= CANADIAN THESES ON MICROFICHE

\/\ THESES CANADIENNES SUR MICROFICHE

I* National Library of Canada

Collections Development Branch

Canadian Theses on

Microfiche Service sur microfiche

Ottawa, Canada
K1A ON4

The quality of this migrofiche is heavily dependent
upon the quefity™ 2e original thesis submitted for
microfilming. Every effort has been made to ensure
the highest quality of reproducticn possible.

If péges are missing, contact the university which
granted the degree.

Some pages' may have indistinct print especially
if the original pages were typed with a poor typewriter
ribbon or if theuniversity sent us a poor photocopy.

Previcusly copyrighted materials {journal ‘articles,
published tests, etc.) arenot filmed.

Reproduction in full or in part of this film is gov-
ermed by the Canadian Copyright Act, R.S.C. 1970,
c. C-30. Please read the authorization forms which
accompany this thesis.

THIS DISSERTATION
HAS BEEN MICROFILMED
EXACTLY AS RECEIVED

NL-339 (r. 82/08)

1.S.BN. ; T

Bibliothégue nationale du Canada
Direction du developpement des collections

Service des théses canadiennes

AVIS ' o

La. qualité de cette microfiche depend grandement de
*1a qualité de la thése soumise au microfilmage. Nous
avons tout fait pour assurer une qualité supérieure
de reproduction, . '

Sl mangue des pages, veuillez .communiquer
avec l'université qui a conféré le grade,

La qualité d’impression de certaines pages peut

*laisser & désirer, surtout si les pages originales ont été

dactylographiées a I'aide d'un ruban usé ou si I'univer-
sité nous a fait parvenir une photocopie de mauvaise
qualité.

Les .documents qui font déja l'objet d'un droit
d’auteur (articles de revue, examens publiés, etc.}) ne
sont pas microfilmés, ‘

La reproduction, méme- partielle, de ce microfilm
est soumnise a la Loi canadienne sur le droit d'auteur,
SRC 1970, c. C-30. Veuillez prendre connaissance des
formules d’autorisation gui accompagnent cette thése.

‘LA THESE A ETE
MICROFILMEE TELLE QUE
NOUS L'AVONS RECUE

0

| | Canada



. s .
Community and Parental Influenca: Effects

On Student Motivation and French

Second Language Proficiency {ﬁ

8

Salvatqurﬁﬁstro Colletta

)

v

\\‘ . B ,
/ ﬁuugyﬁesis submitted CN\'

to the School of Graduate Studies
~ of the University of Ottawa
in partial fulfillment of the requirements

for the Doctor of Philosophy degree, in Psychology

>

Ottawa, Canada, 1982

@ Salvatore Pietro Colletta, Ottawa, Canada, 1983.

~

A



!
v
|
\
i
|

o~

. . ¢ s
e <7
Community and Parental Influence: Effects
. 'On, Student Motivation and French
Second -Language Proficiency:
- . , , Ly
e .
~./—' ) v
. . .
) e x
, " ) ) o
3 ' -
: o K

Tk
Y
. ‘ Yy .
L 0 - '
' 2 f
. . .
» » !
. - '
. o . ~ I
A - . . h f 5
e . v
L=y N ~

' l
:
Te 1
\
.
s
' o
. o f
i -
"
5
A AEEEN
W
,
: -
. \ -
5
H



| Tab;é qfchﬁténts‘,
1;ch?été?-‘ R L
'_Aakﬁohladgeﬁépté
T ﬁist.af Tablea”
List of Flgures =
Abstract o
I  fintroduct1on'ﬁ‘:
‘ Background to the Ptobleml_:
Cognltlve Varlables
\,1_ : .tf' Soala; Psychologlcaliéetspéativa
.é;tuationai Anxiéty_“- Hr
o Gatanéf'a-ﬁEqél'deSecoﬁd‘ :n
sl « . Language Acqulsltlon
coe T . NSelf- Confldenaa w1th the Second

v

Language v f', . l '-‘«

‘;>r ._"‘ o {Pa ental Influence

g A " . Sofio- economlc Status

- Expanded Model of ‘Second Language
; | . } ‘_ : Acqulsltloqn | - ’
Summary and- Conclu51ons’: \
GENERAL METHODOLOGY o e -

oo Subjects . ', o

- . .
. . ) R « & . ae
. G Materlals :
|" ) * . " .

o o« . 1. "Questichnaires “.

Y ® o N BEEE - Ce "

LS ) 3 - .
) -

, P ‘ ! '

.. - * ' ’

27

29

29

.
.
,
.
e
.-
,
1



 Table of Contents .(continuéd)

<

Chapter . . . -

Materials (cdhtinhed) o
2. I Q

4 ~

_3."Language Aptltude

ProCedure

Statlstlcal Analyses

J—

IIT PARENT SURVEY RESULTS AND DISCUSSION i}

-

I | Subjects
 >_* 1Results and Dissussios
‘Caniusion, o
. Iv - SECOND LANGUAGE LEARNING MODELS:
'REsbLTs AND DISCUSSION
Results and Dlscusslon

1.0 Comparlson of the Sub- .

L nﬁﬁﬂeh?opu;etion.‘
oo 2. .Self—éonfidence with
Ffench
a 3. Comparison of the Second
Language Learning Mcdels
4, Model Refinihé

Vv .- CONCLUSION-

4. FrenCh Achaevement Tests-

< l ’ Zsample of Students with

" the Balance of the. Total

Page

is
38

41

.371‘
58

63 -

65

65

65
. 66
68

73

82



Tabie of Contengé
Chapter

7 * _ REFERENCES

APPENDICES

A,

D.
E.

F.

Student Questiénnéire‘ ’

Parent Queétiongaire"

'@est Administration Scﬁeaulgk
. iétﬁer to-Barenté‘ . '

:AﬁévA_éumma#y Table_fofiIﬁQ[:;
Cbyssst.

Specificatipﬁ of,Maﬁriceg.\

‘6r the LISREL IV Analyses
Cprrel;tién‘ﬁatriges f6flﬁhe‘

~

&
Ty

(continued)

Rotated Factor.Matrices of

the Parént Questidnnaire -

FacéorlAﬁaiyéesgoﬁ £he5
. : _ e
Pareht‘Quéstionnaire'
Correiatiéﬁ:Matrix'for‘fhe
LISREL IV Anélyées
Latent.CQnS@ructs and Théirg
Corréspohdiﬁé»Measured.

Variables -

-

104

107

131

144

+145

147

148

158 -

162

167



Chapter °

e e K.

L.

S .A.;Table of Contents (continued)

APPENDICES" (continued)

First Order Dgrivatives
Standardized Solutions
t-Values «
CorrelationaliData From -

Past Research

Reliability and Validity

Data from the Attitutes

and Motivation Test Batterz!“-“

Revised Manual

Parental Attitudes as a '

Function of Education Level

Page ~

170

©o182

194

206

213

1226



Acknowledgements

I would like to thank my ;hesis supervisors;
- s

Dr. Richard Clément add Dr. Henry P. Edwards, for
,their invaluable guidance and assistance in tﬁe
completion of this thesis. I would also like to
thank the Ottawa Roman Catholic Separate School
Board for granting me permission to conduct this
study. I am grateful to Dr. R.CL Gardﬁer of the
University of Western Ontario. for makiﬂg dvailable
material from the Language Resea£ch‘Group. Many
thariks are due to Mrs. A.‘Ienzi‘for her assistance
in the completion of this pibjeCtl A very’special
acknowledgement belongs to my wife Diane, whose

patience and support I havé.ehjoyed throughdut:
' : .

e N



List of Tableés -

‘Table Number o Page
2.1 Student Questionnaire 31
2.2 . #Parent Questionnaire . ' 36

2.3 Latent Constructs and Their

Correspondiqg Measu;ed

Variables . 54
3.1 Cronbach's coefficient alpha

reliability coefficients

-~

! for the scalesiof the
parent queétionnaire * 60
3.2 Varimax ropatéﬁ factor matrix
of the parent gquesticnnaire . ©o61
4,1 . Comparison of studént variables

b4

between the sub-sample of
students included in the
analyses of the balance

of the population , 67

ii



List of Figures

Figure Number

13

1.1 - Schematic representation
At the Gardner Model

1.2 . Schematic representation
the Expanded Model

2.1 Schematic representation
the LISREL IV model
the Gardner Model

é.z - Schematic rgpresentatién

} ' the LISREL IV model

‘Epe Expandéd Model

4.1 LISREL IV analysis of the
Gafdner Model

4,2 LISREL IV analysis of the

Expanded Model

4.3 ~ LISREL IV analysis of
Modification 1 of th
- Expanﬁed Mcdel

4.4 . LISREL IV analysis of

/ - Meodification 2 of the

y

Expanded Model

4.5 LISREL IV analysis of

of

of

of
of

of

of

e

~ Modification 3 of the

Expanded Model

iii

Page

24

52

AN

53

70

71

76

78

79



Abstract

Considerable researct been concerned with the
role that different variables play in the pfocess of
acguiring a second language. Based on these studies,
Gardner (1979) proposed a model of second language
acqguisition (Gardner Model). While this ﬁédel incor- -

porates variables that had been mosﬁ supported by the
research, there are suggestioﬁs in the literature, but
iittle empirical'déta, to suggest that others may be
important in théwlearning process: specifically,
parental influence, socio—economic status, and self-
confidence with French. This study was conducted to

P

test the Gardner Model and tﬁé model generated by

/4
expanding it to include these variables (Expanded Model)

using LISREL IV, a statistical procedure appropriate to
linear models. With respect to pérental influence, this

study also examined Gardngrfs (1968) hypothesized break-

down of this variable into passive and active components. -

g;;a gre obtained from 68 grade 7, 8, 9, and 10
anglophonebstudents enrolled in a French iﬁmersion
program in Cttawa. Data were also obtained from their
parents. Results of a factor analysis of’£he parents’

t n

data suggested that parental influence can be thought

iv



of in terms of passive and active components: Results
of the LISREL IV analyses provided partial ‘support for
both the Gardner, and Expanded Models. Fﬁrther,-the

Expanded Model provided a better fit to the data.

.
o

While the internal dynamics of the model are
" .unclear, the ﬁin&;ngs support a number of the hypothe-

'vsizéd causal rélétioﬁships among the wvariables. Speci-

. fically, the significant relationships observed included:
Language Aptitude and Lipguistic Outcomes; Motivation and
Non-Linguistic Outcome; Student Attitudes and Motivation;

. -~
. .Active Parental Influence and Student Self-Confidence

with Frendﬁ; and SES and Active Parental Inf;uence. Other

hypothésized'causal relationships were non-significant,
howeﬁer, including Self-Confidence and either Outcome, and
Motivation and Linguistic Outcome. These as well as

results of statistical refining of the Expanded Model are

discusseq. ' .

aq
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"investigating the influence of stqdentlaffective

Chapter I

INTRODUCTION

Background toc the Problem B

There has always been conside:aﬁle interest in
the question of how people come te acquire ianguages
other than their mote/f tongue. This deSLre to
understand second laﬁguage acqulsltlon has led to a
large body of research into various aspects believed to
be important in the learning process. Whtle many of
the eafly studies examined the iﬁpottance of cognitiye
variables of ,the language studeﬁt, more recently, a.

considerable amount of research has been directed at

A

variables with respect to both their-infiuénce on second

language acquisiticn and the interactioh among these
variables. As well, this line of iﬂquiry hée Yed to
the exaﬁination of variables withiﬁ the la;guage student's"
env1ronment that might foster and/or 1nfluence these
student varlables, and has resulted in a proposed model
of the second iénguage acqu;sltlon_process. This chapter
will review the séconé.language léérning”literature with
fespect to cognitevé,-affective and;sodietél factd&s,

examine the current model of‘the'seeénd’lénguage learning

v



process and propose a revision of this model.

Cognitive Variables

As stated above, the initial focus of research
revolved around the relationship between individual
difference variables and the acquisition of.a second
language. Intelligence was one of the first variables
investigated but was found to be a poor predictor of
success in second language programs (Carroll, 1965).
Since intelligence alone could not predict successful
second language learning, it was hypothesized that
learning languages involves a special ability or
aptitudthhat is not possessed by all individuals
equally. Language aptitude has been defined:as‘

" a fairly specialized talent (or group of éaleﬂts)
relatively independent of those traits~ordinaril§
included under "intelligence"" (Carroll, 1965, p. 89)
which facilitate the acquisition pof a foreign language.
While many éa;ly tests of linguistic aptitude correlatéd
highly with téSts of iﬁtelligencg; current tests identify

a set of abilities which have been found to be related

to learning a second language and which are relatively

independent of intelligence.

Much of the research into the role of language aptitude



. cognitive ones in the learning process.

?

has demonstrated it to be an important factcr in second
language learning (Carroll, 1965, 1967; Anisfeld and

Lambert, 1961; Gardner and Lambert, 1972; Krashen, 1981).

‘'The relationship between language aptitude and second

language learning, however, has not been consistent
(Carroll, 1965; Girdner, and Lambert, 1972). .It therefore’

appeared that languagé'aptitude_aiqne could’ not

consistently account for success or failure in second

language programs. ' These results, in part, h&dve qifected

investigétors to explore the role of variables other than

-

Social-Psychological Perspective

-

Qf the many fquors that have beéﬁ investigateﬁ,

attitudinal and motivational variables have received

the most attention, and a considerable amcunt of research

has demonstrated a significant relationship betweén these

and second langqége achievement (Jordan, 1941; Jones,

™~
1950; Reinert, 1970; Gardner and Lambert, 197Zﬁ8urstall,
1975).

Based on their research, Gardner and Lambert (1972)

proposed a conceptualization of the secpanlanguége

learning proceés:which, while acdeptingqghé role of

variables such as language aptitude, emphasized

Y

S
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'socialhpsychological‘faotors such as attitudes and

P'motlvatlon-: They have a'gued that earnlng a secondf;
language is more\thrn/merely acqulrlng a new Sklll

since. it also lnvolves acqulrlng and . 1ncorporat1ng the o
-varlous cultural aspects that any language reflects o

A

As a result they haVe proposed that second language

T
=

'acqulsltlon lS more approprlately understood withln a,
soc1al-psycholog1car framework (Gardner and Lambert,

‘197é; Gardner, lQiQ).“'-l- . ) ‘ B o

Con51stent with thlS soc1al psychologlcal v1ewpornt,
what has been observed is that students who hold <
favourable attltudes towards varlous aspects of langhage
study (e.g. attltudes towards_the_second language
eulture and the‘learninq situationj} and who are motivated‘
to do well in their secdnd language‘studyf are ﬁost likely
to sucqeed (Gardner-and La@bert;al?72; dardnerh 1979;
Gardner, ‘,G]\.i’cksman\ and slﬁythe',, 1978; Cardner, Smythe,
Clémentrand Glicksman ié?G Gardner and Smythe, 1976;

' Clément, Major, Gardner' and Smythe, 1977; Krashen, 1981).
. : : ‘ : ]

_ Not only have attitudinal and motivational factors
generally been found td be significantly related to
iinguistic aspects of second language study, but also

to non-linguistic dspects such as continuing in second



iahguage courses (Bartley;xiQGQ, lédo- Gardner aﬁd _ _
Smythe, 1975; Burstélif‘197é)! 1nter ethnlc contact T _V'
(Gerdner, Kirby,.Smythe; bumas; Zelman and Bramwell,t
:1972 Clement- Gardner, and Smythe, l977a Taylor, and
Slmard 1975), and behav1our ln the second 1enguage

classroom (McEwen, 1976,; Nalman,.Erohllch and. Stern,‘

1975).

s

¢

In many of tudie /of'attitudinal—motivationalA
factors in second Ianguage learning, a relatlonshlp
between attitudinal variablestand measures of motivation '

was observed, suggesting that high levels ‘of motivation

IS

in secoﬁd‘Langhage;study were related to the attitudinal

¢haracteristics of the student (Gardner, Smythe, Clément

-

and Glicksman, 1976). This relationsh%p had earlier

S
led Gardner (1966) tc propose that successful second

~

language 5cquisition was dependent ﬁpon what he termed
. ~
an integrative motive. This integrdtive motive reflected

' the language sspdent habing a high level of drive to

learpy the lafiguage of a foreign ianguage community .

towards whlch the student held favourable attitudes, in
order to be better able to 1nteract with and to understand
the people of the secbnd 1anguage culture (Gardner, et.al.,

1976)
&



What was’ observed with respect to the relationshio
.betWeen attitudes and motivation was tnat motivation

"to study a foreign. langhage ‘had a number of attitudinal
,correlates (Gardner and Smythe, 1976) . For examble,

-along with being hotivated successful language students
were also found to have favourable attitudes toward

N '

learning foreign languages An general toward various
aspects_of the learning Situation,'and to have perceived,
.considerable parental encouragenent ta succeed in their
language study. Thesenresults,ledtéardner‘and Smyrhe:.
:(1976) to conclude that‘motiyation»to acguire:a second
language had a.considerapfle attitudinal foundation% “;
Further research on the relationship betweenf
attitudes and metivaticon with second language pro—ll
ficiency prOV1ded ev1dence which suggested,thatvthe
attitudinal component did not directly-influence'second
language acquisition, but did so indirectly througn\v
providing:supports\for motivation (Gardneruand’Sthhef
1976; Gardner; 1979) . 1In studies of anglophones stUdfing
French in monolingual and bilingual settings (Gardner,
1979; Gardner and Smythe, 1976), and francophones
studying Engli%h in a bilingual setting (Clément,

Gardner and Smythe,‘1977b) significant correlations.

-



.
v

\ngg qbtai?ed'between gach atﬁiégde measurg»and moti-
vation as well as between the attitudes, motivation
and the second language criteria. Of the‘éoyrelations
“Qith\the achievement ‘criteria, those involvin;:mo£EVation
were the largest,-in&icating‘that motivation is thé most
-poﬁent predictor:'.Furﬁher, usiﬁg semi~partial
correlation, for each of the attitudes with the effects

s
-gf motivation removed, but for a few exceptions, no
significant relationship with the achievement measures

“"was obtained. On the other hand, the relationship

. between motivation and achievement, again with a.few

5
S

e%ceptions, remained significant even with the effects

of each of the attitude variables removed .from ﬁotivation
(Gardner, 1979; Gardner and Smythe, 1576; éee Appendix N) .
These results appeared to indicate that rathar:ghan affecting
second language achievement directly, the rcle plﬂyéaupxz |
the student's attitudes was primarily that of prqviding .

support for motivation.

’

Situational Anxiety <
Not only hévétst dies provided support for the

role of attitudinél and ﬁqtivationai”factors, but they ha;e

also demonstrated a sigﬁificant nééat&ve relaticnship between

situational anxiety (a measure of the amount of anxiety .
) , .
\»
™



1

experlenced by the student durlng second language class)
and second language achlevement (Gardner, 1979 Gardner
and Smythe, 1976) This relatlonshlp w1th second -
language achlevement remalned 51gn1f1cant even when the
'effects of motlvatlon were removed (Gardner, 1979)
indlcatlng that thlS varlable S contrlbutlon to second
language achlevement is lndependent of motlvatlon }
Further, while motivation was the best predlctor of all
measures of second language achlevement for students in'

a unilingual setting, situational anx1ety was the best
'predlctor ‘of success in the bilingual settlng w1th respect
to three of the flVe second language achlevement crlterla

employed in that study.

i

Gardner's Mcdel of Second Language Acquisition .

s

In an attempt .to integrate the findings of the past
researqh, Gardner {1979) presented a linear model of

second language Iearning which incorporates all .factors that

have been found to have a'determining-influence_on the

]
learning process (see also Gardner and Smythe, 1975a).
From this point on, thisfmedel will be referred to as the
Gardner Model. According to this model (see Figure 1.1),

U . E . . N . o
the variables involved in the second language learning

process can be broken down into four categories: Sacial
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‘milieu, individual differences, second language acguisition

contexts, and outcomes.

Beginnlng withrthe end product, second language
’achievenent is comprised of'linguistic and non—llnguistic
'outcomes ' Llngulstlc outcomes refer to the more formal
':and structural aspects of the language ‘such as knowledge
th the second language (for example, vocabulary and grammar),

’
and’ spec1f1c language skills (for example,'readlng, writing,
.and speaklng). Non—llngulstlc.outcomes refer to aspectsll
related more to the second language culture,,such as
acquiring'increaSed knouledge about; and_mbre favourable

attitudes towards the second  language Culture and-its'people}

The achlevenent of these outcones can occur either
through formal language tralnlng or through informal
language experlence Whlle formal language tralni’g

'[stresses the;acqulsltion of language knowledge and skllls;

:information concerning cultural'aspects of. the second‘.

‘jlanguage communlty are also transmltted thereby 51multaneously

. 1nfluenc1ng non- llngu1st1c outcomes Informal language
experlence, that 1s, interaction w1th members of the i\\g:
_second language communlty, also leads to the’ achlevement-
_of both types of- outcomes as . the student not only learns .
rabout the second language culture;_but has the opportunlty.

to. use and 1ncrease hlsAsecond_language skllls,



How much the student will-acguire in either context
is influenced by the individual difference variables of
intelllgence, language aptitude, motivation, and
situational angiety, Intelligence refers to the student's
general ability to learn. ‘It should be recalled that
while a minimum levelxof intelligence is-necesSafy for
'second language 1earnikg{ its relationship to second
:;language‘acqulsition has not been found to be a strong
*pﬁé (Carroll, 1967) . Language aptitude, on the .other
hand refers specifically to an 1nd1V1dual s ability to
‘learn languages.> The relationship betwean language T
aptltude and second language prof1c1ency has been well

documented partlcularly with respect to formal academ1c7

aspects of a second language (see Carroll 1965 Gardner

-
-

and Lambert, 1972) As lndlcated by the solld~arrows

connectlng Intelllgence and Language Aptitude to Formal -
Language Tralnlng, research on-the role of 'these two :

e

'variables has.'been carried‘out»only.within Formal Languagei

Training programs. Whlle it is reasonable to expect that
these two varlables also play a role 1n 1nformal learnlng
contexts, this. has not been researched and the lnfluence
in such contexts is therefore shown by broken llnes vr‘:‘
connectlng them to Informal Language Experlence in the

"Gardner &odel.

n

|-
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~

In the\ﬁoéel,‘motivgtion refers to charact riSticsr
such as a-sEudént‘s aesire to learn the second 'aﬁéang
and the effort he/she expends towards the achievemenﬁ
of that gbél. Although no£ specified in this schematic
repreéé#fat%én, it should be noted that this §ériéble_is
a motivatioﬁél—attitudinal cogpleg (see Gérdnefxand‘r-

Smythe, 1975a), with attitudes seen as providing support

for motivation in second language study (Gardner, 1979%;

Gardner and Smythe, 1576). The role played by moti-
vation in second language acgquisition has been demon-
strated in both formal and informal learning contexts

{Clément, Gardner ;nd Smythe, 1977a; Glicksman, Gardner

&

The last individual difference variable included in

~and Smythe, 1976).

this model, situaticnal anxiety, refers to the amount. of
anxiety felt by the language student in specific situations
involving the use of the second language. As with moti-
vation, situational anxiety has also been shown to play

a role in second language acguisition in both_formal and
informal 1§arning contexts.

‘-'Finéllyf-Ga;dné: proposeé;thatlcharacteristics

. presenﬁ3within the social milieu-can influence the role

'biEYQdiby"the individual difﬁerence variables in the



N N ~
second language acquisition process. ﬁe argues that the

~/
cultural mileau can influence the process in at least

two ways. First, factors 'in the cultural milieu to a

. large extent help to shape an ind1v1dual S attitudes

Second, w1th1n‘_,community there exist characteristics
which can promote .or interfere with an lnleldual s
acguisition of a' second language,-such é& the lingu1st1c

nature of tne'conﬁunity: the political cIimate of'the
1 C T e T B
community ViSTa_ViS bilingualism, social class, and the

language acquiSition context (Gardner, 19733:' Thus, for

.example, if the prevailing attitudes of-a community
towards learning a second language were favourable, then
these could enhance the role of. the student s attitudinal—l
mOtl at//nal\complex in second language acqu151tion.

On the”other hand, while the student may have favourable
attitudes tow Tds- Second language study, it has been found
(Gardner, 1976) that the attitudes of the larger community

around the student may,reflect,inconsisten01es that might
. ‘ " '

serve to -dttenuate the influence of the student's
attitudes.

