally pseudo-requests, and that students rarely
interact with each other in teacher-centered classrooms - there were some interesting
differences among the programs observed in thijs study. in particular, students in
immersion classes, where subject-matter instruction in the L2 is part of the curriculum,
were given more opportunity for unrestrict-d language use, for sustained speech, and for
giving unpredictabie information. In contrast, students in cor- French classes were
required to give predictable responses in restricted form and of ultraminimal length.
The extended French and ESL classes tended to be situated in between core and
imniersion ¢. sses. These findings were consistent with the ordering of classes along the
<< Mmunicative cont’nuum obtained in the analysis of the Part I features.

In conclusion, the validation study *sas conducted to examine whether the COLT
observation scheme, which was derived f:_.; a model of communicative competence and
a review of current issues in communicat,ve language teaching, was capable v. capturing
differences in the communicative orientation of four second language programs. The
reslts provided preliminary evidence that the scheme is capable of doing so --the
programs did indeed differ in their ccmmunicative orientaticn. Tne development of an
observaiion schemc capable of capturing the characteristics of different types of

classroom is an important step towards identifying what makas one set of instructional
techniques mzre effect.ve than another.
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Footniotes

1.

2.

3.

l}.

b

6.

In this chapter we discuss the categories of the observation scheme as they were
established during the development study. A number of modifications were made

for the purpose of the core French observation study, and these will be discussed in
Chapter 4.

A teacher may select a topic and then give the students a great de 2! of freedorn in
developing the topic, for example: "Write a short paragraph about your impressions

when you first came to © d=". In such cases, Teacher/student control! would be
checked off.

The coders found that Use of materials frequently overlapped with Topic control.
Furthermore, it proved difficult to find a satisfactory definition for Use of
materials, so in the revised version of COLT this category has been deleted.

It should b\ noted that materials developed for teaching/learning purposes, not for
second language learners but for native speakers of the target language, were
coderd as Pedagogic. This applies particulariy to extended French, French

immersion, and ESL programs. In the core French observation study, such
materials were coded separately.

For those communicative features which consist of two categories, only one of the
proportions has been graphed.

Both in the validation study and in the core French nbservation study, there was
insufficient time to conduct interviews with teachers. In the future, it will be
important to make sure that there is time available for teacher interviews.
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TABLE 1

Participant Organization:
Mean Percentages of Observed Time by Program

185

Whoie Class
Group/
T 4=»S/C S«>»SC Choral Grouwp Individuat  Individual

Core

Prench (4) 58.49 272 14.40 501 1938 0

Extended

PFrench (2) 70.48 17.20 0 2 1232 0

Prenc..

Immenion (2) 00.80 17.32 273 0 19.65 0

ESL (%) 21.28 1{.05 1.28 1000 43.02 13.37

TABIE 2
Conterx:
Mean Percentages w Cheerved Time by Program
language Otiver Topics Combinations
Manage- Form/ form/ Form/ Socia./
ment Form Socio. Narrow Limited Beoad Totat Socio. Limated Beoad Limited
Core Frexch (4) 237 58 4 0 1.67 22.84 338 2789 530 580 0 0
Extende! fFrench (2) 9.45 25.10 0 0 9.55 3100 40.55 0 0 2490 0
French immersion (2) 475 14.35 11.12 0 11.20 51.33 62.53 0 0 725 0
ESL. (4) 5.85 66.43 0 118 7.83 751 18.52 0 3T 750 33
TABLE 3
Topic Control:
Mean Percentages of Observed Time by Progiam
“eacher Teachet/Student Student

Core French (4) 93.89 81! 0

Extended French (2) 88.72 1128 2

French Immersion (2) 8002 1933 65

ESL (4) 9108 892 0
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TAELL 4

Scudent Modality:
Mean Percentages of Observed Time by Program

Modalities® Combinations
] R w Other Ls LS} IR RW LSRW w L
Core French (4) 7.46 1.00 0 1.68 268 3830 24.78 3.58 16.96 213 1.38 0
Exsended French (2) 13.70 0 1.08 0 240 19.52 44.40 4.58 11.23 1.75 0 1
french Iminersion (2) 1287 0 1.37 225 0 32350 29.57 117 8.77 10.50 0 0
ESL (4) 285 0 84 352 1.68 24.33 24.45 368 35.31 264 70 0
¢ L = Listening; S = Speaking; R = Reading; \¥' = Writing
TABLE $
Type of Materials:
Mean Perceneages of Observed Tine by Program
Text Combinations
No
Min Text/ Ext Texv/ Zzt. Text/ Materials
Minimal Exiended Audio Visual Visual Audio Visual Used
Core French (4) 43.08 11.31 68 18.23 15.93 1.01 0 .76
Exsended French (2) 35.11 38.i19 3.7 5.28 0 0 1.35 16.32
Fre~ch Immersicn (2) ~ 31.20 50.90 0 4.10 0 0 Ykt 8.07
i (4) 52.28 373 0 1.08 c 0 0 11.9¢
TABLE 6
Source of Materials
Mean Percenages of Observed T-mie by Program!
Pedagogc? Semy-Pedagogsc Non-Pedagogic
Core French (4) 53 69 490 | R9
Extended Yrench (2) 72.88 553 53
French Imme.X (2) 67 56 2.25 213
ESL (4) 8399 284 '35

! Percentages. calculuted from total claws time obv.erved. do not add up to 100 pereent
hecause materials were not used ali the ume

? These figures also include matenals developed tor native speakers of the target lanpuag..
this applies to the extended French. French immersion. and ESL programs

) Data for 5.52 percent of the tume ohserved are missing.
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THE CORE FRENCH OBSERVATION STUDY
Patrick Allen, Susanne Carroll, Jud Burtis and Vince Gaudino

l. INTRODUCTION

The results of the validation study provided evidence that the COLT observation
scheme is capable of capturing differences in the pedagogic orientation of different
second language programs. Crucial questions, however, remain unanswered: Will the
COLT prove equally useful in capturing differences within a single program incorporating
a fairly homogeneous sample? Will all activities prove to be equally important in
defining the nature of classroom treatment? Are all activities equally relevant to
determining learning outcomes, or are certain activities or certain combinations of
activities more likely to have an impact on specific aspects of proficiency? Thus, will
students from classes with a relatively strong analytic focus score higher on measures of
grammatical competence than students from classes with a relatively strong experiential
focus?! Are students from experiential classes more likely to score higher on measures
of discourse and sociolinguistic competence because they have had more classroom
experience using language for communication and producing extended text? Only a study
which compares instructional differences across classes within the same program and
relates these to differences in proficiency can hope to provide an answer to such
questions.

The aim of the process-product study reported here was to relate instructiona!
differences in the core French program at the grade 1l level to differences in the
communicative competence of the students. In other words, we wanted to investigate
how instructional differences affect learning by relating aspects of the classroom
environment to proficiency measures. We began our study with certain minimal
assumptions:

. student and teacher behaviour would vary from one class to another within
the sample of core French classes;

. these differences in classroom behaviour would be characterizable in terms
of the COLT categories and would be significant enough in terms of both the
types of activities occurring and the time devoted to each to permit a
ranking of classes along an experiential-analytic scale;

. significant differences in classroom behaviour would correlate with specific
aspects of second language proficiency, namely grammatical, discourse,
sociolinguistic and strategic proficiency.
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2. THE SAMPLE
2:1 Selection of the Classes

The sample consisted of eight grade 11 core French classes which were selected in
a two-part process. Initially, the personnel of three Metropolitan Toronto school boards
were asked to suggest the names of a number of teachers using either experiential or
analytic approaches in their classes and who might be prepared to participate in the
study. As a result, a preliminary list of 13 teachers was compiled. Subsequently, in the
spring of 1984, all the teachers were observed by one of the team's researchers who had
been instrumental in the design of the COLT. A final selection of eight classes was
made on the basis of these informal observations. No analysis of the classes using the
COLT was done at this time, but we were working on the assumption that we would
eventually be able to divide the classes into two distinct groups, namely (a) an
experiential or functionally-oriented group, and (b) an analytic or structurally-oriented
group. The final classification and ranking of the classes depended on the outcome of
the observations conducted throughout the course of the study using the COLT, leaving
open the possibility that classes might be more-or-less experiential, or more-or-less
analytic according to a theoretically-defined absolute scale.2

2:2 Characteristics

The core French program was chosen as the context for the study because it
consists of a relatively homogeneous group of students with respect to the amount of
previous instruction time and exposure to French outside of the class. In Ontario, French
is now a compulsory subject up to Grade 9 and studies usually begin in Grade 4. The
grade 11 students who were our subjects were studying French as an optional subject and
they had had approximately eight years of prior core French instruction. Furthermore,
since participating classes were drawn from three school boards in Metropolitan Toronto,
all students lived in an environment where English was the dominant language and where
opportunities to use French for communicative purposes outside the classroom were
severely limited. Thus, the expectation was that the students' knowledge of French and
communicative skills would derive largely from the school environment.

Three classes came from each of two boards and two classes came from the third
(see Table 1, p. 98). Three classes received forty minutes of instruction five times a
week while five classes received seventy minutes three times a week. On a weekly basis,
the grade 1l core French classes received an average of two hundred minutes of
instruction.

The average class size was 23.5 students, including one small ciass of ten students
(see Table 2, p. 99). The average student age was 16.9 years. The classes consisted
predominantly of monolingual anglophones (see Table 3, p. .100). Class 6 was ar
exception to this generalization in that only 15% of the studenis wers monolingual
anglophones. Students came from a mixture of socio-economic backgrounds.

Information about students' contact with French outside the classroom was
obtained via a questionnaire which was given twice, once in October at the time of
pretesting, and again in April during post-testing (frr copies of the questionnaires see
Appendix A, pp. 127-136, and for a summary of the results see Table 4, p. 101). About
7% of students in the sample sa‘d that they had previously been enrolled in an immersion
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program. Only about one-third of these stayed in the program longer than one year.
About 4% of the sample reported that they had previously been in an extended French
program. Most of these stayed in the program from two to four years.

In the questionnaire the students were also asked to rate themselves on a 5-point
scale (1 = not at all, 5 = extremely well) as to how well they understood, spoke, read and
wrote French. None of the students reported that they understood not at all, most (49%)
reported they understood fairly well, and ?4% reported they understood quite well. With
regard to speaking, 38% said they spoke with some difficulty, 49% reported they spoke
fairly well and 8% quite well. In reading, most students (41%) reported that they read
fairly well, 24% said they read with some difficulty and 29% said they read quite well.
Writing was found to be generally more difficult. About 2% of the students said they
wrote not at all, 40% said they wrote with some difficulty, 42% said fairly well, and 15%
quite well. No one claimed they wrote extremely well in French.

Students were also asked about their contact with French during the current year
outside of French classes at school. Students were asked to indicate on a 5-point scale
how often (1 = never, 5 = daily) they participated in twelve activities related to French.
For most of the activities some 60% of students reported they never or hardly ever
participated, and on average only about 5% said they participated frequently. The one
exception was reading the French labels and advertisements on packages. Most students
(749) reported they read these sometimes or frequently, and only 22% said they never or
hardly ever read them.

Only one student reported taking French classes in addition to the classes at school
(less than 1% of the sample). Only one student reported participating in any extra-
curricular French activities during the current year. Most students (55%) reported that
they never or hardly ever had an opportunity to use French outside of school, and 37%
said they sometimes had an opportunity. Only 8% said they used French often or
extremely often outside the school context.

Some 37% of students reported that they had spent no time in a French-speaking
area during the past five years, 35% reported spending up to two weeks, 15% two to six
weeks, and 13% more than six weeks.

About 22% of students reported that they had participated in some form of extra-
curricular French activity during the previous five years. For most students the total
contact tinie was two weeks or less. About a quarter of the students reported contact of
up to four weeks, and most of the remaining students reported contact of more than six
weeks.

In order to determine whether contact with French outside the classroom had any
effect on the achievement scores of the analytic and experiential groups, these groups
were subcategorized into students having high contact, and students having low contact
with French. Students were considered to have high contact if they had previously
participated in an immersion or extended French program, if they had spent more than
six weeks in a French-speaking community during the past five years, or if they spoke
French with native speakers frequently or daily during the current year. A total of 55
students were found to have had high contact with French outside the classroom.
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A two-way analysis of co-variance was calculated by group (analytic or
experiential) and contact (high or low), using the pre-test score as the covariant, for
post-test scores on the four written measures and the four oral measures used in the
study. The analysis revealed that for this population of students high contact with
French outside the classroom had virtually no effect on achievement scores.3

The picture that emerges, then, is of a relatively homogeneous group of L2 learners
at the grade 11 level. The students had had approximately eight years of instruction,
mainly in the core French program, and in most cases they had little opportunity to use
the target language outside their regular core French classes.

3. GENERAL PROCEDURES
3:1 Pre-tests

All classes were given, over two sessions, a series of pre-tests which consisted of
(1) a multiple choice grammar test (allotted time: 20 minutes), (2) a written exerc:ise
taking the form of a note whose function was to elicit an informal request (henceforth
‘the note' -- allotted time: 15 minutes), (3) a second written exercise consisting of a
formal request to be expressed in the shape of a letter (henceforth 'the letter' -- allotted
time: 15 minutes), (4) a listening comprehension test with multiple choice answers
(henceforth the LCT - allotted time: 20 minutes). Copies of all the written tests appear
in Appendix B, pp. 137-160. During one of the testing sessions, students also completed
the contact questionnaire. The students were told at each testing session by tester 1 (a
native speaker of French) that anonymity would be ensured and that the results of the
tests would have no effect on their school marks. Instructions were given both in French
and in English.