. i
Little attention, however, has been directed at

investigating the influence of-.the social milieu. In a:

preliminary 1nvestigation, Gardner (1979) examined the - -

- - Yo
-
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second language learning process in terms of the

" linguistic nature of the community. He contrasted the

results of anglophone students studying French in
unilingual versus. bilingual settings. With respect to
mofivation, it was found, that in both settings, a
signlficant :elationship éxisted between it énd second
langﬁage achievement. Further, as might be predicted

from earlier reséprch (Gardner and Smythe,'l97é;

Gardner, 1979), the role of student;s attitudes iq the ™
learning process }as primarily that of providing support

to motivation. However, that cultural milieu factors

can- influence second language acquisition was deduced from

o the.fact,that there were differences in the relative

jiimportance of the attitudes which associated with motiva-

tion in bo£ﬂ settings. For example, the correlation
between Attitudeé towards the Learning Situation and
Motivation is 1ess strong in ﬁhé bilingual sétting than

in the.unilingual setéing (.ésivs. .62) . The same is true
for the relationship between Ethnocentrism and Motivation
(—.02 vs. 7.31);- Further, Parental Encouragement was moré:'
‘highly correlated with Moctivation insthe bilingual setting

(.51 vs. .21). o ‘ 7

Fu;tﬁer evidence of the importance of social milieu

factors.was- obtained with regard to two other individual

N

1



dlfference variables examlned 1n thlS study " Lanhgudge

aptltude proV1ded a unlque contrlbutlon to French Aachieve-

ment ‘in both settlngs, but its importance was ‘less

pronounCed in the billngual setting where 1nformal as well

. *

as formal oPportunltles feor acqulrlng French ex1sted

" Y

{e.g. .40-vs. .25) . Further, although 51tuatlonal anxlety '

=

(as measured by the French Classroom Anx1ety scale) and

motlvatlon were the two mgst powerful predlctors of success

infboth:settings, motivation was the best predictor in the
. unilinguai setting, while situational anxiety.wes the best
predicter in the bilingual setting. Gardner‘Suggeste

’

that this result can be understood by the fact that 1n S

Ta unlllngual settlng, where ‘little or no opportunlty to

acqulre French SklllS through.lnteractlon with members . of
the French communlty exrsts,~success is logically related
to the amount of efrort expended by the student in;formaL
French training. In'e bilinéual setting, where inter—r
linguistre dehtact iS'poseibie, and‘perhaps'inevitahle,

. informal learning experiehces occur that would not
'nebessarily be related.to the student‘s motivational
level. 'Further, in.such a situation, anxiety“is'more‘

likely to influence the @xtent to which the student

engages in inter-linguistic contact. a
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It appéérs that‘the contribution made by Gardmer's
(1979) model ?é three-fold. .Firéﬁ, it brings into clear
chus a well-organized formfilation of the sog}al factors
involved in second lénguage proficiency. Second, it high-

lights the areas in which substantial research evidence

-

~

supports the hypothesized process. &and third, it provides
a schema which helps direct future'investigations. On
the last point, examination of Figure 1.1 shows a number

- . K,
of Variables‘céntributing to second language achievement. \

- Although sqﬁe,research has been conducted with reépect to
these—variables,’the major focus has been on the relation-

-ship-bgtween the attitudinal-meotivational complex and ~
‘ . .
achievement in"the second language. The model suggests

1

Jthe importance of other variables and the need to examine

.~

them furthér.

Self-Confidence with the Second Languége

. It has been consistently found that situational

an %é&y makes a'signiéicant contribution to second
languaée gchieyement,-relatively independent fyém moti-
vation.L;{; has been seen to be a potépt predictor of
second iéhqpage aéhievement fo:_aﬁqloéhones studying
French in unilinéuab;qnd;pilinguai settings (Gardner,

1979; Gardner and Sﬁ?tﬁé{~1976) and for francophone

v
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'students studying English in a blllngual settlng (Gardner

and Smythe, 1976). 1Initially, however, it was considered

that, like the attitude factors, situational anxiety was

-related to achlevement:kﬁrough a relatlonshlp with

motlvatlon. Examination of the research (Gardner, 1879;
Gardner and Smythe, 1976) shows that only after the
relationship between §ituational anxiety..and. second
Ianguage achievement consistently remained significant
(once the effects of motiuation were partialled out) did
situational anxiety begin to be treated as. a separate

individual difference varié?le. -

Thus far, anxiety conderning second language learning
has been measured largel§\ ith an index of the anxiety
4
experienced 1n\the second language classroom. However,

in learning a second language there are other contexts

beside the classroom situation in which anx1ety can come

into play, such as instances within one's community

where the language student may use the second language.
Also, the student's self—perceiféd competence in the
second language would likely contribute, to some extent,
to the degree of anxiety regarding second language use

experlenced by the student Consequently, it would appear

_that.jglyould be useful to expand the concept of

T
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Eituationél anxiety to include these possibilities.
Clément (1978) Suggests‘that self—conf%@ence with

the second language might bé a more useful,and
eﬁcompassing céncept since it includes more sources

of anxiety and thereby providés a more complex index

to be used in‘asseésing the role o£ thié individual
difference variable in the learninéﬁbrocess. ‘Such an
apprbach would be ﬁost useful. for students learning a: '

second- language in a bilingual setting where.formal and

informal learning opportunities. would be present.

Parental Influence

/

Another aspect of the model «which may prove to be a
fruitful area of investigatidn-is that of social milieu.

As Gardner (1979) points out,_nuﬁerons factors are present

L3

within the enQirQnment of the language student that may

influence fhe acquisition process. Specifically, within
A o : R
the immediate social milieu of the student, there. has been

ilttle research on the role played by parental variables in
second language acquisition. However, there is some
evidence of ‘a rélationship between parental éktitudes \
and studeﬁt achievement in second lanéuége training
(Feenstra, 1969; Gardner, 1972; Gardne; and Lambert,

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

rn



-of parental'atﬁitudes and found tRat there was a

Signifipant relationship between their attitudes and

those of .the children. Further, the children whosé
parents had an inteérative orientétion, held positivé
attitudes towards French Canadians; and encouraged'thém .f
in their study of French; achieved greater proficienéy

in French. Gardner, (1972) in interviews with parents . . -~
found parents' and children's attitudes to be simiiér;
supporting the ncotiocn that children's attitudes are
developed within the family. Gardner and Lambert (1972)
reported that students rated their pareﬁts\gs héving

similar attitudes to themselves. It has also been found

that students who perceived their parents ‘as having

'positive attitudes tawards the learning of a second

language and who enéouraged them, achieved greater

second language profiéiency (Gardner and Lambert, 1972;
Gardner,71975). Further evidence of the role played Ey
the student's pareﬁt; has been citedfearliér with respect
to the varying influence of the student's perception of
parental encouragement in'unilingual and bilingual
gettings (Gardner, 1979). It is possible then, that
parental attitudes may influen:;gféﬁ role played by thé

student's individual differenc ariables by e}thef

enhancing or inhibiting their effects on second

L ——
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. '3 language learning.

.'att;tudes,,Gardner (1968Y prqpoéed that thekparental

In an earlier 'examination of «the role of parental

¢ontribdtidn to the learning process is composed of

passi&é\fnd active influences. ‘ﬁy passive influence, .

Gardner refers to the developmental influence of

parents' attitudes on{§hose held by the student. This
passive influence would be important because, as evidence
has sthn'(Gardﬁer and Smythe, 1976; Gardner, 1979), the
attitudes that the student acquire; and thus hqlds

provide supéort for his level of motivation.

The active parental ind#¥ience refers to the parents'
direct encouragement of and involvement with the student's
learning of a'seqond language. While this aspect of

parental influence may affect the student's motivation,

it is suggested here that it may also provide insight

“intc the o}igin‘and role of the student's self-confidence

with the second language. The -importance of active

parental influence on self-confidence is suggested by

earlier findings that situationalManxiety is a significant
predictor of achievement in a second language, and that the
student's perception of parental encouragement, while

important in both unilingual and bilingual settings,



C
»éssumes a greater importance in a bilingualrsetting
(Gardner; 1879). It mu%t be remembered that all aspects
of self-confidence discussed here, refer to conditions
where the studeﬁt is anxious reg&rding his experience
with the:second language and his perceived competence

in that language. It is possible that parents who
actively encdurage the student in the use of his second
- language may provide opportunities for contact with the

second language culture, ghereby reducing the level of

anxiety surrounding various aspects of second language use.
. . L}

Finally, it is likely that the extent to which
parents will become acti%ely involved in the student's
language learning is affected by the attitudes he hélds
(i.e. the passive process}. Based on the available
evidence, inélusion of_pareﬂ%al variables, partiéularly
in term; of Gardner's (1968) conéepts of active and
passive roles, in the second language learning model seems

likely to enhance our understanding of the process.

Socio-economic Status

As a f%nal consideration, Gardner (1979) reported
that socia% facﬁors, specifically the linguistic
character of the language student's community, do

influence the role of students' individual difference
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variables. As;he pointed out, however, lihguistie .
makeup is but one of the many social milieu factors that
may be important for our uaderstandlng ofi%;tond_lanéuage
acquisition. What may be of particular relevance to
parental influences is socio-econofiic status~(SE§).‘ SES
might influence both the active and passive:aspeets of
"the parental role. Research has ehownpa-relatibaship
between SES ana'attitudes towards different cultures
(Korman, 1974). This reiationship may be}impottant with
' respect to both the;passive and active roles of parental
influences in that it would determine the attitades held
by the students and the extent to which the parent
becomes -actively. involved 1n the student S second language
learning. Further, aad partlcularly relevant-to the
active process, SES may exett‘its influencerin that the
extent to which perents.caa provide opportpnities_for

their children to use the-second,;anguage may be

determined by the resources available to them.

Expanded Modei‘of Secona Language-Acquisition

-What &s beiﬁg proposed here is that, the Gardner:M del
be expanded to 1nclude parental socio—economic‘etafus
and self- confldence varlables, and that ‘this WOulq/result

in a model that more accurately represents the second



/

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

point on and is presented in Figure 1.2.
<4

-

Specifically, it is hypothesized that the students®
individual“difference variéb;es will contribute
positi&ély to second language acquisition in the
following manner: Intelligence'and Language Aptitude
will play a greater role in linguistic rather than
non-linguistic outcomes. Motivation and Self-
Confidence withvfhe second languagé however will be
rel%ted to both outcomes. Student attitudes are
hypothgsiied to supporézmotivation as has been shown
in past research. _Further,'éxpanding Situational
Anxiety to the concept OE‘Self;Confidence will result
in a greater positive relationship to the second

language outcomes.

v o

With respect to Social Milieu, it is hypbthesized

that parental influence can, in fact, be seen as two

variables'(Active and Passive) .as proposed By Gardner
(1968) . Further the Passive Parental Influence variable
will .positively affect student. Attitudes as well as

the Active Parental Influence variable. The Active

Parental. Influence variable will positively affect

7
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.student- Attitudes and Self-Confidence. anélly;:ép

is hypothesized that SES will be positively related to-both .~

" Active and ‘Passive Parental Influence variables. .
' . o

-

Summary and Conclusions

~

The preceeding éections have égtlingd‘théideveIAET
ment of research in the‘aréavdf_sécond language - T
acquisition which hés-léd to the céﬁétfﬁcfﬁbn 6f2thé%.;

. Gardner Model.i The researcﬁ has also suggeﬁtéd the
possible iﬁportahce to thé-learning ﬁrbceségbf socihii'
milieu-facto:; such as-Socio—ecbnpmic sgafggzhéarental' 7

variables, and student self-confidence w;thltﬁé second

lénéuage.. S '_':f, " ., = :i ©
The following chépﬁers'wiil examine questions that -
have been raised by past resea¥ch. This é;aminaéiqn will
focus on the following: . : . "a‘ -
_ . . (a) the question of whether parenfal influence
can be conceptualizgd as havingipassive and
mactivg components (Gardner, lQéBf;h
(b)v a test of tﬁe Gardner Model of secodd language
learning using a statistical technique .“ 
_appropriate tb linear'modeis (Jareskog and

Sorbom, 1978);



{c) Za:tééﬁ of1;Qefgxpandéd;Model by the same

“Modgfﬁ-

. gpatistic;; ﬁechniqueuused.ip testing the

'‘Gardner Modé&l;. and,

4 comparison of-the Gardner and Expanded

SN



‘methodology. Specific methodolbgiéal procedures are

= 27 - -
P - -
éhapt,e,r EI | . ;
(_S_I:;.I:IE‘RAL l‘i‘ﬁTI;(D‘bQI::E;GY -
.. -This study examines two relativéifidiséinct qﬁés— o -
9 - ‘ L

* tions. ' One concerns an investigation.of paréntal in-

fluence, and the other concerns.testing two second lan-
guage learning models.“.As‘the procedure for collecting

the data for these two aspects shared many common ele-

-

nents, the following is a preséntatiohlof the .g€neral

~

presented when each question is dealt with separately.

Subjects s
al1 anglophoné grade 7, 8, 9, énd 10 students

(54 male, 93 female; total.= 147) enrolled in the Late
French Immersion Program of the Ottawa ﬁoman‘CatholicJ

o .
Separate School Board (QRCSSB) (academic year 1978-79)

and their parents were employed in this study.

“The Late Fren;h:fmﬁersion Qfograﬁ was one of ‘the
School Board's.French Langpééé sﬁ@dy.programsﬁ It was
offered in gfa&eégﬁ tﬁroughrio. .In grades 7 and 8,
approximately sgfénty.per'Cent of tﬁé”curriculum was ‘ Il

taught in French. This included enriched second lan-

guage instruction and four other subjects taught in - w
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French. --The rest of the curriculum was taught in
English.. In. grades 9 and'lo,'the currigulum was

taught hair in‘Freneh and half in English.. Prior to
enrollment in"the Late French Immersien‘Program in

grade- six, stﬁqents had received seventy-five minutes

of French laaguage instruetion per day in grades 1

and 2, sixty minutes per day ia grades "3 and 4

thirty to forty-five minute;/;er day in grades} 5 \—\5\\_

and 6.

F

All of the parents were requested by letter to
partlclpate in thlS study. The parent response rate,’
where/at least one parent o?feach student returneq a
completed questionnaire, was 46 per cent. A total of
122 parents (41.5%) responded. There were 54 couple
{both mother and father) responses, lb mother only
responses, and 4 father only responses. - Separate
factor analyses of the fathers' questionnaires, the,,;ff P
mothers' questionnaires, and théuyethers'7and'fathers'
questronnalres combined, obtained similar results
(Appeﬂdlx A). Based on these findings, where both
parents responded to,the questionnaire, the average of

o

the two sets of responses was used in the main analyses

(see Chapter Iv).
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Only gstudents wh% had at, least one parent respond-
'ing to their guestionnaire were used in the analyses.
This resulted in a sample size of 68 (24 male, 44 female).
A compariscon of this sample and the total student group

is presented in a subsequent chapter.

Materials

1. Questionnaires.

Attitudes and indices of motivation of both studeénts
and parents, and of self-confidence with French (students
only) were measured by two gquestionnaires based on the

Language Research Group National Test Battery: Form A

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

‘parents (%ee Appendices B and‘'C). The Language Research

Group National Test Battery: Form A has been used

extensively in past research. It was standardized on
grades 7 - 11 anglophone Canadian students and has been

sdemonstrated to have reasonable rellablllty and validity

(Gardner, Clement Smythe and Smythe, 1979; see Appendix O}.

i

..Both guestionnaires consisted of some Likert—-type
scales end-sbme-meleiple—choice scdles. The questionnalres
admlnlstered to ‘the .subjects were organized such that the
scales were grouped according to response type. Within

each type, the order of the items was randomly determined,
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“'with the constraint ‘that no two items from the same

scale difectly followed one another. Theﬂquestionnaires

‘required. approximately ene hour to complete.

(a)- Student Questlonnalre - ﬁl’

Because of tlme constralnts, not all
scales in the Gardner and Smythe (1875b)
' -battery were 1ncluded. Select;on of scales
for 1nclu51on 1n thls study was based on
those hav1ng shown the hlghest correlatlon
-, with' French language achlevement,crlterla
in ptevious research %see Gafdner-end Smythe

1976). The scales which made up the'student

guestionnaire are presented in Table 2.1.

s -

Two scales not inclnded.in the Gardner

and Smythe (l975b)batte;y(were added. Research
on achievement motivation;(RaYnor, l974)'has
demonstrated that str1v1ng for a future goal

K %g comprlsed of str1v1ng for sub- goals along-
the way Desire to succeed at a task is,
therefore,:not only)related to its perceived
importance for attainment‘qf the terﬁinel

'’ Future goal, but is also related to the more

ot

immediate sub-goals (Raynor, 1974). Since

7




" Table 2.1 °

Student Questionnaire

“Pcale Type

Number

ok,
Ttems

Content

Reference

Integrative Likert

Orientation

Ethnocentrism* Likert

.Instrumental Likert

Orientation

Future

Orientation’ Choice

Multiple

ffassesses the degree
to which the student

thinks that léarning

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

- assesses the degree
to which the student
perceives his/her

own cultural group

to be superior:

- assesses the degree
to which the student
thinks that learning
French is impertant
for pragmatic or
utilitarian reasons
such as future

career success

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

Gardner and
Smythe,

P

Gardner and.

Gardner and

1975b

Smythe, 1975b

Smythe, 1975b

after Raynor
1974

A

\\
\
Y

/
L

r




Table 2.1 (continued)
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; - Number .
Scale <i Type of . Content Reference
‘ ‘ Items
Attitudes Likert 10 - assesses student's -Gardner and .
Towards " attitudes towards - Smythe, l97ib
French- members’ of the French-
" Canadians Canadian community
Interest in Likert 10 . - assesses the Gardner and
Foreign . student's general Smythe, 1975b
Languages * interest in acquiring. : '
‘ second languages .
L] . [
Parental Likert © 9 - assesses the degree Gardner and
Encouragement = - - to which the student Smythe, 1975b
o thinks that his/her ' \
; parents actively ‘
Ex. encourage him/her to,
learn French
Motivational Multiple 9 - assesses the Gardner and
Intensity ' Choice amount-of effort Smythe,! 1975b
) the student expends .
to learn French
Desire to Multiple 10 - assesses the degree Gardner and
. Learn French Choice to which the student _Smythe, 1975b
’ - wants to learn French . o
Attitudes Likert 10 - assesses the Gardner and
Towards student's attitudes Smythe, 1975b
Learning towards learning French
French
French  * Likert 5 ' - assesses the degree Gardner and
Classroom to which the student Smythe, 1975b
Anxiety feels anxicus or
‘ intimidated when
" speaking French in i
the classrcom
' . __»./ hegll
. Pl



Table 2.1 (continued)

) '
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. ‘ Number !
Scale Type ‘of
Items Content Reference
French Use Likert 8 - assesses the Clément, 1978
Anxiety student's feelings b
of anxiety about
using French in the
community
Self-Ratings Multiple - assesses the Gardner and

in French Choice

=

student's evaluation
of his/her own French. _

skills with respect

to writing, under-

standing, reading and
speaking

Smythe, 1975b

*

Note: The scores for these scales are to be reversed.

Consequently,

. with respect to the Ethnocentrism scale, a high score indicates
low ethnocentrism and a low score indicates high ethnocentrism.
Likewise, for the French Classroom Anxiety scale, a Yigh score
indicates low anxiety and a low score indicates high anxiety.

¥
N V



the Instrumental Orientatién scale in the
Gardner and Smythe (1975b)battegy measures
the perceived importance of acquiring French‘
for more distant future goals, a scale
asséssing tLe perceived importance of

acquiring French for a more immediate goal

(Future Orientation Scale) was added.

The concept of self-confidence with
Frénch, aé discussed earlier, relates not
‘only to a student's ease of using French in
the classroom and self-perceived abilities

in the language, but also the ease with which

the student uses French in real-life situations.

Consequently a French Use Anxiety scale was

added tc the questionnaire in order to assess

this component. The French Use Anxiety scale
translated from the English Use Anxiety Scale

T

. (Clément, 1978).

The student questionnaiif also contained
a general information sheet which requested
information regarding language spoken in the

home, languages that the.student felt he spoke

.well, and if and where, in the last twelve

was



months the student had used French outside of

the school situation.

{b) Parent Questionnaire:

~

B The parent questionnaire scales were
modelled after those used in the student
questionnaire. Where apprbpriatg, scales
were modified such that the items reflected
the parent's attitude as it related to his/
her child. Identical questionnaires were
[_édministered to beth parents. The scales
whiéh made up khe parent questionnaire are
presenFéd in Table 2.2. Included with the
parent guestionnaire Qas a general inférmation
sheet which requested the following information:
age, mother tongue, occupation, level of
education, language spoken in the home, and
languages that the parent felt he or she spcke

well.

2. I.Q

I.Q. was meaéured.by_the Canadian Lorge-Thorndike
Intelligence Test (Lorée and THorndike, 1957). This test
was also being administered in connection with an.oﬁ—

going research project conducting an evaluation of the

s
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Table 2.2

Patent Questionnaire .

-Scale Type

Number -

of
Items

Content

‘Reference .

Integrative  Likert

Orientation

Ethnocentrism?* Likert

Instrumental ’

‘Likert
Orientation N

Future
Orientation

Multiple
Choice

i

- assesses the degree

to which the parent

. thinks  that learning

French will enable

. his/her child to

better communicate
with and beccme more
knowledgeable about
the' French—-Canadian
community

--assesses the.degree
to which the parent
perceives his/her

own cultural group

to be superior

- assesses the degree
to which, for his/her
child, the parent
thinks that -learning
French is important
for pragmatic .or
utilitarian reasons
such as future

.career success

- assesses the degree .

to which the parent

thinks that learning
French 1is important

for his/her child's

continued success

in school

after Gardner
and Smythe,
1975b .

after Gardner

and Smythe,

1975b

after Gardner

_and smythe,

1975b,

after Raynor,
1974

*

Note:

The scores for this scale are to be reversed, such that a

high score indicates low ethnocentrism'and a low score indicates

high ethnocentrism.

o



Table 2.2 {éontinued)i

- 37 -

Number

his/her child to
study, French -

Scale . Type of ~ Content Reference
Items ’
Attitudes Likert 5 - assesses the after Gardner
Towards . - parent's attitudes and Smythe,
' French- towards members of the 1975b
- Canadians - - French-Canadian
S community
Interest in Likert ‘5 - assesses the after Gardner
Foreign ' parent's general and Smythe,
- Languages interest in acquiring 1975b
“ second languages -
Desire .to - Multiple 6 - assesses the degree after Gardner
Learn French . Choice to which the parent and Smythe,
’ ' ' would like to be 1975b
.able to learn French
Parental Likert 5 - assesses the degree after Gardner-
Encourage- to which the parent and Smythe,
ment thinks he/she 1975b
encourages his/her -
child, in general ways,
to study French’
Motivaticnal Multiple 5 - assesses the amount after. Gardner
- Intensity Choice‘\ of effort the parent and Smythe,
expends in helping

1975b




second language programs within the school board..
Sifce this study and the research project had some
subjects in common, it was decided that the same

instrument would be used.

The Canadlan Lorge- Thorndlke Intelllgence Test 1s
a scholastlc aptitude test whlch measures intelligence ag
the ability to work with ideas and_relationships.among
ide{é} It consists of verbal and non-verbal sections.
The non—éerbal section was not administered'in this study.
The verbal section of the'tgst measures tﬁe_following:
vocabulary, verbal classificatign, sentence éompletion,

arithmetic reasoning and verbal analogies.

3. Language Aptitude

(a) Grade 9 and 10 students:

Linguistic aptitude of the grade 9 and
10 students waé assessed‘by_the Modern
'Languége Aptitude Teét (MLAT) (Carrol;‘an@
Sapon, 1959). The MLAT provides aﬁ indicator
of the probability.of sucéeeding in learning
'a-foféign language and can be administered
5

in 1ts complete form or in an abbrev1ated form.

(Short Form)

The test was standardized on high school



(grades 9 and up) and unlverslty studgnts and
norms are available for student and adult
populatlons; Both the comp;ete test and the
Short Form have been used.eXtensivelisin past.
research and in applled settlngs - Becadse of
time constralnts, the Short Form wasnused in

the present study.

The Short Form-of:tne.MLAT is cemposed

of three sub-tests: Spelling Clues,'wniCh

~ measures the student's ability in sennd-symbol

{b)

assoc1atlon, Words in Sentences, whlch measures
the student'’!s sensitivity to grammatlcal
structure; and Paired Assocrates, whlch
measures the rote memory aspects of learning

foreign languages.

Grade 7 and 8 studenéqgl i
i S

Linguistic aptitude of the grade 7 and 8

students was assessed by a shortened version

' offthe Elementary Modern Language Aptitude Test

" {EMLAYT) . (Carroll and Sapon, 19675. The short-

ened EMLAT consisted of two sub—tests: Hidden

Words, which corresponds'to the Spelling Clues

jo—tes't of the MLAT, measures both knowledge
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: of English vocabulary and a $ound-symbol
- . oy
association ability; and Matching Words,
which corresponds to the Words in Sentences

sub-test of the MLAT, measures sensivity to

grammatical structure.

While the EMLAT was developed as a
-measure of foreign language aptitude in grades
3‘to 6, Harper and Kieser (1977) examined the
applicability of the test for grades 7 and 8.

They reported that the EMLAT correlated
significantly With achievement measures in
French language stddy. Further, they examined
the predictive éfficiency of the EMLAT sub-..
teéﬁs and found that two of the sub-tests
'contfibufed most of the variance of the total
‘test as a predictor of French achievement:

Hidden Words and Matching Words. They concluded

- that in cases where test administration time was

‘a consideration, the EMLAT might be shortened by
using,only‘these two sub-tests.. While the Harper
uand,Kieser ?I§77} study was a preiiminary invest-
igaﬁion, their results suggest that the EMLAT

can.be-used with grade 7 and 8 students and that
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a shortened version of the test can be used.

4. French Achievement Tests-

"In selecting French achievement tests to be used in
this study, it was felt that those chosen should be tests

that are widely used and acceptea in secgdé?laﬁghage Iearning_

research. Recent developments in language testing have
provided tests which systematically evaluate numerous aspects-

of communicative competence {Canale and'Swain;'1980)l The —

<

tests used here, however, appeared to bé the most reliaﬁle '

/'—\

ones at the time the data were gathered, and they do tap

some elements of communicative competence (see Weschef'l98i)

Ay,

along with formal language knowledge.. The tests selected ~
were"the I.E.A. Reading Test, Population IVS, the 0.I.S.E. >

Test de Compréhension Aurale, Niveau 7, and the 0.I1.S.E.

Test de Mots d Trouver, Niveau 7.

Eal

(a) I.E.A. Reading Test, Population-IVS. This test

.

«..1§ one of a battery of French achievement tests
R _deveioped by‘Carrbil (1970), in_collaﬂoration'
witﬂlﬁbg'lnternational Educatioﬂal‘Aséociétion.

”2 The test contains two p;éts. The‘firét.é;rt
é;ﬂsiéts of ihcomplete sentences, fqllowéd by (
élterngt;6§ZWdfds which cbmélete tﬁem; This part
.“is}ﬁeaﬁtb'to measure. the studeﬁt's ;pmprehénsion

- tf f L ‘\- - d. .