At the same time that the whole-class testing was being conducted, a subset of
students, whose names had been randomly selected from the class list, were interviewed
orally (by tester 2, a fluently bilingual anglophone) in a separate room.* Once again,
students were told in French that anonymity would be guaranteed, that the interview
would not affect their marks and that they had been selected randomly. Although the
entire interview was conducted in French, students were aware that the interviewer
spoke English as well.? In all, 48 students (six from each class) were pre-tested during
structured interviews which lasted anywhere from ten to thirty minutes. In general, the
more difficulty a student had in either understanding the interview questions, or in
responding to them, the longer the interview lasted. Interview length, however, is not a
reliable indicator of ability since some students responded with I don't know or Je sais
pas, forcing the interviewer to go quickly on to the next question, while other students,
who were quite comfortable speaking, chatted on about a topic for several minutes.
Although some shyness and hesitation were to be expected, overall the interviews did not
seem to bother the students. One or two students expressed a certain nervousness about
the 'test' nature of the interview.” All students appeared to do their best to reply and
some were happy simply not to be in class. One or *wo individuals expressed pleasure at
having the chance to try ¢.t some 'real French'. Briefly, although the presence of the
testers was clearly a deviation from normal routine, the students accepted it and made
them welcome. :

All students were interviewed using the same schedule (see Appendix C, pp. 161-
163) and the interviews were recorded on audiocassettes. Students spoke into a clip
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microphone so that the quality of sound on the interviews was excellent. The interviews
were then manually transcribed by the interviewer (a trained linguist) in an augmented
'normal’ orthography.” The transcriptions were revised twice -- once by a fluent speaker
of French and English whose mother tongue was Portuguese, orce by the original
transcriber/interviewer. Tiie transcriptions were then entered onto computer and
partially coded at the same time.2 The coding and data entry were done by the
interviewer.

3:2 Observations

Subsequent to the pre-testing sessions, and before the post-testing, each class was
visited four times for an observation. These observations occurred in October, January,
March and April, i.e. as far as possible, they were organized to extend over a full school
year. The observation periods lasted the full time of the class and so lasted either forty
or seventy minutes. They were also recorded on audiotape, using two microphones which
were placed in such a way as to capture both the teacher's speech and the students'
speech. The observer sat at the back of the class and tried o be as inconspicuous as
possible. The tapes were transcribed after the observations in ordinary Frenc::
orthography by the principal observer (tester 1). Out of 32 observations (eight classes :
four observations), 20 were carried out by the principal observer who had been previously
trained on the validation study. Four were conducted by tester 2. On eight occasions,
the two observers observed together and discussed the observations and coding
immediately following the class.

The coding procedure was similar to the one used in the development and validation
studies. Part I of the COLT scheme, describing instruction at the level of activity, was
used during the class time and was filled out in the class by the observer. Part I' coding
was done after the observation, using the transcriptions and/or the audiorecording of the
observed class. A time-sampling procedure within each activity identified in Part I was
used. Coding began at the beginning of each activity, lasted for one minute, and
resumed after a two-minute interval. During the one-minute coding periods, the
frequency of occurrence of each category of the communicative features of teacher and
student interaction was recorded. A number of issues arising out of the Part II coding
were discussed with the researcher who had conducted the observations during the
validation study and who had trained our principal observer-tester.?

A supplement to the observation scheme, referred to as 'COLT Part Il'y was used
to obtain more detailed information about the nature and organization of form-oriented
activities in the classroom. COLT P~- III consisted of nineteen yes/no questions reiated
to how structure was taught (name.y, in terms of oral production, reading, listening or
writing - see Appendix D, pp. 164-166). It was completed immediately after each
classroom observation. It was discovered that COLT Part III did not add substantially to

the information provided by Parts I and II of the COLT and the teacher questionnaire.
These data were omitted from the final analysis.

:3  Post-tests
In May, the classes were given the same written tests, under the same
circumstances with the same two testers. Instructions remained the same. The same

students who were orally pre-tested were selected for oral post-testing. Due to
absenteeism, however, the number of students interviewed fell from 48 to 43, The
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questions on the schedule were modified slightly to make them more topical; the
linguistic focus of each question nevertheless remained the same from pre-test to post-
test. Questions from both interview schedules are incorporated into Appendix C.

3:4 Teacher Questionnaire

A teacher questionnaire was devised to obtain information about teachi-.g/learning
activities throughout the year, including those occasions when the observers were not
present (a copy appears in Appendix E, pp. 167-180). Information was elicited about the
use of texts and supplementary materials, the organizaticn of writing, reading and
listening/speaking activities, the use of activities with an explicit focus or. grammar,
discourse and sociolinguistics, methods of correcting student errors, homework
assignments given during the year, and use of L2 before and after the actual French
period. The questionnaire was handed out to teachers on the next to last observation
session, and was collected at the final session. By this means, a 100% rate of return was
obtained.

4. THE COLT OBSERVATION SCHEME: PROCEDUKES
4:1 Modifications to the Observation Scheme

For the purpose of the process-product study, the following modifications were
made to the COLT observation scheme described in Chapter 3:

Individual work. This feature was modified to include two subcategories: Same (all
students working on the same task) and Different (students working on different
tasks). -

Topic control. This category was modified to allow for the possibility that topic
selection by the teacher may be done in conjunction with a textbook.

Source/purpose of materials. The labels Pedagogic, Non-pedagogic and Semi-
pedagogic were reslaced by L2 (materials specifically designed for FSL teaching),
L1 (materials originally intended for francophone LI or non-school purposes), and
L1-adapted (utilising L1 materials or real-life objects and texts, but in a modified
form). The subcategery Student made was added to provide information about
materials which were produced by the students themselves.

Use of materials. As a result of further experience in using the observation
scheme, it became apparent that Use of materials in Part I provided essentially the
same information as Relative restriction of linguistic form in Part II. In the
process-product study, therefore, the category Use of materials was deleted.

Requesting information. The labels Pseudo request and Genuine request were
changed to Display request and Information request respectively.

Reaction to code or message. This feature was modified to include two
subcategories: Explicit reaction to code, and Explicit reaction to message.

Incorporation of preceding utterances. The subcategory No incorporation was
deleted and two new categories added: Correction (i.e. correction of previous
utterance/s) and Clarification (request for clarification of preceding utterances/s).
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Relative restriction of linguistic form. The subcategory Limited restriction was
deleted.

A copy of the observation schedule as used in the process-product study, together
with a list of revised definitions, will be found in Appendix F, pp. 181-189.

&:2 Coding Procedures

In order to calculate the percentage of observed time for each category under the
five main headings of COLT Part I we proceeded as follows. The first parameter in Part
I was open-ended, i.e., no predetermined descriptors had to be checked off by the
observer. Each activity and its constituent episodes were separately described, e.g.:
drill, translation, discussion, game (separate activities); teacher introduces dialogue,
teacher reads dialogue aloud, students repeat dialogue parts after teacher (three
episodes of one activity). During observation, the coder had indicated the beginning and
ending times for each activity and episode. The first step was to calculate the time in
minutes for each episode (i.e., the smallest unit observed). For each episode, the coder
indicated which features of classroom interaction had been observed under each major
heading. A time value in minutes was then assigned to each Part I category. If two or
more categories were marked under one major heading, the coder indicated which
category constituted the major focus. In such cases, the primary category received
credit for the entire length of time the episode lasted. If two or more categories were
considered to be of equal impertance, the time was divided equally among them. This
procedure was followed for all four observations.

The next step was to sum the various time values assigned to each Part I category,
in order to arrive at the percentage of observed time for each category in each
classroom across four observations. The percentage of observed time for each category
was then calculated, following a similar procedure. The sum of the categories under

Materials did not add up to 100% since materials were not always used during the whole

of observed class time. For the other major headings {Participant organization, Content,
Conterit control, and Student modality) the sum of the percentages in each category
totalled 100% of observed time.

The coding for COLT Part I was based on an audiotane recording of the class, a
time-sampling procedure being followed. As previously described, coding started at the
beginning of each observation, lasted for one minute, and was resumed after a two-
minute interval. Thus approximately one-third of the observed time for each class was
coded under COLT Part II. Each speech turn by teacher or student was coded by placing
check marks in the appropriate columns on the coding form. In order to calculate time
percentages for Part II it was assumed that all the turns within a given minute of coding
were of equal duration. Thus, if the. 2 were ten turns coded in a particular minute, then
each turn in that minute was deemed to have been one-tenth of a minute long. After the
times had been calculated for each turn, appropriate time values were assigned to the
columns on the coding sheet. Finally, the percentage of coded time for each Part II
category was calculated by dividing the total time coded under each heading by the total
numbe: of minutes coded for each school.

When Part II categories were calculated as a percentage of the total amount of

class time it was found that the amount of time coded under a particular heading was
often rather small. We decided, therefore, that we would also present the data as a
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proportion of each superordinate category in COLT Part I. For example, if we take the
superordinate category Teacher reaction to code or message, and if we find that in a
particular classroom the teacher spent 2% of total time reacting to code and 3%
reacting to message, then the proportion of time would be .40 for code reaction and .60
for message reaction. In other words, the proportions were calculated by dividing the
percentage Of time spent under each category by the total percentage of time cnded for
the superordinate category; in the case of our hypothetical example, 2 4+ 5 = .40.

As indicated in Chapter 3, the instructional variables selected for examination in
the COLT scheme were motivated by a desire to describe as precisely as possible some
of the features of interaction which occur in second language classrooms. Our concept
of 'pedagogic feature' was derived from current theories of communicative competence,
from the literature on communicative language teaching, and from a review of rece:.t
research inte first and second language acquisition.!V Wherever possible, the COLT
categories were grouped in such a way that each experiential feature was matched by &
corresponding analytic feature. The result of this grouping was as follows:

Experientiai feature Analytic feature

COLT Part I

group activity whole-class activity
classroom management
function/discourse/sociolinguistic form focus
focus
broad/limited range of raference narrow range of reference
student or shared contro! teacher control
extended text minimal text
L1/L1 adapted/student-made L2 materials
materials

COLT Part II

use of French use of English

giving unpredictable information giving predictable information

information request display request

sustained speech minimal speech

reaction to message reaction to code

comment, expansion, clarification, correction, repetition, paraphrase
elaboration

initiation by student

unrestricted form restricted form

All Part II categories were coded for student and teacher speech, apart from
Initiation by student and Form restriction, which were coded for student speech only.
Since the target language was generally used for Classroom management during the
observation periods, this category was counted as an experiential featurzs. The
categories Individual seat work, Audio/visual materials, and Student modality were
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omitted, since it was not possible to determine whether they referred to experiential or
analytic activities. In other words, these activities did not in themselves distinguish
along the appropriate lines, a given feature being experiential or analytic depending upon
other factors.

3: CLASSROCOM PRACTICE: FINDINGS
5:1 Ranking of Classes

The eight classes in the sample were ranked on an expe.ciential-analytic scale on
the basis of the experiential features listed above (section 4:2). In order to arrive at a
score which would permit ranking we took the total percentage of time spent on each of
the experiential features in COLT Parts I and Il and added the figures together. These
calculations yielded the ranking and scores shown in Table 5 (see p. 103).

In order to maximize the differences between experiential classes and analytic
classes, the schools were divided into two groups. Several methods of grouping were
tried, and all yielded similar results. First, the percentage scores in Table 5 were
divided into two groups using the inean as the dividing point. This gave two schools in
the experiential group and six schools in the analytic group, rather than two groups of
four schools each.

In order to confirm the validity of the grouping and ranking, the above procedure
was repeated, using proportion of time spent on experiential features as the basis for the
ranking score. This yielded a very similar result. Schools 5 and 2 were still at the top,
the mean still fell betweep school 2 and school 3, and school 4 was still the lowest on the
scale. The only difference was that schools 1 and 8 had changed positions on the scale
(see Table 6, p. 103).

As a further check the ranking was done a third time, using number of speech turns
by teacher or student as the basis for the score. This yielded identical rankings to those
obtained using proportion of time, and the mean again fell between school 2 and schc ol 3.
Having confirmed the groupings and rankings, we decided that in all future analyses
schools 5 and 2 would be regarded as the experiential group \Type E), and the remaining
six schools would comprise the analytic group (Type A).

5:2 Characteristics of Type A and Typ= E Classrooms

As described in the previous section, the eight classrooms in the sample were
divided into those which were more analytic than other classes in terms of the total
percentage of time spent on analytic activities (Type A), and those which were more
experiential than other classes in terms of the total percentage of time spent on
experiential activities (Type E). In this section we will provide more detaiis of the
differences between Type A and Type E classes, as revealed by Parts I and II of the
COLT observation scheme.

Colt Part 1
The mean percentages of total observed time for Part I categories are presented in

Tables 7A-F (pp. 104-105). The tables show that there are tendencies for Type A and
Type E classes to differ in terms of the relative amount of time spent cis various types of
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activity. In the case of content control and type/source of materials these tendencies
reach significance, as indicated below.

With regard to content control, Type A students spent significantly more time than
Type E classes on activities controlled by-the teacher (91.33% and 56.55% respectively, p
<.05). Type E classes spent 20.21% of their time on activities controlled by the
students, while this type of activity did not occur at all in Type A classrooms during the
periods of observation. This difference was s.gnificant (p < .001).

With regard to type/source of materials, Type A classes spent significantly more
time on activities involving the use of minimal written text thar: Type E classes (49.15%
and 13.97% respectively, p <.01), while Type E classes spent significantly more time on
activities involving the use of extended written text (67.52% and 26.91% respectively,
p. < .01). Furthermore, Type E classes spent 31.18% of their time on student-made
materials, while Type A classes spent 5.67%. This difference was significant (p < .01).