-

Q E |\,;-\
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(b)
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' { S
of simple sentences and ‘words. The sedand

o

Eért of the test is made‘up of short para-
graphs in French, followed by guestions

which test the student's comprehension.

O0.I.S5.E. Test de Compréhension Aurale,

Niveau 7. This test was developed at the
Ontarié Institute for Studies in Education
(O.I.S;E.j (1978) , and is made up of taéed
item% from ra:io announcements, weather

forecasts; ad

rtisements, etc., with each
being followed by questions. It is designed
to assess the student's ability to understand

spoken French in real-life situations.

~

'0.I.S.E. Test de Mots 3 Trouver, Niveau 7-

This test was developed at the ontarid
;nstitute for Studies in Educatiqn-(l9%8).
It consists of a four paragraph short story,
with the tﬁa/;}dgle'paragraphS'having some
words missing in\Each sentence. " The student
is required to,fill in the blanks with

appropriate words, thereby demonstrating

his/her understanding of the story, his/her
g‘\/_ g Y

French vocébulary, and his/her grasp of the

grammatical structures inveolved.



43 -

Pfocedure X
Permission to conduct this study was obtained from
the Ottawa Rcman Cétholic Separate School Board. All
student testing, was conducted during class time. The
student questionnaires were administered by two
experienced testefsawho were employed as part of a
research project that was conducting an.evaluatibn of”
the second languagé program-within thé School Board.”‘fhé
French achievement tedts were administered by an
ékpérienced, fully bilingual tester employed in the same
fesearch project. ({(For the schedule of administration of

gquestionnaires and tests see Appendix D).

Parent gquestionnairesswere sent home with the
students. The parent §uestionnaire package included
two questiénnaires, one each for mother and father, a
return envelope, and a letter outlining the'general
purpose of the research; assurances of-confidentiality
and requesting tpéir participation (see Appendix E).
The parents’were also requested Ep complete their <
respective questionnaires separately, and return the
sealed questionnéires, via theirlchildren, to the
principal of the school .their child attended, from where

'

they were collected by the researcher.

A}
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SES estimates were obﬁained bésed on‘StatisEicé .
Canada census information. Usiné‘bensus'data,
StatiSticé Canada subdivides municipalities into
different SES areas according to family incbme. This
approach provides SES information about the kind of

neighbourhcod in which the stu@ent’lives, and conse-

quently about his total environment.

It is also possible to obtain specific individual
SES estimates us}ng the Blishen Scale (Blishen, 1%73).
This method of c¢lassification requires éccurate occupa~

tional-description, and many parents in this study failed

to provide this information.

The addresses of the subjects Were‘located on the
SES map of the Ottawa area angd SES estimates were obtained.
As a check on the appropriateness of using the Statistics

Canada information for determinening SES, the total sample

-was divided into low and high SES groups. SES levels three

to seven were included in tﬁe low SES group; SES levels
. .

eleven to fifteen were included in the high SES group; SES

levels eight to ten were not included.in this analysis in
order: to clearly differentiate between the twoﬁgfoups. An
analyéis of variance with SES as ghe independentzvariablé
and I.Q. as the dependent vafiabie showed that the I.Q. of

the high SES group (Mean = 104.7) was significantly higher

- s
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ithan that of the low SES group (Mean = 97.88)

(f_; 5.75, df = 1.85, p=<<.05) (see analysis of variance
suméary table in Appendix F). While this énalysis is but
one té§t of convergént validity, these results add some
support.to the suitability of the Statistics Canada census

information for determining SES estimates.

As a further check on the appropriateness of using
Statistics Canada information for determining SES,
education levels of the parenté weré‘correlated with SES
estimates. Thig fesulted in a correlation coefficient of
.27 (degrees of freedom = 61, p= .05). Tﬁis signifibant
correlation also proviggs some support for the Statistics

Canada data approach.

Statistical Analysis

(a) Analysis of Parent Data

The first analysis of the parent data was con-
cerned with the reliability of the questionnaire scgies;
' The reliability was examined using Cronbach's coceffi-
cient alpha procedure (Cronbach, 1951), a procedure
which yields the average inter—item‘correlation of
all items that constiéute a scale.. The parent data

was then factor analyzed by means- cf the priﬁcipal

axes procedure which uses communalities estimated

[y

\\5



data:

after iteration (see Nie, Hull, Jenkins,

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

Analyses of the Second Language Learning Models

Previous research has relied primarily on
correlational techniques to examine the relationships
among numerous va?iables and second language achieve-
ment critefia. Using this procedure, however, one
is only able to demonstrate if relationships exist

among a set of variables., While the Gardner and

Expanded Models are, in large part, based on the

consistent findings of significant relationships among
the variables ‘'studied, what they proport to do is more ,
than make statementé'about relationships. The&},as
do all models: present a theory of the causal
linkages within the\progess they represent. Speci~
fically, while any phenoﬁénon can be répresentgd
by having all variables connected by paths, the
researcher, based oh'ba$t evidence and theoretical':
considerations, hypothesizes that the phenomeﬁon
can be adequately represented Gith certain paths
deleted from the model“; As such, testipg these modeis

requires a technique capable of examining the hypo-

.thesized causal relationships in order.to detérmine

whether the models are consistent with empirical -
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Cne technique appropriaﬁe for testing causal
models is path analysis (Wright, 1921). 1Its
usefulness in the present study is limited in
that‘it is not well suited for cbmplex, causal
models with multiple measures of variables (Rogosa,
1979). 1In such a case, the results concerning the

causal relationships may be distorted. .

Cross-lagged panel énalysiﬁ (Campbell,*1963;
Kenny, 1979) is another technique appropriate for
. . ] .
testing causal models. This technique reqqirés
that measures of the predictorvand ériterion
variables be obtained on two separate occasions.

This was not possible in the present study.

Aﬁalyses of the second language learning
modéls in this study were coﬁdﬁgted using the’ .
LISREL,IV computer program (ereskqg and §5rbbm;
1978). This program pfoyides”estimates of the
coefficients of the hypothesized paths, thegeby
yieiding estimates of the cﬁusa;yeffecfs. This
analytic”teéhnique is particuidriy useful iﬁ that
the variabies that are included in the modél‘c%n
be observg? (on measu%ed) vgﬁiableé'as weli:‘

;s hYpthepical conétructs (;E latent variables).

\

P

-
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which are not observed but are operétionalized

by the measured variables.

In a LISREL IV analysis, the mgdei is composed
of both a measurement model and a étructural
equation model. 1In factor analytic fashion; how
the hypothetical constructs, or latents variables
are measured in terms of the cbserved variables
is specified by the measurement model. The
measurement model also describes fhe measurement
properties of the observed variables. The
structural eqﬁation model, on the other hand,
specifies the causal relationships among the
latent variables and also describes the causal

effects and the amount 6f unexplained variance.

LISREL IV, theréfore\ is a causal mode%ing
téchnique which assumes afcausal relationship
among the set of lat E variables. It provides
estimates of the u?known coefficients in the set
of linear structuf%l equationg and thereby of the

causa® effects in these equations.
£ ‘

Based on the hypothesized relationships in

‘the model, LISREL IV constructs matrices which



can then be compared to thé ébserved data matrices.i
{(Specification and shape of the matrices in ﬁhis
study is presented in Appendix G). The test of

the goodness of f£it of the model yields a Chi Sguare
‘statistic which reflects the comparison of the ’
target matrix with the ébserved matrix. When the
Chi Square value is large relative to the number of
degrees of\freedom, the model being tested provides
a poor fit to the data; when_éhe Chi Square value -
is small, the model is -said to provide a goed fit

to the data. As well. as providiné informatiort
regarding the-goodness of fit of a model,.LISREL v
also yields t-values regarding the significance of

the assumed path from one variable to another.

LISREI, IVInot only permits the testing of
the goodness of fit\of a particular modei, but also:
allows the comparisén of competing models. 1In
comparing the goodness of fit gmo;g competing ”
models of a pérticular phenqmenon, a constraint
is that one model be a special, more restrictive
case of the other. Chi Squaré values for the
competing models are obtained and if the'more

restrictive model leads tc a significant reduction



in the Chi Square value relétiée to the reduction
in degrees of freedom, then it provides a better
‘it for the data. :If the reductian in ghi Square
relative to the reduction in.deqrees of fréedom
is not sigpificanf, then the more restrictivé

model does not improve on the target model.
. \ :

This feature of LISREL IV is partiéulapiy
useful intrefininé a model. Examination of‘éﬂe‘
first order derivatives of an-anaiyéis‘sdggeSts,
ways in which a model can be reiaked by inﬁro;
ducihg more parameters, thereby generéﬁinq a new
model. This procedure involves changing.the_ 
model by adding a path suggested by the léréest

. - R : -
first order derivatives and testing the model.-
Whether this new model proyideb a bet;ér.fit to-
the data can then bg'tested as‘described-aﬁqve;
if the reduction in Chi Square, relative to the
reduction in degrees of frgedqﬁ is'ndt sig@ificapt,
then the more restrictive model does not improfe
on the target modgl. This procéss can be carried
out until no significant decrease in the Chi équ%ré

value is obtained.

Because of these features, LISREL IV seems
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particularly appropriate in this study, since it
not‘only allows,the comparison of the two competing
‘ models, but also may provrde information regarding

future dlrectlons.

.Tne ﬁISREL IV models of the Gardner and Exoanded
‘Models are shown in Figures 2.1 and'2.2/ respebtivelﬁ.
The Gardner Model is composed of seven latent varlables,
of whlch two are exogenous {i.e. varlabrllty is assumed
) to-be determlned by\causes outside the“causal model) and
lflve Wthh are endogenous (1 e. varlablllty is explalned
_by exogenous or endogenous varlables w1th1n the causal
system). The Expanded Model ls.composed of ten latent
variables, of whlch three are exogenous and seven are

’endogenous

In a lISREL‘lV-analysisfexogenous latent variables d
are symbolized.oy;KSI (E) and endogenous latent variables
’by ETA (ﬁ . The measured varlables related to KSI.
:varlables are symbollzed by X. and those related tc ETA
:varlables by Y (see Table 2 3). Schematlcally, latent

wvariables are represented by circles_and-measured~

variab@by. rectangles.
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Table' 2.3

Latent Constructs and Their
CorreSpondlng Measured Variables

Latent Constructs

Measured Variables

(§1) I.Q.

T

' .(£2) Language
Aptitude

(¥3) Socio-economic
Status (SES)

(M1) Linguistic Outcome

(M2) Non-Linguistic
Outcome

(R3) Motivatiocn

(x1)

(X2}

(x3)
(Y1)
(Y2)

(Y3)

(v4)
(vs)
(Y6)

(¥m)

Canadian Lorge-Thorndike
Intelligence Test i

(a) Modern Language
Aptitude Test
{grades 9 and 10)

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

Statistics Canada
Census Information

I.E.A. Reading Test,
Population IVS

0.I.S.E. Test de Mots
d Trouver, Niveau 7

0.I1.5.E. Test de
Compréhension Aurale,
Niveau 7

- Opportunity to Use

French

Student Motivational
Intensity

Student Desire to Learn
French

+

Student Attitudes Towards

Learning’ French
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Table 2.3 - {continued)
e .. Latent Constructs Measured Variables
L M4) seif- (Y8) . Student French Classroom
Confidence with , Anxiety
French - ) . B
' . . - (¥Y9) Student French Use
7/q. Anxiety
. . T (¥Y10) sStudent Self-Ratings in
French- '
(%B)Thftiﬁudés‘ (Y1l) Student Attitudes Towards
T -.French-Canadians
{Y12) Student Future Orientation
(Y13). studént Instrumental
e, Orientation
:(Y¥14). Student Ethnocentrism
B {Y15) © Student Integrative
. Orientation
(Y16)" Student Interest in -
. Foreign Languages .7
) (Y17) Student Perceived
‘Parental Encouragement
(N6): Passive- Parental (Y18) Parental Desire to Learﬁ\J
TN Influence - - . French .
~ \ . - . -
S — (¥19) ~Parental Interest in
J Foreign Languages
e ‘
J " (Y20) Parental Attitudes Towards
4 )ﬂrench—Canadians
A :
. (¥21) , Pparental Integrative
N Orientation

4’__‘_'__‘_/
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Table 2.3 -(continued) . *
VAN

Latent Constructs Measured Variaﬁ;éé’ .

(ﬁ?f Active Parental (¥22) ©Parental Ethnocentrism——
. - Influence ' ' ‘_ . i
| (Y23) Parental Instrumental . .
° Orientation : ~
" t¥z24) Parental Future
. Orientation
y
(Y25} Parental Encouragement
= . {Y26) Parental Motivational
‘ Intensity '
\/"/’ /
N
e, ’ -

¢ .

N

3

&



Chapter III

[FrN

PARENT SURVEY; RESULTS AND DISCUSSION

As discussed in a‘previous chapter, there is
r;search evidence to suggest that parental variables
may be involved in their children's second language
acquisition (Feenstra, 1969; Gardﬁer, 1972; Gardner
_and Lambert, 1972; Gardner, 1975). Of particuiar
}nterest here is.Gardner'; (1968) propecsition that
parental influenéebcan be broken into actiwve and
passive components. , Briefly reviewing these, passive
parental influence refers to the developmental influence’
of parental attitudes on those held by their xchildren;
active parental influence refers to di;ect parental
encouragement cf, and involvement in their .children's
secénd langunage study. This chapter will-.examine

parental data to test whether parental variables qgﬁ be

broken dewn intc passive and active components.

Subjects v

As stated in the precdding chapter, there were N
68 cases where gquestionnaire data was obtained from at
least one parent of each child. There were 3 cases where

the parents had more than cne child enrclled in the Late
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French Immersion Program. These parents were counted
only once for the questionnaire reliability-aﬁd the

factor analyses.

The avérage SES rating of the parents who résponded
was 8.94 qu the range was f;om SES ratings 3 to 15.
" This compaées favourably to the average and range for
the entire sample. of 8.99 and 3 to 15 respectively. Tﬁg

average education of the parents was grade 13 (range =

grade 5 - PhD). - fj

\ k)

With respect to the mother tongue of the parents,_of
those who responded.to this question, 57.02 per cent
citéd English, 21.93 per cent cited French and 21.05
per cent cited a mother tongue other than‘gnglish or
French. It should be noted. that while 2f.93 per cent
/{’1; of parents cited French as their‘mother tongue, a-study
. \by Edwards, Fu, McCarrey and Doutriaux {(198l), con-

ducted within the same school board’ cbhserved that use

of French by students outside of school was infrequent.

Results and Discussion

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

alpha reliability coefficients ranged from .60 to .78
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(see Table73;l).‘ These coefficients are similar to \\\ﬁ\\
those obtained in past research (see‘Gardner and Smythe,
1975a; Ca;dner, Clément, Smythe and Smythe, 1979). This
questionnaire is an exploratory instrument of limited
length and t%%bcoefficients obtaipéd suggest that the
reliability of the gquestionnaire is adequate in view of
its proposed use: specifically; in the détection of

group trends.

The correlation matrix (Appendix H) was fhen factor

analyzed by means of the principal axes procedure which

uses communalities estimated after iteration (see Nie,

Hull, Jenkins, Steinbrenner, and Bent, 1975, p. 480).
. T . {
Upon application of the sctee test (Cattell, 1966) two

. o 4 . .
factors were judged "non-trivial” and were rotated to simple
structure via the varimax procedure (see Table 3:2), *A
naive judge was given the results of the factor analyses

and asked tc name the factors. TN

. . . gy . ! . .
Factor .I receives appreciable loadings (greater than

.30) from six variables. The pattern of the loadings ¢

Suggest-that a mother or father who has positive attitudes
towards French-Canadians (Variable 6), also expreskes a

greater .interest in foreign languages, in general (Variable 7)

and in learning French in particular ({(Variable 8}. He/She .-

A
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Table'3.1 ,
. ’ b e
~ Cropbach's' coefficient alpha reliability coefficients .
! forthe scales of the parent gquestionnaire (Cronbach, b
) 1951}, : . Co .
Integrative Orientation ' ' - Ce 77
Ethnocentrism - B _ ‘ .65
Instrumental Orientation . S .64
Future Orientation - : _ .72
Attitudes towards French-Canddians .78
b
Interest in Foreign Languages * JoouT71
Desire to Learn French . C .78 T
Parental Encouragement - ! .70 .
Motivational Intensity ' .60 .7 L
\ N ] .".’ i
\ : .
) N , x
1
+ v \\_J ’ ‘-;II
! PN :6\ *
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o Table 3.2 .
1 o,
Varimax.rotated factor matrix of the;parent_qpést;qhnairé'
. B - .
’ I II
1 sex Coe .09 34
2 Integrative Orientation N 5 .39
3 Ethhocentﬁism - A .28 ~-.43
4 .InStrumental Orientation S .18 .52
5 Future Orientation‘ oo ;.29 64
6 Attitudes towards French Canadians .87 -.03
7 Interest in Foreign Languagés ) .69 .30,
8 Desire to Learn French. |, . .65 226
9 Parental Eﬁcouragement ‘ : .42 .70
10~ Motivational Intensity - - 136 239
N q
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also values learning French for the purpose of being
better able“to communiééte with and become knowledgeable
about the French~-Canadian communityi(Variable 2). Further,
the parent encourages the child to learn French (Variable
9).%nd is willing to expend energyl}n helping the child
acquire French (Variable 10). The composition of this
factbr'aépeaés to reflect general attiﬁgdes that. the
parent‘hoids regarding other cultures énd languages
(French—cénadia; in particular). Thewfuége descjgbed this
factor és é-"pq;en;al attitudinal{md%ivational character-
istics factor". Tﬁus;;it seems réasonablé‘to label this

a Passive Parental Influence factor, in keéping with

Gardner's (1968) formulation. "

w

Factor II receives appreciable loadings from eight.
variables. The pattern of the loadings suggests that
the barent who encourages seccond language study (Variable

9) also tends to see learning French as important te his/her

child's future success, both in terms of continued school

' success (Variable 5) and general future success (Variable 4).

Y

Interestingly, this parent tends to be ethnocentric

'(Variable 3) (see footnote, page 36), while simultaneously

véluing learning French forLLntegrative reasons (Variable

{ 1

2). » The apparent contradiction.here may well be a
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reflecticn of the socio-political climate in the city

of Ottawa, where angiophones_might pércéive themselves’éé
having éo—existgd amicably with the francophone community
in the past;:but are also apprehensive that the current
shift in importance of the French language may be a
threat to Eheir own, and particularly their children's
future'careers. Further, this parent becomes actively
involved in his/her child's French language learning
process (Variable 10), is more likely to be female
(Vvariable 1), and shows an interest in foreign languages

in general (Variable 7).

Factor II re;éives its major leadings from variagles
t%gt asse%sjmore goal directed and immediate concerns
and the extékt of involvement of the parent in his/her
child's language learning process. The -judge described
this as a "parents' encouragement and helé factor", and

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

labelled an Active Parental Influence factor.

Conclusion

While past research (Feenstra, l§69; Gardner, 1972;

s

Gardner and Lambert, 1972; Gardner, 1975) suggests that
parental variables influence the dévelopment of student

attitudes, the findings that this parental influence can

be cconceptualized as having active and passive components



suggests more specific relationships with respect to

where and_how parental influence operates - in the language
learning process. Theoretically, the‘developmenf of
student attitudes is mobst likely influenced.by the passive
component. The active component, while also influencing
student attitudes by continuing to shape those attitudes
in the present, may well contribute to the process through
its influence on other variables. Specifically, research
has demonstrated that a student's level of self-confidence
with French can be influenced by exposure to the French
language and the French language.community (Clément, 1975;
Clément, Gardner, and Smythe, 1977). Since the actiye compo-
nent reflects the amouAE‘of effort and resources the parent
expends orr helping his/her child in acquiring French, a
parent who is actively involveqiin the learning process

may eﬂcourage and provide his/her child with more contact
experiences with French and the French language community.
Fﬁrther, it is possible that ﬁhe extent to which a parent

holds favourable general attitudes towards other cultures

and languages (Passive Parental Influence) would affect

the Active Parental Influence factor.

These hypothesized relationships between parental
influences and student variables in second'languag

acquisition will be explored in the following chapter.



Chapter IV

SECOND LANGUAGE LEARNING MODELS:
RESULTS AND DISCUSSION
‘In.this chapter, attention is tﬁfned to the major
purpose of the present study. As stated previously, the
Gardner Model of second lan@uage learning is a linear
model, but it has pever been tested using a path analytic
technique. Further, the fgsearch suggests other vériables‘
that may be operating within.the second lénguage learning
process (specifibglly; parental influences, socioc-economic
status, aﬁd sélf—cqnfidénce with French), and that
investigation of theée:variables may provide greater
insight into the process. What follows ié an examination

of the Gardner and Expanded Models usinngISREL-IV.

Results and Discussion

1. Comparison cof the sub-sample of students with the
balance of the total_pbpulation. ~

The statistical contrasts of the sub-sample of

PN

students used in the analyses with the balance of the
total populaticn does not seem to bhe diredtly relevant

to the matter of generalizability of the findinhgs, since

. S
one may have very small but statistically significant
. [

’

differences which would have little practical
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importance. Therefore, the writer has chosen simply

to present descriptive statist;cs for the two groups

in Table 4.1. It is the‘writer'é'judgement that

they do not differ markedly on the daﬁa'presented,

but it is left up to tﬁe reader to judge. 'Coﬁsequently,
generalizations that are made are'to be‘considéred‘with

this caution in mind.

2
2. Self-Confidence with French.

With respect to the guestion of expanding the
coﬁcept of situational anxiety (as measéyed by French
Classroém'Anxiety) to one of self—confidéﬁce with. French
(as measured by French Classroom Anxiety, French Use.
Anxiety, and Self-Ratings in French} separate LISREL IV
analyses of the Gardner Model were run. In these two
analyses,lthe Model differed onl§ in terms of the number

of measures used to define the situational anxiety variable.

The analysis in which only French Classroom Anxiety
defined the anxiety variable fiélded a Chi Sguare value
of 2765.83 (df = 372). The analysis employing French
Classroom Anxiety, French Use Anxiety, and Self-Ratings
in French yielded a Chi Square value of-1216.06 (dﬁ“= 369).
The decrease in the Chi Square value obtained by_expandingsf

the situational anxiety variable was significant at the
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TABLE 4.1 : _ )
Camparison of student variables between the sub-sample of students P
_ included in the analyses and the balance of the population. - h
: _ : Balance of the
R Sub~Sample o Population
N=68 N=79
. RANGE RANGE
Variable ) MEAN S.D. (MIN/MBX) MEAN S.D. (MIN/MAX)
. O.I:S.E. Test de Mots & 21.32 9.35 5-41 25.24 7.99 4-43
. Trouver, Niveau 7 .
. O.L.8.E. Test de 13.24 7.05  4-23 12.63 4.48 ;3—22
Compréhension Aurale, = ’
Niveau 7 .
I.E.A. Reading Test, 14.91 5.26 3-32 14.19 4.80 7-28
Population IVS
Language Aptitude 43.10 6.89 33-79 ' 46.49 8.04 21-62
I.Q. . - . 103.69 12.94 72-138 -101.08 13.99 66-137
SES 8.94 2.73 3-15 - %.04 2.96 3-15
Integrative Orientation 22,84 3.66 10-28 21.44 4.13 10-28
Ethnocentrism , 38.66 "'76.34_ 22-52 37.48 6.79 12-49
Instnamental Orientation 22.32 3.97 7-28 21.04 4,95 7-28
Future Orientation , 7.21 .95 3-8 7.22 .60 4-8
French Class Anxiety 23.82 5.41  13-35 23.66 B8.67 5-35
French Use Anxiety 37.46 » 8.90 14-53 35.54 8.80 12-52
Self-Ratings in French 20.12 3.00 13-28 19.66 3.06 13-26
Attitudes Towards 55.63 9.47  33-70 52.01 11.22 16-70
Iearning French -
Desire to Learn French 23.38  3.23  14-30 .. 22,86+ 3.49 11-3L
: Motl\rdtlonal‘lntens1ty : 21.15 2.80 15-27 *120.20¢ 3.65 15-27
Attitudes Towards French~  47.69 11.13  13-70 .  46.03° 9.85 23-70
Interest in Foreign 53.90 8.93 -32-70 7 . :51.58 - -9.43 24-67
Languages ‘ T :

Parental Encouragement 52.09  B.39 11-63 .- “50.22°  4.81. .30-63
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N
.001 level (df = 3). This finding indicates that the
model which utilizes the concept of self-confidence

with French provides a better fit to the data.

L

3. Comparison of the Second Language Learning Mdgdels.
Turning to the main purpose of the present/study,

the Gardner and Expanded Models were ﬁested using LISREL

IV. The analysis of the Gardner Model {which included

Situational Anxieéy‘instead of Self-Confidence with French)

yielded a Chi Square value of 2765.83 (df = 372). The

analysis of the Expanded Model yielded a Chi Squaré‘value

‘of li36.65 (af ; 363). The difference between the two

vChi Square values was significant at they.OOl lével,

indicating that the Expanded Model provides a significantly

better fit to the data. This find}gg provides support to

the hypothésis that expanding the model to inclade parental,

socio-economic and self-confidence with French variables would

1

result in an improvement of the quel of second language

learning.

Mith respect to the measurement model of the Expanded
Modei, the Pirst Order Derivatives are small (sée Appendix K)
with the exception of F;ench'Use Anxiety to Motivatién (-.53)
and parental Integrative Orientation to Non-Linguistic-

Outcomes (.70). These results indicate that in the main
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the measured variables load on their respectivellatenFA
constructs. It should ee noted that the t-value of the

path from French Use-Anxiety to Self-Confidence with

French is Significant at the .0l level. In the case of
parental fntegrative Orientation, it still mekes the best
theoretlcal 'sénse to consider it in the context of Pa551ve BN
Parental Influence. Standardlzed Solutions of the

LISREL IV analyseS‘are presented in Appendix L.

Examination of the path coefficients in the Gardner
Mode{ (see Figure 4.1) showed- that with respect to Linguistic
Outcomes, only Language Aptitudé contributed significantly

(t = 4.25, p<.0l1l). Non-Linguistic Outcomes were

1nfluenced only by Motivation ( 4.44, p=.01). The
[ .

R .
path from Attltudes to Motlvhtlon waifalso “significant

(t = 11.56, p-:.Ol). all other paths were non-significant.

Examination of the path coefficients in the £xpanded

Model (see Figure 4.2) showed that with respect to

Linguistic Outcomes, only the path from Language Aptitude was,

%

significant (t = 2.92, p<.0l) as in the Gardner Model. With
respect to Non—Linguistic Outcomes, again as ,in the Gardner
Modél, only the path from Motivation was significant

(t = 2.94,'p<§.01). Other significant paths were: Aftitudes

to Motivation (t = 7.75, p<:101) Actlve Parental Influence

?.Ji,}vj i . o &

s

o
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to Self-Confidence (t = 2.11, p<.05); Passive Parental
Influence to Active Parental Influence (t = 10.12, p<t.0l};
and SES to Active Parental Influencel (t = -2.16, @=<<.01)

{see Figure 4.2).

-4. Model Refining.

While the Expanded Model appears to represent an
improvement on the Gardner Model, it should be recalled
that consistency of a model with tﬂe data onlg lends support
to the mbdel; i¥ does not provide proof for it as an
explanatory scheme {XKerlinger and Pedhauser, 1973), Con-
sequently, it is possible for the same data to be consistent
wéth competing causal models. As was discussed in Chapter
II, LISREL 1V not only allows the cdmparison cf competing
models, but also'‘provides a procedure by which a model can
be examined to determine whéther paths may be added or
deleted, thereby generating a new model tha; can be testéd

P

for goodness-of-fit.

Briefly réviewing is LISREL IV procedure, examin-
”
ation of the'standggdiz‘d solution~coefficients can suggest
paths that may be deleted from. the existing model. These

coefficients are estimates of the hypothesized contribution

k]

lGraphs depicting parent attitudes as a functlon of education
level are presented in Appendlx P.
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between twc variables.j Where a coefficient is small
(=<.01) it can be hypothesized that the relative
contribution of the path 1s negligible and that the:
model may be improved by deleting the path. Coﬁversely,
suggeitions regarding the addition of pathg‘to a model

can be found by examining the first order derivatives.

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

_ alter®d by adding the path suggestéd by the largest first

‘order derivative. ., The new model generated by such

modification can then be ané}ysed.and compared with the
existing target model. . This refining procedure can be
continued un£il-modif%patiens result in no significant
decrease in Chi Square being obtained, thereby indicating

that the last model generated‘do.s not significantly

improve on its predecessor.

" what follows is an attempt to refine the Expanded

Model using the above stated procedures. ',ﬁ
.
(a) Modification 1 ’
(j‘/ The first modification of -the model

consisted of the deletion of the paths from"
Intelligence and Self;Confidénce to both

Qutcomés and from Language Aptitude to Non-
Linguistic Outcome. Examination of'the—///

standardized solution coefficients for these "
! .

r

N
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o
paths (see Figure 4.2) indicates that.

their hypothesized contributiocds are
negligible (= .0l). It should be noted
that while the standardized'sélution.

lcoefficiént representing the influence -of

SES on the Passive Parentél Influence

variable is also sméll, this path was
Ll \ AL . ) r
retained, because deleting it'would have

cﬁanged the Passive Parental’ Influence
variable\frqm an éhdogenous to an exogenous

variable. fﬁis change would have altered the
. ]

“model such that it would not be a'more ° |

r sf}iétive é ;; of “the original model-as
required by L SREL IV and wﬁuld have resul£ed
in a?comégf{;on being impossibie.

LISREL IV anaiyﬁis of the model .

(Modification 1 Model) \yith the stated

s

modifications’ yielded éhi Square value

" of 1135.69 (df = 368). The differeﬁce between
the .Chi Square_values of the Modification 1
Modei and the Exp;nded Medel was not significant,&

indicating that both models represented.the data

o

” ]

equally well. Therefore, there was no |

% *
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v
statisﬁical basis on which to choose between

the -two models. A choice could, however, be
based on the fact that the degrees of freedom’
are increased in the Modification 1 Model,
without a significant difference in Chi Square
being observed. Consequently, the Modifitation .

o

1 Model is more parsimonious.

Mddification 2
LISREL IV procedures indicate that when

refining a model using the first order deri-

vatives, the"model be al%efed by addindg a path
Euggested by the largest first order derivativeﬁ

‘Beginning with the exogenous variables, therefore,

3

"the second modificéﬁion of the model_consisted of

adding d‘péth from Intelligence to Motivation

{see Figure 4.3).
o
The LISREL IV analysis of the Modificition
2 Model yielded a Chi Square value of 1131.58.

(df/= 367). The difference betwgen the Chi-

"~

Square values of the Modification 1 and 2 Model

analyses ‘was significant at the .05 %ével

, -
(difference = 6.11, df = 1), indicatfling that the

Modification 2 Model ﬁrovidéﬂ a sigAificantly
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L
better fit to the data than did éhe

Modification 1 Mo@

(E) Modification 3 -+ . ) i
The third mddification of the model

based on the first order derivatives from,
. ) i , o
* the Modification 2 analysis consisted of ;

[3

; ' - adding a path from Self-Confidence to ™

Attitudes (see Figure 4.4). 'The LISREL IV

analyses of the Modification 3 Model yielded

a Chi Squ;re value of 1064.35 (df = 366).

" .?he differencé bgtweeﬁ the Chi-Square values,
~cf the Modification 2 and .3 Model analyses

T

was signigicant at the .00l level (difference =

-

‘67124’ af = 1), indic;ting that the Modification
3 Model pfovideé a significant}y better fit to
the'dapa: Subsequent modification of the model:
did not result in a éigqifiéant improvement and )
.the model refining procedufé was t?rminatedn

i i
p : e A N .

Turning to an examination of the Modification

3 Model analysis (see Figure 4.5), it is seen

— - : . that Linguistic Qutcome is influenced by Language
'/ -_' Aptitude (tl= 3.01, p=<.01) and Motivétion‘
2 N ‘

(¢t = 1.61, p=.05). Non-Linguistic Outéome is.
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FIGURE 4.5 LISREL IY analysis of Modification 3 of the Expanded Model.

Standardized path
coefficients are displayed on the paths with their corresponding t-values in
parentheses. :

*

p <= .05
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influenced by Motivation only (t = 3.74,
pP<.0l). Attitudes are influenced by Self-
Confidence (t = 6.63, p=<.0l) and this
variable in turn influences Motivation

(t = 8.71, p=<<.0l). Motivation is also
influenced by I.Q. (t = -3.21, p=.01).
This last result is somewhét u;éxPeéﬁed.
The.negative value of the staﬁdardized
solution coefficient appears to suggest an
inverse relationship Eetﬁeen these two

variables.

It should be noted that the rélaﬁionship
between Self—Confidencé and Attitudes is
unexpected. Past research has demonstrated
situational anxiety to hazg an independent
influence bn second ianguage acguisition.

The present finding suggests that the role

Lo .

of Situational Anxiety,.or Self-Confidence,
appears to be one of influencing Attitudes

which in turn influence Motivation.

While the Passive Parental Influence
variable affects the Active Parental Influence

variable, no significant relationship between
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either variable with the student variables is

obtained. (It may be worth notin% that the’

path between the Active Pafental Influence

variablé and student Attitudes apprcaches

gignificance at the .05 lebel). With respect
, to "SES, its contribution éppea;s to be in

influencing the Active Parenta%/?hfluence

. variable (t = —1.98; p~<.05) aﬁd that the
relationship is an“\gzgife one’.
)a
4—~\ - -

“\_\J



Chapter Vv

CONCLUSION

*
m:.—ﬁ -

The present research examined the abpropriateness
of Gardner's (1979) model of the second language learnlng
process, as well as the utility of expanding hls model
to include variables“whose potential importance in the
process has been éuggested in tﬁé literature, but which
had received little empirical attention. Briefly, along
with the variables in the Gardner Md&el, the Expanded
Mcdel included .SES, pafentgl influence, and self-
confidence with French variables. It should be noteg
here that the size of the researcﬁ)sample was relatiJ;Iy\

small. CoﬁseQuently, the results of this study must be

considered with this limitation in mind.

t

Analysis of the Gardner Model progided partgz}\;
support for it as a theoretical representation of the
iegrning process. With respect to the hypothesized gagsal
reIationships within the model, the results differ' in
some respects ffom what was expected. As suggested by
past research, the supporting role that attitudes play
in motivation was defionstrated, as was the relationship
between language aptltude and llngu@\€lc outcomes, and
‘ \\/J\
AN
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between motivaﬁiéﬁ and neon-linguistic outcomes. The
present findinés offer stronger support for the causal
nature of these relationships, which to date have ﬁeen
hypothesized based on correlational evidence and

theoretical considerations only.

These, howe&er, were the only three_hypothéggs/ﬁg
the Gardner Model that %ere supported. The hypéthesim;gb
relationships betweén inteliigence and outcomes, and
between language aptitude apd non-linguistic outcome
were not supported. More notable was the observed lack
of a_significant relationship between mq£ivation and
linguistié outcomes and between gituational anxiety and
either outcome. With respect to motivation, this variable
has béen found not only to be consistently related .to both
linguistic and ﬁon—linguistic outcomes, but offen-fheir

. best predictor (eg. Gardner, 1979). The finding of a
non-significant relationship with lingui;tic outcome was

also obtained with the Expanded Model and this discrepancy

with past research Eé}l be discussed shortly.

Findings conderning the situatiocnal anxiety variabless
were also not consistent with past research. While
previous studies (eg. Gardner, 1979) have shown it to

.play a significant role in second language- acquisition,
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this %inding'ﬁas not obtained with thé Gardner Model.

A further analysis of the Garéner Model. in which
,situatiggél a;xi y was replaced by the more compléx
éelchonfidence with French variable was conducted.
Although this résulted in a significantly better fit to
the data, the influence of situational anxiety/seif~

confidence with French .remained non-significant. The

role of self-confidence in French on second language
¥

- ¥ ) N , -
- achievement was also not significant in the analysis of

the Expanded Model. These results suggest'the need for

a different view of the role ‘of situational aﬁxiety/

"self-confidence with French. As will be discussed later,-.

this variable may not make a direct contribution to

language outcomes as has been proposed-in past research.

_With respect to the Expaﬂded Modél, it was demon-
strated'that it provided a significantly better
rgpresentation of the second language learning process
than did the Gardner Model. The resglts.verified-the
general sequence of thébExpanded Model; the internal
dynamics, however, were unclear. The hypothesized
relationship between student attitudes and motivation,

Ty

and the influence of student motivation on non-

linguistic outcomes was supported. Motivation, however,
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was pot seen to significadtly affect linguistic out-
comes, where language aptitude had its only significant

K

effect. These results might be attributed to the

‘process by which students came to be enrolled in the

late immersion program. Since this was an optional

program, students had a say in whether they enroclled. As

well, the students' level of motivation was high and :
s

& ) -

relatively homogenous (StahdardizedAScore Mean = 49.83;
S.D. = 7.94, Range = 20.90 - 69.87). In such a case,
%anguage aptitude would then be a more potent prediétor
of outcomes (see Carroil, 1967). Studert motivation-
would be more likely to play & role in non-linguistic
outcomes, since the student would have to have'a greater
desire and exert more energy tc engage in contacts with

the secoﬁd'language community cutside of school.

The hypcothesized role of student self-confidence with

French in second language achievement was not supported.

As suggested with respect to the findings regarding

motivation and liﬁguistic outcomes, the non-significant
results for the role of seif—confi&ence with French in
second langﬁage achievement might also have resulted

from the fact.that students who chose to enter the program
may have been simi;ar with respegf to their perceptioﬁ

A

of their capébility o learn the second language. Students
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whose self-confidence in French was low may well.Bave '
chosen not to enroll( A further pOSSlble explanation o

- ¢
for thlS finding is suggested in the results of the. ®
5, .

model reflnement analyses. In the last model generated'
by the statistical refinements of the Expanded Model
(Modification 3), self-confidence Significantly influences
student attitude;. This result,“while differing from
earlier research findings that motivation and 51tuational
anx1ety variables generally made relatively 1ndependent

contributions to second language achievement,. does

appear to be consistent with the‘view of the relationship

" .between:anxiet§“énd motivation in the motivational theory

literature (e.g. Atkinsom and Raynor, 1974; Atkinson

and Birch, 1378).

Traditioﬁéll§;'anxiety has been seen to moderate an
individual's motivetioni;'in-the‘present analysis,ﬂthe
significant relatiohship between student attitudes and
motivation, and the significant relationship between
self-confidence and attitudes, suggests that seIf:confidence
plays a tole in second.language acquisition through attitudes,
and'hence, motivation. Spec1f1cally~ ‘the level of self-

confldence a student possesses would influence the attitudes

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




interpretation”differs from that presented by Clément,
Gardner, and Smythe (1980) Based on factor analyses
of data for francophone students in a blllngual setting,
they hypothesized that the role of”seltrconfidence is
mediated.hy motivation;' Ase such, ité/role_would.be

. similar to that of—attitudee in previding support for

motivation (see alsoc, Cl&ment, 1980).

§ o>
ﬁghls dlscrepancy between the two 1nterpretatlons
///f theé role of self confidence may be the result of- the’
. present study examining. hyp e51zed causal relatlonshlps
‘\lrather than desciibing réelat onships. The present

‘interﬁretation proposes that the affective variables.

which Qrovr?e”support for motivation. are directly influenced

by self-confidence with French. Research has shown that
French language pfegrams can in ﬁaet influence‘a student's
level of self-confidence with Frenéh (Clement 1978- 79)

The proposed process would then have implications for the

d951gn of French language programs, since any ‘program that

would increase a language student's level of . self-confidence

*

with French, should also result in an 1ncrease in posmtlve

-.‘-

attitudes; If thlS proves to be the case, lt would seem to
: r

“be an impertant con51deratlon ‘since it would be ea81er

to de51gn strategles to change self-confldence w1th French '

than to change attltudes‘;,Whlle the lnterpretatlon

S

I
L
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presented here is 1nterest1ng, it must be kept in plnd
that it is based on a posterlorl analyses and thus must

_ be regarded acccrdlngly. It does appear, honever, to be
a plausible‘eiplanation considering the present.and past )

™

results.

Ly e ) ) o

'1”With respect to the societal variables investigated
here, whire only exploratory, the resultsAare:consistenf
with:what‘conid be expected from -theoretical cdnsncerations‘
and what has been-snggested by'past research The sxgnl-'
flcant negative relatlonshlp between soc1o-econcm1c status
and actrre.parental influence suggests that the lower the
SES level of the immediate neighbourhood, the ‘more, actlveiy.‘
1nvolved w1th the chlld s language tralnlng the parents are.
:Ehe unexpected dlrectlon of thls finding may be understand—-

<5

‘al le in llght of the predomlnance of middle’ ana upper—
~middle SES 1nd1v1duals in thg present sample. Thus, 1t?

N would appearrga 1ndlcate that the mlddle and upper—mlddle
fSES parents devote more of thelr time and energy in thqlr
;chirdren‘s French language study than dO'hlgher SES .,u fi
parents. Thlﬁ could llkely ‘be the result of middle- and

_ upper mlcdle SES. parents belng more concerned with upward
”‘moblllty and seelng the learnlng of French as an 1mportant
tool in that process,fpartlcularly w1th reSpect to employ—':‘

ment opportunltles.—;‘-

PRI . .
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The present research also supports the hypothesiSJ

uthat parental“inﬁluenee;is important 'in second language

-:,learning achievement,‘and further, that this influenoe‘v\

e L
can be thought of in termsqof actlve and passive .components

-

as suggested by Gardner (1968) The only 51gn1f1cant

‘relatlonshlp betWeen parental lnfluence and ‘student

“wariables obtalned 1n the analy51s of _the Expanded Model

was between" the actlve parental 1nfluence varlable and

student self- confldence with French. Purther explanatlon
T ox
of the parental influence with respect to llngulstlc

3 -

outcomes is not pos51ble 51nce self—confldence was not’

5

_.,/SLgnlflcantly related to elther second language outcomes.

- -
)
1

Whlle, as stated earller, the analy51s of Modlflcatlon

[t

3 of the Expanded Model suggested that self-confidence

_plays 1ts role- through stmdent attitiides, it must also be

g gnoted that in’ that analy51s, actlve parental lnfluence on

self—confldence was-no longer 51gn1f1cant. In the same

. analysis, however, a negatlve relatlonshlp between actlve

parental influence and student attrtudes approached

51gn1f1cance (t = <l. 78, p¢: 10) as dld a p051t1ve

relatlonshlp between.pass:ve parental lnfluence and student

d.wattltudes (t = 17 71, p<: 10) Cautlously 1nterpreted‘ th;s

_‘suggests that the students' attltudes that support thelr

. .
- LR

N K}
AT ! » -
N W e
- L
- * . h . .
N N -



mot}vatien.aré influenced by parentgi va;iaples and
their own self—coﬁfidence wi£h.Ffen;b. This could mean
that stﬁaehts who have high selfécohfidénce with‘Ffench
* and whose géfents are involved with their language study are
imofeﬁlikély%té develdp positive atfitudes. Thesd atfitﬁdes

[ ~

. are impertant for maintaining their motivation and-hence,

" positively affect their second language achievement.
, R ‘ o henl

It nust bBe noted that the relationship between active
parental :influence and student attitudes is a negative one

~
.

‘and Beens téaimply that the more actively involved the

' parent is in the child's decond language training, the:
1 R N E

less favourable the student attitudes are. If there is

~ '

.any validity to this interpretation, it is unclear why
this would be so. Possibly, the pressure éx;rted by

" parents who .fe'moré actively‘involvedﬂin ;he;r child's
second lan uagetlegrning may causé him/her‘to Eeél less

fa&ourable about: the elements of the'second.language

learning experiehceyﬂnd the second language speaking group.

-~

In-summafy,‘the resulps.bf%the present ;esearch
-.provide‘partial\fuépbrt for the model of'thé'second language
.lea£ning préceségés.originally'presentéd by Gardner (1979)
anQ; more significantly;%of éhe Expandéd Model which

includes societal and .parental variables. It must be

v

>
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emphasized that the models presented and tested here
° are not the Only p0551ble models of the second language

:learnlng pr0cess There may be other models that re—':'

present the process more preCLSely. .The results of the

present analyses, however,;suggest that the Expanded
. N .
Model lS a plaus;ble one, and as such while its internal

<

dynamlcs are unclear, certaln conclu51ons would seem to

- -
RN -

be justified. Spec1f1cally, as was expected from prevrous“

.

: research findings, both 1anguage aptltude and studeht :

motlvatron play SLgnlflcant roles in second language

\

acqu151tlon Further, the role played by student attltudes”

‘deoes seem to be that of prov1d1ng the foundatlon for student
motlvatlon. There is support for conceptuallzlng parental

lnfluence as belng composed of passrve and actlve components

and that they play an meortant role.in the seGond language‘

acquisition process. AR . oo

The other social milieu variable investigated here, v_'
SES, also seems to play a significant role in the

acquisition process through its relationship with parental

‘e,

influence. In addltlon, the" tentatlve finding regardlng
the rnfluence of self-confidence with French on- student
attltudes would have lmportant 1mpllcatlons,for our

- understandihg of the seodnd language learning progess,. and

‘the design of second language,programs._ Treatment

~

I\

[
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:E;ré?egies m%y,ﬁhérefore, belfocused;on énsﬁfing tﬁati.

self—cqnfidence is high,‘and in this modei, less
;ttehtion would have to be paid to thé.more difficult
“task ofjgévélopihg strategies to, change étﬁitudes.

As stated-previougly, owfng to the émall samplg size;
future testingiof the Expaﬁded Mbdel is required to see
if éhe conclusidns drawn here are tenable. As well,
the role of pa;ental influénce.bn second language
acquisitidﬁ needs further examination, paréiculqily with
:espect‘ts lhe manner in'which that ;nfiﬁehce—is felf.
Finally, the findings obtained here fegarding the self-
cdnfidéncé with ?rench‘vériable would suggest the need
to exaﬁ;ne its role in the,learning procéss,and that it
may be useful'to:considér its iﬁfluénce in the context

»

rof traditional motivational theory.
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Appendix A
P

ROTATED FACTOR MATRICES OF THE PARENT QUESTIONNAIRES

. TABLE A.1

. .
?&rimax rotated factor matfix of the Parent Questionnaire
c “ I II
1 Sex .09 .34
2 .,Iﬁtegréti&e Orientation .61 .39

2 . .. Ethnocentrism N " .28 " -.43
4 Instrumental Orientation ‘118 .52

5 Fature Origntation .29 . .64

6 Attitudes Toward; Frengh—Canadians ) .87 —Jd§l
7. Interest in Foreign Languages .69 .30

8 5esire to Le;rn French’ .65 - .26
9 Parental Encouragement . ’ 42 .70
10 .36 © .39

Motivational IﬁtensityA




« , }
. i
TABLE A.2 N
Varimax rotated factor matrix of fatheréiméﬁegtionnaireé Bnly
. I . . II...
2 Intégrétive Orientation L ;“".71 - .34
3 - Ethnocentrism i - f, ‘Lis_ . ~_3SCr
‘_:4 _Instrumentél Orientation .‘ ‘A.38: S70
5 Future Oriééggtion " ‘ .46 .56
6 Attitudes Towafds French-Canadians’ . .81 -.04
7 . Interest in Foreign ﬁanguages* ‘ .78’ - .0%
8 Desire to Learn French o .78 06
9 .. Parental Encouragement ) N .63 .45

10 Motivational Intensity ' .. .50 .14




- lo6 -

TABLE A.3 ‘ !

. Varimax rotated factor matrix. of mothers' guestionnaires only

; ‘ . I IT
'_l' .. Sex. - .
12 Integrative Orienﬁétion .36 - .20
§ 3 Ethnécenéfism ‘ .54- —.a7”
4 Instrumenfgl Orientation ‘;04 .26
5 Future Orienéation .18 .42
6 " Attitudes TowardsiFrench—Canadians .91 -.06 .
7 'fiﬁterést ingForeign_Languaqeg - .60 .37
18*r Desire to"Learﬁ'Erench . .53 .40
9 '”Eargntgl Echuragement /j .23 .6§
in Motivationaljlﬁtensity k . 200 .61
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Appendix B R N
- . STUDENT QUESTIONNAIRE
NAME
Code Number:, . School: . Class: _ b e
. LT - . . : )
Instrucﬁions . - '

You are being asked to complete this questlonnalre as
‘part of a project to 1nvest1gate the late immersion programs

in the Ottawa Separate Schools.  For the results of this N
" survey to be meaningful it is lmportant 'that you be .as
;eccurate and as'.frank as poésible in your answers. All
information that you provide .us w11l be kept STRICTLY ° v
CONFIDENTIAL and nelther _your parents nor teachers have
" access to 1t. .

Part.I and Part II are to be fllled out on thlS
questionnaire. For Part III'and.Part IV please use the

T . answer: sheet prov1ded

R . ———,

If you, have any questlons whlle you are filling out this
-‘questlonnalre, do not hesitate to ask .for a551stance by
ralslng your hand. . , ' -

PART I-

1. a) _Dufing the-last 12 months have you had the "opportunity
: to- use French outside of . the scheol. . situation?

Yes o No;

- b) 1If'yes, in what‘wﬁys‘ané‘Where




2. Please indicate ‘all languages that are spoken in @
your home: . :

. . ..+ English .

AR ' . French .

German

- Italian T ‘ T

' = 'Spanish ‘ i ) :
‘ éthefs (please specify)
3. Please indicate which language you speak well: - . - T ;
' ' Eng l“j.'sl; ' - | e R
Frencﬁ ) b ’
o . German : o | " B ,‘i

Italian, - o o - - -

- . Spanish

: Others (please specify) . T >

AY P G -
. 1 . ' . . N
. -
- -
V-
o+ -
. . . -
. . .
.o .
" .
)
. N
. 1 o
.
° - K
N -
N
1
: ,
v
~ X
. -
-
.
'
)
- .
. - .
. o
.
/f :
L r N
- =
I



----- L o - 109 -

PART II

Instructions -

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

I write French:

A

not at ail a lattle fairly well

fluehtly

~ If however, you feel you write French somewhere between
"a little" and "not at all”, you weculd put a check in the space

” between these two on the scale:

V// : : :

not at all - , ~.a little - fairly well
-fluently
1. I write French:
not at all a little fairly well
flugntlz» -
2. I understand French:
- Lot T : : e : :
. not at all /,/f‘a little’ fairly well
fluentiy e /
o I's

Ao ’ .h—’/



-0~ !
B S "-"'V»",-; \ b ' .
3. I read French: //\/
i ~/ ]
. : . 4 : x :
"not at all a little fairly well !
fluently
4. I speak French:
o . /l ] ‘l‘_"_ 7 )
not at a;’ll . a little ’-\,fairl'y well
quentIy -
! N
!
) »
‘ - ‘
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PART III

Instructions

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

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

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

1. Guy Lafleur is the best player to have ever played in the
National Hockey: League. . ‘

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

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

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

“then on the answer sheet you would darken the letter (F) beside
the appropriate item number. ' -

EG. 1. (A) (B) (&) (D) (B) (# ()

Note, there is no right or wrong answer. All that is
important is that you indicate your personal feeling. -

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

Il
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Studying French can be important to me because it will:
allow me to meet and. .copverse with ' ‘more and varied people.