No statistically significant differences were found in participant organization.
However, contrary to expectations, there was a tendency for Type E classes to spend
more time than Type A classes on activities involving whole-class interaction (56.55%
and 48.19% respectively). No choral work was observed in Type E classrooms, and only a
small amount (0.92%) in Type A classrooms. No group work occurred in Type E
classrooms during the periods of observation. However, small amounts of group work
with groups working on the same task (0.99%) and groups working on different tasks
(3.22%) occurred in Type A classrooms.

No statistically significant differences were found in content, student modality, or
source of materials. Type A classes spent 56.95% of their time on activities which
focused exclusively or primarily on form, while type E classes spent 47.41%. Type E
classes, on the other hand, spent more time than Type A classes on activities involving a
broad range of reference (29.03% and 15.79% respectively). Explicit focus on function,
discourse and sociolinguistics occurred either not at all, ot very rarely, during observed
time in both types of classroom. The lack of explicit focus in these areas is consistent
with results obtained for core French, ESL and French immersion in the validation study.

Type A classes spent more time than Type E classes on materials which were
specifically designed to be used in a second language classroom (54.29% and 38.70%
respectively). Ll and Ll-adapted materials were used infrequently in Type A classes,
and not at all in Type E classes during the periods of observation. However, these
differences were not significant.

Although, by definition, th. differences between Group A and Group E were in the
'right' direction, with Type A classes spending more time on anaiytic activities and Type
E spending more time on experiential activities, it is interesting to note that significant
differences were found in only three Part I features (topic selection by teacher/student,
production of minimal/extended written text, and use of student-made materials). No
significant differences were found in participant organization, explicit focus on language
or other topics, student modality, or use of materials specifically designed for the L2
classroom, as opposed to those originally intended for francophone L1 or non-school
purposes. These results suggest that none of our classrooms correspond to a prototypic
Type A program (i.e., one in which only analytic activities are used), or to a prototypic
Type E program (one in which only experiential activities are used). The classrooms in
our sarnple fall somewhere in between the two extremes.
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Colt Part Il

Part II of the COLT observation scheme analyses the pedagogic features of verbal
interaction during classrcom activities. Each subcategory in Part II was calculated
twice, once as a percentage of total observed time, and once as a proportion of the
superordinate category. Taking teacher's use of French as an example, we note that
Type E teachers used the target language for 49.81% of tctal observed time (Table 2A, p.
106), but they used L2 for 96% of the tima they were actually speaking, i.e., when time
was calculated as a proportion of the superordinate category (Table 9A, p. 110). The
total time coded for Part II activities, the total number of speech turns which occurred
during the one-minute coding periods, and the proportion of teacher to student turns for
each school, are presented in Table 10 (page 114).

The data for teacher and student interaction, with subcategories calculated as a
percentage of total observed time, are presented in Tables 8A-L (pp. 106 - 109). When
Part II categories were calculated as a percentage, significant differences between Type
A and Type E classrooms were found in terms of student sustained speech, student
reaction to message/code, and student topic incorporation. As indicated in the tables,
students in Type E classrooms spent a greater amount of time producing sustained speech
than students in Type A classrooms (18.14% and 3.87% respectively). This difference
was significant (p <.05). Type E students spent significantly more time reacting to the
message (6.92% compared with 1.88% for Type A students, p< .0l). Also, topic
expansion by students occurred significantly more often in Type E than in Type A
classrooms (2.41% and 0.82% respectively, p<.01).

In Type E classrooms a significantly greater percentage of teacher and student taik
was coded as unintelligible. In Type E classrooms 3.79% of teacher talk was
unintelligible compared with 0.80% in Type A classrooms (p <.05), and 11.99% of student
taik was unintelligible compared with 6.97% in Type A classrooms (p <.05).

No statistically significant differences were found in use of target language,
information gap, discourse initiation, or form restriction when Part II categories were
calculated as a percentage of observed time.

The data for teacher and student interaction, with subcategoties calculated as a
proportion of the superordinate category, are presented in Tables 9A-L (pp. 110 -113).
When Part Ii categories were calculated as a propertion, significant differences were
found between Type A and Type E classrooms in terms of student sustained speech,
student form restriction, and teacher and student reaction to message/code.

As indicated in the tables, the proportion of ultraminimal turns was similar in the
two types of classroom, but Type A students made significantly more minirral turns (51%
compared to 32%, p <.05), and Type E students made significantly more sustained turns
(26% compared to 8%, p<.01). In Type E classrooms the choice of linguistic item used
by students was less likely to be restricted (47% of student utterances compared with
81% in Type A classrooms, p < .0l). In Type A classrooms there was a greater likelihood
that students would react to the code rather than the message (34% compared with 13%
in Type E classrooms, p< .05). Reactions to the messa2ge in Type E teachers' speech
were significantly more frequent than in Type A teachers' speech (76% and 35%
respectively, p <.0l).
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No statistically sigrificant differences were found in use of target language,
information gap, teacher sustained speech, teacher topic incorporation, or student
discourse initiation when Part II categories were calculated as a proportion of the
superordinate category. As indicated in the tables, teacher and student verbal
int raction were almost always in the target language in both types of classroom. On
the other hand, the feature Discourse initiation occurred extremely rarely in student
speech in all the classrooms observed. Students in Type E classrooms had a greater
tendency to give unpredictable information, and to make genuine requests, than students
in Type A classrooms, although the differences were not significant.

To summarize, an analysis of the observational data revealed significant
differences between Type A and Type E classrooms with regard to: topic control by
teacher and student, student extended and minimal written text, teacher and student
reaction to message/code, student sustained and minimal speech, form restriction,
source/purpose of materials, and student expansion. Type A classrooms made
significantly more use than Type E classrooms of the following features (S = students):

topic control by teacher

minimal written text (S)

minimal utterance in spoken interaction (S)
reaction to code rzther than message (S)
restricted choice of linguistic item (S)

Type E classrooms made significantly more use than Type A classrooms of the
following features (T = teacher, S = students):

topic control by student

extended written text (S)

sustained speech in spoken interaction (S)
reaction to message rather than code (T, S)
topic expansion (S)

use of student-made materials

Moreover, in Type E classrooms, a significantly greater percentage of student and
teacher speech was crded as unintelligible.

These results show that our first two assumptions (p. 56) were correct: student and
teacher behaviour did vary from class to class within the sample, and the differences
were characterisable in terms of at least some of the COLT categories. We found
significant differences both in the types of activities and in the amount of time devoted
to each type, and these differences enabled us to rank classes along an experiential-
analytic scale. Furthermore, the COLT analysis suggests that the sample as a whole is
intermediate along an absolute scale ranging from prototypically high-experiential
classes at one extreme, and prototypically high-analytic classes at the other end of the
scale,

5:3 Teacher Questionnaire
As indicated in section 3:4, a teacher questionnaire was used to obtain information

about teaching/learning activities throughout the year, including those occasions when an
observer was not present. The concept of experiential versus analytic activities
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incorporated in the questionnaire derived partly f-om a review of the communicative
language teaching literature, and partly from classroorn observations carried out during
the development and validation st *»s. Teachers were presented witn a list of activities
and asked to indicate whether ¢ ~:tivity was performed 'never', 'rarely', 'sometimes',
'quitc often' or 'very often' d.  the year. Tatle 11 (see p. 115) contains a list of
experiential activities which were performed ‘quite often’ or ‘'very often' during the year
in Type A and Type E classrooms. Table 12 (p. 116) contains a similar list of analytic
activities.

A comparison of the tables shows that there was considerable overlap of activities
in the two types of classroom. At the same time, however, there was a tendency for
experientiai activities to occur more frequently in Type E classrooms, and for analytic
activities to occur more frequently in Type A classrooms. For example, teachers
indicated that the following experiential activicies occurred more often in Type E than in
Type A classrooms during the year: students practise conversational skills by talking in
pairs or groups; students listen to spoken French materials that are not specifically
produced for FSL learners; students are taught aspects of paragraph and text structure;
the teacher focuses on stylistic apprcpriateness and/or logical organization of text in
correcting written work; creative writing tasks are assigned for homework.

Teachers also indicated that the following analytic activities occurred more often
in Type A than in Type E classrooms during the year: students do single-sentence, fill-
in-the blank exercises; students _o guided writing tasks based on pictures, diagrams, etc.;
students practise by repeating words and/or sentences after hearing teacher/tape, or by
doing oral substitution or transformation exercises; students listen to extended spoken
texts, specially recorded for FSL learners and delivered at a reduced speed, carefully
articulated, etc However, it is interesting to note that the following analytic activities
were noted as having occurred 'quite often' or 'very often’ during the year by all the
teachers in the samp e: students do grammar and/or vocabulary exercises either orally
or in written form; tlie teacher foruses on spelling, grammar and/or use of vocabu:ary in
correcting written work (i.e., as distinct from focusing on stylistic appropriateness or
logical organization of text); the teacher focuses on pronunciation, grammar, and/or use
of vocabulary in correcting oral work (i.e., rather than focusing on the message being
conveyed); the teacher assigns grammar and vocabulary exercises in a single-sentence
format for homework.

All the teachers in the sample, with one exception, used a basic, structurally-
graded textbook (e.g., Vive le Frangais or Passeport Francais). In addition, the teachers
used a variety of supolementary material, ircluding videotapes, records, newspaper and
magazine articles, songs, stories and poems. One Type E teacher listed "guest speakers
developing relevant topics and discussion with students" and "restaurant and field trips
during class or after class time" in the list of supplementary activities. None of the
Type A teachers mentioned these types of activity. The questionnaire also showed that
all the teachers in the sample made some effort to use French with the students beicre
and after the actuai French period, and encouraged students to use French during class
for administrative ~nd classroom management purposes.

These results confirm the findings of the COLT anaiysis, namely, that both Type A
and Type E classrooms had analytic characteristics (e.g., focus on form, use ot teacher-
centred activities, a general lack of student-initiated discourse). At the same time,
there were numerous differences in pedagogic orientation between the two groups, as
confirmed by the results of the-teacher questioninaire.
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5:4 Classroom Profiles

In addition to the COLT data ¢ 1the teacher questionnaires, a descriptive profile

was compiled for each of the classrooms on the basis of field notes made during the
observation periods. Although the profiles could not be quantified, they enabled us to
record details which would otherwise be difficult to capture, and to obtain a broad
picture of individual teaching styles. For example, the following Type A profile is
reminiscent of highly controlled, teacher-dominated classrooms in which students spend
most of their time focusing on form with little opportunity for spontaneous interact’ ...:

Class 8 profile (Type A)

Throughout the four observations the teacher followed the same pattern: i “st, a
review of vocabulary items learned in the previous .iass, then a review of the
grammatical rule from the previous class. The students write their sentences on
the blackboard and the teacher corrects. After this the teacher corrects
homework; usually fill-in-the-blank exercises requiring use of the correct verb
form, etc. Again the students write their answers on the blackboard and the
teacher corrects. Up to this puint there is relatively little opportunity for students
to use whatever forms they have learned in a communicative context. The last
third of the class is devoied to reading comprehension. The teacher gives the
students a handout consisting of a short reading passage with content questions.
The text is never really discussed until after the students have answered the
content questions. These discussions are controlled by the teacher. Thisis a .ry
structured class, basically always following the same steps. The teacher corrects
gender, spelling and pronunciation, and chooses all the topics for discussion.

The following Type E profile describes a more experiential classroom environment

in which students prepare their own materials, discuss topics of genuine interest, and
regularly engage in extended spoken and written discourses

Class 2 profile (Type E)

This teacher has no formal text. At the beginning of the year he gives each
student a copy of a guide focusing on improving oral communication, and a copy of
a guide for improving writing skills, both of which he has prepared himself. The
students are asked to write two major essays during the year, on topics related to
Le Petit Prince, a novel the teacher has selected. Over a period of two months the
book is read and discussed on many levels - literary, religious, philosophical, etc.
The students are also asked to write one composition a week. Grammatical errors
arising out of the compositions are discussed, and the teacher prepares handouts to
practise points where the students are having difficulty. There is a class magazine
in which the best compositions and poems are published. This journal appears twice
a year and the students are very enthusiastic about it. The students have ample
opportunity to talk about anything they choose. The teacher corrects
pronunciation, verb tenses, gender, etc., but he usually waits until the student has
finished speaking before making the correction.

As a result of examining the observational data, the teacher questionnaires and the

classroom profiles, we concluded that there were major differences between the two
types of classroom which could have an effect on learning outcome. Although Type A
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classes included a wide range of activities, wo-'- in these classrooms tended to be
dominated by the requirements of a predesigned, linguistically organized syllabus. Type
E classes, on the other hand, were somewhat more flexibly organized, so that sejection
of content, choice of speech act, distribution of roles, etc., had a greater chance to arise
spontaneously out of on-going classroom work or in response to the studer*.' immediate
on-the-spot needs and desires.

As previously discussed, neither class in the Type E group corresponds to a
prototypically high-experiential class (i.e., one where all and only experiential activities
are used), and none of the classes in the Type A group corresponds to a prototypically
high-analytic class (one where a.. and only analytic activities are used). Nevertheless,
the significant differences between the two groups should permit us to examine the
extent to which they contribute to differences in student knowledge and performance.

6. PROFICIENCY PREDICTIONS

In this section, we will define hcw the tests operationalize the theoretical
constructs at issue and how classroom activities were expected to relate to language
proficiency.

We had assumed initially that students whose classes were defined as analytic by
the COLT (Type A classes) would in fact get more explicit instruction about grammatical
form. We had also assumed that analytic classes would get more explicit correction of
errors of form, since accurate production would be deemed to be a priority.

We had assumed that these same students would get little or no instruction on the
organization of discourse, sociolinguistic information or strategies for speaking. In
contrast, we had expected that experiential (Type E) classes would spend time on such
activities and would, in addition, get practice in using the language for communicating
meaning. This, in itself, would entail more exposure to extended spoken and written
language.

Given the additional, and for our purposes necessary, assumption that there is a
direct connection between what core French students do in class and tjile nature and
extent of their L2 proficiency, it seemed likely that students from anaiytic and
experiential classes would know different things about French and would be differentially
skilled in using their knowledge.

We predicted on the basis of these assumptions:

. Hypothesis 1A Students from the analytic classes would score significantly
higher on the multiple-choice grammar test than students from the experiential
classes.

. Hypothesis 1B Students from the analytic classes would score significantly
higher on the oral grammatical measures.

: These two precictions follow naturally from the assumption that students in
analytic classes know more about grammar and form because they spend nore time in
classroom activities focused on them. Nevertheless, the predictions are by no means
trivial. Krashen (1982), for example, disputes the claim that explicit teaching about
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grammar aifects the learner's tacit system of grammatical know:edge or production
skills. Consequently, if Krashien's distinctions between learning and acquisition are
correct, one might expect, contrary to our predictions, that the students in experiential
classes would do as well as the students in analytic classes on oral grammar measures.
They would not necessarily do as weil on the written test of discrete points of grammar.

. Hypothesis 2A  Students frorn the experiential classes would score
significantly higher on the discourse measures of the note and the letter.

. Hypothesis 2B Students from the experiential classes would score
significantly higher on the oral discourse measures.

Once again, these predictions follow naturally from the assumption that students
whiiose classes are classified as experiential by the COLT would actually spend more time
in activities whose focus is on *the organization of discourse, on producing coherent text,
on defining and manipulating cohesive features of French, etc. Furthermore, we had
assumed initially that students whose classes were defined as experiential would actually
produce extended discourse significantly more often than the analytic classes.

. Hypothesis 3A Differences between the sociolinguistic scores on the formal
letter and the informal note would be significantly greater in the case of the
experiential classes than they would be in the case of the analytic classes.

. Hypothesis 3B Differences between the sociolinguistic scores on the oral
interviews would be significantly greater in the case of the experiential classes.

These hypotheses depend upon the assumption that students in classrooms defined
as experiential would actually spend more time on activities differentiating formal and
informal varieties of French, and on activities which identify characteristics of speech
styl« s, that the; wou.d get more practice at producing speech acts in extended discourse,
etc.

. Hypothesis #A  Students from the experiential classes would score
significantly higher on the listening comprehension test.

. Hypothesis 853 Students from the experiential classes would show greater
comprehension of questions asked on the oral interview as revealed by strategic
proficiency measures encoding noncomprehension of the questions posed.

These two hypotheses make sense if we assume that c!~sses identified as
experiential actually spend more time listening to naturalistic speec i, manifesting all of
the specific phonological features of discourse (reduced vowels in unstressed syllables,
varying rhythms, contentful intonation patterns, focus stress, etc.), as well as other
features of discourse (repetition of words, use of morphologically related words, use of
hyponyms, synonyms, etc.). ‘‘hese properties can only be manifested over extended text,
in sequences of turns in dialogue, etc. Furthermore, it is plausible to assume that
students who spend time listening to naturalistic speech develop strategies for deriving
meaning globally from the discourse. The extent to which students listen to naturalistic
discourse cannot be determined directly from the COLT but would be inferable from
those categories related to the use of extended text and the nature of student/teacher or
student/student interactions. We therefore made the assumption that if experiential
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classes spend significantly more time listening to extended text then they also spend
significantly more time listening to naturalistic speech. ]

. Hypothesis 5 Students from the experiential classes would show higher
accuracy rates on the oral sentence repetition task.

The sentence repetition task requires various kinds of knowledge and skills. In
order to repeat the specific sentences of the text, the subject must be able to parse the
sentence (and not just listen for gist). Parsing requires grammatical information since
the student must be able to match the incor ing signal against representations of words
previously stored in long term memory, identify the sounds as belonging to specific units,
group the units and identify a meaning. Nonetheless, knowledge of grammatical
structure or generalizations is not sufficient. Students must be able to recognize words
even when they are subject to discourse phonology, and they are not familiar with the
accent of the speaker, etc. Consequently, we felt that students who are used to listening
to discourse and who have developed strategies for decoding the sound input would be
favoured.

7. PROFICIENCY TESTS

Tests were designed to provide measures of 1%rammatical, discourse and
sociolinguistic competence, and listening skills in French. As procedures varied with
each instrument, details will be discussed in relation to each test.

7:1 The Multiple Choice Grammar Test

The multiple choice grammar test consisted of 38 items, all of which had three
possible options as a response.l% Items were scored by computer as right or wrong. The
proportion of correct responses out of 38 provided the total score, which was adopted as
the measure of grammatical competence for each class as a whole.

Among the questions on the multiple choice grammar test were several which bear
on the subcategorization and selectional properties of verbs. For example, question 12
requires that the student decide what lexical item must follow the verb s'attendre:

12, Je m'attends ce qu'elle arrive bient3t.
a)a
b) pour
C) que

L earning the word attendre entails learning various grammatical properties
particular to this word (that it is transitive, that it belongs to the class of 'reflexive'
verbs, and that it can be followed by a sentential complement). Among these properties
is the fact that the verb must be followed by the preposition a. Thus, the verb is
subcategorized for this preposition. Questions 1, 12-13, 18, 20, 28-29, 35, 37-38 were all
structured to elicit this kind of information.

Questions 2, 23, 25, 30 were designed to elicit information about gender. As is well
known, French nouns are all associated with either masculine or feminine gender. This
association is arbitrary insofar as it does not encode any semantic or phonological
information, and must be learned for a particular noun or derivational suffix. An
example is given below:
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29. Les Etats-Unis se trouvent entre le Canada et Mexique.
a)la
b) le
c) --

While in principle a distinction must be drawn between the assignment of gender to
derivationally complex words (those bearing derivational suffixes such as imitation,
atterrisage, etc.) and words that are morphologically unanalysable (e.g. table oiseau,
mal), our questions made no atiempt to differentiate the two types of words.16

Questions 7, 9, 14, 17, 19 and 21 were designed to elicit information about
agreement processes such as agreement of the past participle with the subject,
agreement of the adjective with a noun in a noun phrase or in a predicative clause
involving &tre (of the type NP &tre NP). For example:

7.  Marie était bien aujourdthui.
a) habiller
b) habillée
¢) habillé

Question 7 illustrates a context where the predicative adjective must agree with
the subject. In these questions, the student is not required to distinguish tetween
different phonological forms of the word but rather vo pick out that orthographic form
which encodes the agreement process.

Subtests werz done on the subcategorization, gender and agreement questions to
permit a comparison with the grammatical measures of the oral interview (which will be
discussed below). The proportion of correct responses out of the total number of
responses provided the measure of proficiency for each subtest.

Reliability coefficients for the pre-test and the post-test were computed
separately. The Guttman split-half coefficient was .73 on the pre-test and .69 on the
post-test, indicating that the grammar test was reasonably refiable.

7:2 The Letter and Note

The writing tasks were designed to elicit information about sociolinguistic
competence, that is to say, they were designed to provide a task where students wouid be
required to formulate a given speech act (a request, a command or a threat), varying in
the use of politeness markers according to the nature of the relationship between the
student (as writer) and the addressee. In the case of the letter, the student had to make
a written request, and had to understand that the situation (discourse with a higher
status, unknown adult) required the use of a formal and polite register. Such a register
would be realized by the use of various politeness expressions and formal attenuators. In
the case of the note, the student had to adopt the role of his/her own parent, taking on a
position of authority vis-a-vis the student and requesting, commanding or threatening
him or her to tidy the house. In this task, the writing would be directed to a lower
status, younger intimate.

210

%,




H

74

Sociolinguistic scoring

The letter and note were scored for the presence or absence of seven attenuators.
If the forms were present, a score of 2 was assigned, otherwise a score of ! was assigned.
The particular forms scored for were (a) the conditional form of the verb, (b) modal
verbs, (c) interrogative structures, (d) politeness expressions such as s'il vous p!ait, (e)
vocabulary appropriate to formal registers. We also scored for the presence of polite
second person forms of the pronoun vous. Here a three-point scale was used: a score of
3 was assigned if most or all of the pronouns were vous; a score of 2 was assigned if
there was a mixture of vous and tu; a score of |1 was assigned if there was no use of
vous. The formal closing was also rated on a three-point scale: 3 was given for a very
formal closing, 2 for a moderately formal closing and | for an informal closing. For
further discussion of these features, see the Year 2 Report, pp. 29-31.

As in previous studies, a difference score was calculated on the assumption that
formal text would be characterized by the presence of some or all of the seven features.
An ideal score for the written letter would thus be a high score (a maximum of 16). An
informal text, it was hypothesized, would have few or none of the attenuators. Thus, an
ideal score for the note would be low (a minimum of 7). The score for sociolingistic
competence involved subtracting the score for the note from the result for the ,.cter.
The ideal score was 9 (16 minus 7) and meant that the student had maximized the number
of attenuators on the letter and minimized their use on the note.

Scoring of the letter was done by scorer 1 (a native speaker of French). A random
sample of approximately 109% of the letters was scored again by scorer 3 (a fluently
bilingual anglophone). The two scorers agreed more than 90% of the time on all scores.
Mean differences on scoring ranged from .0l to .06. The s2me procedures were followed
for the note with similar results. Mean differences on scores ranged from .0l to .05.

Discourse scoring

The letter and note were rescored for aspects of discourse. We were interested in
establishing the degree to which the students could produce both coherent and cohesive
text (Halliday ard Hasan 1976, Carrell 1982). Tests were scored for (a) the presence of
sufficient background information, (b) task fulfillment, (c) consistent use of text
features.

Providing sufficient infor.nation included the appropriate identification of
referents to provide sufficient context for the successful interpretation of the speech
act. In the case of the letter, where the student did not know the addressee, the
situation demanded that the writer presuppose a minimal amount of shared information
with the addressee. Consequently, the student had to identify and locate all participants
and relevant objects in making the request. In the case of the note, the student might
presuppose a great deal of shared information and so the note could be considerably more
terse. On each test, there were five pieces of information to be identified.

Task fulfillment included the requirements that tne request, command or threat be
successfully made, that the text follow some logical ordering, and that a text
organization appropriate to the discourse genre (e.g., openings and closings for letters
and notes) be used. Logical ordering of the text was only scored when all of the relevant
features were present, namely opening, request, rationale and closing.17
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In scoring for consistency of text features, we examined the appropriate use of
anaphora across sentences, consistent use of French, and consistent use of either tu or
vous through the text, i.e., three features in all. In the sociolinguistic scoring, we
evaluated the situation-appropriateness of tu and vous. However, in the discourse
scoring we took a somewhat different approach. Here we ignored whether or not the
particular choice was suitable and focused on whether the student made a choice and
stuck to it. The assumption was that consistent use of a single form of the pronoun
would produce more cohesive (and presumably more coherent) text than random use of tu
and vous. Similar remarks can be made about the use of pronouns and noun phrases. A
comparison of the following examples will make this point clear:

(@) J'ai vu la bicyclette dans son garage. La bicyclette est belle. Je veux
utiiiser la bicyclette.

(b)  J'ai vu la bicyclette dans ton garage. Elle est belle. je veux l'utiliser.

In (a) the writer repeats the full noun phrase la bicyclette incstead of using a pronoun.
The first example also contains the erroneous use of son instead of ton. Neither of these
errors occurs in (b). Therefore, (a) is more cohesive and coherent than (b), and would
receive a higher score.

We assumed that a text which was entirely written in French, with no
codeswitching and no borrowing, would be more coherent and cohesive. Thus we scored
for the presence or absence of these features.

In all cases, scorers looked simply for the presence or absence of the feature. No
attempt was made to differentiate degrees of correct use. Thus, we did not distinguish
on this test between students who used the pronoun tu in three-quarters of the possible
contexts and those who used it in one-Guarter of the contexts. Both groups of students
were scored as using the features inconsistently.

Scoring was done by scorers 2 and 3 (both bilingual anglophones) who consulted
frequently. Each person scored about half of the letters. A random selectior of twenty
letters was then given to the other scorer to be analysed. Scorers agreed better than
85% of the time on their ratings. Mean differences ranged from .01 to .07. Using the
same procedures on the notes, scorers agreed more than 85% of the iime. Mean
differences in results ranged from .01 to .06.

7:3 Listening Comprehension

The listening comprehensio. test (LCT) consisted ~f a series of recorded texts
involving different accents and different types of language. The texts were drawn from
two different sources, namely the Test de compréhension auditive from the Bilingual
Education Project, and the Test of Listening Comprehension from the IEA: Population 4
(see Carroll 1975). The BEP test was originally developed for immersion classes. The
questions were altered somewhat so that the students would not be looking for discrete
points of information but rather would be able to respond correctly on the basis of a
global comprel.ension of the text. The recorded texts were checked for authenticity by a
native speaker of French. The LCT was piloted with a group of sixteen-year-old core

French students in the early {all prior to administration of the pre-test. The test
consisted of 19 multiple choice items, each with four possible answers for the response.
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Items were sccred as either right or wrong and the proportion correct provided the total
score for listening comprehension.