(p) Strongly (B)
. Dlsagree e
"(E) slightly (F)

'.Agree

Moderately (b)
Disagree
Moderately (G)
Agree

Slightly (D) Neutral

. Disagree

Strongly
Agree |

My Darents have streSSed the 1mportance French w;ll have

for me when I leave
(), St:ongly (BY.
" ‘Disagree
(E) Slighfly (F)
Agree

The Freﬁch—Canadian
Canadianlidentityu

() VStrongly (B)
Disagree

(£) Slightly (F)-
.Agree‘ -

school.

Moderately (C), Slightly (D) Neutral
Disagree . . Disagree .o :
Moderately (G) Strdﬁgly .

Agree Agree i

v

heritage ig.an important part of our

Moderately.

-(C).
Disagree _
Moderately - (G)
_Agree‘"

Slightly Neutral

(D}
Disagree -

Strongly

\Agreex:

~

Studying French can be 1mportant for‘me because other people
éééEIESPECt me more lf I have a knowledge of a foreign
1 o | .

age. -

(A) Strongly (B)
Disagree -

(E) Slightly (F)
Adgree

Play fair with your
themselves.

. (B)

Strongly
Disagree
(E) Slightly (F)

Agreée

- Moderately

'Moderatelf

-Agree

(cy
Disagree "
Moderately {G)
Agree .

Slightly (D) Neutral
Disagree

Strongly |
Agree

pWh'ﬁrienae'aﬁd'let others look out for

Disagree .
Moderately

()

@)

Slightly (D) Neﬁt:al

" Disagree

Slightly
Agree



10.

T
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I want to read the literature of a foreign language in

the original.’

()

(E)

If everything would

{a)

(E)

(a)

(E)

Strqﬁély
Disagree

Slightly
Agree

Strongly

Disagree -

Slightly
Agree

Strongly
Disagree

Slightly

‘Agree

(B)

{¥)

(B)

(F)

(B}

(F)

. Studying French can
able to participate

cultural groups.

(n)

7

Strongly
Disagree

Slightly

Agree

(B). -

(F)

.
[l

Moderately  (C)
Disagree ~

Moderately (G)
Agree

Moderately (C)

Disaqgree

Moderately (G)
Agree

. Learning French is a waste of time.

Moderately (C)
Disagree

Mcderately (G)

Adree

. ‘Disagree

Moderately (G)..

Agree

Slightly
Disagree

Strohgly
Agree

" Slightly

Disagree

Strongly

Agree ’

Slightly
Disagree

Strongly
Agree

“Strongly -

Agree ™

Thereqisthly one right way to do anything.

Strongly
Disagree

Slightly

Agree”

~(B).

=)

'Modérately (C)
Disagree

Moderately (G) .

Agree

Slightly
Disagree

-Strongly

Agree

\d

(D) Neutral

change, this wdrld'would‘be much better.

(D) Neutgal

-1

(D)

(D)

Neutral

be important for me because I will be
more freely in the activities of other

Moderately (C) Slightly (D) Neutral.
D}sagree““- - -

Neutral
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11. I en]oy meetlng and 1lsten1ng to people whofspeak other

languages. .

(a) Strongly (B) ' Moderately () Slighfly (D) Neutral

Disagree ' Disagree .-~ Disagree

(E) slightly - (F) Mode}ately “(G) Strongly
- Agree .. Agreeé R Agree

12. My pérents really encourage me to study Ffén?h.

' "o

(A) Strongly (B) Moderately (C) Sligﬁtly (D) Neutral

Disagree Disagree Disagree
. ' . i — . . . ;
(E) Slightly (F) Moderately (G) Strongly :
K Agree ~Agree o Agree

13.- Studying a foreign language 13 an enjoyable experience.

() Strongly (B) Moderape (C) Sllghtly (D) Neutral
D}sagree- Disagree Disagree )

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

14. Pecople who do ot belleve ‘that we have the best kind of
government in the world' should be made to leave the
country. N ¢ . -

(A) Stronglyl \(B) Moderately (C) Slightly (D) Neutral
o Disagree ‘Disagree Disagree

{(E) Slightly (F) Moderately (G) Strongly
Agree ‘ Agree ) . Agree

15, ‘Studylng French can be lmportant for me_because I thlnk
it will® someday be useful in gettlng A good job.

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

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

Al s



.16,

17.

19.

20.

"o 18..
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. I would feel comfortable speaking French®

"

in an informal

gatherlng where both Engllsh and French ‘speaking people

are present.

(a) Strongly (B)

Disagree

;_(E) Slightly (F) =

Agree

"(A) Strongly (B)
-.- Disagree
(E) STightly (F)

S Agree

Moderately
Disagree

Moderately
Agree

Moderately
Disagree

Moderately

Agree

- (C)'-

(G)
rﬂAgree

(c)

- (8)

A

Slightly (D)
Disagree

Neutral

Strongly

« My parents try to. help me with my French T

Sllghtly (D)

Neutral
Disagree e

P

—

Strongly
Adree :

When I am making a telephone call, I weould get flustered

if it were necessary to speak.French.

(A) Strongly -(B)
‘.. Disagree

" (E) Slightly  (F)

Agree

4

Moderately
Disagree

Moderately:

Agree

cy

¢
(G)

* Disagree. /

Slightly" (D) .Neutral

Strongly

Agree . \

Even though Canada is relatlvely far from countries speaklng
other languages,\lt is important for Canadlans to learn

foreign languages.

’

N
-

Moderately «-
- Disagree

Moderately

Agree

{C)

(G)

Slightly (D) Neutral

Disagree

Strongly
Agree:

If a person does not watch out somebody w1ll make a fool out

(&) Strdhgly (B)

a Dlsagree‘ """

(E} Slightly (F)
Agree

of him.

(n) Strongly (B)

Disagree

(E) Slightly - (F)
Agree |

Moderately

Disagree

Moderately
Agree

{C)

(G)

Slightly

. ','f;w_ ‘ -
(D) Neutral
Disagree

Strongly
Agree-



21.

22,

235

24,

25.

-

v T

P

If T planned to stay in ancthe
great effort to learn the language even though I ‘could get

.along 1n Engllsh.

(A) ‘Strongly (B)
Disagree. .

(E) Slightly (F) .
Agree !

Moderately
Disagree: -~

Moderately
Agree .

W

e

@

40

Sllghtly

Dlsagree

Strongly
Agree

I think that learnlng French is- dullf

{A) Strongly (B)
Disagree

(E}) Slightly . (F)

~ Agree

Most

with

(A) Strongly {B)
Disagree

%(E) Slightly (F)

Agree

Moderately
Disagree

Moderately

Agree -

Moderately
Dlsagree

-

Moderately

‘Agree. -

<)

(G)

(C)

(@)

Slightly
Disagree

Strongly
Agree ..

~
Sllghtly
Disagree

Strongly
Agree

Py

A

rﬁtountry; I would nake a

:(Uf tNeutral\

(D) Neutral -

French Canadians are so friendly and easy to get along
that Canada ts fortunate to have them

(D} Neutral

My parents feel that I should really try to learn French

u.(A) Strongly (B)
* .. Disagree
(E} Slightly (F)
' Agree :

Moderately

Disagree

Moderately

Agree

(C)

(G)

Slightly
Disagree

Strongly

" Agree

. {D) Neutrql

French Canadians are a very sociable, warm-hearted and

creative. .people.

(A) sStrongly (B)
Disagree
(E) sSlightly (F)

Agree

Moderately
Disagree

Moderately

Agree /i:::) Agree ‘

()

(G)

Slightly
Disagree

Strongly

e

(D) Neutral



. 26.

27.

28.

29.

30.

L

V- 117

My parénts show con51derable 1nterest in anythlng to dot-

w1th my Freénch courses.”

(A?f Strongly (Bf 'Moderately (C) Slightly
- > Disagree ' . Disagree v .. .Disagree

J

_ Agree - * Agree . Agree

(E) ,slight;y (F)t‘Modératgly (G) Strongly

I would feelsﬁncomfortabré speaking French in

A

*(A)wuétrongly (B) Moderately (C) Slightly

(D) Neutral

any situation.

(D) Neutral

Disagree . Disagreg " Disagree

(E) 'Siightly (F). Moderately (G) Strongly
Agree e Agree. Agree
When I leave school 'I shall give up the study

entlrely because I am not interested in it.
- L

LY

'(A) Strongly (B) Moderately (€) Slightly

* . Disagree Disagree 'Disagree

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

of French

(5)' Neutral

Agree Agree % Agree
If I had to speak French w¥th someone in .authority it would

cause me great discomfort.

(A) Strongly (B) Moderately (C) Slightly
Disagree . - Disagree Disagree

(E) Slightly (F) Moderately (G) Strongly
- Agree_,' Agree Agree

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

(a) Strongly IB) Moderately (C) Slightly

Disagree Disagree Disagree
- \

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

- Agree . Agree Agree

i

(D) Neutral

]

(Df Neutral



31.

32.

33.

34,

35.

-
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LT

I want to be fluent in thelr language.

sure I would get nervous whenever I had to speak French

,(B)

{F)

+

and confused when I am

(B)

(F)

(B)

(F)

(Al  Strongly
. Disagree
(E) Slightly
Agree
I get nervous
class.
(A) Strongly
Disagree
(E). Slightly
Agree
I am
. to-a sales clerk.
(&) Strongly .
. Disagree -
(E) Slightly
Agree

:Moderately

Disagree

Moderately

" Agree

Moderately
Disagree

Mcderately
Agree '

Moderately

Disagree

Moderately
Agree

(c)

(G)

(C)

(@)

3
K

(o)

(G)

Sllghtly
Disagree

Strongiy
Agree

speaking

Slightly
Disagree

'Strongly

Agree

Slightly
Disagree

Strongly
Agree

(D)

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

Neutral

in my French

(D)

(D)

I wish I could speak another language perfectly.

(A)

&)

I would feel confident and relaxed 1f I had to ask for street

Strongly
Disagree

Slightly
Agree

{B)

(F)

Moderately
Disagree,

" Moderately.

Agree

directions in French.

(A)

(E)-

Strongly
Disagree

Slightly

: Agree

(B)

(F)

. Moderately

Disagree

-M¢derately

Agree

(C)

(G)

(C)

(G)

Slightly
Disagree

Strongly
Agree

Slightly
Disagree

Strongly
Agree

(D)

(D)

Neutral

Neutral

Neutral_

Neutral



A

36.

37.

38.

39.

40.

b
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I am afraid the other students will laugh at me when I -

speak French,.

(n) ‘Strongly (B) Moderately (C) - Slié y

Disagree | Disagree Disa

(E) Slightly (F) Moderately ' (G) sﬁxongly'

Agree Agree . Agree

(D)

\

Neutral

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

~his family is better than any other.

(A) Strongly (B).. Moderately = (C) &lightly
Disagree /i‘;Disagree ‘ Disagree

(E) Slightlyj (F) Moderately (G) Strongly.

Agree Agree Agree
I love learning-?rench.

(A) sStrongly (B) Moderately (C) - Slightly

Disagree - Disagree . 'Disagree -

(E} Slightly (F}. Moderately (G) .Strongly
Agree - Agree' o -~ Agree

. My parents encourage me to practlce my French

possible.

(A) Strongly (B) Moderately (C) Slightly"‘
Disagree - Disagree T Disagree

(E) Slightly (F) Moderately (G) Strongly
Agree o Agree , -+ Agree

Learning French is really great.

(p) Strongly (B)‘ Moderately (cy Slight¥y
Disdgree Disagree " Disagree

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

R

(D)

(D)

‘Neutral

Neutral

1l

as much as

(DY

(D)

Neutral

-

[T

“ .Neutral -



41.

42.

43.

a4,

45..

Some

{a)

(E)

Strongly
Disagree

Slightly.

Agree

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

Stroﬁqu
Disagree

Slightly’

Agree

(B)

(F)

(B)

(7)

_1:20_.

Moaerately
Disagree

Moderately
Agree

Moderately
Disagree

Moderately.

Agree

Q)

(G}

()

(G)

Slightly
Disagtee

Strongly
Agree

'Slightly

Disagree

Strongly

Agree "

(DY

(D)

It embarasses me to volunteer answers in our Frehch class.

Neutral

“

. Neutral

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

(a)

(E)

_Strongly

Disagree

Slightly
Agree

(B)

(®)

Moderetely .

Disagree

Mcderately
Agree

(€)

(@)

Slightly
Disagree

Strongly

Agree

(D) -

o

Neutral -

English Canadians should nake a. greater effort to learn

(A}

(E)

'Stronqu
" Disagree

Slightly
Agree

. the French language.

{B)

F)

Moderately

Disagree

Moderately
Agree

(@)

(G)

- 8lightly

Disagree

Strongly

‘Agree

(D)

Neutral

"Studying French can be impecrtant for me primarily because
it will enable me to better understand and appreciate French=
Canadlan art and literature.

(A)

AE).

Strongl
Disagre

'Slightly

Agree

(B)

(F)’

Moderately-

Disagree

Moderately
Agree

{cy.

_Slightly

Disagree

Strbngly

. Agree

. (D)

“

Neutral

L



48,

49

~ 50.

“46‘I-

i

*my

I would llke to know moxre French Canadlans.

'kA); Strongly {BY

'=‘Dlsagree" et
(E) slightly ~ {F)
‘. Agree -

[}

-Moderately

Disagfee

fModerately
Agree

o

1

\
’

Sllghtly

Disagree-

{G) “-Strongly

Agree

(D)

Neutrﬁl

'3Study1ng French can be 1mportant for me because 1t will

enable me to better understand and apprEClate ‘French-
Canadlan art and llterature

(n) Strongly (B)
Disagree o

(E).. Slightly =~ (F).
Agree. )

“Moderatelyi

Disagree.

‘Moderately
- . Agree

(C)

(B)

Slightly
Disagree

Strongly
Agree

(D) Neutral:

I never feel qulte sure of myself when I am speaklng ‘in -

our French class.

‘Strongly
Disagree
(B} Slightly (F)
Agree )
I hate %rench.
) Strongly” (B)
. "Disagree
(E} Slightly _(F)

. Agree

“(®)

‘Moderately

Disagree

.'Moderately'
Agree

™

Moderately

Disagree

Moderately
Agree

()

(G)

e

(@)

“n

" Slightly

Disagree

¢

Strongly.

Agree

Slightly
. Disagree.

'Stronély

Agree

(D),

(D) -

Neutral

~

Studying French can be important to me because it will

allow me-to be more at ease w1th fellow: Canadlans who

- speak French.

(A) Strongly (B)
~ Disagree
(E} slightly (F)
Agree- -

Moderately

- Disagree

Moderately

Agree

(<€)

Slightly
Disagree

Strongly

Agree

(D)

\e,

Neutral

Neutral



51.

52.

53.

© 54.

55.

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

My parents feel that because we live-

lea;n French.

{(a) Strongly (B)
' Disagree

.

(E) Slightly (F)
- Agree

- 12% -

~ o

y

Moderately (é)
Disagree .

Moderately (G)
Aqree

-

Moderately - (C)

_Disagree

Mcderately (G)
Agree

“Slightly (D)
Strongly
ih“Caﬁada,

Slightly (D)

I plan to learn as much French as possible. .

Neutral - -
Disagree <
Agree. ,
Neutral -
Disagree’ o

Strongly ~ " "

vAgree

If Canada should lose the French culture of Quebec, it

\_(A) Strongly (B)

Disagree

- (E) Slightly (F)

Agree"

. would indeed be a great loss.

-

Moderately. (C)
Disagree

Modefetely (G)
Agree

Slightly (D) |

Neutral
Disagree : e

fStrdhgly.

Agree. c
I ‘\, - ..r

Studying French can be 1mportant for me because 1t will

make me a more knowledgeable person.

() Strongly . (B)

Disagree

(B) Slightly (F)

Agree

The worst danger to
years has come from

(A) Strongly (B)
Disagree

(E} Slightly (F)
Agree -~ T .

. Moderately - (C)

Disagree

Moderately (G)
Agree

slightly (D) Neutral .
Disagree ; T
Strohgiy.
Agree

-

real Canadlanlsm during the last . fifty
forelgn ideas and. agltators.“;

+

Moderately -(C)

Dlsagree

Moderatel¥

‘Agree

Sllghtly ‘(D) Neutral

. Disagree

Strongly _ Ce ;‘?1

“Agree




56- .

39.

. '6'0;- -

57.

. (E) Slightly . (F) Moderately (G{

58,

.(E) Slightly (F) Moderately ' (G)

. =123 -,

-

My parents urge ‘me to seek help from

haV1ng problems with my- French.

{(A). Strongly ( 5 Moderately'»(C)
Dlsagree ; o Dlsagree

{E) Slightly {F) Moderately (G)

Agree ,, ' ' Agree

I really enjoy\iearnlng French.f

- (R) Strongly (B) Moderately (C)

Disagree ' -+ Disagree .

-"_Agree.‘ H-; . Agree

- -

my teacher if T am

,Slightly (D)A“Neutral
- Disagree

Strongly

- Agree

Slightly'f(D).'Neutral.

Disagree:

‘Strohgly
" Agree

My. parents feel that I should contlnue studylng French all

through school.

(a) Strongly '(th'Moderately (C).

_ Disagree . :Disagree
(®) s1i§2t1y‘ (F). Moderately (G)
"~ . Agree L--,Agree ; :

If I were:visiting'a foreign. country
able to speak in - the language of the

{}{A)_ Strongly%f{B)‘ Moderately {C)

iDlsagreex}u Dlsagree

i KE) ”Sllghtly:'(F) Moderately (G)

Agree ﬂ"; : Agree

(A) Strongly77(B)ThModerately (ﬁ[
Dlsagree». N Dlsagree T

Agree Agree

Slightly"(b) Neutral
_ Disagree:

Strongly
Agree

I would llke to be
people.

Siiqhtly:_(D) Neutral
Disagrée‘

“Strongly -
‘Agree

- .I always feel that the other students speak French better
“.than I do. ™ v R

Slightly (D)- Neutral
Disagree

. Strongly

Agree




61.

62.

63.

64.

65.

©

French Canadians have preserved much ‘of the beauty of
the old Canadian folkways. ~ .

(A) Strongly (B)
Disagree -

(E) Slightly. (F)
Agree

I would really like

(p) Strongly (B)
Disagree

(E) Slightly (F)
‘Agree ’

Moderately;E(C)

Disagree

Moderately

Agree

(G)

Slightly’
Disagree" .

Agree

to learn a 1ot of Fforeign

Moderately (C)

Disagree

' . ' .
Moderately (G)

Agree

S1lidghtly
Disagree
étrbngly
Agree

Frénch-Canadians add’a distinctivéHflavour to

culture.

(A) “Strongly (B

Disagree

{(E) Slightly (F)
- Agree ‘

I often wish I could read newspapers

another language.

(A) Strongly (B)
Disagree

(E) Slightly (F)
Agree ‘

French is an important part of the school programmé.

() Strongly - (B)
Disagree -’

(E) slightly (F)

Agree

Moderately
. Disagree

Moderately

Agree

(©) -

(G)

Moderately (&)
- \

Disagree

Moderately

Agree

.Modgtétely
‘Disagree -

Moderately

Agree

(6)

(cy

{G)

Slightly
Disagree

Strohgiy
Agree

A;étrQﬁglytn

languages. -

(D) -ﬁeutral"

the Canadiaﬁ_

(D) Néutral

and magazines in -

Slightly

Disagree

Strongly
Agree

Slightly
Disagree

(D)

Neutral

E

-{D) Neutral

Strongly

Agree

(D) Neutral -

N



-

66.

67.

68..
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If I should ever meet a French-speaklng perscn, I would
feel relaxed talking with him.

(n) Strongly
Disagree

(E) Slightly
Agree

I would study

required.

{A)} Strongl&i

Disagree
(E) Slightly

Agree
find out what

(A) Strongly
Disagree

(67 Slightly

Agree

()

(F)

Moderately"TCTWgSlightly

Disagree .

Moderately
Agree

(G)

Disagree -

Strongly-
* Agree’

{D)

Neutral

-a foreign language even if it were.noct

(B)

(F)

(B)

{F)

Moderateiy

. Disagree

(C)

Slightly

Disagree

Modezﬁggly -(G) Strbngly:

Agree

Moderately
Disagnse

Meoderately
Agree

(cy -

(G)

Agree

Slightly
Disagree

Strongly
Agree

(D)

(D)

Neutral

.

. Teachers should tell children what to do and not try to
' the children want.

Neutral

3]
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/

Instructions

On- the answer sheet please answer each of the following

items by darkening the letter of the alternative which appears

to be most applicable to you. We would like to remind you that

- no individual teacher will have access to the guestionnaire or-
any other information which you give us. We would urge you to
be as accurate as possible since the success of this investi-
gation depends upon 1t.

1.

I find studying French:

{a) not inéeresting at all.
{(b) nc more interesting than most subjects.
(c} wvery interesting.

I actively think about what I have ledrned in my French
classes:

(a) hardly ever. _ .

(b} once in a while. !

(¢} very fréquently. g

If there: were French-speaking famllles in my nelqhbourhood
I would:

(a) never speak French with them.

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

(d) speak French with them as much as 90551ble.

If I had the opportunlty and knew encugh French I would
read French magazines and newspapers:

(a). never; .
(b) 'not very often. - /
(c) as often as I could.

If my teacher wanfed-soﬁeone fo do an extra French
assignment, I would:

(a) definitely not vclunteer.

(b} only do it if the teacher asked me dlrectly.
() definitely volunteer. :

,,,,,,,



10.

11.

12.

M,

1f there were a French Club in my school, I would:

(a) " definitely not join
(b} attend meetings once in a while.

{c¢) be most

interested in joining.

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

(a) will be
(b) will be
(c¢) will he
(d)” will be

If I had the
I would:

no help

practically no help
of some help.

a great help.

opportunity to speak French outside of school,

(a) nevef speak 1it.

(b) speak it occcasicnally, using Engllsh whenever p0581ble.

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

After T get my French assignments back, I:

. {a) just throw hhem in my desk and forget them.
{b) ook -them over, but den't bother correcting mistakes.
always rewrite them, correcting my mistakes.

{c)

Fa

During French class, I would liker

{a) to have
{b) to have
(¢) to have

as much English as'possible spoken.
a combination of French and English spoken.
only French spoken.

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

(a) 'change the station. - .

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

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

If I had the

(a) not go.
(b) ‘go only

opportunlty to see a French play, I would:

if I had nothlng else to do.

(c) deflnltely go.

\‘_




13.

14.

15.

le.

17.

18.

19.
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If French were not taught in school, I wculd:

(a)  not bother learning French at all.
{(b) try to obtain lessons in French somewhere else.
(c) pick up French in everyday situations (i.e., read
* French bcocks and newSpapers, try to speak it whenever

C- p0551ble, etc..... ).

If it were up to me whethéf or ﬁotito take French, I:

(a) would drop it.

‘i(b) don't know whether I would take it or not.

{¢) would deflnltely take it.

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

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

When it comes to French homework, I:

(a) Just skim over it.
{(b) put some effort into it, but not as:'much as I could.

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

‘ Compared toc my other courses, I like French:

(a) least of all:
(b) +the same as all the others.
(c) the most.

When I have a problem understandlng something we are
learning in French class, I:

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

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

(a} not at all important.

{b} not too important.

{¢) important. -
() very important.

-



20.

21.:

f'ﬁhen I am in French class, I:

- 129 -

"(a) never say anythlng

(b) answer only the easier guestions.
(c) wvolunteer answers as much as. posszble.

Cons;derlng‘how I study French, T can honestiy say that
I: :

v ¥+

(a) will pass on the ba51s of sheer luck or lntelllgence,
because I do very little, work.

(b) do just enough work 'to get along

(c) really try- to learn&‘;ench

: t
’ il .
[N
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Student Questionnaire Scale Location Key

Scale

‘.

Item Numbers

Integrative crientation

~Ethnocentrism*

Instrumental orientation
Future orientation
French classroom anxiety*

French use anxiety

Seif-rating in French
Attitudes towards learning

French -

Desire to learn French
Motivaticnal intensity

Attitudes towards French
Canadians

.

Interest in foreign "
languages

Parental encouragement

1, 9, 47, 50

5, 7, 10, 14, 20,
37, 55, 68

4, 15, 45, 54
7, 19 -
32, 36, 41, 48, 60

16, 18*, 27%, 29%,
33*, 35, 43, 66

1, 2, 3, 4 _
8%, 22%, 28%,.30%, 38
40, 49*, 51, 57, 65
lf 3I 4! 6r 8; lO,
12, 1e, }is, 17

2, 5,9, 11, 13, 16,
18, 20, 21 '

3, 23, 25, 31, 42, 44,
46, 53, 61, 63

6,.11, 13, 19, 21, 34,
59, 62, 64, 67 ’

2, 12, 17, 24, 26,
39, 52, 56, 58

kPart

(Part
(Part
{(Part

(Part

{(Part

(Part |

{(Part

(Part

(Part’

{Part

(Part

-

(Part

III)

IIT)
IIT)
v)

ITI)

III)
IIT)

III)

* scores need to be rever

sed




can not be traced to any individual.
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Appendix C

PARENT QUESTIONNAIRE

All responses .will be  kept strictly confidential and

If you do not want to

answer any particular item you do not have to. However, you

should realize that the usefulness of your questionnaire will -

be lessened to the extent that you do not answer each item.
We, therefore, urge you to answer all items unless it is
important to you personally to omit certain ones.'- Please
respond as openly as possible. :

‘German - -

GENERAL INFORMATION

Age:

Mother Tongue:

Occupation:

Please indicate with a check mark (V/f

'

are spoken in your home:

English -

French -

Italian

Spanish

Others (please specify) .

all languages

LI



.@thers (please‘specify)

2= 132 -

.