As with the grammar test, pre- and post-tast results were subject to a reliability
test. The Guttman split-half coefficient was .52 for the pre-iest and .67 for the post-
test, indicating that the test was not highly reliable. Two items in particular correlated
poorly, namely items 6 and 7. Scores were recalculated deleting these questions. The
results were not much different; a coefficient of .54 was obtained for the pre-test and
+63 for the post-test. Since the reliability was not significantly improved by deleting
items 6 and 7, all items were used in computing the LCT scores.

74 Oral Interview

The interview was semi-guided. As with the written work, the interview was
designed to elicit information about the students' grammatical, sociolinguistic and
discourse competence. Different questions focused on specific aspects of competence,
as indicated below.

Grammatical scoring

Some questions on the oral interview were designed to elicit verb tense usage, in
particular the present tense, the periphrastic future, the conditional, the imperfect and
past perfect tenses (questions 2-5, 9, 13 and 15). Other questions were des:gned to elicit
the use of prepositions and stative verbs (question 12). A separate question (number 16)
focused on verbs of direction and locomotion.!8 These and other questions would also
provide material for further grammatical analysis, namely subcategorisation and
selection, agreement, auxiliary selection, and gender. Scoring was done in all cases by
counting the total number of correct and incorrect uses of a form out of the total
number of obligatory contexts.

Scoring of the oral grammatical measures was done by one individual (scorer 2) on
all measures except the subject-verb agreement measures and the verb tense measures.
Those questions were scored by a fluent non-native speaker of French (scorer 4). In
order to check the reliability of the scoring, a sampje of four students was selected for
rescoring by scorer 2. The two scorers were in agreement some 95% of the time on the
240 data points that were checked, indicating that the scoring was quite reliable.

Sociolinguistic scoring

A measure of sociolinguistic proficiency was based on responses to questions 17 and
18 of t..e oral interview. These questions were designed to elicit requests, commands or
warnings to same status intimates and differing status non-intimates. So, for example,
one question invoived making a request to a fellow student and then making the same
request to the principal of the school. The other question involved giving a warning. In
formulating the warning, students had to address themselves to a friend of the same age,
and then to an elderly woman.

We anticipated eliciting basically the same kinds of attenuators that we scored for
on the letter and note. Thus we scored fcr the use of address terms, polite singular
referent vous, politeness expressions, modal verbs, question forms, conditional tense, and
use of an explanation to justify making the request or warning, i.e., eight features in ail.
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A point was assigned for each of the features. Optimal scores were high in the formal
context (a maximum of 8) and low in the informal context (a minimum of zero). A
difference score was arrived at by subtracting the low score from the high score as the
measure of sociolinguistic proficiency.

Scoring of the oral sociolinguistic measures was done by scorer 3. A sample of
eight students was rescored by scorer 4 in order to check reliability. The scoring of
questions 17B pre-test and 18A post-test proved unreliable, with alphas of less than .47.
The other scorings were very reliable with a;phas ranging from .89 to .97. The problem
with the two unreliable scorings was traced to counts of the presence or absence of yous.
The two scorers consulted on the scoring criteria for this feature and rescored. ~The
second scoring proved reliable.

Discourse scoring

It was expected that some questions on the oral interview, i.e. those eliciting verb
sequences, would also provide material for an assessment of discourse competence. We
selected consistency of verb tense usage (i.e., present, past, periphrastic future and
imperfect) as one feature of discourse proficiency. We also examined the cunsistency of
pronoun (tu/vous) usage on those questions (namely 17 and 18) which were used to obtain
information about sociolinguistic proficiency. On both of these counts, a consistency
score was assigned only if there were two or more exambples of the relevant form. Thus,
if a student used the present tense only once in responding to a question, then no
consistencCy score was assigned. Similarly, if the student used a pro~sun only once in
expressing a given speech act, then no consistency score was assigned. In addition, a
task fulfillment score was obtained for each speech act on questions 17 and 18. The
total discourse score was the sum of these features.

Scoring of the oral discourse measures was done by scorer 3, and a sample of eight
students was rescored by scorer 4. The scorers were in agreement on task fulfillment
with alphas ranging from .73 to 1.0. The scorers agreed well on the consistent use
feature with an alpha of .94 for all verb tenses and pronouns.

Indices of non-comprehension

To capture the extent to which students understood questions asked during the oral
interview, we analysed the entire interview for indices of noncomprehension. Various
categories were established: question misinter~ ‘etation (the student responded
automatically but not to the question asked); unsolicited question repetition (the question
was repeated because the interviewer felt, because of a hesitation in responding or
because of kinetic clues, that the student had not understcod);19 direct requests from
the student for a repetition of the question; direct requests for an explanation, a
translation of the question or soma part of it; indirect requests for repetition or an
explanation made by asserting noncomprehension (e.g. I don't understand) or an inability
to do the task (e.g. I don't know); an English responseé to the question; requests for
confirmation (indicated by the use of rising intonation in utterances which were not
questions). The total non-comprehension score was a sum of the presence of the above
features.

Scoring of the indices of noncomprehension was done by scorer 3, and a sample of
eight students was rescored by scorer 4. The scorers agreed well on the various features,
with alphas in the range .78 to .97.
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Sentence repetition task

To obtain a measure of the students' ability to parse French text (and to contrast
with the comprehension measures of the LCT) a sentence repetition task was devised and
administered at the end of the oral interview to one randomly selected student from
each class. It consisted of the following text recorded by a native speaker of French:20

Six_ftudiants sont_en train de manger dans_un restaurant. Ils_ont trés_envie
d'avoir des desserts et la ncurriture disparait vite. Le serveur vient ; a la table
et il leur annonce: "Je regrette mais on a plus de dessert. Je n'peux pas vous_
apporter ce que vous avez commandé.”

The text was preceded by instructions and by two examples illustrating a stimulus
sentence and then its repetition. After hearing the whole text, students heard each
sentence individually. After each sentence, they were required to repeat what they
could.

As can be seen, the sentences formed a text. It was felt that this would produce
more natural language. Each sentence was long enough (approximately 15 syllables) to
require processing for meaning. In other words, students would not be able to retain the
stimulus in short-term memory and then repeat without understanding the message. The
forrn of the stimulus was designed to elicit liaison, pronunciation of rounded vowels, and
nasal vowels. We had hoped to study these features of prenunciation. This type of
analysis, however, proved to be impossibie since the repetition task was, by and large,
too difficult for the students. They simply could not parse the sentences.

Two different scores were calculated for each sentence. The first calculation was
scalar. A score of 1 was assigned if no repetition was attempted; 2 was assigned if there
was a partial but inaccurate repetition of any part of the sentence; 3 if there was a
partial but accurate repetition of at least a syntactic phrase in the sentence {usually the
last one of the stimulus); 4 if there was either an incomplete but basically accurate
reproduction of the sentence as a whole or a full but slightly inaccurate repetition of the
sentence; 5 if there was a full and accurate repetition of the stimulus. The second score
consisted of a sum of the number of syllables accurately reproduced for each sentence.
There was no requirement that the syllables should compose a syntactic constituent (i.e.,
that they should form a word, phrase etc.).

Scoring was done by scorers 3 and 4. As indicated above, the scorers rated the
students' repetition of each of four sentences on a scale of | to 5. High inter-rater
reliability was obtained (alpha .97 on both pre-test and post-test).

8. PROCESS/PRODUCT FINDINGS
8:1 Overview

The analysis of the effects of classroom process on second language proficiency
proceeded in three stages. First, the eight classrooms were divided into two groups
according to the overall COLT score for experiential vs, analytic orientation, as
discussed in section 5:1. Those students who participated in relatively experiential
programs (classrooms 2 and 5) were pooled together to make up Group E, while those who
participated in relatively analytic programs %classrooms 1, 3, 4, 6, 7 and 8) constituted
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Group A. The relative improvement of the two groups on the various proficiency
measures was examined by analysis of covariance, using pre-test scores as the covariate,
and post-test scores &s the dependent variable.é'l Analyses were carried out using the
M)ANOVA procedure in the Statistical Package for the Social Sciences, version X (SPSS-
X). -

As discussed below, the results of the first stage showed few significant
differences between experiential and analytic groups. At the second stage, the same
analysis was repeated using only the two most extreme classrooms from each end of the
continuum, in order to maximize the chances for differences to emerge. The second
analysis compared students from the two most experiential classrooms (Group E -
classrooms 2 and 5) to those from the two most analytic classrooms (Group A* -
classrooms 4 and 8), again using analysis of covariance.

At the third stage, the correlations of each COLT observation category with
adjusted class means on each of the post-test measures were examined, using the
classroom as the unit of observation. These correlations were interpreted to indicate
which particular features of the classroom process, as identified by the COL.T, were
beneficial or non-beneficial to learning.

82 Comparison of Experiential and Analytic Groups (Groups E and A)

Pre-test and post-test performance levels and adjusted post-t2st means for Group
E and Group A on each of the proficiency measures are presented in Table 13 (p. 117).
These means are expressed as percentages of the total score possible. The adjusted post-
test means are statistically adjusted for pre-test differences, and give an indication of
the post-test score that each group would have obtained had they started out equal. For
the written measures, means are shown both for the total sample in each group and for
the subsample of each group that were interviewed. For the oral measures, of course,
means are available only for the i~terviewed subsample.

The most striking thing about these data is the lack of difference between Groups
E and A. None of the differences between groups on adjusted post-test scores is
significant, although the difference in favour of Group A on the grammatical muitiple
choice wriiten test is nearly significant (p < .06) for the whole group. For the
interviewed subsample the difference also favours Group A, although it is not significant.
For the other written tests, the differences between groups are not significant, and in
two of the three cases, in different directions for the whole sample and the interviewed
subsample.

For the oral tests, Group E does marginally better in grammar -- in contrast to the
written grammar test where Group A does better. However, none of the differences
between oral tests is significant, and therefore no conclusions can be drawn from these
results. Group E gets somewhat better results on the repetition task, but again, this
difference is not significant.

Three sub-scales were defined on the grammatical multiple choice written test by
selecting items that dealt with subcategorization, gender and agreement respectively
(see section 7:1). Similar sub-scales were constructed for the grammatical oral test.
Pre-test and post-test performance levels and adjusted post-test means for these sub-
tests are shown in Table 14 (p. 118). The advantage of Group A on the written grammar
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test is seen to be largely due to the agreement sub-scale. For the oral test, Group E
showed more improvement on the gender sub-scale but less improvement on the other
two sub-scales. However, again, none of these differences is significant, and no
conclusions can be drawn.

The sociolinguistic written scores presented in Table 13 were constructed as
difference scores between performance on a formal letter and on an informal note (see
section 7:2). The individual scores on letter and note are presented in Table 14 {p. 118).
The difference between Group E and Group A is significant in the whole sample for both
letter and note. In both cases Group A has the higher score, indicating that students in
this group used a greater number of formal markers. However, neither group is better
than the other at signalling the distinction between formal and informal, as shown by the
non-significant difference between groups on written sociolinguistic difference scores in
Table 13. These results suggest that Group A has more knowledge of the formal markers
that are necessary to achieve an appropriate formal tone in the letter, while Group E
may have more control over the informal style which is appropriate for a note. Neither
group appears to master the distinctions which the forms are intended to convey.
Differences in the interviewed subsample are in the same direction, but are not
significant.

Scores for discourse on letter and note (Table 14) are consistent in showing that
Group A has improved more than Group E, but the differences are not significant.

Perhaps the most interesting thing about the results for Groups E and A in Tables
13 and 14 is not the differences that emerge -- possibly in the grammatical written test,
and in the letter and note, -- but the lack of differences between the groups in most
aspects of language acquisition that were tested. It should be stressed that this lack of
difference exists despite clear differences between groups on classroom process
variables that distinguish more experiential from more analytic teaching methods, as
discussed in section 5:2. Also, the lack of difference exists despite clear and consistent
differences between individual classrooms in improvement on the proficiency measures.
These classroom differences in French proficiency will be discussed in section 8:4 below.
The lack of significant differences between Grcup E and Group A shows that real
differences in overall classroom environment do not necessarily translate into significant
differences in proficiency.

At the same time, it must be reme:nbered that the range between experiential and
anaiytic in the present study is restricted by the fact that all our classrooms were fairly
analytic relative to programs such as French immersion (Fr8hlich et al. 1985). If similar
studies were conducted with other classes within core French or with other types of
program, it is possible that the range between the most experiential and the most
analytic classes would be greater, and that there would be more differences in outcome
between the two orientations.

We might interpret this failure of correspondence in several ways. The most
extreme interpretation would be to conclude that the environment has no effect on the
learner's knowledge and proficiency. Since there are strong reasons to suppose that this
conclusion is false, we set it aside. A second possibility is to suppose that the observed
similarities among the classrooms had more impact on the proficiency of students than
the observed differences. It will be recalled that with regard to specific features both
groups were fairly analytic. It may be the case, then, that an explicit focus on form and
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the teacher-centred activities of both types of classroom in themselves explain the lack
of difference between Groups A and E on our proficiency measures. Only further
research will clarify this issue.

Gur present interest, however, is the range of difference that does exist within the
core French program. In order to give the best chance within core French for
differences between experiential and analytic orientaticns to emerge, we considered a
new grouping of A-type students, Group A*, which included only those students in the
two most analytic classrooms, 4 and 8. This allowed us to carry out analyses similar to
those just presented, but between the two most extreme classrooms at each end of the
continuum, i.2., between Group E (defined as before) and Group A*.

83 Comparison of Experiential and Analytic Groups (Gioups E and A#®),

Pre-test, post-test, and adjusted post-test mean performance levels for Groups E
and A* comparable to uiose shown in Table 13 were examined.22 On the grammatical
multiple choice written test, Groups E and A* were now significantly different (p < .05),
with Group A* showing more improvement than Group E. The othe: differences were
not significant. That is to say, the differences on the LCT, the sociolinguistic and
discourse scores for note and letter, and the oral measuras did not distinguish the two
groups. In sum, the results for Groups E and A* were therefore the same as the results

for Groups E and A, except that the difference on the written multiple choice grammar
test was now significant.

Detailed scores comparable to those shown in Table 14 were also examined. Again
the difference between groups on the sociolinguistic scores for letter and ite were
significant, with Group A* showing more use of formal markers in both cases. In
addition, the difference in favour of thie analytic group on the written grammar subtest
for agreement was now significant (p <.05), although not for the interviewed sub-
sample. In general, then, there was little difference between the results for Groups A
and A*, although the use of only the extreme groups in A* did increase the significance
in the written grammar test, the use of formal markers on the note and letter, and use oi
agreement.

We also examined, in the context of Groups E and A*, the sub-scores that make up
the sociolinguistic and discourse tests. First, with regard to the sociolinguistic sub-
scores, Group A* scored significantly higher than Group E on the use of the conditional
verb tense in the letter (p < .001). The mean scores show that this is not because Gro'ip
A* used conditionals extensively, but because Group E hardly used conditionals at all, a
fact that is in agreement with the results on the grammatical tests, where neither group
showed mastery of conditionals. There were no significant differences between groups
on the other sub-scores of the sociolinguistic written test, either in the letter or the
- note, including use of formal vocabulary, modals, politeness expressions, formal second
person pronouns, and indirect questions. Mean scores show that students made
reasonable use of indirect questions and politeness expressions in the letter, but that
there was a complete absence of formal vocabulary.

The sociolinguistic oral test showed no significant differences between groups on

any of the sub-scores, and si»>wed very limited use of conditionals, modals, direct and
indirect questions, and formal vocabulary. Explanation was the attenuator most
frequently used, followed by politeness expressions. Students tended to use vous rather
than tu on all the sociolinguistic questions.
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With regard to the written discourse sub-scores, there were no significant
differences in making the request in the '-‘ter, nor in making the
request/command/threat in the note. Group A* score{ ignificantly better (p .01) in
providing a rationale for the letter, but not for the note. This suggests that students in
the more analytic classrooms were better able to perceive the need for a reason to make
requests of an unknown addressee. It may be that students in general feel that parents
are not required to explain commands concerning duties about the house. There were no
significant differences in the logical ordering of the information on either the letter or
note, which was adequate among the small number of students who selected all of the
relevant featurec and could therefore be scored. Group A* were also better at providing
a closing in the letter (indicating knowledge of the structure of genre) (p <.01); there
were no significant differences in providing an opening or closing in the note. There
were no significant differences on the cohesion scorzs (consistent use of second person
pronoun; appropriate use of anaphora; and consistent use of L2), nor on task fulfillment,
on either the letter or note. The mean scores indicate very little use of anaphora. Also,
there were no significant differences between groups on the oral discourse sub-scores.

8:4 Correlations Between Individual COLT ftems and Adjusted Post-test Means

Since the analysis in terms of experiential and analytic groups showed little overall
effect cf classroom orientation on test performance, the question arises as to whether
proficiency differences between classrooms can be related to any of the individual
observation variables identified by the COLT. The purpose of this section is to explore
the empirical relationships betwecn COLT categcries and proficiency outcomes, without
any a priori assumptions of what these relationships might be.

We used the classroom as the unit of analysis, since the COLT scheme applies to
each classroom as a whole. Thus ti.cre were eight observations in the sample, and only
quite high correlations are statistically significant. Indeed, the number of correlations
reaching significance is not above the chance level (one in twenty) for this number of
correlations. However, since the purpose of this section is to explore the data and to
suggest possible relationships for future study, it seemed sensible to pay attention to the
patterns of correlations that did occur, and to try to interpret them, even though the
results fall short of significance.

Before looking at the relation between COLT categories and proficiercy, let us
look at the relationships among the proficiency variables themselves. As proficiency
measur s, we take the adjusted , st-test mean for each classroom. Table 15 (p. 119)
shows the intercorrelations (Pearson) among these measures, and the correlation of each
with the total orientation score from the COLT, i.e., the score that was used earlier to
classify classrooms as more experiential or more analytic, a higher score indicating that
the orientation was more experiential.

First, in agreement with the overall results of the previous two sections, the COLT
pedagogic orientation score does not correlate significantly with improvement on any of
the ~roficiency measures. Even the marginal relation with the written grammar score
does not hold up when classrooms are considered separately. However, the
intercorrelations between adjusted post-test means are .1 many cases quite high, showing
that improvement is not haphazard. There tends to be a split between the four written
measures and the four oral measures: the correlations within either set of scores are

219




83

higher than those acrcss sets of scores. This means ...t if a classroom shows strong
improvement in one written measure, it tends to show improvement in the other vritten
measures as well; and similarly (although less strongly) for the oral measures. But the
classrcoms that improve mest in written measures are different from those that improve
most in oral measurcs.

Part I categories

Mean values and ranges for each of the COLT Part I categories are presented in
Table 16 (p. 120), and correlations between each of the Part I categories and the various
improvement measures (i.e., adjusted post-test means) are shown in Table 17 (p. 121). In
Table 17, a positive correlation indicates that the classrooms that spent relatively more
time on the designated COLT activity improved more in the designated proficiency
measure or, in other words, that greater than average time devoted to the activity
promoted learning cf the designated sort. A negative correlation indicates the opposite,
that greater than average time devoted to the activity interfered with learning of the
designated sort. Perhaps this interference was direct in some cases, but it is probably
more likely that the less productive activities took away time from more productive
activities. In this regard, it shouid be remnembered that within major headings of COLT
Part I, the time spent on the various sub-categories generally adds up to 100%, so that
within a major heading one is always looking at the relative effectiveness of different
uses of tirne,

In some cases, the distribution of classrooms on a given Part I activity is such that
only one or two classrooms spent any appreciable time on the activity in question. In
these cases, the correlation is not worth considering since it is based on only one or two
cases, and blanks ha e been shown in Table 17. In the remaining cases, there is a fairly
even distribution of time spent across different classrooms within the range shown in
Table 16.

Consider the correlations for COLT Part I section by section, beginning with
participant organization. There is not enough time spent on group work (categories 6-7)
to draw any conclusions, nor on.individual work with students involved in different
activities (9). With regard to the other participant orgarization categories, classrooms
in which relatively more time was spent with the teacher addressing the class (3), or with
students working individually on the same activity (8) showed relatively good
improvement on most proficiency measures, while classrooms which spent more time on
student/whole class (¥) and chorai work (5) showed relatively little improvement. This
may mean that these activities do not contribute to language learning. On the other
hand, as mentior.2d above, it may be that student/whole class and choral work are not so
much bad in themselves, but rather that they take tiine away from the more effective
types of organization. In these results, the only significant relationships are the negative
ones between student/whole class activities and listening comprehension and oral
sociolinguistic performance, but the consistency in direction of the other relationships
makes them worth noting for future consideration.

With regard to classroom content, there is not enough time spent on language
categories other than form (13-13), nor on topics with narrow range of reference (16-19),
to produce reliable data. Time spent in classroom management (10-11) is somewhat
positively related to improvement in the written measures and grammatical oral.
Concentration on formal aspects of language (12) is somewhat positively related to most
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measures of improvement. Discussion of topics other than classroom management and
language (20-29), shows mixed correlations with improvement, although discussion of
topics with a limited scope is perhaps detrimental. The categories of content control
(30-32) are essentially unrelated to improvement, indicating that who selects the topic
that is being talked about - the teacher, the student or both — is not important.

The impact of different student modalities is mixed, except that time spent on
student talk (34) is consistently detrimental to improvement, perhaps because in
classrooms where an especially large amount of attention is given to this activity the
time is not structured well enough to be useful. Type and source of material does not
seem to be strongly related to improvement, except that frequent use of visual aids (41)
and perhaps L2 materials (42) appears to be useful.

Part I categories

Results for COLT Part II are presented in Tables 18, 19a, and 19b (pp. 122 - 124).
The first category in Table 19a - teacher off-task activity - is interesting, especially in
comparison to student off-task activity (19). Teacher off-task activity tends to
correlate positively with learning, suggesting that the seemingly irrelevant comments of
teachers when they are off-task may actually present important learning opportunities.
In contrast, time spent in student off-task activities tends to be detrimental to
learning.

Use of L1 or L2 by teacher (2-3) or students (20-21) is not related strongly to
learning, but it should be noted that in all the classrooms a great percentage of the time
is devoted to L2.

In the next group of teacher categories, concerning information gap, it is
interesting to note that the narrow gap categories, predictable information (4) and
display request (6), are uniformly detrimental to learning. Unpredictable information (5)
shows mixed correlations with learning measures, while correlations of genuine
information' requests by the teacher (7) with oral measures are positive, suggesting that
this type of activity is valuable for oral improvement. Sustained speech (9) on the part
of the teacher is positively correlated with improvement, especially for discourse oral,
suggesting the importance of the teacher as model.

Reaction by the teacher to the linguistic code (10) seems to be relatively important
to improvement in oral production measures, while reaction to message (11) seems to be
more important to improvement in written production measures, although these
correlations are not extremely high.

The next group of categories refers to topic incorporation. Correction of student
utterances by the teacher (12) uniformly shows a negative impact on learning.
Paraphrases (14), elaboration requests (18) and especially clarification requests (17) by
the teacher promote learning. Repetitions (13), comments (15), and expansions (16) are
relatively neutral. These results suggest that the important variable for learning is that
the teacher help the students to express their own ideas.

Consider now the student categories (Table 19b). Discourse initiation by students

(22) is not particularly related to improvement. Predictable information giving (23) and
genuine information requesting (26) are both negatively correlated with improvement. It
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is possible that genuine information requests may signal confusion on the part of
students. What the source of confusion might be, of course, cannot be determined from
our results.

Ultraminimal student speech (27), which reflects the traditional transmission mode
of teaching, tends to be positively correlated with written measures, and negatively with
oral. Minimal (28) and sustained (29) student speech are both somewhat negatively
correlated with improvement, in agreement with the negative correlations batween
student speech and improvement in COLT Part I. Sustained student speech is perhaps
less negatively correlated with improvement than is minimal student speech, suggesting
at least some relative benefit when student utterances are substantial enough to make a
contribution to classroom discourse.

Use of restricted forms by students (30) is negatively‘ correlated with learning,
especially on writte” tests. Reaction to message (33) is somewhat positively related to
learning, while reaction to code (32) tends to be negative.

Al] categories of topic incorporation by students (34-40) tend to be correlated with
improvement on written measures. However, these categories show mixed correlations
with improvement on oral measures.

Combined categories

Table 20 (p. 125) shows correlations between the proficiency measures and a
number of combined COLT categories. The score for each combined category was
calculated as the simple sum of time spent in all the constituent categories. The
combined categories were constructed in pairs, in order to determine in each case which
of two opposed processes is the more effective.

The first comparison is between (a) three types of whole class activity and (b) four
types of group/individual activity. Here the correlations are generally low with all of
the proficiency measures, indicating that this dimension is largely unrelated to
improvement. Referring back to the constituent categories, one can see the reason for
the lack of correlation between whole class work and improvement. The correlation
(Table 17) for whole class with teacher talking is positive, while the correlation for
student talking is negative. In other words, the important variable is not whether the
whole class is involved in the interaction, but whether they are listening to the teacher
or to other students.

The second comparison is between (a) focus on form and (b) message-focused
activities with limited or broad range of reference. Focus on form tends to be positively
related to improvement, while the discussion of general topics with limited and broad
reference tends to be detrimental. As indicated in the analysis of the individual
categories, control of content by teacher, by student, or jointly controlled by
teacher/student (comparison 3) is not important to improvement.

The next pair cf combined categories (comparison 4) suggest that involvement in
extended writing is more beneficial to written proficiency than sustained speech, but the
opposite dues no¢ hold for improvement in oral measures. None of the correlations are
very high, however. The source of materials used (comparison 5) is not strongly related
to improvement.
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Information gap (comparison 6) is related to improvement on written measures,
with predictable content/display request on the part of teacher and student negatively
correlated with performance, and unpredictable content/information request positively
correlated. This pattern, however, does not hold for oral measures. Reaction to code vs.
reaction to message (comparison 7) shows a negative relation for reaction to code, and a
positive relation for reaction to message, which holds across all proficiency measures.

The final comparison shows that both the relatively restricted and the relatively
expanded ways of incorporating utterances are scmewhat positively related +to
improvement on the proficiency measures. More detailed analyses of topic incorporation
have already been given under the individual categories, which suggest that the most
important variable for teachers is not restricted vs. expanded, but perhaps something
more like encouraging vs. discouraging. The generally positive correlations for both the
restricted and the expanded categories suggest that any incorporation of utterances, or
in other words the very existence of give and take between teachers and students in the
classroom, is beneficial to learning.

9.  DISCUSSI"N AND INTERPRETATION OF RESULTS

The results will be discussed in three stages. First, we will interpret the
proficiency results with respect to our specific hypotheses regarding the interaction of
classroom variasles and student performance. At the second stage, we will interpret the
correlations between COLT items and adjusted post-test scores in the light of current
communicative language teaching theory. At the third stage, we will look more closely
at the transcripts of class 2 and class 5, in order to consider the hypothesis that it is the
quality rather than the quantity of interaction which aids development.