-Pléasétindicatéﬂwhich language yocu speak well:

French .

German
.

Italian

-

Spanish ’ L . .

Level of education completed

>



l_

,thefstatement which best indicates your feeling.

O B

PART. I

Instructlons

Follow1ng are a number of statements with which some

- people agree and others disagree. - There are no.right or wrong

answers since many. people have different opinions. We would
like you to indicate your opinion® about each statement by
circling the alternative below it which best indicates the

"extent .to whlch you dlsagree or agree with that statement.z

Follow1ng is a sample item. .Circle the alternative below

r

I Guy Lafleur is the best player to have |ver played
in the National Hockey League.

Strongly ' Moﬂerately' Slightly ,Neutral

Disagree Disagree . Disagree
Slightly ' Modefately : Strongly
Agree Agree , Agree

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

eg. Stroﬂgly Modeérately Slightly . @ Neutral

Disagree Disagree Disagree .
“8lightly -/ Moderately . Strongly
Agree Agree Agree

Which one you'ci}cle would indicate your owngfeelinés based on

everything you know and have heard. Note there is no right or
wrong answer. All.that is important ‘is that you indicate your
personal feeling.

For each of the items on the follow1ng pages,, we want you

. to give your immediate reactions. Don't waste- time thinking

about each statement. Give your immediate feeling after reading
each statement.. 'On the other hand, please do not be careless as
it is 1mportant that we obtain your true feelings.
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-
'

Engllsh Canadlans should, make a greater effort. to learn
the French language.

Strongly
Disagree

Slightly
Agree

I really

Strongly .
Disagree .

Slightly
Agree-

Moderately
Disagree

Moderately )
- Adgree-

encouraqe'mylchiid

Mederately
Disagree

-Moderately
Agree

Slightly
Disagree

Strongly
Agree

to study

Slightly
Disagree

' Strongly

Agree

Neutral

French.

Neutral

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

Stﬁongly
Disagree

Slightly

Agree

_Moderatelf
- Disagree :

“-Moderately
Agree

-8lightly

Disagree

Strongly
Agree

Neutral

If I were visiting a foreign-country T would like to be"

able to speak the language of the people.

Strongly

Disagree

Slightly

Agree

. Moderately
Disagreer;

Moderately
Agree

" Slightly
Disagree

Strongly
Agree

'y

Neutral

Pecple who do not believe that we have the best kind.of °
government in the world should be made to leave the country.

Strengly
Disagree

Slightly
Agree

_Moderately
Disagree -

Moderately
Agree

..Slightly
Disagree |

Strongly

Agree

Neutral



“10.
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Studying French can be important because I think it &ould
someday be useful for my child in getting a good job.

N 0

e‘Strongly

Disagree

Slightly

Agree

Moderately-

Disagree

Agree

Moderately

Slightly
Disagree

Neutral

Strongly "
Agree :

I enjoy meetlng and listening to people who speak cther

languages

Strongly

Disagree

Slightly
Agree

Moderately
Disagree

Moderately
. Agree

Slightly
Disagree ...

Neutral

Strongly ‘ ) ;
Agree-

Studying French can be importanﬁ'because I think it would
make - my chlld a more knowledgeable person.

Stxongly
Disagree

Slightly
Agree

The more

Moderately
Disagree

Moderately

S Adree

I get.to know the French-Canadiane,L

Sl;ghtly
Disagree.

Neutral

Strengly

Agree

the more

I want to be fluent in their language.

Strongly
Disagree

Slightly
Agree

Moderately
Disagree

Moderately
Agree

Slightly Neutral

" Disagree

Strongly s
Agree

I .show considerable 1nterest in anything to do w1th my

child's French courses.
jStrongly- -, Moderately
Disagree. Disagree
Slightly Moderafely
Agree

Agree

Slightly Neutral

-Dlsagree

Strongly

"Agree




-1,

"12.

"13.

l4.

15.

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

Strongly
Disagree

Slightly

. Agree

I try £o

Strongly
Disagree

-Slightly

Agree

Moderately
. Disagree

Moderately
Agree .

help my child with

Moderateiy
Disagree

Moderately
" Agree

Slightly"
Disagree .

Strongly
Agree -

. [
-Neutral

hls/her French

Sllghtly
Disagree

-Strongly

Agree .

Neutral'>

’

I want to read the literature of a foreign language 1n
the original.

Strongly
Disagree

Slightly
Agree

Studying
my child

Strongly

Disagree .

Slightly
Agree

Moderately
Disagree

Moderately
Agree -

Slightly
Disagree

Strongly
Agree

Neutfel

French can ‘be important because it would allow’
to meet and converse with more and varied people.

Moderately
Disagree

Mcderately
Agree

SllghtlyA
‘Disagree

Strongly
Agree

Neutral

The French-Canadian herltage is an lmportant ‘part of our

. Canadian

Strongly
Disagree

Slightly
Agree

identity.

Moderetely
Disagree
‘Moderately
Agree

Slightly
Disagree

Strongly

Agree

-
.

Neutral



- 137 -

16. ,There 1s only cne rlght way to do things..

Slightly
Agree

17. If Canada should lose the French culture of Quebec,

';StronglyQVV
Disagree =

Moderately Sllghtly
.Dlsagree , Disagree -
_Moderately “slightly -
. Agree Agree

would-lndeed be a great loss.

Strongly

Disagree’

Slightly .

Agree

-~.Moderately
- Disagree Disagree -
Moderately Strongly
Agreec Agree

Slightly

:. Neutral

Neutral

s

18. Studying French can be imporﬁant bhecause other people

would respect my child more if he/she has a knowledge of
a foreign language.

:. Strongly

Moderately ' §lightly Neutral
Disagree Dlsagree : Disagree
.Slightly Moderately ~ Strongly
Agree - N Agree o ~"_ ‘Agree

vétudying French ¢an be important because it would enable
my' child to bettér understand and appreCLate French-

Canadlan art and llterature

B Strongly
'~ Disagree

Slightly
Agreé‘ .

20. I feel that my Chlld should
French studies.

Strongly -
Disagree .

Slightly
Agree

-/f)

_Moderately

Disagree Disagree
© Moderately Strongly
“]Agree Agree

‘Mdaerhfely

Slightly

Slightly
Disagree ™ Disagree
Moderately Strongly

Agree -°- - Agree

Neutral

Neutral

devote more time to his/her
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21.
Strongly Moderately
Disagree Disagree
Slightly Moderately
Agree Agree

e

Only people who are like myself ﬁave a right to be Heppy.

Slightly
DRisagree

, Neutral

Strongly
Agree

22. I would study a forelgn language if I %/4gthe opportunlty..

Strongly Moderately
Disagree Disagree
Slightly Moderately
Agree Agree'
23,
who speak French.
Strongly :’Moderately
Disagree . Disagree
Slightly Moderately
«Agree - Agree
24. Studyihg a foreign language”
- Btrongly Moderately
Disagree . Disagree
Slightly '~ Moderately
Agree’- Agree
25.

- Disagree

Slightly
Disagree

Neutral

Strongly
Agree

Studying French can be important for my Chlld because-lt o
" will allow him/her to be more at ease with fellow Canadians

Slightly *°. Neutral

Disagree

Strongly

Agree e

is an enjoyable experience.

Slightly ‘Neutral

.- 8lightly

Agree

B

Studying French can be lmportant prlmarllx because my child

w0u1d need it for a future career.

‘Strongly

Moderately
Disagree Disagree
Slightly  Moderately
. Agree Agree

Neutral

Slightly -
Disagree = Lot
" Strongly °
- Agree
- \

i
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The worst danger to real Canadianism durifg the ladt Fifty

years has come from foreign'ideas and agitators.’E

ke
_Strongly . ° Moderately Slightly ‘Neutral
Disagree Disagree Disagree
. 8lightly Moderately Strongly
Agree Agree ) Agree .

Studying French can be important because my childTWOuid
able to participate more freely -in the activities of .
othetr cultural groups.

Strongly Moderately Slightly Neutral
Disagree . Disagree Disagree

Sliéhtly ‘ Moderately, Strongly

Agree Agree Agree

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

Strongly Moderately Slighély Neutral
Disagree Disagree Disagree
Slightly = Moderately Strongly
Agree Agree Agree }
f“\.



Instructions «

o
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PART II

'Please answer the following items by circling the letter

of the alternative.which appears most applicable to you. We
would like to remind you that the information you provide is
not associated with your name and is therefore secret. We
would urge you to be as accurate as possible.

29.

30.

31.

32.

33.

‘(b) once in a while.

"

If T had the opportunity and knew‘enough French, I would
read French magazines and newspapers: 5

. \,
{a) never.
(b) "not very often.
(¢) as often as I could.

I have spoken to my child's French teacher about his/her
progress:

(2). never.

(b} a few times.

(c) often.

If T had the opportunity to see a French play, I would:s
(a) not-gd. : : '

(b} go only if I had nothing else tc do.

(c) definitely go.

I sit and watch French television programs with my child:
{(a) never.

{c) “often.

How much do you‘think acquiring good French skills will
help’ your child in his/her future studies?

(a). will be no.help.

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

(d) will be a great help.



34.

35.

36.

37.

38.

39.
b

If I was given the opportunity to learn French: ' ¥
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If there were French-speaking famllles in my .neighbour-
hocd:

(a) I would never speak French with them.
(b) I wbuld try to speak French with them
only if I had to.

{(c} I would try to sPeak French with them

sometimes.

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

I ask my ‘child for French translations of English words:

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

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

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

Of the books and magazines I buy for my family:

(a) none of them are French.'
{(b) a few of them are French.
(c) many of them are French. )

{a) I would definitely not take it.
(b} I don't know whether I would take it 'or not.
{x} I would deflnltely take 1t

B

"I ask my child about his/her French courses:

{a} never.
(b) sometimes. .
(c¢) often. °



40.

41.
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I'ﬁhink studying French would be:

(a)
{b)
(c)

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

(a)
(b)
(c)
(d)
{e

‘not interesting at all
no more interesting than most subjects.

very interesting.

. not iﬁportant at all.

not tco important.
fairly impoxtant.
important.

very impbrtant.

b
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Parent Questionnaire Scale Locaticn Key

Scale .

Ttem Numbers

Integrative orientation
Ethnocentrism*
._Instrumental crientation
:Future orientation

Attitudes towards French
Canadians

Interest in goreign langdages

Desire to learn French

Parental encouragement

Motivational intensity

.: 30 r

23, 27
21, 26

18, 25

15, 17

22, 24
29, 31, 34, 36, 38
40 '
2, 10, 12, 20, 28

32, 35, 37, 39

(Part
(Pért
(Part

(Part

‘(Part.

(Part

(part
(Part

(Part

I)
1)
I)
II)

I)

II)
1)

1)

* scores need to be reversed

ir
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Appendix D

TEST ADMINISTRATION SCHEDULE

Il

Test . . Administration Date
Student Questionnaire ' December, 1978
0.I.S.E. Test de Mots 3 March, 1979

Trouver, Niveau 7

0.1.5.E. Test de Comprehension March, 1979
Aurale, Niveau 7

I.E.A. Reading Test, |, March-april, 1979
Population IVS

Modern Language Aptitude Test December, 1978
(also Elementary Modern - i
Language Aptitude Test)

Lorge-Thorndike"Intelligence November;f1978
Test 2 - .
Parent Questionnaire : 3 March, 1979
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Appendix E

LETTER TO PARENTS

-

Second Language Learning
Evaluation Project

St. Patrick's Elementary School
290 Nepean Street

Ottawa, Ontaric

K1R -5G3

March 26, 1979

237-5600, Ext. 166
Dear Pérent,

As you may already know, we are conducting a research
project concerning the-late immersion program in the Ottawa
Separate Schools. Because parental views are very important
in the context of program evaluation and program planning,
we need to know how you feel about a number of things that
may be related to pupil performance in this program.

To our knowledge, parents' feelings about second
language programs havé néver been systematically studied.
Thus, if you are able to provide us with the following
information we will be very grateful Specifically we would
appreciate your cooperation in filling out the enclosed
questionnaire. This will require approximately one-half
hour of your time. Despite your busy schedule, would it be
possible for you to fill out this gquestionnaire and have your
child return it in the enclosed envelope to the principal of
the school by April 6, 19799

We would like to empha51ze that any 1nformat10n you
provide will be absclutely confidential. To insure this, we
have develcped a coding system whereby the scores of each

~child will be given a code number. Following initial coding,
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St TN .

the information can in no way be traceable to you or your
children. Your child's code number is printed on the
enclosed questionnaire. This is necessary in order for us
to correlate data provided by parents and children parti-
cipating'in the study. The code will be kept by the
principal- 1nvest1gator at his University of Ottawa office,
who, once all data have been obtained will destroy the code,
and thereby, any link between the code number and individual
names. .

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

We greatly appreciate your participation in this project.

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

University of Ottawa

. ' S.P. Colletta, M.A.
: Research Officer .
Second Language Learning

Evaluation Project
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' Appendix F

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

Ll

Source SS df .MS

ss as us F ®
- .
Main Effects 951.98 1 951.98 5)5 .02
SES 951.98 1 951.98  5.75 02
Explained 951.98 1 951.98 5.75 .02
Residual 14085.29 85 165.71 ‘
Total‘ ' 15037.27" 86 174.385
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Appendix I

CORRELATION MATRIX FOR THE LISREL IV ANALYSES

Y1 Y2 Y3- 4 Y5 Y6

Y1 1.00

¥2 .29 1.00

Y3 .18 .23 1.00

¥4 .06 .13 .07 - 1.00

Y5 .09 - .30 .08 .28 1.00

Y6 - 02 .15 - .05 .35 .59 1.00

Y7 .11 .25 . .08 .31 .62 .80

Y8 .26 .14 .08 .21 .02 .42

Y9 Jro .23 E 27 .67 . . .64

Y10 .18 .19 .02 .31 .13 .64

Y11 .13 .13 .06 .23 .18 .64

yl2 - .01 .22 .03 .14 .92 .35

Y13 .09 .29 .14 .32 .67 .74

Y14 .06 .09 - .09 .44 .21 .59

Y15 .07 .26 .16 .33 .55 .72

Yle .14 .16 - .07 .40 ch .75

Y17 .05 .30 .17 .45 .55 . .74

Y18 02 - .16 - .09 03 - .04 408
Y19 10 - o9 - 05 . - .15 - .01 .00
. Y20 .18 . .06 .10 - .17 .10 .04
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Y3 Y3 ¥4 Y5 Y6
¥21 .07 .05 - .06 17 .03 .07
Y22 .13 .08 .03 .08 .04 .01
v23 .00 .0l - .06 .15 .03 .07
v24 .03 09 - .21 .07 - ..03 .19
¥25 .04 .02 .04 .02 .02 .01,
Y26 .06 .13 - .07 .01 .08 .04
X1 .10 04 .01 .00 .53 .09
X2 .19 .38 .05 .21 .08 .28
X3 .04 .14 .12 .11 .61 .12
¥7 Y8 Y9 Y10 v11 Y12
Y7 1.00
Y8 .34 .00
Y9 71 .38 1.00
Y10 .61 .66 .43 1.00
v11 .73 .46 .45 .61 .00
Y12 .37 .19 .52 .15 .10 .00
Y13 .79 .33 .71 .50 .68 .48’
Y14 .55 .54 .35 .60 .60 .05
Y15 .80 .37 .68 .55 .62 .35
Y16 .74 .51 .57 .73 .75 .01
Y17 .75 .49 .58 .65 .58 .32
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¥7 Y8 Y9 Y10 ¥11 Y12
Y18 .03 .16 .- .0l .13 fl;s 06
Y19 .02 .32 S .04 .05
Y20 .03 .22' .15 .02 .03 .07
Y21 .05 .10 .05 .10 11 .01
v22 .01 .19 .04 .02 .14 .01
23 .08 .19 .13 03 - .06 .05
v24 .12 .03 .02 .14 .14 .01
Y25 .04 A h § f13 05 - .05 .oé
Y26 l.oz .19 .05 .16 .14 .11
X1 .18 23+ < .23 .13 .19 .65
%2 .26 .18 .19 .33 .27 .04
X3 .14 - .22 .38 .33 - .14 - .68
Y13 Y14 Y15 Y16 Y17 Y18
-
Y13 1.00 .
Y14 .43 J&$o
Y15 .85 .45 1.00
Y16 67 T .72 .73 1.00
Y17 .75 .59 .75 70 -iLoq‘.' |
y1s .10 .00 - .07 .06 _ioj 1,00
Y19 .05 - .05 .02 a2 .10 .53
Y20 .06 - .07 .05 .06 140 13
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Y13 Yi4 Y15 Y16 Y17 Y18
Y21 .11 .08 - .04 .04 08 .82
Y22 .12 .00 .04 .10 .04 .37
¥23 .07 .09 .04 .01 .25
Y24 .16 .03 .02 .10 .79
Y25 .01 .04 .08 .06 .17
Y26 .02 .04 - .03 .07 08 .74
X1 .24 .22 - .17 .19 .09 .13
X2 .20 .29 .24 .29 .32 .15
X3 .33 .12 .17 11 .17 .10
Y19 Y20 v21 Y22 Y23, Y24
—5—
Y19 1.00 .
¥20 .70 1.00
Y21 .66 .42 1.00
Y22 a1 .50 .43 1.00
Y23 .41 .60 11 - .00 .00
¥24 .28 .13 .68 .22 .29 1.00
¥25 .67 .67 .38 .25 .58 .01
¥26 .63 .41 .76 .38 .15 .59
X1 .01 .01 - .16 .05 .04 .07
X2 .13 .02 - .05 .18 .06 .04
x3<i .02 .18 .03 .16 .07 .12
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V4
¥25 ¥26 X1 X2 X3
¥25 1.00
Y26 .52 1.00
X1 01 - .03 1.00
X2 02.. - -.06 .22 1.00
X3 0L - - olde, = .36 .05 .00
L
LY
. L
™~ ,\ T
.V Ty
o . \\\_\
>
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‘Appendix J

<

LATENT CONSTRUCTS AND THEIR CORRESPONDING

MEASURED VARIABLES

Latent Constructs

.Label
.0. (X1}
Language H\\TXQ$\
Aptitude- .

Socio—-economic

(X3)

Status (SES) - :
Linguistic Outcome (Y1)
. (Y2)
(Y3)
. Non-Linguistic (Y4)

t Outcome ‘
~Motivation (¥5)
(Y6}
- (¥7)
ﬁ .

Measured Variables
Label

Canadian Lorge-Thorndike
Intelligence Test

(a} Modern Language
- Aptitude Test
(grades 9 and 10)

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

Statistics Canada
Census Information

I.E.A. Reading Test,

.Population IVS

0.I.5.E. Test de Mots
d Trouver, Niveau 7

L

0.I.5.E. Test de
Compréhension Aurale,
Niveau 7 ’

Oppoytunity to Use
Frentgh

Student Motivational
Intensity

Student Desire to Learn
French

Student Attitudes Towards
Learning French

o+
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" Latent Constructs

Symbol
) (n4)
1
(35)
(m6)
£
{\t__h
\ .
K2

Labelr S ol
Self- (Y8)
Confidence with
French

(Y9)
2 1{, (Ylo)
Attitudes (Y11)
{(Y12)
R
(Y1l4)
(Y15)
(Y1l6)
(Y17}
Passive Parental (¥18)
Influence
(Y19)
{Y20)

(Y21)

I\

Measured Variables ‘
Label

Student French Classroom
Anxiety

Student French Use-
Anxiety

Student Self-Ratings in
French .

Student Attitudes Towards
French-Canadians

Student Future Orientation

Student Insfrumental
Orientation

Student Ethnocentrism

Student Integrative-
Orientation

Student Interest in
Foreign Languages

Student Perceived
Parental Encouragement

Parental Desire to Learn
French

Parental Interest in
Foreign Languages

Parental Attitudes Towards
French-Canadians

Parental Integrati%
Orientation '



Latent Constructs

Symbol Label

{77) Active Parental
Influence

169 -

(¥25)

(¥Y26)

Measured Variables
Labkel
Parental Ethnocentrism

Parental Instrumental
Orientation

Parental Future
Orientation

Parental Encouragement

Parental Motivational
Intensity fp
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Appendix K

FIRST ORDER DERIVATIVES

TARLE K.1

Firg® Order Derivatives of the LISREL IV Analy51s of the
Expanded Model

Structural Equation Model

A 7L 12 13 7.
Bquation 1 00 -.01 .ool' 00
Equation 2 . -~.01 .00 .00 © .00
Equatioﬂ.3l _.09 -.29 .00 .02
Equation 4 .25 .33 .65 .00
Equation 5 .14 02 - .00 .76

ﬁuation 6 -.07 -.12 .00 -.lO\
“Bquation 7 .25 a6/ 01 oLz
ey
M7 %1 £2 £3
Equation 1 -.08 .00 .00 - -.15
Bqua-ion 2 ~.14 00 .60 <.09
Equation 3 .~ -.10 .63  -.04 -.28
Equation 4 00 -.19 -.36 .24
Equation 5 .00 .11 ~.40 .00
Equation 6 , +00 .12 .08 .00
Equation 7 .00 -.41 .37 .00

0L«

.00

.53

.00

.00

.0l

~.08

.00
.00

-00
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TABLE K.l (continued)

Y10

oY1l

.24

Measurement Model

n2
;.Ol
.02
-.03
.00
-.03

-.03

.35

.01

.18

—.24

.15
.02
.18
;.31
.14
-.21

-.39

-.39

.19

-

N3
.03
~.01
o1
.00
.00
.00

.00

)

-.12

10

-.53
~.A4
.00
-.04
.01
-.01

.02

.00

-.00

©-.01

.03

.04
.02
-.00
.35
-.25
-.03

.00

.00

.00
-.22

.32

L .24
~.28

-~

.08
—-.45

-.30

~-.04

-.20

-.01
~.00
~.0l

.0l

-.00

.06

-.41

-.35

.00
.00

.00

Lpo
.00,
.00.

.00

.00
.00

.00

~.09
.10

.05

.04
- —,10

.09

1 &

.06
.04
.14
-.16

.04
-.24

.13

.36
-.04
-.14
.00

.00

.14
.14

.03

.07

12

.07

.34

-.12

.01

-
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TABLE K.1 (continued) )

Mmoo ome o e ms s W
v20  -.10 .16 .00 -.04 -.02 .00 .03
v21  -.19 .70 -.0L .20 .01 .00 4 -.01
Y22 -.12 .05 .01 02 =00 .04 »00
¥23 oL .14 05 -.04 03 -.02 .00
v24 08 -.26 ©  =.06 .12 -.02 .04 .00
Y25 =00 -.02 .03 -.06 o1 -.03 .00
Y26 .14 -.18 21 .07 .00

.17

~.04
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.+ TABLE K.2

.

First Order Derlvatlves of the LISREL IV Analy51s of
‘Modlflcatlon 1 Model

Structural Equation Model

7L 2 214
Equatlon 1, 00 -0l . .00 .00
fion2 03 .00 .00 .04
Equat;on 3  \\<\f;:.08 -.32 - .00 © .03
Bquation 4 26 .38 .65 .00
Equation 5 | A3 4 -.05 . .00 76
Equation 6 - ~07 -1 .00 -.10
'Equation 7 -.23: 56 .01 -1.12
' A N

S R

.00
.54
.00
.00

.01

v{én
~.08
-.11
-.08
-.12

.00

.00

.00

Bquation 1 -.07 .00 .00 -.15
Equation 2 -.1§ N -.07 -2 .04 /
Bquation 3 . -1l .62 -.07 -.28 é;
Bquation 4 .00, .19 -.36 24
Bquation 5° .00 11 -.40 .00
_Bquation 6 .00 112 08 .00
Equatién 7 ¢ .00 -.41 377 .00
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, o ) \ .
TABIE K.2 (continued) ~ <:\\\
mo o o m Soms me Mg

Y1 .00 -0 .03 -.12 .02 ~.09  -.09
Y2 . .00 .02 -.01 .04 -.01 .10 .10
3 .00 -.03 .01 .02 -.00 .05 .04
v4 -.03 .00 -.00 -.04 -.01 a1 .14
vs -.12 -.03 .00 .35 .01 ot .1a
¥6 .25 -.02 00 '-.25 -.00 -.10  -.09
Y7 ~.05 .36 . .00 . -.03 - =-.00 .08 .03
v8 -03 -0 J0 .00 .06 -.06 -0
¥9 -6 -8 -52 | .00, la 04 .07
Y10 _as e2d .44 © .00 -.35 157 -.00
Y1l -« .07 .16 . .00 -.22. .00 -.16 -.23
vl2 , -~.06 .02 . =04 32 .00 | .04 .12

o3 -2 1 .01 24 . .00 —28 -.12
YI4 .06 =30 . -.01 -.27 . .00.. . .13 07
s b6 .1s .02 08 00 .3 34
vig .10 . -.20 -.00 Ai. _.45 .00 -.04 -.13
17 -.19 -.38 -.00 . -.29 .00 “14 -2
Y18 .- . .26 -.39 o1 -.03 -.00 .00 .01
vis .03 19 & -.03 -.20 00 .00 .ol

. e .




V=175 -
y
\
TABLE K.2 (continued) |
ML 2 3 MM 76
¥20  -.10 .16 Y00 -.04 -.02 .00
y21  -.19 .70 -.o\o\ .19 .0l .00
v22 -.12 .05 .of‘x\ .03 -.00 -.04
23 .01 .14 .05 © -.04 .03 -.02
v24 .08 -.26 -.06 .12 -.02 -+ .04
Y25  -.00 -.02 .03 . -.06 .01 -.03
w6 .14 -.18 .21 .07 .17 -.04

\




TAELE K.3

First Order Derivatives of the LISREL IV Analysis of the

Modification 2 Model

‘Equafion
Equation
Equation
Equation
Equation

W
WY 200, 29 .
'%Equatlon

Equation

Equation
Equation
équation
Equation
Equation
Equation
Equation

71
.00
.04
.01,
.26
.14

-.07

-.23

=14

-.20
.OEL‘t
.00

;00

.00

22
-.01

by
00

-3

.38
-.03
-.10

.54

-.01
-.11
-00
-.19
.03
.12

-.30

Structural Equation Model

%3
.00
.00
.C0
.64

.00

.0l

-.02

.00

-.13

.23

-.36
-.41

.08

.34

74
.01
.04
.08
.00

.75

-.10

=1.05

1S

-.04
-.19
.24
.02
- .00

.00

.00

.57

.00

.00

.02

46
-.08

=-.11

—.18

-.12
.00
.00

.00

o -
[ e
e
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; TABLE K.3 (continued)

—

— = ;
Measurement Model
ni 2 3 g s Me kel
Y1 .00 .01 .03 -.12 .01 -.09 -.10
v2 .00 .02 -.01 .04 -.01 20 .10
Y3 .00 .03 .01 .02 .00 .05 .04
Y4 -.04 .00 .00 -.04 -.02 .11 .14
v -.12 .01 00 .38 .09 .05 .16
Y6 .20 :03 .00 -.28 -.04 -.06  -.07
Y7 -.09 .35 .00 -.08 -.02 .14 .07
Y8 -.02 .01 .1 .00 .05 -.05 -.05
¥9 -.16 .18 -.54 .00 -.41 .04 .07
Y10 -.15 .27 .43 .00 -.38 .15 .00
Y11 .10 .20 .08 -.19 .00 -.18 -.25
Y12 -7 .00 -.11 H .00 .03 L1
v13 -.12 .15 -.10 .22 .00 -.23 -.12
Y14 .08 .30 .06 -25 i oo .14 .08
¥15  ~.06 13 -6 .09 .00 .30 .30
Y16 .14 .18 11 -.42 .00 -.06 -.15
Y17 -.18 .36 -.02 -.25 .00 -.15 -.12
Y18 .26 .39 -.02 -.03 ~.00 .00 -.01
Yis .03 .03 -.20 -.00 .00 .oi

.19
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TARLE K.3 (continued) -

7M1 12 3 na 75 e M7
v20 - -.10 .16 -.00 -.04 -.02 .00 .03
¥21  -.20 .70 -.03 .19 .03 .00 -.01
Y22 -.12 .05 .02 .02 . -.00 -.04 .00
23 .01 .14 .04 -.04 .03 -.02 .00
24 .08 -.27 -.04 .12 -.02 .04 .00
Y25 -.00+  -.03 .03 -.06 .02 -.03 .00
26 .14 -.18 .22 .07 .17 -.04 .00
R
) v
. /(V- ~ )
~
/
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TABLE K.4

First Order Derivatives of the LISREL IV Anal%sis of the
Modification 3 Model:

s 2T

Structural Equation Model

. 71 2 3 4, s ne
Equation 1 .00 -.01 .00 -.02 .00 -.07
Equation 2 .03 .00 .00 .01 .02 -.13
Equation 3 -.03 -.36 .00 -.12 .00 -.20
Equation 4 .10 .00 -.10 .00 -.07 -.03
Bquation 5 -.02 -.16 .03 .00 .00 .00
Equation 6 -a07 -.12 -.01 -.03 -.02 .00
‘Equation 7 - .02 .85 ~.05 .05 Rk .00

El s} \
Q-
7 j2Y %2 £3 ”\\s\( .
Equation 1 -.09 -.01 .00 -.14 '
Equation 2 -.13 -.11 -.12 -.04
Equation 3 -.21 .00 -.18 $-.22
Equation 4 .00 -.13 -.37 .25
Equation 5 .00 .16 -.21 .00
Equation 6 .00 .12 .08 .00 '
\ s
Equation 7 .00 -.58 .32 _ .00
. //_ \\\\\\\
\ 4 v



&
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| METE K.4 (continued)

Y1

Y2

v3 .

. Y4

Y5

Y6

¥8
Y9
Y10

¥l

Y12

Y13

¥14

Y15

Yle

Y17 .

Y18

Y19

.00
.00
-.03
-.12

.22

-0l

-.13

-.03

.10

-.07

-.10
10

-.05
17

-.17

.26

Measurement Model |

ﬁ\ 01

.02
-.03
-00
-.0L

-.00

.37 .

T

N
Ay

.02

-.14
.21
.15

.14

019

n
.02

-.01
01
.00
.00

.00

.24

.08

.07

.13

.02

74

.04
-.01
.44
-.18
-.04
-00

.00

-.17

.29

.30

.15

-.02 °

210
-.05
-.02

.10
=-.29

.17

.00 -

.00
.00
.00
».00
.00
.00
.01

-.02

.10
.04
.13
.05
-.05
.14
-.11
.03
.09
-.18
.03
-.22
.15
.28

-.06

Co17

.00

.00

-.09

11
.05,
.13

-.06
.08
-.10
.10
.01
.24
.10
-.11
.10

.26

-.15

-.12

-.05

.02
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i,
TABLE K.4 (continued)
" "2 M3 M nso. Me W ~
Y20  -.10 16 =01 .02 -.02 .00 . .03 .
¥21  -.18 .69 .01 .20 .06 .00 .01
v22 -.14 .05 -.02 .03 -.03 =04 .00 .
\ v .00 14 o4 .01 .02 -.02 .00 -
v24 .05 -.28 12 -.05 -.09 .03 .00
Y25 ~.02 -.03 -.00 -02 -.02 -.02 .00
Y26 0 -.25 .08 -.01 .05 -.00 .00
3
\
\f“
-



. . Appendix L

% STANDERDIZED SCEﬁ%I?NS.

TABLE L.l

" "Standardized Solution of the LISREL 1V Analysis of the
Expanded Model ‘ . ; '

Structural Equation Model i \

Equation 1 1.00 .00 .20 01 .0 oo
Bquatien 2 .00 1.00 . .35 .05 .00 .00
Eq{;ati"o? 3 .00 .00 1.00 .00 .98 .00
Equation 4 "~ .00 .00 00 . 1.00 .00 .00
Bquation /5 .00 00 .00 .00 1.00  1.49
Bquation 6 .00 .00 .00 .00 00 1.00
Equation 7 .00 .00 .00 .00 .00 1.03
s

' w8 52 8@
Bquation 1 .00 -.00 .41 .00 )
Equation 2 .00 .03 .10 .00
Baquation 3 .00 .00 .00 .00
Bqyation 4 .28 .00 00 .00 (

- U

Bauation 5 ~1.39 .00 cod oo
_Equation 6 .00 .00 .00 ' oo \)

Bquation 7 1.00 .00 .00 -.14 L/~




¥

TABLE L.l (continued)

~

Latent Construct

Lingquistic Outcome

Non-Linguistic
Outcane

Motivation

Self-Confidence
With French .

Attitudes .

Measurement D'bdel

Measuréd Variable

I¥A Reading Test
Population IVS

_ OISE Test de Mots
' _a Trouver, Nivegu 7

OISE Test de Campréhension
Aurale, Niveau 7

Opportunity to Use
FPrench

Student Motivational

. Intensity

Student Desire to
Learn French

Student Attitudes Towards
Learning French

Student: French
Classroom Anxiety -

Student E‘ré_nch Use

_Anxiety

Student Self-Ratings
in French

Student Attitudes Towards
French~Canadians

Student Future Orientation

Student Instrumental
Orientation o

Standardized Soluticn
Coefficient

.35

L

.81
.27
1.00
.65
.87
.92
.77
.49
.86
.74

.37

.90
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TABLE L.l (continued)

Latent: Construct .

Standardized Solution

Measured Variable Coefficient |
Attitudes (continued) Student Ethnocentrism .61
Student Integrative .89
Orientation
. Student Interest in .82
Foreign Languades
. Student Perceived 85
Parental Encouragement _
Passive Parental Parental Desire to .87 \
Influence Learn French )
/}.ga.rental Interest in 71
Foreign Languages
Parental Attitudes Towards .42
Prench~Canadians
Parental Integrative .93 Y
Orientation -
‘Active Parental Parental Ethnocentrism .42
Influence :
Parental Instrumental .06
Orientation
Parental Future 7L
Orientation
Parental EkImuragélent .40
Parental Motivational .81,
- Intendity. .
v
»

g

-

A
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TAELE L.2

-

Standa.rdlzed Sclution of the LISREL v Analy51s of the
Mbdlflcatlon 1 Model

‘ Equatlon 1
Equatio?fz
Equation 3
Equation 4
Equation 5
Equation 6
Equation 7

Equation 1
Equation 2

Equation 3
q\ Equation 4
Equation 5
" Equation 6
Equation

-~

\\ 1.00

Structural Equation Model |

7

* .00
.00

.00

.00

.00

.00

-00
.29
- =1.38
.00

| 1.00

#

.00

© 1.00

.00
.00
.00
.00

.00

.00
.00
.00
.00
+00-
.00

K&

.21

.40

1.00
.00

.00

.00

.00

.00

.00

.00 -

.00

.14

) . A5 76

.00 .00 .00

.00 ..do .00

00 - .98 .00
1.00 .00 .00

.00 1.00 1.48‘

.00 © .00 1.00 -

.00 “o0 103 .
€3

.00

.00 '
.00

.00

.00 /.
-.00

S o

)
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e
' TABLE L.2 (continued)
Measurement Model
?
: _ Standardized Solution
Latent Constxruct Measured Variable : Coefficient
Linguistic Outcame - IEA Reading Test . .35
C Population IVS ’ 3 ’
'OISE Test de Mots .81
*d Trouver, Niveau 7
) OISE Test de Compréhension .27
Aurale, Niveau 7 )
No_n—i;inguistic * Opportunity to Use R : 1.00
Outcame French - y
Motivation ' Student Motivational . .65
Iftensity " -
Student Desire to . .87
Learn French
Student Attitudes Towards .92
Learning French :
Self-Confidence * ‘Student French L .76
With French " Classroom Anxiety -
) ' Student French Use ©.49
N ) Anxiety
Student Self-Ratings .86
_ . in French . ‘ ‘
Attitudes o Student Attitudes-Towards .74
o French-Canadi. :
Student Future Orientation .37
. . ] ~ . . .
Student Instrnumental ‘ . .90
Orientation : :
' TN - .
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TARIE 1.2 (Gontinued)

Latent Cmg?.hxct
Attitudes (continued)

Passive Parental
- Influence

Active Parental .-
Influence K

Measured Variable

§tudent Ethnocentrism

Student Integrative -
Orientation
Student Interest in
Foreign Languages

Student Perceived

* Parental Encouragement

Parental Desire to
Leam French

‘Parental “Interest in

Foreign Languages

Parental Attitudes Towards
French-Canadians -

Parental, Integrative

Orientation

'

. Parental Ethnocentrism

Eare.ntal Instnm\ental
Orientation

Parental Future
Orie:ntation

Parental Encouragement .

Parental Motivational
Intensity

Standardized Solution
Coefficient

.61
.89

.82
-85
-87
.71
.42

.93

.42

4

.06
71

.40

.81 ’
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- TARLE 1.3

Standardized Solution for the LISREL IV Analysis of the
Modification 2 Model

Equation 1
Equatiog 2
Equation_B
Ecuation 4
Equation 5‘
Bquaticn 6
Equation 7

’Structural Equation Model

A R I 2

| .00 .00 .20 " .00
00 1.00 .40 .00
.00 .00 1.00 .00
.00 .00 .00 1.00
.00 . ..00 .00 .00
.00 .00 .00 .00
.00 .00 . .00, .00

1.00

.00

.00

.00
.00
.00

.00

. 1.36

1.00

1.03

Bquation 1 .00 .00 .41 .00
Equation 2 .00 .00 .00 .00
Equation 3 .00 -.15. - .00 .00 |
Equation 4 .29 .00 . .00 .00
Equation 5 1.27 .00 .00 .00 ﬁ\\\
Equation 6 . ‘.00 00 .00 ~ho - T
Equation 7 1.00 .00 .00 -.13
1
‘ ™~



o
TABLE L.3 (Sontinued) | © . o -
/ o . '
Measurement Model . ‘ ' - oy
“.!._'._" N
: ) . Standardized Solution
Latent Construct Measured Variable / . Coefficient
Linguistic Outcoge IEA Reading Test .35
Population IVS. )
OISE Test de Mots - ‘ .81
d Trouver, Niveau 7 Co
.
. OISE Test de Compréhension .26 .
- Aurale, Niwveau 7
Non-Linguistic - Opport:Lm.'Lty to Use ) 1.00
Outcome . French '
Motivation Student Motivatiopal . = .68
Intensity: o .
Student: Desire to o ' .86
Learn French ~
Student Attitudes Téwards 192 -
Learning French -
Self—-Confidence Stuident French . o .76
With French Classroom Anxiety )
Student French Use .49
Anxiety - :
Student Self-Ratings .86
in French
Attitudes - Student Attitudes Towards .76
* French-Canadians _ )
Student Future Orientation . .33
Student Instrumental . & < .88 .

Orientation v

o
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¢ -.iJ E
TABLE L.3 (continued)
A Standardized Solution
Latent Construct Measured Variable Coefficient
Attitudes (continued) - Student Ethnocentrism . .64
Student Integrative ro .87
N Orientation :
" Student Interest in .84°
Foreign Lanquages :
Student Perveived ; .85
Parental Encouragemrent C
Passive Parental Parental Desire to .87
Influence Learn French P
Parental Interest in . N )
Foreign Languages
Parental Attitudes Towards - .42
French-Canadians ;
- Parental Integrative ' .93
Orientation
Active Parental Parental Ethnocentrism .42
- Influence g ‘ . S
‘ Parental Instrnmental ’ .06
Orientation
Parental Future . .71
Orientation :
Parental Encouragement o .40
" Parental Motivatiorial ‘ .81

Intensity




Equation 7 1.00 ' - .00 .00 -.14

. ) R
, . ©.- 191 - LT 1
' ' ' &
|
TARIE 1.4 o
' Standardized Solution for the LISREL IV Analysis of the ~ _
Modification'3 Model !
' _ Structural Equation Model ‘
« A w2 oM 7 75 s
E‘quatlcm 1 100 .00 22 00 .00 .00
Equation 2 .00 1.00 A3 ¢ Lopr 00 .00
Equation 3+ . .00 .00 1.00 “L00. .96 00
Bquation 4 .00 .00 .00 . 1.00 .00 .00
Equation 5 - .00 - . .00 © .00 87 1.00 2441
Equation 6 .00 .00 .00, .00 --00  1.00
‘Bquation 7 .00 00 7 .op' - .00 .00 1.00-
. E
- .
L A 7 N ¥ 2
‘Bquation 1 S0 .00 7 .41 oo
Equation 2 .00 00 . .00 .00
‘Bquation 3 .00 .16 00 ° .00
" Bquation 4 .20 .00 00 .00
Bquation 5 250 .00 .00 .00
Bquation 6 .0 00 .00 .00




-
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TABLE L.4 (continued)

" Measurement Model

Latent Construct ° Measured Variable

Linguistic Outcame "IEA Reading Test
) Population IVS

& . . OISE Test de Mots

OISE Test de Compréhension

Aurale, Niveau 7
r .

Nm—Lingu.iStic ‘ Opportnmty to Use
Outc_cme French
Motivation . - .  Student Motivational

; Intensity

Student Desire to
Learn French - -

Student Attitudes Towards

;. Learning French

Self-Confidence Student French

With French Classroom Anxiety,

. Student‘: French Use

Anxiety . '

Student Self-Ratings

in French

Attitudes . ' Student Attitudes Towards

French-C ians

Studenty Future Orientation

‘Student Instrumental

Orientation

vy

Standardized Solution

d Trouver, Niveau 7

- Coefficient

.35
.81
.27

©1.00
.72
.93
.98
.68
.55
.91
.81

.33

.93




SN

*
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TABLE L.4 (contm‘géé)

Standardized Solution

Latent Construct Measured Variable Coefficient
Attitudes (cantinued) Student Ethnocentrism .70
e Student Integrative .92
Orientation »
‘Student Interest in .91
Foreign Languages
Studenf Perceived .91
Parental Encouragement
Passive Pai‘éntal Parental Desire to .86
‘ﬁluence Learn French
Il Parental Interest in .72
Foreign Lanquages
b Parental Attitudes Towards .43
French-Canadians
(4
-Parental Integrative .93
Orientation
Active Parental . .Parental Fthnocentrism .43
Influence-’
) " Parental Instrumental 07 -
Orientation ) o
Parental Futire " .72
Orientation
" Parental mcouragarent .42
Parental Motivational .85
Intensity
i o

I4
n
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Appendix M

t-VALUES

TARLE M.l

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

Structural Equation Model

7L 72 13

Equation 1 .00 .00 1.43
Equation 2 .00 .00 2.94%%
Equation 3 .00 .0 .00
Bquation 4 000 .oz% .00
Equation 5° .00 .00 .00
Equation 6 .00 .00 .00
Equation 7 .00 .00 .00

Bquation I .00+ -.01  2.92%
Bquation 2 00 .25 2783
Bquation 3 .00%. .00 .00
Bquation 4 2.11% .00 .00
Equation 5 135 oo .00
Equation 6 00 - .00 .00

74
.09
.39
.00
.00
.00
.00

.00

.00
.00
.00
.00
.00
-.03

-2.16*

.00
.00

7.75%%
.00
.00
.00

.00

76
.00
.00
.00
.00

1.41
.00

10.12%*
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TABLE M.l (continued)

Latent Construct

Linguistic Outcome

v

A

Non~Lingquistic
Outcone

Motivation

4

Self-Confidence
With French

" Attitudes

Measurement Model |

Measured Véfiable

IEA Reading Test
Population IVS

OISE Test de Mots
d Trouver, Niveau 7

OISE Test de Campréhension
Aurale, Niveau 7

Opportunity to Use
French

Student Motivaticnal
Intensity

Student Desire to
Learn French

Student Attitudes Towards
Learning French

Student French

Standardized Solution
" Coefficient

1.64

6.42%*

10.95%*

4.34%*

Classrocm Anxiety -

Student French Use
Anxiety

Student Sélf—Ratings
in French

Student: Attitudes Towards

" French-Canadians -

Student Future Orientation

Student Instrumental
Orientation

3.50%*"

3.04%*

7.74%*

5.06%* *
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TABLE MY1 (continued)

Standardized Solution

Latent Construct Measured Variable Coefficient

Attitudes (continued} Student Ethnocentrism 7.65%%
Student Integrative 6.98%* Q
Orientation ~

~ Student Interest in T7.23%*

Foreign Languages .
Student Pearveived -
Parental Encouragement

Passive Parental Parental Desire to 10.96**

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

Active Parental Parental Ethnocentrism 3.64%*

Influence ‘
Parental Instrumental .47
Orientation

2
Parental Future 6. T3**
Orientation
Parental Encouragement 3 .39%*
Parental Motivational -
Intensity
* D05 )

** Dz, 0]

>
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' TARLE M.2 -

.00

t-values of the LISREL, IV Analysis of the Modification 1 Model ;
Structural Equation Model
_ 71 72 3 7 75 78
'.Equation 1 .00 .00 1.50 .00 .00 .00
Fquation 2 .00 .00 3.39%* .00 00~ .00
Equation 3 .00 .00 .00 .00 '7.75** .00
Equation 4 00 .00 .00 .00 .00 .00
Equation 5 - .00 .00 ".00 .00 .00 1.2
Bquation 6 .00 .00 .00 .00 .00 .00
Equation 7 .00 .00 .00 .00 Noo  10.11%
. .
1
11 51 52 £3
Equation 1 .00 .bo . 2.99%+ .00
Bquation 2 .00 .00 .00 .00 )
Baquation 3 .00 .00 .00 .00 .
Equation 4 2.13% .00 .00 .00
Equation 5 ~1.35 .00 .00 .00
Equation 6 ©,00 .00 .00 -.03
Equation 7 .60 .00 ~2.17%




TABLE M.2 (continued) O

-
.

AN
Measurement Model )
, ,
\

Latent Construct Measured Variable . Coefficient
Linguistic Outcome IEA Reading Test o 1.64
. Population VS o
OISE Test de Mots ‘ -
a Trouver, Niveau 7
OISE Test de Carpréhension o 1.43
Aurale, Niveau 7 T
- " Non-Linguistic , Opportunity to Uég - ~
Qutcame French
Motivation Student Motivational 6.39%+
. ' Intensity :
Student Desire to L. 10.94%x
Learn French

© Student Attitudes Towards = -
* Learning French :

SelfConfidence Student French ; 4,34%%
With French Classroan Anxiety
Student French Use | 3.50%
Anxiety
N Student Self-Ratings -
in French
Attitudes Student Attitudes Towards 3.03%*
. French-Canadians ’
Student Future Orientation 7.73%%
Student Instrumental 5.07**

Orientation

- i

Standardized Solution - .-
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. ,
TAELE M.2 (continued) y
c . ) o , Standaraized Solution”
Latent Construct Measured Variable Coefficient
Attitudes {continued) Student Ethnocentrism = 7.65%%
' C ~ Student Integrative B 6.99%+
N T Orientation - . .
" Student Interest in’ , 7.24%%
" Foreign Ldnquages :
_ Student Perceived . -
. Parental Encouragement
Passive, Parental % Parental Desire to._ - 10.96%*
luepce Learn French ' ‘ -
: ; o |
Parchtal Interest in . 7.30%*
Foreign Languages :
Parental Attitudes Towards 3.58%%
¢ _ French-Canadians
P ] tal Integrative o o -
Oigtaﬁon o
Active Parental - - Parental Ethnocentrism o 3.64%*
Ipfluence : _ '
Parental Instrumental . AT
Orientaticn =
Parental Future . i _ 6.73%%
Orientation o
Parental Encouragement = 3.,39%%
Parental Motivational . -
Intensity '
* p=.05 SR ' o -
** p=.01 : - .
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TARLE ‘M. 3

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

Structural Equation Model

 Equation 1 00 .00 .47 S0 .00 .00
“Equation 2 00 0 .00 . 3.39ff‘ .00 . .00 .00
: S .

CEquation 3 . .00 .00 _ .00 .00 8.19%% . .00,
‘Bquation 4 .00 00. . .00 .00 - "A.oo .00
Bquation 5 . .00 .00 000 - .007 .00 1.38
Eduatiché S 00 .00 ‘~f.oo .00 .00 .00 .
Equation 7 .00 - g .00 .';bo T 00 Jzi.do k 10,67%*f

‘ 7 31 B2 3
EQUatioﬁ"l C .00 .00, 3.02%% .00
Equation 2 B .00 .00 .00

| Bquation 3 | .00 o g5an .00 .00
Equaﬁibn 4 2.15% .00 .00 .00
Equation 5 -1.32° 00 .00 o0

' Equation 6 .00 00 .00 o4
Equation 7 .00, .00 © .00 -2.14% :




TAELE M.3 (centinued)

v Measurement: Model

Latent Construct Measured Variable

~Linguistic Outcame IFA Reading Test
Population IVS

E : . -OISE Test de Mots
- ' *@ Trouver, Niveau 7

OISE Test de Camréhension
Aurale, Niveau 7

o

Non-Linguistic Opportunity to Use
~ Outcare French

&

Motivation . - Student Motivational
Intensity

e - Student -Desire to
Learn French

< Student "Attitudes Towards
Learning French

‘Self-Confidence - Student French
With French . Classroom Anxiety

Student French Use

Anxiety

‘Student Self-Ratings

in French '~ °

Attitudes . Student Attitudes Towards
. French-Canadians

Student Future Orientation

Student . Instrumental
Orientation

.

Standardized Solution
Coaefficient

1.63

1.42

6.76%*

10.74**

4.34%*%

3.50%*"

2.70%*

LBO**

© e

5.44%*
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TABLE M.3 (continued)

Standardized Solution

Latent Construct Measured Variable . Coefficient
- N Attitudes (continued) Student Ethnocentrism * 7.85%*
N ' ’ Student Integrative. 7.50%% .
Orientation ’
Student Interest -in 7.53%*%
Foreign Languages -
.Student Perceived -
) Parental Encouragement
Passive Parental Parental Desire to 10.98**
Influence Learn French . ‘ o
Parental Interest in 7.28%*
Foreign Languages o .
Parental Attitudes Tow 3.57*%
French-Canadians -~ °
v (
Parental Integrative ® -
- Orientation .
sActive Parental Parental Ethnocentrism 3.64%*
Influence . "
. Parental Instrumental .45
Orientation
Parental Future 6.71%*
Orientation
Parental Encouragement 3.37%*
Paréntal Motivational -
- Intensity
* pe<.05 -

** pe<,0l
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‘TARLE M.4

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

Equation
Equation
Eqﬁation
ﬁquAtion
Equation
Equation
'Equafion

.Equation
Equation-

Equation

Eéuétion
 Equatién
Equation

Equation °

Structural Equation Model

711

.00

.00

.00

.00
.00
.00

.00

&
.80
.00
.00,

1.46

©-1.78

.00

.00

12
.00

. .00
.00
.00
A\
.00

.00

.00

.00
.00
13.21%%*
LOO
.00
.00

.00

%3

1.61

3.?4::t
.00
.00
.00
.00

.00

3.01
.00

.00
.00
.00
.00

.00

4 %5
00 00
00 . .00
00 B.TLe
.00 .00
6.63%% .00
.00 l00
.00 .00
£3
.00
.00
.00
.00
© .00
.01
_1.98%%

"(6

.00
.00
.00 -
1.71
.00

10.46**
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TABLE M.4 {(continued)

Latent Construct

Lingquistic Outcome

'Nmrmngnmnc
Outcome ¥

Motivation

-~ Self-Confidence
- With French

Attitudes

Measurement Model

Measured Variable

IFA Reading Test
Pcpulation IVS

OISE Test de Mots
d Trouver, Niveau 7-

CISE Test de Ccn@méhénSion

Aurale, Niveau 7

Opportunlty to Use
French -

"Student: Moti&étional

Intensity'

-'Student Desire to
Tearn French :

Student Attitudes Towards

‘Iearning French
" Student French

Classrocm Anxiety

Student French Use
Anx1ety

Student Self—Ratlngs

in French

. .Student Attltudes Towards
‘French-Canadians - -

Student Future Orientation

Student Instnmental
Orientation -

’

Standardized Solution

Coefficient

1.65 .
1.44

7.20%*

11.72%*

6.37**

" 4.80%*

2.69%x

s - 8.30%*

6.01**
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TARTE M.4 (continued)

Latent Construct

Measured,Variable

Standardized Solution

** p<<.0l

Coefficient
Attitudes (continued) Student Ethnocentrism, B.27%*
Student Integrative B.13%%
Orientation
 Student Interest in 8.14%*
' Foreign Lanquages :
| Student Perceived -
Parental Encouragement
Passive Parental Parental Desire to 10.79%*
Influence Learn French
Parental Interest in A 7.44%*
Foreign Languages ’
Parental Attitudes Towards 3.70%%
French-Canadians
. Parental Integrative =
Orientation Vd
Active Parental Parental Ethnocentrism 3.67**
Influence _ '
Parental Instrumental .58
Orientation
) f Parental Future 6.82%*
Orientation ' :
Parental Encouragement ' - 3.56%*
Parental Motivational -
. Intensity
* p=.05 &




¥

.i- 206 -

* Reproduced fram Gardner, 1979 (Tables 2 and 3)
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el |

TABLE N.1

S ]
!