9:1 Comparison of Experiential and Analytic Groups

The most striking aspect of the results, one which runs counter to our predictions,
is the extent to which Groups A/A* and E are indistinguishable. We find statistically
significant differences for only a small number of tests, namely the grammar test, and
the letter and note. The comparisons here involve the total scores. As well there were
significant differences on various subtests within each general test-type. However, on
most subtests and on the fluency and strategic competence measures, the groups were
basically the same.

Hypothesis 1A, which predicted that Group A (or Group A*) would score higher on
the multiple choice grammar test, was confirmed. In interpreting this result it should be
recalled that group A* did not spend significantly more time than Group E on explicitly
form-focused activities such as oral pattern practice, written sentence conversion
exercises, or the use of overt grammatical explanations. Nevertheless, Type A
classrooms were significantly different from Type E classrooms with regard to a number
of features which are generally associated with the traditional transmission style of
teaching. These features included topic selection by the teacher, and various
characteristics of student discourse, i.e., minimal written text, minimal utterance in
spoken interaction, reaction to code rather than message, and restricted choice of
linguistic item. Conversely, Type E classrooms spent significantly more time on
activities marked by student topic-seléction, extended written text, sustained speech,
reaction to message rather than code, topic expansion, and use of student-made

. materials, which are features generally associated with a reciprocal interaction approach
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(cf. section 5:2). These results suggest that a number of activities not directly related to
form-focused practice may have had a beneficial effect on grammatical proficiency.24

We have already indicated that Type A and Type E classrooms differed in their
over-all pedagogic orientation. In the light of this difierence, the results on the multiple
choice grammar test suggest that a relatively strong analytic focus may lead to a certain
level of mastery of grammar which is not replicated by a more experiential approach. In
a pedagogic context where students lack access to native speakers, where input and
opportunities for practice are limited, and input exposure time is also constrained, it
appears that the provision of comprehensible input may not be enough to guarantee the
acquisition of grammatical generalizations.

A lack of significant differences on the various grammar measures of the oral test
runs courier to Hypothesis IB. The two sets of results therefore suggest that
measurements of grammatical competence are dependent on the medium of testing,
Group A* doing better when recognition rather than production tests are used.2? They
do not outperform Group E on tests which require them to activate their knowledge on
the basis of what ..ey know themselves. This finding calls to mind the distinction made
by Bialystok and Shar vood-Smith (1985) between knowledge and control. The first term
refers to the way in which the language system is represented in the mind, while the
second refers to the processing system which controls the knowledge system during
actual performance. In the case of our Group A* students, we may conclude that they
have greater grammatical knowledge but not greater control. This conclusion, of course,
is compatible with claims that L2 practitioners have made repeatedly over the years:
the acquisition of grammatical knowledge does not guarantee the student's ability to put
that knowledge to use for purposes of normal communication.

The various subanalyses indicate that Group A* students do not outperform the
Group E students on all grammatical measures. The two groups come out about even on
oral and written measures of subcategorization and gender. The one area of grammar
where Group A#* obtained higher scores on the written grammar test was with respect to
agreement processes. There was no significant differenice on the oral test on agreement.
This is interesting in that patterns of agreement in written work represent the type of
error which has traditionally received a great deal of pedagogic attention. A greater
emphasis on reaction to code (e.g., correcting grammatical errors) in Type A classrooms
could explain our results here. In contrast, subcategorization and gender involve
properties of the grammar which must be learned along with individual words.
Systematic exercises focusing on gender or the subcawegorization properties of verbs are
not part of traditional grammar teaching,26 and it may be the case that acquiring this
kind of grammatical knowledge is not facilitated by the types of structural exercise
which are commonly found in core French classrooms.

Hypotheses 2A and 2B were roundly disconfirmed. There were no significant
differences between the groups on the written or oral discourse measures. Furthermore,
although the overall results on the written measures were quite good, neither group
showed evidence of improvement during the year. We attribute these results to the
virtual absence of instruction on discoursal aspects of language in both types of
classroom. In the absence of explicit instruction, we cannot assume that knowledge of
these aspects of language will be inferred from more general features of experiential
teaching. = We conclude, therefore, that explicit discourse-related instruction is
necessary to ensure that students acquire knowledge of discourse rules.
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Hypotheses 3A and 3B were also disconfirmed. There were no significant
differences on the contrastive aspects of the sociolinguistic features we examined,
although Group A* did show greater mastery of the specific formal markers necessary to
establish the contrast between a formal letter and an informal note. Neither group
showed much evidence of improvement during the year on written or oral sociolinguistic
measures. Again, we attribute these results to the virtual absence of explicit
sociolinguistic instruction in both types of classroom, with the same general conclusions.

Hypotheses 4A and 4B were disconfirmed. There were no significant differences
between the two groups on the listening comprehension test, nor did the groups differ in
their ability to understand questions during the ora! interview. There are two possible
explanations for these results. The first point to note is that students in Type A and
Type E classrooms spent more time listening (45.82% and 52.29% respectively) than on
any other type of modality. This may explain the students' favourable assessment of
their own comprehension skills as opposed to their speaking and writing skills, and it may
account for the lack of significant differences between the two groups on tne listening
compreiiension measures. A second possibility is that neither group spent much time
listening to authentic materials, particularly those marked by a variety of accents, styles
of delivery, etc. If it is the case tiiat there was very little use of naturalistic speech
other than that produced by the teacher in either type of classroom, this could help to
account for the lack of differentiation between the two groups.

Hypothesis 5 stated that students from experiential classes would show higher
accuracy rates on the oral sentence repetition task. This hypothesis was disconfirmed, a
result which is consistent with the results of the listening comprehension test. Neither
Type A* nor Type E students showed much ability to parse (i.e., segment speech) when
they were listening to naturalistic language, or to language which had at least the
phonoiogical features of naturalistic text.2’ We attribute this result to the general lack
of opportunity afforded either group to listen to sustained speech marked by normal
features of rhythm and prosody. In view of the difficulties most students experienced
during the oral interview, we suggest that this property of the classroom environment
(i.e., the availability or otherwise of naturalistic listening practice) should constitute a
major focus for future research.

Given our present sample of core French students, it does not appear that an
overall focus on experiential activities constitutes a necessary and sufficient condition
for the development of communicative skills. In the case of our Group E students, a
relatively strong experiential focus did not result in superior communicative skills, since
Group E were not significantly different from Group A* on the discourse, sociolinguistic,
and oral fluency measures. Furthermore, a relatively strong experiential focus did not
appear to produce comparable grammatical proficiency, since Group A* was
significantly different from Group E on the multiple choice grammar test. Evidently, it
is possible for some students to achieve an equal level of communicative skills by
participating in a program which has a relatively strong analytic focus. On the other
hand, it cannot be assumed that students will automatically develop equal or superior
grammatical competence by spending relatively more time on experiential, message-
oriented activities. These conclusions must be tentative, since none of the classrooms in
our sample were located at the extreme ends of a prototypic high-low pedagogic scale.
It could be argued, however, that our sample represents the average conditions under
which a great deal of core French instruction takes place in Ontario. At the very 'east,
our study raises the question of whether we are wise to assume -- as many writers
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currently appear to do — that the more innovative aspects of communicative language
teaching can be applied in genera! terms to all types of clasroom, regardless of such
factors as the personality of the teacher, the needs of the students, or the amount of
time available for instruction,

9:2 Correlations Between Individual COLT Items and Improvement Scores

In our comparison of COLT categories and performance measures we looked first
at the relationship between adjusted post-test scores and individual COLT categories,
and then at the correiations between adjusted post-test scores and various combinations
of categories. Taking the individual categories first, we found that the profile of a
successful classroom which emerged from COLT Parts I and II was as follows: the
teacher does relatively more talking compared with individual students to the class as a
whole; relatively more time is spent on classroom management; more time is spent on
form-iocused activities than on general discussion; the students themselves spend
relatively little time speaking; and visual aids and L2 materials are used relatively
often. The analysis based on combined COLT categories showed that focus on form,
extended writing, information gap, reaction to message, and topic incorporation were
positively related to improvement, while sustained speech by students, predictable
content/display request, reaction to code, and general discussion with limited or broad
range of reference were negatively related. In the case of participant organization,
topic centrol by teacher or student, and use of ‘authentic' L1 or L1-adapted materials,
the correlations with performance measures were generally low, indicating that these
aspects of classroom treatment were relatively neutral with regard to improvement. As
already mentioned - and we want to emphasize this fact — few of the correlations were
statistically significani. However, our purpose was to look at all the patterns that
seemed to show consistency, in order to identify possible relationships for future study.

The above classroom profile indicates that our core French students benefited from
a generally experiential approach in which relatively more time was devoted to such
features as information gap, reaction to message, and topic incorporation. At the same
time, there were positive correlations between various form-focused, teacher-directed
activities and adjusted post-test scores. It is possible to interpret these results as
lending support to a 'weaker' or more conservative version of communicative language
teaching, according to which experiential activities serve as an enrichment of a basically
form-focused program, rather than to a 'stronger' or more radical version, according to
which there is no need to provide systematically graded input, since it is assumed that
grammatical knowledge will develop automatically out of spontaneous language use (cf.
Johnson 1982).

As we have indicated, our results must be interpreted with caution. Clearly,
before we can hope to draw general conclusions it will be necessary to replicate the
study in many different contexts, using either the existing COLT variables, or other
combinations of pedagogic features. In the meantime, however, our results serve as a
useful reminder that the patterns of classroom interaction are extremely complex, and
that this complexity is difficult to reconcile with the sweeping generalizations, often
unrelated to any specific instructional setting, which are frequently found in the current
language teaching literature. The implications for curriculum development, tentatively
stated, are that the analytical focus and the experiential focus may be complementary
rather than two ends of a continuum, and that they may provide essential support for one
another in the L2 classroom.28 Future research should focus on this issue. In particular,
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we would like to see similar studies conducted in instructional settings where significant
differences may be found on a wider range of variables than those identified in the core
French program.

As previously indicated (section 5:2), those aspects of COLT which proved most
useful for distinguishing between the classrooms in our sample were topic selection,
extended and minimal written text, reaction to message/code, sustained and minimal
speech, form restriction, source/purpose of materials, and topic incorporation,
Significant differences were not found with respect to focus on form or other aspects of
language, range of reference, participant organisation, student modality, or information
gap. Furthermore, there were seve:al types of activity which occurred either not at all
or very rarely during observed time in both types of classroom. These infrequently
observed activities included group work, choral work, student discourse initiation, and
explicit focus on function, discourse or sociolinguistics. It is possible that a process-
product study conducted with a sample of classrooms from a more 'communicative'
program -- one where students spend more time talking on general topics, where
teachers provide explicit focus on discoursal and sociolinguistic aspects of language, and
where there is more group work alternating with teacher-directed whole-class activities
-- would provide us with a better chance of id%ntifying the treatment factors which are
most relevant to particular aspects of learning.2?

9:3 Quality vs. Quantity of Interaction

Finally, we calculated the total gain in proficiency for each school over the year
(see Table 21, page 126). Of the two experiential classes one (class 2) made the highest
gain in overall proficiency and the other (class 5) made the lowest gain (cf. Table 6, p.
103). What characteristics of these two classes were responsible for the striking
difference in proficiency results? Ellis (198%) suggests that it is not the quantity of
interaction that coun*s but the quality, and formulates two hypotheses: (a) development
is fostered by consistency and accuracy of teacher feedback; (b) communicatively rich
interaction which affords opportunities for the negotiation of meaning may aid
development, where more structured forms of interaction do not. In order to examine
these ideas, we undertook a qualitative analysis of the transcripts for classes 2 and 5.

The qualitative analysis provided evidence that the high-scoring experiential class
engaged frequently in communicatively rich interaction, involving feedback and the
negotiation of meaning. The low-scoring experiential class, on the other hand, received
less feedback and spent more time on stereotyped routines which lacked the quality of
spontaneous discourse. The difference between meaningful interaction and stereotyped
routines can be illustrated with reference to the teaching of grammar. Class 2 spent
65.64% of observed time on activities which involved a focus on formal features of
language, but this was usually done in the context of meaningful tasks such as correcting
the errors in student composition. Such tasks, directed by the teacher at the blackboard,
provided an opportunity for everyone to work together on developing ideas and finding
the best way to express them in the target language:

(1) T: comment est-ce que vous dites 'Mr. Reagan does not sleep too much?' (...)
okay quel temps est-ce? pensez (name)
8¢ conditionnei? (...)
¢ oui conditicnnel de quel verbe? (name)
S dormir
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T: donc, M. Reagan ne ... continuez

S:  devrait pas

T: devrait pas? comme ¢a? est-ce correct?

S:  non

T:  NON! quel est I'idée de I'anglais? (...) et ici c'est le probléme toujours dans les
compositions quand vous exprimez toujours quel est l'idée de dans l'original?
(...) Okay expliquez-moi ¢a en anglais c'est une expression anglaise vous savez
E)as es;c-ce qui oui ¢a c'est que j'ai dit et vous savez pas votre anglais ... voila
name

S:  um um juste je dis que la forme est ahil yala

T:  oui

S:  uh comme M. Reagan il faut que M. Reagan dort dorme ne dormera pas tard

T: oui c'est une moitié vous avez I'idée est bonne l'idée est bonne c'est
l'expression de I'idée est un peu faible maintenant...

(c1.2/obs.1/pg.20)

Class 5 spent 23.89% of observed time on form-focused activities, but in this case
the activities often consisted of 'decontextualized’ grammar practice which was clearly
lacking in genuine communicative intent:

2 T

S:
Te

T:

okay? une question avec qui est-ce qui (name) on peut employer qui ou qui
est-ce qui sujet du verbe

qui

qui est-ce qui

qui est-ce qui

qui est-ce qui est a la porte je je n'sais pas est-ce qu‘il y a quelqu'un?

non

non qui est-ce qui uh qui est-ce qui est ton professeur okay (name) qui est-ce
qui est ton professeur de mathématique?

mon professeur de mathématique est M. (name) (...)