The relationsHip of ten predictor variables to Motivation and
five Outcare variables in a monolingual setting (Gardner, 1979,

Table 2).
PREDICTOR/ BEHAV | OPP. TO
MOT. INTEN. USE
gl ) T3 T4 I, I3 Ty
INT. FOR. LT4%** .33*:% ~-.07 L40%* L26%* .00 .24%
LANG. .
INTEG. .68%*  .36** .00 CL37Ex .28% =0l 27w+
ATT. LRG. J62%%  33%% (2 L AOx* .18 -.06 L32%*
STT. .
INSTR. L34x% 24% .07 YL46** 06 -.07 .36%*
PAR., ENC. yalr. o .20% N\Q9 49k .03 -.05 J36%*%
N ach. J33%*% 07 -.11 J52%% .08 -.05 .35
Ethno. ~.31%*  ~.07 .09 .52%% ~.05 06 L36%*
FR. CL. —.33%% - 0%k - 3% L45%* - 3Tk% - 20K 27Rk
APT. .18 Wlgx 1 .49k .04 ~.02  .36%*
 MOT. L52k* L36**
/!
* p=<,05 ~— Correlation of Attitudes with Motivdétion
** pe 01 — Correlation of Attitudes with Cutcare

—— Semi-partial Correlation of Attitudes (Motivation
Removed) with Outcome

— Semi-partial Correlation of Motivation (Attitude 8

Removed) with Outcame

a
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TABLE N.1 (continued) -
PREDICTOR
VARIABLES CAFT. GRADE )
o) I3 Ty o) I3 T4

IVT. FOR. 4% .09 .19%  .37*% .00 L 3gen

LANG.
TINTEG. .23% =05 3% L3 - .04 . 39%x
ATT. IRG. A2 - 14 39w 27x% 05 L42%*

SIT.
INSTR. .00 -.04 370 15 ~.02 _47*
PAR. ENC. 204 -.05  .3B%* 04 -.07 .50%%*
N ach. 236 1L .32% L3gex L 1o¢ ALx*
Ethno. —.35%%  ~ 24%  DgRk  _ 37kx - D% .41%*
FR. CL. ~.33%%  — 22%  20%x  — 27*kx  _ 11 - L44rk

ANX . :
APT. J37H* 3Lkx 32k 4gRk AQR* 4%
MOT. .38** .50%*

* p=<.05 "1 — Correlation of Attitudes with Motivation
w p<.01 "2 — ‘Carrelation of Attitudes with Oufcome’

3 — Semi-partial Correlation of Attitudes (Motivation
Removed) with Outcame
T4 — Semi~partial Correlation of Motivation (Attitude

Removed) with Outcome
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TABLE N.l (continued) -
PREDICTOR
T2 T3 Ty
INT. FOR. .44%% 07 L31RH
LANG.
INTEG., J40%* 05 35w«
ATT. LRG. .39%% 08 37k
SIT. :
INSTR. .19 .01 .49**
.‘/_\
PAR. ENC. A5 .03 51x* o
N ach. 2% 26%  41%* L NI
Ethno. — 4l - 26% 42w
FR. CL. -.48%* ~ 3%k jguxk
ADPT. LAG%* 40k 45Kk
MOT. 53%*
* p<.05 1 — Correlation of Attitudes with Motivation -
** pe .05 T2 — Correlation of Attitudes with Outcome
I‘:3 -— Semi-partial Correlation Qf\Attitudes (Motivation
‘ : Removed) with OCutcome : '
T4 — Semi-partial Correlatich of Motivation (Attitude

Removed) with Outcane
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TABLE N.2

The relationship of ten predictor variables to Motivation and

five Outcome variables in a bilingual setting.

{Gardner, 1979,

Table 3).
PREDICTOR BEHAV . OPP. TO
"VARTABLES MOT. INTEN. . USE
T ) I3 Ty ) T3 4
INT. FOR. J76%*  L40%* =01 J36%* 7% 03 ,1g% -
LANG. )
. » “'
INTEG. J62%% 23%  —.13 S1** 19%  —. 0L .26%*
ATT. IRG. LA8%% 6% o] L47%% 05 -.12 L34%x
SIT.
INSTR. L29%% 11 =04 53%% 02 -.08 L334
PAR. ENC, SR U32%% 05 JA4kx 330k 19" 1gw
N ach. L26%*% .06  —.20% 57%% 01 -.09 33wk
Ethno. .02  -12 -1 .54%% - 06 —.06 ' .32%
FR. CL. ~.18%* -.19% -.10 JS1RE - 35k 30%k DGRk
ANK. N VS
APT. .05 11 .08 538 - (6 ~.08  .33%%
MOT. L54%% ) L32%%
* p< 05 — Correlation of Attitudes with Motivation
** pe 0l — Correlation of Attitudes with Outcame

——- Semi-partial Correlation of Attitudes (Motivation

Removed) with Outcome

— Semi-partial Correlation of Motivation (’Attit;gdé

Removed) with Outccme
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TARLE N.2 (continued)
PREDICTOR
VARTABLES CATF. GRADE
r2. . r3 I.'4 ‘ r2 r3 r4
INT. .FOR. 20% .03 .13 A5% =07 21
LANG. :
INTEG. N L ) .05 .12 -.05 L22%
ATT. LRG. .03  -.09 L 25%% .07 -.06 L25%%
SIT. . / o
INSTR. .15% / . .20% . 20% .14 . .20*
* PAR. ENC. 15 {03 .19* .10 -.03. .23*
N ach. -1 -.18 27T*% 03 -.03  .25%*
Ethno. .03 .04 24 .12 .12 25
FR. . -.34%x  _ 30%% .18 -.24%  —_20% ¢ ,21%
ANX. o
M |
APT. .06 .05 .23* L27%% . 25%k .23%
MOT. .24% .25%
* p=<<,05 1 — Correlation of Attitudes with Motivation
* p<. 0l T2 -- Correlation of Attitudes with Outcome
'3 — Semi-partial Correlation of Attitudes (Motivation
Remcved) with Outcome '
r

4 --- Semi-partial Correlation of Motivation (Attitude
Removed) with Outcame



** p< .0l 1_:2 — Correlation of Attitudes with Outcx:me

T3 — Semi-partial ‘Correlation of Attituaes (Motivation

Ty — Semi-partial Correlation of Nb%;ivation {Attitude

Removed) with Outcame

Removed) with Outcame
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TABIE N.2 (continued) g
PREDICTOR |
VARIABLES SPEECH
]."2 ]‘.'3 r4
NT. FOR. 14 -.04 .17
LANG. :
INTEG. 02 -.15 .26%
ATT. IRG. ~.04  -.16 .27
St ~
mSTR. .02 -0 .22
PAR. ENC. .22 13 .12
. N ach. o7 ma Lo
- Ethno. - | ~.08  -.08 .22
FR. CT.. B4R -Gl .10
APT. -4 -06 .22
wr. - . .25
* p=<.05 0 - Conélation of Attitt‘ldés with Motivation

(W

v

Pad
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Appendix O

RELIABILITY AND VALIDITY DATA FROM THE

ATTTTUDES AND MOTIVATION TEST BATTERY:

REVISED MANUAL*

~

* Reproduced fram Gardner, Clément, Smythe and Smythe, 1979
(Tables 1 to 5).

«



- 214"'_. :

A

TABLE 0.1

. ¢ ' ;
Cronbach Coefficient Reliabilities (fa:dner ®t, al., 1979, TabJ_.e' ..

AY :
: Area 1 Area 2 " ‘Area 3
Variables Grades 8 91011 - 7 8 91011 7 8 91011
1: French Class Anxiety 78 81 80.76 72 77 82 77 85 67 77 80 81 84
2. Attitudes towards 84 88 88 85 86 85 84 90 88 -, 86 89 88 88 92
' French Canadians
" 3. Interest in Foreign i 86 88 89 81 88 88 84 81 86 83 89 85 90 88
Languages
4. Instrnumental 66 63 6351 68 61 58 56 22 67 74 59 62 63
5. . Integrative =~ ' . 8586 8678 88 80 80 84 80 78 85 80 83 83
6. Attitudes towards 92 94, 95 91 94 92 94 93 93 95 96 95 95 94
Learning French. . ; .
7. Attitudes towards 89 9191 90 90-90 91 91 93 89 90 90 92 93
Eurcpean F _ : S g
8. Motivational Ugtensity 82 82 85 7L 84 80.82 75 80 . 87 84 80 82 80
9. Desire to Learn French 86 87 87 77 89 86 86 81 84 90 93 86 ‘87 83
10. French Teacher - 93 92 93 95 87 91 90 90 B8 92 94 90 88 93
11. French Teacher - 78 79°75 86 67 70 57 70.77 72 78 74 83 81
‘Rapport B -
-12. French Teacher - '79 77 82 80 66 75 74 69 74 76 83 66 69 81
Campetence R v
13. French Teacher - 84 85 90 90 80 83 84 90 92 82 89 85 86 87
Inspiration S
4. French Course - 95 96 97:94 95 95 94 96 96 94 97 95 96 95
15. French Course - N 63 82 83 88 65 77 88 86:89 66 82 81 89 87
" Difficulty : : : |
16. French Course - 89:90 90 83 90 91 88 84 83~ 9291 86 90 85
Utility - ,
17. French Course - 86 92 93 91 89 89 90 93 92 86 91 89 90 92
Interest ' : :

Decimals points anitted.

éb
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- "TABLE 0.1 (continued)

—~

Variables *

Grades’

1. French Class Anxiety

2. Attitudes towards

French Canadians
3. Interest in Foreign

Languages
Instrumental

Integrative

Attitudes tcmards

- Learning French

7. Attitudes towards
Eurcpean French

8. Motivaticnal Intensity
9. ' Desire to Learn French
10. French Tea =

11. French Teacher -
Rapport ‘
12. French Teacher -
Campetence
13. French Teacher -
Inspiraticn
14. French Course -
Bvaluation,
15. French Course -
' Difficulty - ..
. 13- French Course.-
o T Utility

17. . French Course - .

Interest

-

!

Decimals po.'i.‘hts cmitted.

1Y

"

74

90
89

'_”:

87
94

91

90
93
95

81
g5

86

- 96

62

g1

88

Area
g8 9
77 74
87 90

89 88

77 67
83 83
95 94

93 93

89 84
91 87
84 93

83.78
85 82

87 78

97 95

66 74
93 89

90 88

4 .
711

10

84
90

86

62
86
95

92

83
87
90

78

82

90

96

84

a8

93

83
88

85

64
76
94

92-

8L
84
91

75

74

87

96

85

gl

89

Area 5

75
87

89

65
84
93

94

83
84
93

79

79

88
94

‘85

84

87

10

83
87

83

34
78
94

gl
79

83
94

80
74
85
95
81
90

92

11

83
80

88

13
80
91

87

86
84
92

70

70

82

93

83

81

87



"~ % TAELE 0.1 (continued)

16.

17.

Variables

,

French Class Anxiety

Attitudes towards
French Canadians

Interest in Foreign
Languages

Instrumental
Integrative

Attitudes towards
Iearning French

Attitudes towards
Eurcpean French
Motivational Intensity

. Desire to Learn French

French Teacher -
Evaluation -
French Teacher
Rapport
French Teacher
Campetence
French Teacher
* Inspiration
French Course =
Evaluation
French Course -
Difficulty
French Course -
Utility
French Course -
Interest

Decimals points amitted.

Grgdés 7

68.

71

82

59

,A.73

83

‘85

81

B2

91

81

- 79

81

90

61

..I a4

75

82

65
74
87

87

78
78
79

66
57
71
86
62
78

75

25

62

85
81
7
80
84
64
58
7
85
72

80

74

10
73

83

83

-53

18
91

94

87

86

90

65

84

71

93

67

93

82

11
\

84
79

80

44

67
91

85

69
79
79

39

6l

72

91

84

89

86

73

87

88

62

86

94

88

85
88
89

61

67

73

93

77

91

82

< .7
7 8 9

76

87

86

60
82
95

89

86
88
9l

73

77

84

94
77
90

86

80

86

86

52
83
94

90

87
87
89

71

76

77

96.

77

92

89

10

81
89

86

53
82
94

91

80

a3
80

71

75
84
94
as
87

91

11

81
87

87
39

78
91

91

77
83
89

69:
74
o
94
86
86

89



TABLE 0.2

Test-Retest Reliabilities (Gardner

et.al, 1979, Table 2).

10;
11.
12.
13.

14.

16.

17.

Variables

French Class Anxiety

Attitudes- towards
French Canadians
Interest in“Fofeigﬁ~_
Languages
Instrumental
Integrative ,
Attitudes towards
Learning French

~ Attitudes towards .

Eurcpean French

Motivational Intensity

Desire to Learn French

French Teacher -
Evaluaticn

French Teacher -
Rapport

French Teacher -
Ccnpetence

French Teacher -
Inspiration

, French Course -

Evaluation .
French Course -

Difficulty
French Course -

Utility
French Course -
. Interest

Decimals points amitted.

Grades

7

52
57

65

48
66

66

42

63
65

‘29

27

24

32°

33

43

38

41

Area 2 Area 3
8 91011 9 10 11

65 68 64 82 51 67 63
61 57 75 62 72 74 B0

66 70 60 78 81 83 82

38 54 59 47 50 47 62

61 55 6% 63 59 66 70
51 71 71 65 '59 71 &3

51°56 47 21 64 63 59

60 61 63 71 55 67 73

60 73 70 51 57 79 67
41 44-0137 31 36 11

39 20 03 40" 36 34 05
29 32 13 42 48 55 05
43 40 07 46 24 38 21

50 62 41 76 44 55 30

5447 33 58 39 49 50,

44 46 39 53 41 58 42

44 61 44 70 46 54 50



TABIE 0.2 (continued)

- ¥
: Variables

1. French Class Anxiety

2. Attitudes towards
French Cana@ians

3. Interest in Foreigyn
: Languages .

4. Instrnumental
Integrative A
Attitudes towards

Learning French

7. Attitudes towards

T European French

. N
o

9. Desire to Learn French
10. French Teacher -

Evaluation
1I1. French Teacher -
Rapport
12. French Teacher -
Campetence
13. . French Teacher -
- 'Ipspiration .
14. French Course -
" Evaluation
15.  French Course - .
, Difficulty
'*16., French Course -
Utility .*
17. French Course =
' Interest

Decimals points amitted.

Grades

8. Motivational Intensity

-
LY

55 59
57 66

69° 52

52 36

" 62 45

70 &7
42 53
67 63
40 40

27 33

39 22

3132
62 65
41 14

62 56

tr 64

71 66

{

Area 4‘?
_—

9 10

54" 67

59 45

62 54

»

42 60

41 49
58 53

40 57

52 57
65 61
39 14

43 03

142,29

29 04

58 29

47 55

51 33

49 20

11

64
59

66

53

56

74

55

65
15
31

35

33

44

65

72

54

29

59

59

71

46
52
68

34

70

.72

28
48
17

36

65
32

58

55

Area 7.
7 8 9

47
57

62

50
56
68 -

47

72
77
38

29
27
30
53.
37

44

40

66

72

45
49

46

74

75
35

14

36

31

57

55

70

37
35
58

66

52
61
24

02

16

19

46

60
26

44

- 11

69

74

56

47
47

70

58

56
62
39

38
32

59

57

46
50

54

-
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3

TABIE 0.3 .

“-
-

Correlations of AMT and MIAT with French Grades and Academic Average
(Gardner et. al., 1979, Table 3).

BMI - . MLAT

French Academic ‘ French Academic
Area 1 . Grades Average Partial Grades -Average . Partial
Grade 7 L3THR 2%k 01% J49KE T AgRx Y g3k
8 40+ .13 (45%% 5k R L BRI | L L SR
L9 . J36%% 15k | 3g* 5O%% Sgax T apew sl
Tl 24%% 07 .23%% LAB** 25k 42K+
1 J2%x .03 L43%% L23%% 26 21aw
Area 2
Grade 7 .31%x .17 27% B3R agen o7
8 .30%* 00 L34k - 0.37***- L41HH 21
9 2000 .24 .08 L3B%%. 3k .23
10 . .26% .10 .24 .26% .22 2L
1 - .a4%%  —.03 57% 21% 25% . 0B
ok
% p=.05

** “paz, 0L
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TABLE 0.4

Correlations of AMI and MIAT with Objective Measures of French
Achievement:, Ratings of Speech Proficiency (where available} and

'Sq;f Ratings of French Skill (Gardner et. al., 1979, Table 4).

Cbhjective . Partial Speech

Measures, Correlation Proficiency g
AMT MLAT | AMT MLAT . AMT MLAT
Area 1

Gr. 7 .36%*% [ 27*F 227 . .11

s 8 ITRR 44k L35%% L Dgk*
T DT - 44 W02, L33%x
1077 198k 44 JA9%%  L44%x. . 28% 52k
1L .49%%  43%% L50%F L41%* AL EL L
Area 2
Gr. 7 .3p .13 L2906 2% 31

B 2wk .33n i 30v - 1gv 3wk
9 .16 =10 - .10 -.21 .17 .00
10 ,26% - L1725 .15

11 " .14 -, A9 16 .10
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TABLE 0.4 {continued)

Partial
Correlation
AMT MLAT
 Area 1
Gr. 7
8
9
10 L2T* J51%*
N 11 JD4FE 4%
Area 2
Gr. 7 .18 L23%*
8. .19 L29%%

9 .08 -.15

¢

* p=<.05

** pe.01

Self

Rating
AMI  MIAT
L49%% |12
LABrE 37w
A 1ge
.32%% .05
37F% 18
26%% |12
16 27
.26%% .03
17 -4
J32%% - 21

Partial
Correlation

AMT MIAT .

A2%% — 06 0 =
L45%% _DTkk
:40%* .15
.32%% 03

37 17

4% 07
16 .28* N
24 -.01
.23 -.06
32% -.10

Pam
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TAELE 0.5

' Corrélat_ions of the ThresTamposite ‘Measures, Motivation,
Integrativeness, and Attitudes Toward the Learning Situation with
Four Criteria (Gaxdner et. al., 1979, Table 5).

Fr. Gr. t Ach.

. MOT INT ALS MOT INT SALS
Area 1 -
Gr. 8, .36%% = 22%x L30%% | 14~ .05 .04
9 : '
10 .4Q§*/)’.32** L29%k | 26%* L2k .13
11 LA0**  29%% L3THR | D]ak L27Hk L21x*
Gr. *k D4k L29%% | 35k L33%% L19%*
A S - L YL L27xx | 3pR* L 29%%* L2Tr*
9 L39%% 24k L20%* | 07 -.02 .03
10 27%¢ .12 .10 . 25%% . 18%* .04
11 L39%%T TRk TL3Bk* [ 5px* L3Lk* L42%x
Area 3 .
Gr. 7 L50%*  26k* L43%*x | 5p%* J26%% L43%*
8 L3l 14 .26% L20%* .20 L32%%
9 LAG** 29%* L36%% | 26%% L20%% 10
10 ' .43%% 24%x _35%% | 33k . 30%* .20%
11 .16 .13 .06 .10 .14 .10
Fl
Area 4 i
‘Gr. 7 .33% _30%* L26%% | 4qxk L 4g%* L3gxx
8 L32%% Dgkw L29%% | 47%* LA0** L43%%
9 LAl*k 25k L34rx b 23k .10 .20%
10 L26%%  _23k% J18%x | 23%x L 1g#* .16*
" 11 L49%% 35k L20%% | 14% L28%** .14*
Area 5
Gr. .9  .34%%  1g* .28%* |-.02 100 .00
- 10 LA0** 47k J28%% | 2gk* L3900
11 J30%*  _23% .26% 11 .10 J11
' .
* p=<z.05
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/
TABIE 0.5 (continued)- ’
Fr. Gr. Ach.
MoT INT ALS MoT INT ALS
Area 6 - .
Gr. 7 .30%** L24%* L L22%* .19% L2T7** .26%*
8 .36%* L21* . 28%* L28%% .19* .15
9 1% L33%* -.17 .13 .22 .00
10 LA2%% .29% - 44%* .18 10 LA3%%
11 L49%* L31*%* .24% .18 .09 -.01
Area 7
“Gr. 7 L36%* L2B** L21F*
8 .35%* .30** .26%%
9 A3 .33** . 31**
10 53** .35%* JAL** .38%* 32%% J1TEx
11 . 26** .13 .09 .05 J30%* .05
* p=.05
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TABLE 0.5 (continued)

** p=<.01

Speech Self Ratings
N MoT INT ALS - MOT INT ALS
Area 1 ‘
~Gr. 8 LA4** L34%% L22%%.
: 9 " J51x* L31*x* L40**
10 - .40%* L 22%* L33%*
11 .26 .35* -.04 L29%* .09 L25%*
Area ? .
Gr. ‘7. L53%k  3gkw .36%*
8 ~ATE* S J31** L 33%%
9 : - 40** L23%* .33%*
10 .29% .24% .20 .34%* .16* . 20%%
11 L49%* Tk 5e** LA2** .le* S 31%*
Area 3 :
Gr. 7 .22 .06 .13 LA3%% .21* L40%*.
8 <] JA9%* 37R* .36%*
-9 L43%* LAQ** L25%% L 36%* L28%*% L23%*
10 ¥ J24%* Y LE
) i1 L49%* .34* -.01 L34%* J17* .19*
Area 4
Gr. 7 JA9%%  _40%* L39%k | 47ew J30k% | 3gwk
8 .64%* .54** L BE**
- 9 JAl**  26% .34%% L32%% L24%% L26%*
10 .40** L26%% L28%*
11 .56%** LG 4%k .40** L34%* L2TR* L17*
Area 5
Gr. 9. .09 .10 .03 - | .09 -.19* .10
10 L32%% L42%% .04 1.28*% LAQ** .09
11 .16 .11 .13 .28* .26% .14
&
* p=<.05
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- TABLE 0.5 (continued)

Speech' Self Ratings
MOT INT ALS MOT  INT ALS
Area 6 o
‘Gr. 7 .15 J22%% g% L2TH% .18* .17
8 J25%%  19% .05 L28%* .02 -.01
" 9 .28% L21% -.10 L34x%* .10 .11
10 : .26% .03 L26%
11 ‘ . 3g%* .15 .20
Area 7 _ . ‘
Gr. 7 .10 .06 11 .36%*% L2TRk L23%%
8 LAZEK 3%k .38%% | 53k .33%* .30%*
9 J50%*%  _43%% LA0%* | sgRk . L43%% L41**
10 L50%*  39%% L24%% L 40xk . 3onx L27x%
11 .21 .06 .00 L40%* L42%x .14
Y
* p<.05
** pz,01
~ |
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- Appendix P

PARENTAL ATTITUDES AS A FUNCTION CF ECUCATION LEVEL
‘-

Aﬁ'I‘I’IUDE SCALES
. I;ltegrauve Orientation
Ethnocentrism o
I.nstrmnental Orientation
Puture Orientation -
- Attitude Towards Frendm-cénadians
Interest in Foreign ALanguages |
~ Desire to Learn French

Parental Encouragement .

Motivational Intensity

Educational Iewvel

1 ¢ - Elementary School
2‘ - High School

3 - Scme University

4 . - Bachelor's_ Degree

3

5 - Post Graduate Studies



INTEGRATIVE ORIENTATICN
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Figure P.1l Integrative Orientation by Education Level



ETHNOCENTRISM
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Figure P2 Ethnocentrism by Education Ievel



TNSTRUMENTAL ORTENTATION
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Figure P.3 Instrumental Orientation by Education Level



FUTURE ORIENTATION
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Figure P.4 -  Future Orientation by Education level



-ATTITUDE TOWARDS FRENCH-CANADIANS
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Figure P.5 Attitudes Towards French-Canadians by
: Education Level
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INTEREST IN FOREIGN LANGUAGES
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Figure P.6 Interest in Foreign Languages by Education Level
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PARENTAL FNCOURAGEMENT,
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Figure P.8 ' Parental Encouragement by Education Ievel
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