M. (name) est mon professeur on peut dire qui est mon professeur ou bien qui
est-ce qui ... une question avec comment (name) ... pose-moi une question
avec comment

um (laughter) uh comment um

comment

(laughter) comment ¢a va?

comment ¢a va ¢a va trés bien uh comme-ci comme-¢a ...

(cl.5/obs.1/pg.7)

The drill-like practice illustrated above contrasts with the technique used by the
class 2 teacher. According to the 'quality interaction' hypothesis, the class 2 procedure
is likely to be pedagogically more effective since it emphasizes meaning negotiation and
the development of metalinguistic awareness.

In the case of class 2, the most striking examples of jointly-negotiated meaning
occurred in a lesson devoted to a philosophical discussion of Le Petit Prince. In this
discussion the teacher insisted that the students use French to develop and express their
own ideas, thus helping them to establish links between the text and the world of their
own experience:

3 T

bonne question pourquoi est-ce qu'il est choqué?
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parce qu'il sait que le corde est inutile parce que dans sa planéte uh tout est
trop petit

no! no! no! vous avez raison ce que vous dites est correct MAIS ce n'est pas la
raison qu'il est choqué

parce que le petit prince est trés gentil

oui! continuez il est trés gentil

um il um aime le mouton

il aime le mouton okay continuez ¢a c'est bien

well freedom

ah voila! okay comment est-ce qu'on dit 'freedom'?

la liberté

okay parlez-moi un peu de la liberté et mouton (laughter) oui faites cette
cunnection oui?

le il veut la liberté pour le mouton

okay il veut la liberté pour le mouton seulement pour le mouton?

non pour tout le monde

ah voila eh! nous touchons maintenant & un autre aspect un autre
caractéristique du petit prince ...

(c1.2/obs.3/pp. 78---30)

.o .o .o S‘, ::‘ S" ::i
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The communicatively rich interaction which resulted from discussing Le Petit
Prince in the high-scoring class contrasted with the stereotyped nature of student
presentations in the low-scoring class. In one class 5 lesson several groups of students
gave presentations on topics of general interest such as 'videos', 'abortion', and 'popular
TV programs'. The students had prepared the topics themselves without help from the
teacher, and the activity was potentially a valuable one. Unfortunately, however, the
students addressing the class articulated so badly that it was difficult to hear what they
were saying, the discussion which followed each presentation was generally in English
rather than French, and the teacher provided virtually no feedback concerning the
students' use of the target language. A review of the transcript makes it clear that
these factors must have seriously detracted from the effectiveness of the activity.
Nevertheless, in terms of the COLT coding scheme, the classroom presentations received
credit for such experiential features as extended speech, broad range of reference, and
content control by the students.

It appears, then, that a statistical analysis based on COLT cannot be depended on
to distinguish between pedagogically effective communicative activities, and
pedagogically ineffective routines which may bear only a superficial resemblance to
normal conversational behaviour. One problem is that the COLT o’servation scheme was
designed to provide a broad picture of the types of activity; which characterize L2
classrooms. As a result, it does not enable us to pay sufficiently close attention to the
exchange structure of discourse, particularly to the way in which conversations are
jointly negotiated by means of various topic incorporation devices. The importance of
topic incorporation in facilitating mother-child interaction has been clearly
demonstrated (Wells 1985), and there is reason to believe that it plays an equally
important role i1 second language acquisition (Pica 1987). In any future study, therefore,
it is important that the observation procedures based on COLT be supplemented by a
more detailed discourse analysis, with a view to obtaining additional information about
the way meaning is negotiated in the classroom.
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Footnotes

2'

Stern (1978) distinguishes between learning a language through use in the
environment (i.e., functionally), or through processes of language study and
practice (i.e., formally). As Stern points out, this aspect of language behaviour can
be characteristed as a psycholinguistic/pedagogic continuum, or 'P-scale’. There is
nothing inherently good or bad about activities at either end of the scale, and in
organized language teaching we often find an interplay between formal and
functional approaches. In this study the term 'experiential' is used to refer to
activities at the functional end of Stern's P-scale, while 'analytic' refers to
activities at the formal end. The experiential-analytic distinction is analogous
(although not necessarily identical) to distinctir 's made by other investigaiors with
regard to general pedagogic orientation. Bacnes (1976), for example, discusses
interpretive’ versus ‘transmission' teaching; Wells (1972) distinguishes between
'collaborative' and 'transmission' orientations; while Cummins (1984) labels these
dimensions 'reciprocal interaction' versus transmission'.

The communicative language teaching literature suggests a simple dichotomy
between types of classes, i.e., a structurally-oriented, teacher-controlied class
cannot be simultaneously communicative, and a functionally-oriented, student-
controlled class cannot be simultaneously analytic. One of our objectives was to
investigate the well-foundedness of this viewpoint. It should be emphasized,
however, that the COLT categories are binary and not scalar so that with respect
to any one feature, a given class could be only experiential or only analytic.
Nevertheless, a class might be judged more-or-less communicative through various
combinations of experiential features and analytic features. We would argue that
one of the advantages of the COLT is precisely that it can make these finer-
grained distinctions.

When the entire sample was considered, the high-contact analytic group scored
higher (p <.05) than the high-contact experiential group on the multiple-choice
grammar test, and the Jow-contact analytic group scored higher than the low-
contact experiential group (p < .05) on the same test. When the interviewed
subsample was considered, the high-contact analytic students scored higher than
the low-contact analytic students (p < .0!) on the multiple-choice listening test.
This result should be interpreted with caution, however, since it was based on only
16 students, none of whom were characterized as high-contact experiential.

Simultaneous testing was necessitated by the fact that all testing had tc be done
during the French period. We were requested not to keep students frcm other
classes.

Given the location of the study, it would h1ave been pointless for the testers to
pretend not to know English. In any case, during the interview we specifically
wanted to see which students, if any, would resort to English as a communicative
strategy.

Despite all of our assurances to the contrary. As one student put it "Ce n'est pas
un test pour toi mais c'est un test pour moi!"
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The enrichments involved phonetic transcriptions of anglicisms, borrowings,
partially nativized words and phrases, and other phonetic curiosities. Also
recorded were pauses, interruptions or self-corrections, focus, missing or. deviant
liaison, and failure to reduce vowels in articles or pronouns occurring before vowel-
initial words (e.g. (le# article, je # aime). We were not interested in establishing
that the students did or did not have an accent when they spoke. Phonetic (as
opposed to phonemic) deviations were ignored in transcribing.

The codir; ..edure consisted of the identification of all non-pronominal noun
phrases wiuch were bracketed using pairs of 'NP* symbols, e.g. Jai vu NP-ma

copine-NP. Subject-verb sequences were bracketed using pairs of 'V* symbols, e.g.
V-NP-le facteur-NP va-V dans NP-la rue-NP. In the latter case, only those
instances where the third person singular and plural forms of the verb were
dissimilar were singled out since we wanted to examine agreement phenomena.
Auxiliaries were not counted.

For a number of reasons it was not possible to calculate intercoder reliability
coefficients. In any future study, however, we recommend that intercoder
agreement should be determined statistically.

The grouping of categories into experiential and analytic was based on a review of
the communicative language teaching literature (see Chapter 3). It is important to
emphasize that the pedagogic orientation of classrooms is not determined by a
single feature, but by a cluster of interrelated dimensions. For example, it would
not make sense to take the single feature 'group activity vs. whole-class activity'
and to use it as the basis for distinguishing between experiential and analytic
classrooms. However, if we find classes where relatively more time is spent on a
combination of activities marked by group work, broad range of reference, use of
extended text, reaction to message rather than code etc., it is possible to
characterize these as having an over-all experiential profile. Similarly, classrooms
which spend relatively more time on whole-class activities, form-focused practice,
use of minimal text, reaction to code rather than message, etc., can be described
as having an over-all analytic profile.

Class 5 was a large, ethnically mixed class which presented a number of discipline
problems.

Our assumption is simplistic since text can be in principle both extended, i.e. more
than a syntactic phrase, and linguistically simplified. In the absence, however, of
any independent measures of the naturalness of the French heard in the class we
contented ourselves with this relationship since even relatiyely slow discourse will
manifest some of the features mentioned above.

Listening comprehension presumably involves at least three types of competence
and we presuppose the existence of strategies for decoding text too.

In some cases, one of the choices involved seiecting no word at all.

The focus of the grammar test was on obviously learned and learnable (hence
teachable) aspects of syntax and inflectional morphology. These aspects contrast
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with universal (and potentially innate) features of grammar. Since we were
interested in the effects of environment on learning, we were not interested in
establishing the mastery of those aspects of grammatical competence which
depend on universal principles such as the c-command constraint on anaphoric
binding, or the subjacency condition on filler-gap dependencies. Statements about
the grammatical competence of the students should be interpreted with the
awareness that we are limiting our discussion to only a small part of the linguistic
system,

One can argue that once a learner has realized that words ending in -ation bear a
suffix that gets familiar gender, then the learner should generalize feminine gender
to all instances of that suffix, even to words that the learner has never heard
before. In the case of morphologically unanalysable words, however, there are no
structural reasons which would lead the learner to select a particular gender. This
does not mean, of course, that learners will not exhibit strategies of gender
assignment when dealing with unknown words, a topic that deserves further study.

This decision was less arbitrary than might first appear. Clearly two features were
necessary for there to be any ordering. It was felt that the request and the
rationale could appear in any order relative to each other. Consequently, they
could only be fixed with respect to the opening and closing, a fact which meant
that we were looking for only a minimal amount of internal ordering.

The particular choice of items was selected in order to permit future comparisons
with studies of other populations, see in particular Harley 1986.

Scoring for this feature was fairly straightforward since the interviewer supplied a
verbally unsolicited repetition of the question. The interviewer's interpretation of
the need for the repetition may, however, have been incorrect.

The symbol _, encodes lia:_in heard on the stimulus recording.

In discussing these data we shal' rely heavily on adjusted post-test scores as
measures of the relative success of the two groups. These scores should be
understood as the post-test score that each group would have aciueved, had the two
groups been equal at pre-test.

Separate tables for Groups E and A* are not provided, since there were few
differences between the two sets of results.

This result makes sense in view of the fact that a wide range of topics were coded
as off-task. Thus, if basketball was referred to in a texthook exercise, and the
teacher started talking about the school basketball program, this was coded as off-
task bacause the conversation interrupted the exercise. Similarly, a disciplinary
episode which developed into a discussion about the rights and wrongs of gum-
chewing was coded as off-task because it interrrupted the activity that the class
was currently engaged in., Teacher off-task activity often developed into
meaningful interactions, whereas student off-task activity was less usefully
structured.
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The implication is that the relationship between classroom environment and
proficiency may be subtle and indirect, and therefore difficult to capture in an
observational study.

Note that the multiple-chuice test was not strictly speaking a 'pure' measure of
grammatical competence since students were required to select the proper
response from among a set of distractors.

The exercises we have in mind would develop. for example, the systematig
relationship between l'eau bout and Jean fait bouillir I'eau, and between J'ai décidé
de partir, Je suis décide a Ie voir, and 1l a &te decide de partir.

This difficulty was compounded for the students by their relative lack of skill in
producing fluent, automatized spe :ch.

Our conclusion that analytically-focused and experientially-focused teaching
approachies may be complementary in core French programs can be compared with
similar findings with respect to French immersion. Thus Harley arid Swain (1984)
claim that the simple provision of comprehensible input in a classroom setting is
not sufficient to ensure productive use of formal aspects of L2, even in situations
where students are exposed to the target language for several hours a day, and thus
also have more occasions for using the language. Harley and Swain found that
while early immersion students do extremely well on tasks involving global
comprehension of discourse in the target language by grades 5 and 6 ( and this after
six or seven years of immersion), they are still making grammatical errors which
clearly set their production apart from that of native speakers of the same age.
ansiderations such as this have led to he suggestion that learning in an immersion
setting may be facilitated by providing language input that is "explicitly designed
to clarify the meaningful use of particular grammatical forms, and by devising
communicative contexts in which students practise the prodi'ctive use of such
forms" (Chapter 5, Appendix A).

Any study conducted with other types of program would have to deal with the
problem of in-class vs. out-of-class exposure to the target language. Thus, ESL in
an English-speaking environment such  Toronto would not be a suitable program
for replicating our study, and FSL M. - .real would present the same difficulties.
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Table 1
Length of class and distribution per board*

BOARD CLASS** TIME IN MINUTES x NO. of CLASSES
LABEL LABEL = TOTAL IN MINUTES PER WEEK
A = 2 classes Class | 70x 3 =210

Class 2 70x3 =210
B = 3 classes Class 3 70x3=2i0

Class 4 70x 3 =210

Class 5 70x 3 =210
C = 3 classes Class 6 40 x 5 = 200

Class 7 40 x 5 =200

Class 8 40 x 5= 200

* All boards were located in Metropolitan Toronto.
** The class labels are arbitrary.
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Table 2

Class size and average age of students

CLASSES SIZE#* AVERAGE AGE#*#*
I 33 16.9
2 25 16.9
3 23 17.0
4 24 16.9
5 35 16.9
6 30 16.9
7 10 16.8
8 20 6.8

* Class size varie. over the cou s of the year. These figures
represent enrolments in May, and come from the teacher
questionnaires.

** Le., average age at the time of the post-tests.
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Table 3
Home Language Background of Student as a Percentage Per Class

Class Pa